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Abstract
This literature research explored how conflictAfica tend to act as constraints to

the right to education for all. The paper argueatttvhile we may be cautious about
inferring simple causal links between lack of ediocaand conflict, it is important
to note that such links are unavoidable. It is witthis framework that the paper
assesses the right to education in terms of aceegsty and quality. Across Africa,
it may be useful to promote wider understandinghefintersections between right
to education and conflict. The central argumentto$ paper is that, at times of
conflict the right to education is even more likétybe disregarded, particularly
with respect to the exclusion of girls from schdbdke suggest a sterner approach
where the international community needs to re-thimékcategorisation of education
as a part of social, economic and cultural rightsarder that it can be effectively
protected in conflict situations. Our motivatiorr faresenting this paper lies in the
fact that it will provide relevant insights on tlsennections between conflicts and
education for peace practioners at large and intgaar policy makers in Africa;
in arriving at policies that will promote the lorgpught for education of our people
within the continent.
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Introduction

In 2011, the Education for All Global Monitoring part (EFA GMR) focused attention on a ‘hidden &isi
education’ brought about by armed conflict, a erifiat was receiving insufficient internationaleation
(UNESCO, 2011). The longstanding evidence thaté&2cpnt of the reported 113 million children ousohool
are living in crisis and post-crisis countries, rgsito the devastating effects of conflict on asaeseducation
(Ngwata, 2001; Smith and Vaux, 2003). This congegper argues that while we may be cautious about
inferring simple causal links between lack of ediscaand conflict, it is important to note that Buinks are
unavoidable. It takes off from a framework of edimaas a right. The Universal Declaration of HunfRights
(UDHR) enjoins the world to provide conditions tbe individual to assert those rights. One of thplications

is that the right to education is meaningless exdejs provided in safe environments in which ttest of
access is not death, rape, kidnapping, amputatica r@cruitment to join combat groups to fight, esttthan
being in school. Realising rights does not onlyt res stating Millennium Development Goals (MDGSs),
Sustainable Development Goals (SDGs) and the Eduacfatr All (EFA) goals.

A recent development in discussing the right tocation is the ‘4 As’ framework credited to the famnJN
Special Rapporteur on the Right to Education, KHagail omasevski (see Tomasevski, 2001a, 2001b, 2001c
The ‘4 As’ theory argues that as a human rightesscto basic education has four aspects - avéiabil
accessibility, acceptability and adaptability - ciésed as the ‘4 As’ (Tomasevski, 2001a, 2001b,120@Rashid,
2005).Availability means education is funded by government, wherpepnnfrastructure and facilities are put
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in place with adequate books and materials foresttsd This requires that school buildings meet Isaitety
standards, and that sanitation facilities suchodst$ and clean drinking water are available wittlie school
environment. Education that is available implieBvacrecruitment, proper training and approprigacher and
retention methods to ensure that enough qualifieff is available at each school (Right to EducatRroject,
2008). It requires that all barriers including diste, cost of textbooks and transport to schooleam®ved. Also
required is the removal of the cost of school umife or the removal of the requirement of uniforniis a
together.

Accessibility refers to non-discrimination against marginalizgbups. It requires that education is made
accessible to all groups and individuals withouy &orm of discrimination based on location, gendage,
disability, ethnicity, financial status (economiccassibility). Schools must be within a reasonalié¢ance for
children within the community, otherwise transpticia should be provided to students, particulahnlyse that
might live in rural areas, to ensure ways to sclawelsafe and convenient. Education should bedsfie to all,
with textbooks, supplies and uniforms provided tindents at no additional costs (Right to Educabooject,
2008).

Acceptabilitymeans the quality of education provided shouldrée of discrimination, relevant and culturally
appropriate for all students. To be acceptableca&iihn must be relevant and pluralistic. For exanptudents
should not be expected to conform to any speddiigious or ideological views. Quality teaching amahlity
instructional materials must be made availableatlifate learning in all situations at all timddethods of
teaching should be objective and unbiased and raki@railable should reflect a wide array of ideaxl
beliefs. Health and safety should be emphasizedimwi$chools including the elimination of any forras
corporal punishment. Professionalism of staff axathers should be maintained (Right to Educatiajekt,
2008).

Adaptabilitymeans educational programs should be flexibleadohel to adjust according to societal changes and
the needs of the community. Religious or culturalidays should be respected by schools in order to
accommodate students, along with providing adeqeare to those students with disabilities (Right to
Education Project, 2008). It requires that educeisoadapted to the specific needs of the childi@their local
context, the changing needs of society and corntripdo gender equality.

