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Executive Summary

Even in non-emergency contexts, youth are at great disadvantage of accessing education. Educational programmes that are available for youth in crisis contexts often do not reflect their unique situation transitioning from childhood to adulthood, and as a result do not cater to their unique needs. Of the programmes addressed at youth, very little is known about impacts and successful strategies. In an effort to countervail the general lack of high-quality evidence, this literature review aims to contribute to building the evidence base to be able to effectively articulate and advocate for successful, quality education programming for all youth affected by crisis. Through a review of research, programmatic evaluations and case studies, this literature review highlights the impact of programmes reviewed and draws out salient themes, gaps and lessons learned within the field.

Considering youth’s diverse needs, the review finds strong evidence for holistic approaches that facilitate the transition from training to income generation and have strong family and community linkages. Such linkages are also important for programme relevance and sustainability. Involving young people themselves in all stages of the project cycle and as peer educators has proven successful and led to youth empowerment. Programmes addressed at youth need to be well-structured, yet remain flexible recognising that youth’s needs are diverse. 

Creating conducive economic, political and socio-cultural environments where youth can explore, test and prove their skills and agency is key for the success of any programmatic intervention and requires strong and effective cross-sectoral partnerships. To be able to successfully monitor and evaluate programmes, more disaggregated data on the characteristics of the diverse youth population is urgently needed.

This review finds that, if provided with meaningful opportunities and equipped with relevant skills and tools, a community’s youth may be its most abundant assetin times of crisis. In many instances youth have proven to be a vital liaison between INGOs and their local communities. Empowering youth and unlocking their potential thus critically depends on and subsequently reinforces the empowerment of society at large.
User Guide
This literature review can be read as one cohesive text, but is not necessarily meant to be studied in one go. Rather, it can be used as a resource for reference. Here is a brief guide on how you could use information from the review.

Following a brief introduction in section 1, the main section 2 includes brief definitions and a rationale for implementation for each of the three sectors Secondary and Tertiary Education; Livelihoods and TVET; as well as Life Skills, Peace Education, Recreational Activities, Sports and Arts for youth. This is followed by a matrix that includes all documents reviewed within this sector. The matrix classifies documents into three categories of research, programmatic evaluations and case studies. For easy navigation, in the matrix all documents reviewed are linked to the respective entry in the reviews section towards the end of the document. Below the matrix is an analysis of salient themes that have emerged from the review of documents in the matrix. The analysis is divided into Impact, Lessons Learned and Best Practices, and Challenges and Gaps. Key themes have been highlighted in bold with information referenced to respective documents from the matrix.

After a summary including overall lessons learned in section3, section 4 includes reviews of documents from the matrices. Entries in the reviews sectionare hyperlinked to original documents where available. The entries briefly introduce the document setting the context (?) with the main goals and objectives of the specific study or programme described. Next, findings (=) are portrayed, wherever possible divided in success and positive impacts (+) and challenges, failures and gaps identified (-). Finally, conclusions (!)of the study or evaluation are given with any recommendations or lessons learned if specified.

Example: Say you were interested in secondary education: You would have a look at section 2.1. Secondary and Tertiary Education and get a first overview of definitions, rationale and documents that have been reviewed in the matrix. 

a) If you were interested in one particular document, you can click directly on its title, e.g. Tertiary Activities in Emergency Situationsand this will take you straight to the reviews section where the document has been reviewed in note format. If you still wanted to dig deeper, you can click on the hyperlink provided in the reviews section which will take you to the original document (where available).
b) If you rather wanted to get a general idea of evidence from this sector, you can read through the analysis where you will find key information referenced to documents in the matrix above. If you are interested in one particular fact, lesson, practice, challenge, etc., look for the document in the matrix and proceed as in a) or use the document map in your navigation pane to find the document review inthe reviews section in alphabetical order by author name.



Or simply have fun scrolling through and exploring this document and within it some of the themes and lessons in the exciting – and still under-researched – field of educational programming for crisis-affected youth!
Please note that this is a living document that benefits from your contributions. 