The ‘4 As’ theory supports international human tggbonceptions of the State as prime duty-beatemamtor

of education and the provider of last resort (raraas should have special education provisiorlitinin this
rights based theory of access is the condition déleaess should be “means blind” (Lewin, 2007). nirthe
premise of indivisibility of rights, a violation ine of the four dimensions - availability, accbk#iy,
acceptability and adaptability - constitutes a peobfor access to basic education. The theory fatiodally
resents any simplistic conceptualisation of acegsse merely getting children into schools doesmean they
have access (Adzahlie-Mensah, Golo & Agbevivi, Q0Rtcess means full participation in an educatlmat is
available, accessible, acceptable and adaptablB. & NER figures are useful but not as essemiiitators

of access. Lewin (2007) argues that aspiratioreiqihg which seeks to achieve EFA and MDGs indicate
universal enrolment is problematic because indisatre not contextualised. How access is providedl a
explanations of schooling conditions are more usdfterminants of access. The reason children do no
complete the full cycle of basic education may Iseaaresult of inadequacies in how education is gein
provided. There are patchworks of research whitk diccess to long distances to school (Shabaya Ba#io-
Agyemang, 2004; Avotri, 2000) quality of school Péah, 1997) lack of school infrastructure, non-kmlity

of trained teachers (McWilliam and Poh, 1975; Akygang, 2006) and in-school factors may impede aces
schooling. Rural schools described by the World KBas worst resourced ‘bush schools’ in off-roadakur
communities have difficulty in attracting teacharsd parents who can ill afford any cash contrimgichose
withdraw their children from school (World Bank,®D16). There is need for systematic research pdoex
these in-school context factors in much detaikimts of how it impedes children’s right to basiceation.
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Conceptualising the Relationship between education and conflict

Every child of school-going age should be in safeosls with quality teachers, materials and faesit Things
are not so in Africa and conflict is a major contrfior. Nearly all countries on the African contihexre
experiencing some kind of conflict and this tendséegatively affect the right to education. Cortfiic this
paper is conceived of as a situation where two arenparties clash over a set of incompatible deméeatling

to strained relationships because the parties Haveloped interest and identity as a result ofrthersistent
parallel claims (Adzahlie-Mensah, et al., 2017; ade-Mensah, Golo & Gyamfuaa-Abrefa, 2016). The
clashes and tensions create emergency situatiomsiah the life of individuals are threatened srdpted.

The starting point is that the right to educatisnarticulated in several human rights applicableanflict
situations including the Convention Relating to 8tatus of Refugees (1951) and the Geneva Conve(it)
Relative to the Protection of Civilian Persons iim& of War. The Later protocols, UN declarationsl an
resolutions have tried to update accepted ‘rulesmgfagement’ to accommodate the more complex nafure
modern conflicts, but in these situations, wheneflazis are often waged by groups within countaesl with no
sense of accountability to international authoribge main problem is a complete disregard for thiees and
norms represented by the Geneva Conventions. GeBiemsentions make specific reference to protections
related to education at times of war. These includwisions that:

» Parties to a conflict ensure that children undéedn, orphaned or separated from their families ar

provided with appropriate education; (Article 27)

»  Occupying powers should facilitate the maintenasfaeducation; (Article 28)

» Education should be provided for interned childaed young people; (Article 29)

e Education should be provided for children throughmn-international conflicts (Article 30)

In terms of conflicts, the right to education mbst put into perspective and understood as a pregedght
which must not be sacrificed in the name of a sttemergency or even under the most severe conditf
conflict (Adzahlie-Mensah, et al., 2017). Propasis from the IRC (2016) are informative. First, eation
keeps children safe and gives them the skills e¢isdeto survive, recover and gain control of their
futures. Second, education is absolutely critioalsthool-aged children living in communities afégtby crisis
and disaster. Third, school is where children imflbct affected children develop the foundationdllls of
reading and math, as well as the social and emitiskills to help them recover, persevere, leard ha
resilient in the face of adversity.

According to UNESCO (2015) education can promoterémce as well as the global citizenship skillfined

in the proposed SDG targets as important for pea@afd inclusive societies. Education provides fafts
psychosocial and cognitive protection which can Hmth life-saving and life-sustaining in situation$
emergencies, chronic crises and early reconstrudiiducation sustains life by offering safe spdoesearning,

as well as the ability to identify and provide sagpfor affected individuals — particularly childreand
adolescents. Education mitigates the psychosoaoiglact of conflict and disasters by giving a senge o
normalcy, stability, structure and hope for theufatduring a time of crisis, and provides essertialding
blocks for future economic stability (INEE, 200&).the midst of conflict, international humanitaritaw has a
particular importance.

A good quality education may not be enough to caupktremism, but could play a critical role in giab
young people resist recruitment into extremist eay€GCC, 2013). In a survey of six countries andtories
affected by violence, many citizens believed thadrgorovision and quality of education is one & thrivers of
conflict (World Bank, 2011). Education can also esdives by protecting against exploitation and harm
including abduction, recruitment of children intoreed groups and sexual and gender-based violehaésd
provides the knowledge and skills to survive inrsis through the dissemination of lifesaving imf@tion
about landmine safety, HIV/AIDS prevention, corflesolution and peace-building. This is the contex
which education is assessed in order to ensureithat granted as a universal right without exosypsi
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Education is increasingly seen as one means taeegiud overcome the effect of violence and can inéigy a
sense of normalcy and stability into an otherwisaatic situation.

I mpacts of conflict on theright to education

The effects of conflict on advancing the right tlueation are widely documented in development pakbns.
For example, the IRC (2016) 62 million out-of-schobildren and youth are living in nations affectagcrisis
and are in desperate need of educational suppddNESCO (2015) policy paper noted several concdtns.
noted among other things that education urgentgdadgo be made a priority in conflict-affected coi@s as
these countries currently have some of the wonisst education indicators. A further concern whatt
millions of children in those countries are beirgpdved of their right to an education that coulthsform their
lives. According to UNESCO, conflict-affected st particular, remain off track from reachingmpaf the
education goals in spite of tremendous global msgtowards reaching the EFA goals.

Without focusing on conflict-affected countriesetbducation targets agreed at the May 2015 Worlc&itbn
Forum in Incheon, Republic of Korea, will not backed by the target date of 2030. Additionallyréhis clear
evidence that a good quality education is centraleiching many of the proposed Sustainable Dexedop
Goals (SDGs); without significant efforts towardsuersal access to education, many of these gallaat be
achieved (UNESCO, 2014). Education, for example,teep prevent conflict. One study showed that dingb
the percentage of youth with secondary educatiomfB0% to 60% has the potential to halve the risk o
conflict. Another study of 55 countries between %hd 2003 indicated that where educational inétyual
doubled, the probability of conflict more than ddfrom 3.8% to 9.5% (UNESCO, 2014).

The issue of conflict as an impediment to the aaigent of EFA goals was highlighted at a stratsgission
on Education in Situations of Emergency and Casipart of the Darkar World Education Forum in 2080 a
consequence, the main declaration of the Dakar &naork for Action states that,

Countries in transition, countries affected by conflict, ambst-crisis

countries — must be given the support they needctieve more rapid

progress towards education for allJAnd] ‘Countries in conflict or

undergoing reconstruction should be given specttdrdion in building up

their education systemgDakar World Education Forum Framework for

Action, main declaration, paragraph 12, 14).

The Dakar Framework identified twelve strategiest e likely to contribute to the achievement dti€ation
for All. One of these is tomeet the needs of education systems affected fictohThe essential point is that
the issues represent an international acknowledgethat conflicts affect education systems for Whieason
support is needed to help conflict affected edocasiystems. It is in this context that we can asHes effects
of conflict on the right to education in terms otass, equity and quality.

Some have argued that ‘schools are increasinglyattgets of military activity’ (Smith and Vaux, 280DFID,
2001). The historical literature explained that 406f&chools were destroyed during the Mozambiq(@mith
and Vaux, 2003). We are informed that 80 per céthe 2400 schools in Liberia were put out of opieraby
the conflict; the teacher training institutes irudveast and central Liberia were also destroyed; aout
12,000 teachers who were on the public school plaiyrgre-war Liberia took up alternative employmea
make ends meet during the waukuly, 2016). Smith and Vaux also suggested that thesfig often on the
most visible impacts of conflict on education, sashdestruction of infrastructure and disruptioreducation
provision. However, it is crucial that the relatéhip of education to conflict should not only bensidered at
times of crisis, but also be a routine ingredientl@velopment thinking within the formal educatisector. In
this perspective the impacts of conflicts on thghtito education can be discussed under three rttagones
namely — education as part of international hunigints, Education for All and Education as part afldhnium
Development Goals.
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A World Bank (2005) publicatiorReshaping the Futurenumerated a number of conflict effects on edanati
systems noting “conflict has devastating impacedncation, both in terms of the suffering and psjafjical
impact on the pupils, teachers ... and the degmdaf the education system and its infrastructufeacher
training frequently collapses, learners drop ouanagement development and training policy develapme
breakdown, and resources are channelled to miléaxpenditures and away from education, leaving @isho
without textbooks and learning materials, teachegsaid, and schools unsupervised.(p.18)
It was explained that:

The most profound and lasting impact of conflictpsimary education is,

however, is quality rather than access. Qualitydeerto deteriorate as

qualified teachers disperse, as learning materitsl supplies become less

available... (p. 20).

This leads to a collapse of the public system afcation. Where education systems remain resilieatréport
argued that “this resilience may be reflected imtcmed schooling during conflict, but equity, agseand
quality usually deteriorate.”(p.22) Education mayer come to a complete standstill for an extenmiabd but
may be affected by a “legacy of dropout and rejetitdisrupted attendance, and overage student&hwh
“outlasts the frequently quite rapid recovery ofr@ment rates.” The teaching force are often sdyere
debilitated by conflicts and in the case of Rwandmre than two-thirds of the teachers in primarg an
secondary schools were killed or fled.

A UNESCO studyEducation under attack007) and UNICEF study (Bush and Saltarelli, 20818p highlight
some of the negative aspects of education in ogldt conflict. The findings were that:

e pupils and staff stay at home because of fear f@aickd in the forms of abductions, detention or

disappearance

» Children are denied teachers as a result of muatetsissassinations

» Pupils and staff flee for fear of being targeted

» School buildings, materials and resources are @esiror damaged
The use of education as a weapon in cultural refme®f minorities, denying them access to edunatio

» Segregated education such as the apartheid syst8outh Africa

* The manipulation of textbooks for political purpsese telling the ‘national story’.

» The inculcation of attitudes of superiority

The UNESCO study concludes that conflicts typicdisrupt and undermine the provision of educatamtess
to education and the quality of education; and tya2007 up to 40 per cent of the 77 million or mahildren
in the world who are not attending school can hmébin countries affected by conflict. Smith anduX#2003)
maintained that the existence of conflict inevijalbhises questions concerning government views hen t
purpose of educatio.hey insist thathere are three major characteristics of educaystems during conflicts.
These are

» Assimilationist (single institutions operating according to theueal of the dominant tradition, where
minority needs and interests are often neglected);

» Separatist (separate institutions each serving different daresicies with relatively homogeneous
populations - processes within institutions mayray not acknowledge broader diversity outside the
institution);

* Integrationist (common or shared institutions with diversity reganeted within the population of each
institution).

Bush and Saltarelli (2000) argued that this isbléseven under conditions of inter-ethnic confbiecause these
unavoidably find their way into the classroom. Amalysis of education structures and educationatgsses

from a conflict perspective could therefore be mpadrtant component of a conflickarly warning system

(Smith and Vaux, 2003).
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A report the UN Secretary-General addressed the is§ education as vital during armed conflictdefig a
sense of community and stability for children amat the whole community (Machel, 1996). The report
highlighted that education gives shape and stractarchildren’s lives. When everything around iaa
schools can be a haven of security that is vitdhéowell-being of war-affected children and th@mmunities.
The report acknowledged the exploitation of chitldaad noted that education systems in war-torn comities
often reflect the dynamics of the conflict and thjgistices that take place outside the classroomeims of
gender, the Machel report revealed the increas&daigirls of gender-based violence and sexudbéation in
the midst of armed conflict. Sexual humiliation, titation and rape are used as weapons of war. Duaimd
after conflict, girls are discriminated againstterms of their access to education. Smith and V@003)
illustrated the gender dimensions explaining thatihcreased risk to girls in the midst of confietattributed

to increased likelihood of sexual abuse and theeased contact of civilian populations with armedcés
comprised of young, sexually active males. HIV/AIDSs an additional, detrimental impact. The dedth o
parents also leaves children without the adult taa& might assure school attendance and the davelot of
important skills necessary for personal hygiene sundival. The compounded impact of HIV/AIDS incsea
risk to girls in the midst of conflict. The Machelport noted also that the recruitment of childreriuding girls

as combatants is a common feature of many armeftiatenThe Machel (2000:4) also estimated that,day
given time, more than 300,000 children under the @gl8 are being used as hostile soldiers”. Tiobddren
tend to fight instead of being in school.

UNESCO (2015) stated that half of all out-of-schobildren and adolescents in conflict-affected ¢oas are
found in sub-Saharan Africa. As more and more childglobally are entering and completing primary
schooling, the proportion of children who are ofischool has become increasingly concentrated imicies
affected by conflict. According to UNESCO, basedtba most recent household survey data from low and
middle income countries, shows that children inflicnaffected countries are more than twice aslijkio be

out of school compared with those in countries aff¢cted by conflict; similarly, adolescents arerenthan
two-thirds more likely to be out of school. In chetf settings, children and adolescents are alscertikely to
leave school early. While on average 75% of chiidie countries not affected by conflict completeith
primary education, only 58% of those in conflicieated countries do so.

Another issue is displacement. The IRC (2016) ifiedtthat, in Lebanon, more than half of the 1.illiom
registered refugees from Syria are under the agk8pfand nearly 17% are children under the ageavef f
Mawson, Dodd and Hillary (2000) and Lowicki (200ilustrated the need for emergency education for
unaccompanied or separated children to ensure ghé8ty and survival arguing that when schoolinhaked
during conflicts there is little protection partiatly for girls. Children in this group are liketp be one of the
least educated. The World Bank (2005) explainslaiggnent, either within or without the country’srébers,
places enormous pressure on education systemsutsrin millions of learning days lost.

Finally, teachers living in conflict and fragileagts often risk their lives to provide an educatieith little
support through training and psychosocial suppitey often go without pay for months on end. Suppgr
teachers is crucial to prevent the collapse ofethecation systems in these countries and yet teaaleries in
many Humanitarian Response Plans are rarely fu(iek the Children, 2014).

Conflicts and development aid to the education sector

Aid has been essential to realising the right tacation in developing countries, especially in Adri According
to Dembisa (2009) there exist three types of aigndmnitarian or emergency aid, which is mobilizedl an
dispensed in response to catastrophes and calamifigr example, aid in response to the 2004 Asianami,
or monies which targeted the cyclone-hit Myanma2®@8; charity-based aid, which is disbursed byritdtale
organizations to institutions or people on the gajliand systematic aid — that is, aid payments niaeetly to
governments either through government-to-governnm@amisfers (in which case it is termed bilatera) ar
transferred via institutions such as the World Bémown as multilateral aid).
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UNESCO (2015) discussed the issue of Aid and itmeotedness to realising educational goals. Acogrth
UNESCO, education funding in conflict affected ctrigs is neglected. Conflict-affected countries gwending
far below the recommended levels on education0tR2just 3.2% of national income was spent on atiuc
in 21 of these countries — far below the globalrage of 5% or the recommended target of betweeadd®©%
of national income. The proposition is that ingéitt humanitarian and development aid systemsthegevith
insufficient levels of domestic financing, are leay millions of children and adolescents in confidfected
countries excluded from education. This is holdimack global efforts to ensure school access far all
Humanitarian aid does not prioritize educationnsfating to little funding. The globally agreedget for the
minimum share of education in humanitarian aid ¢oab least 4% needs to be strengthened to ensud@néu
reaches all children and adolescents affected bflico Development aid does not adequately suppountries
in long-term crises, nor their education sectoimn®s must better target aid according to need.

Resources for education in protracted crises détmoutside standard. Humanitarian funding asdheent aid
architecture has been widely critiqued for someetint compartmentalizes activities into humanitaria
development and security aid. This prevents a rholistic approach during the transition periodsiaeetn the
aftermath of a crisis, recovery, and developmerEGQO, 2012). Humanitarian assistance is therefoiftirgh
and extending into areas of recovery and basidceprovision of which education is a core sectorg yet
education continues to receive a small and inadeclsare of these funds. Findings from the 2011 EfR
estimated that conflicts in low income countriestéa@l an average of 12 years, longer than mostrehildnd
youth in these countries would typically spenddhaol (UNESCO, 2011). There is a danger that thabars
of out-of-school children grow with each year ohflict (Save the Children, 2015). In spite of theglucation
continues to be neglected in the Humanitarian Resp®lans for countries in protracted crises; litisseen as
immediate and lifesaving and is downgraded as eripri Lifesaving interventions are typically furdidirst,
despite education being identified as a high psidyy crisis-affected people (Poole, 2014).

Third, given the low amount of humanitarian aid r¢gpen education, development funding appears tg ala
more important role in many countries in protractgses. In 2013, UNOCHA launched 16 Humanitarian
Response Plans, of which eight were for countrigerotracted crises. In these countries, an aveshgest 8%

of education funding came from humanitarian fundithg remainder, 92%, was provided by developmeht a
(UNDP, 2015). In the Democratic Republic of Congdere there has been a Humanitarian Response Plan
since 2001, just 5% of resources for education cfom humanitarian resources in 2013; this is Iprgieie to

poor funding of the education sector’s requestiwithe Humanitarian Response Plan. Just 9% ofdieation
sector’'s funding requests were met; if requests lbeeih met in their entirety then 37% of resouraas f
education would have come from humanitarian resgsiiic 2013.

Fourth, humanitarian aid appeals continue to négldacation needs Not only does the education séetee
one of the lowest requests for resources in Huraaait Response Plans, but it also receives a shatk of
what is requested — a double disadvantage. In 2ik4education sector's share made up just 2.9%6taf
humanitarian aid requests. It was the third lowegquest after ‘mine action’ and ‘safety & secunfystaff and
operations’. Furthermore, just 36% of the sectogguest was met compared with an average of 60%lffor
other sectorsUNESCO, 2015). As a result, just 2% of humanitarian appeals wergducation, which is half
the minimum target of 4% agreed by the UN Globaldadion First Initiative (GEFI) in 2011. Less tha% of
total humanitarian funding was allocated to educafor 9 of the 21 appeals that included a reqtmsthe
education sector in 2014. No funding whatsoever iwasived for education in 4 of these 9 countri&urkina
Faso, Cameroon, Gambia and Nigeria — despite resjhesrg made and in spite of the large numbemibbf-
school children and adolescents. The relativelyr fooding of education in development aid and huitaaian
appeals starkly contrasts with the high prioriiatthat communities and children place on eduoatibthe
context of emergencies.
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Fifth, Countries in need are left behind becauskiofing asymmetry Humanitarian aid is under-resedrand
also under sustained pressure from the increasetbens of protracted crises and large-scale natlisakters.
This means that, at ‘peak demand’, funding is offererted to meet the most visible, immediate aodte
needs (FHF, 2015), reflecting the competitive rafrthe humanitarian financing system where dodarsrt
resources to appeals with high media visibility. 2810, for instance, many chronic crises saw a ewark
reduction in the proportion of their funding rearitents met, as donors committed large volumes rafsfiio

the Haiti Earthquake that happened earlier in #er yFHF, 2015). By mid-February 2014, the UN wasrfg

the momentous challenge of coordinating and respgrtd four ‘Level 3’ emergencies — in the Centidlican
Republic, the Syrian Arab Republic, the Philippia@sl South Sudan. Acute needs in the Syrian ArgluBlie
meant substantial funds were directed from prodchcrises such as that of the Democratic Republi@omgo
(Bennett, 2015). This asymmetry is also seen indifferences in requests for funding and what eieed.
While the gap between the results of the best amdtviunded appeals has been decreasing since 2@)&,
remains a stark imbalance. In 2011, funding fortitéaeducation humanitarian appeal received 110% of
requests; in Chad, which has had a regular HumémiteResponse Plan since 2004, the education cluste
received only 9% of its requests. The DemocratipuRéc of Congo, which has had a regular Humaratari
Response Plan since 2001, had the poorest fundeshtiosh appeal in 2013 and in 2014, receiving §3tand
3%, respectively, in these years.

Crucial elements of education are not funded. Aaleis of education projects under the Humanitarian
Response Plans indicates that many have focuseldeotonstruction of school buildings and the pusehaf
textbooks, teaching materials and other equipnemetdf much better with their funding requests. Quddéired
worse and are largely funded by UN pooled or umaaked funding (Save the Children, 2014). However,
pooled funding mechanisms make up a very smallesbérotal humanitarian funding for education. Many
education funds are spent on school feeding. I 2fhe Central African Republic, Sudan and the &yArab
Republic all had projects administered by the Wdftibd Programme. In the case of the Central African
Republic and Sudan, the share of funds requesttdearived for school feeding programmes was sagmifly
higher than the share funded for all educationqmtsj In Sudan, from 2010 onwards, the overwhelming
majority of what was funded from education appeeds for school feeding programmes administeredhby t
World Food Programme, rather than for learning.

The central argument is that violent conflicts avats have destructive impacts on education thad hede
addressed (Nicolai, 2015). It could be argued thist needs to happen even whilst hostilities camtjrbut to
date the dominant and pragmatic view of most aghoisations, is that the main opportunities to vecdrom
conflict arise as hostilities subside or cease S2015). Fortunately, the fact in any conflictgjois that it is
difficult to put a finger on whether a conflict haeded because in some cases it may simply havefdraned
into a longer-term dispute with less intense ofedént forms of confrontation, intimidation or vésice (Nicolai
& Hine, 2015; Scott, 2015). Events such as ceasefind peace accords may simply mark transitiontgoi
along the way.

Sinclair (2001) provides counter-arguments to threeén spurious arguments against emergency eduacfatio
conflict affected children: that education migheyent rapid voluntary repatriation; that human#arstaff are
too busy or that there are insufficient resoureas that education is neither urgent, nor life4sgviSinclair
replies that in practice the provision of educatditself is unlikely to deter refugees desirgdturn home; that
emergency education specialists are often avaijladmhel that education provides protection and eident
knowledge and life skills for health care and swal/(Nicolai, 2015; Scott, 2015). Away from thesglaments
countries are classified as High will and low wRwanda classified as ‘high will' because the siaes in
control of education receives a lot of developmeidt However, Somalia where structures do not dszist
classified as low will and receives little suppdrhese are the challenges the Education Fast Tn#@ktive is
determined to address by identifying strong loealdership which can be supported. However, it iespthat
conflicts create conditions for less educationvalietre structures are broken down.
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Macrae (2001) also argued that reconstruction avelldpment aid should not be attempted after wér tine
state has been established. The inherent problémati€onflict affected nations would be withoutdi@pment
aid, and have little opportunity to ‘manage’ coctflio achievement of the Millennium Development SpRFA
and education as an international right. Therelse a danger that an artificial distinction can dreated
between ‘conflict countries’ and others (Smith aralix, 2003). In reality there is no absolute digtiion but
rather a set of gradations through tension towardkence. Conflicts in the past may qualify a caynfor
conflict-related inputs when its problems may netntirely different from those of its neighbours.

Effortsto ameliorate the effects of conflicts on theright to education

There are various international and national orggtions involved in ameliorating the effects of ftiots on the
right to education in Africdbecause they are concerned with education; inierradtdevelopment, children and
managing or preventing conflict and emergencies.|GQB¥, UNESCO and UNHCR jointly produced a
discussion document, ‘Rapid Educational Respon&oimplex Emergencies’ (Arguiilar and Retamal, 19@8)
order to bpen a dialogue among educators working in the asé@omplex emergenciesThe emergency
education programmes have been organized in vashades. These include Teacher Emergency Package
(TEP), sometimes known as ‘school in a box'. Thestude basic materials to operate classes intgg of
emergency and crisis. They were initially developgdJNESCO in Somalia and later used in 1994 inZaaia
and Rwanda. UNICEF has also been involved in theeldpment of kits of educational resources and the
concept of ‘Child Friendly Spaces’. From its mamdafor the protection of children UNICEF has edacat
programmes to address a variety of issues relatedonflict, including girls’ education, child praion,
HIV/AIDS and education in crisis and conflict.

As a consequence of the Machel (1999) report tdJiNeSecretary General, UNHCR’s Executive Committee
established the provision of basic education amdeetion activities for refugee children and adoéeds as
principal protection objective in the initial phasEan emergency. In May, 2000, the UN General Addg
adopted an Optional Protocol to the ConventionhenRights of the Child establishing 18 as the minimage

for participation in hostilities so that childrerarc attend school. The ‘Guiding Principles on Inéérn
Displacement’ of the UN Commission on Human Righssert that authorities should ensure that disglace
children in particular receive free and compulsedycation at the primary level which respects tohaltural
identity, language and religion; that women anésghould have full and equal participation; arat g#ducation
and training should be made available to all iraéyrdisplaced people whether or not they are §viim camps.

In March 2001, UNHCR convened a workshop on ‘Refu@elucation in Developing Countries: Policy and
Practice’ which developed thematic papers for thevigion of education in emergency situations. The
International Rescue Committee (IRC) assists theHOR to provide emergency responses and the role of
youth councils in school governance of refugee&uimea.UNICEF and UNESCO have been associated with
formal education issues such as policy and cunrmoutievelopment across the world and in Africa amd t
attracts enormous sponsorship (World Bank, 2008).example, in 2007 the government of the UK gradnte
20million pounds to UNICEF to promote educationdbildren living under conditions of fragility.

The EFA Guidelines for Education in Situations ahétgency and Crisis (Bensalah, 2002) presents good
frameworks that could be adapted to national neetk followed.The introduction of Human rights as an
academic field of study at the University of Edumat Winneba which has attracted students fromowari
professions and backgrounds is representative ef ciimmitments of African Academic institutions to
champion the course of internationalising humarhtsigon the African continent. This is a first stap
entrenching not only the right to education butropg up the broader society including policy makiershe
need to preserve human and people rights on theafffrcontinent. The International Consultative Foran
Education for All (EFA) is responsible for keepibgsic education on the world’s political agendaldvgng

the World Education Forum in Dakar, April 2000, UBKEO assumed international responsibility for aiggjst
governments in meeting the development targetdulcaion for 2005 and 2015.
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Ministries of Education are helpful. In Liberia,etMinistry of Education works with other groups suas
International Rescue Committee (IRC) to reduceitigacts of conflicts on education. A publication IRC,
Teaching Wellillustrated the co-operation and support that ltheerian Ministry of Education gave to the
organisation to ensure that children received dilutaven under conditions of conflict. The USAIDFID
and other development organisations support relseard provide funding to help in reconstructiorogf. The
Democratic republic of Congo and Sierra Leone haeeived great funds. In fact Sierra Leone, Rwaanth
Guinea have been described as ‘donor darlings’usecaf the volume of international aid to thesentoes
after conflicts. These organisations also suppmergency education programmes to ensure that ehileinjoy
the right to education even during situations afftict. The World Bank is mainly involved with cditt as part
of post-conflict reconstruction and have recentlflined a five stage process for involvement timatudes a
watching brief; a transitional support strategyiyeeeconstruction activities; post-conflict rectmgtion; and a
‘return to normal operations’. It also has a CanfRrevention and Reconstruction Unit and Post-[@arfund.
The Bank’s support for the Fast Track Initiativd (Fis aimed to progressively expand support faradion in
fragile states to make progress towards achievewietite Millennium Development Goals while increasi
states’ commitment and capacity to provide Educafio All (FT1 Progressive Framework, 31 March 2008:1 )
The Bank has been experimenting the FTI in Somalia.

Arguably, the role of ECOMOG, UNAMIL and other peakeeping missions across Africa are meant to €reat
conditions of peace for children to enrol in safthaols. The Inter-Agency Network on Education in
Emergencies (INEE) developed humanitarian and deweént framework to ensure the right to education i
emergencies and post-crisis reconstruction. Thevarkt developedMinimum Standards for Education in
Emergencies, Chronic Crises and Early Reconstractith the participation of over 2,250 individualsifin
more than 50 countries (INEE, 2004). In additiorreéflecting rights and commitments, the standaedect
consensus on good practices and lessons learnessabe field of education and protection in emecgess and
early reconstruction situations.

Concluding comments

At times of conflict the right to education is evarore likely to be disregarded, particularly wittspect to the
exclusion of girls from schools. System-wide apptas are required at all times to understand andlale
conflict-sensitive education systems that protettcation for all. In tandem with this there is theed for a
more ‘systemic’ analysis from community level tovgmmmental and inter-governmental levels to findated
solutions to the impacts of conflicts on educatfon all groups. There is the need to invest in aesle
concerning how people with disabilities or speciakeds become more vulnerable when conflicts emerge.
Research needs to focus on how stigmatisation magree their exposure to risks of killing, margisetion in
education provisions and abandonments. Interndtitaaking of the effects of conflicts on the rigtd
education in Africa must help ensure that develomrs&rategy gives priority to education/EFA. Moruntries
must be enlisted in Fast Track Initiative (FTI) ides targeted support strategies for disadvantggmaps. EFA
plans and Guidelines should have a clear analyfstheoconflict dimension and also a focus on tyyee of
education being provided, as well as a focus owlemant rates and levels of literacy and numeracyafb
children. The overall challenge is to develop mdthof tracking whether ‘progress’ in the educafietd might
also be creating tensions that could lead to ocexrxete other forms of tensions related to speotatest
groups. There is an urgent need to develop ‘cdrdbasitive indicators’ for the education sector.

Conflicts represent the greatest threat to thet righeducation in Africa (Amnesty International,(20). We
suggest a sterner approach where the internattmmaiunity needs to re-think the categorisationdfoation
as a part of social, economic and cultural rigbtshst it can be effectively protected in confiitations. This
should be framed within the context of educatioa gse-eminence right; and how conflicts impacioasly on
the achievement of EFA, the MDGs and the SDGs aicaibn.

The various efforts being made to ensure that dducds not denied to children in conflict affected
communities, the various emergency education pimvigitiatives ranging from donor support to edima
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systems research, should coalesce around the sfiéconflicts on education and the provisions donflict
affected children. The world remains to developcsgesducation provisions for children in confliatfected
communities whereby, the concerns of special neédkildren are addressed adequately.
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