If you have any suggestions regarding content, user friendliness or utility of this literature review, would like to share documents to be added to the review, simply would like to make general comments or find out more about the Task Team behind the review,

please visit the INEE Adolescent and Youth Task Team webpage at: www.ineesite.org/youth or 

feel free to directly get in touch with the author at: Barbara.Zeus.INEE.AYTT@gmail.com.


1. Brief Introduction, Rationale and Methodology

Crises such as armed conflict and natural disasters negatively affect education and livelihood prospects of youth, which in turn can play a role in the perpetuation of fragility in post-crisis settings. The development and implementation of effective education and training for youth in contexts characterised by displacement, a breakdown of social services, and economic despair presents a broad spectrum of challenges, yet it is a necessary component of promoting self-sufficiency and long-term stability.

During adolescence, young people assume new responsibilities, lay the foundation for purposeful and moral judgements and goals and make decisions that will affect lifelong potential as they transition into adulthood. The challenges that youth face during this time are exacerbated by conflict and instability, as they are not given the opportunities to contribute in a positive way to their family and community lives. Under the extreme conditions of war, if adolescents are left without opportunities to envision a better future, youthful optimism may turn into bitter pessimism. Physically stronger than children, youth are particularly at risk in conflict situations as they may be targeted for violence, abuse and exploitation through recruitment into armed forces, trafficking or commercial sex. Despite these evident vulnerabilities, the adolescent age group is the least likely to receive assistance or protection during conflict. This is because humanitarian assistance has typically focused on the urgent health and nutrition needs of under-five and primary school-age children (UNICEF, 2004).

In general terms, youth are defined as having reached the stage in life where they have left behind childhood but have not yet assumed the responsibilities of adulthood. Factors such as the average age at which young people complete education and initial training and the average age at which they are expected to start playing adult roles in the community determine the exact age range within countries that may vary widely cross-culturally depending on the specific socio-cultural, institutional, economic and political factors. This needs to be taken into account when developing specific contextual policies and programmes. In societies affected by conflict, the concept of youth may radically alter as boys and girls are forced to take on adult responsibilities at a very young age, and then grow up without the developmental opportunities that allow them to mature fully in accordance with their age (Stern, 2007).

This literature review uses the standard United Nations definition of youth as aged between 15 and 24 years.

Rationale 

Youth present a large proportion of the world population, with more than one in four people being youth. Nearly 70 percent of youth live in poor countries that see the majority of conflict and crisis situations today (source). According to the Foreign Policy Magazine's Failed States Index (2007), the vulnerability of countries rises with successively younger age structures. This linkage can easily be misinterpreted to imply that the ‘youth bulge’ as such represents a ‘political hazard’ and a threat to social and economic stability and security ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Curtain, 2007; Hendrixson, 2004; UNDP, 2006; Urdal, 2006)
. On the contrary, youth are a tremendous asset for any society. Countries with very young and youthful age structures face great challenges, but also great potential, to their development and security. When education, healthcare and employment are available, young people renew and revitalise a country's economy and institutions. Without access to these social services, however, countries with a large proportion of young people have historically been the most volatile and vulnerable to conflict. 
Figures on youth unemployment are alarming and it is widely known that youth face greater barriers than adults in securing decent employment and this is particularly so in regions seeing armed conflict. The International Labour Organisation (ILO) brought to light that 47 per cent of the global unemployed are youth with young women in many countries more likely to be unemployed than young men ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(ILO, 2005)
. The relationship between the marginalisation of disadvantaged youth from relevant education, training and livelihood opportunities and the potential for cycles of instability and conflict has long been acknowledged. Paul Collier in his influential work (2007) finds three characteristics “being young, being uneducated, and being without dependants” as making people more likely to engage in political violence.

There is little question that addressing the needs of youth and establishing the right kind of conducive socio-economic and political context for youth to exercise their rights, maximise their potential and be able to make meaningful contributions to the development of their societies is thus central to conflict-resolution, reconstruction and the maintenance of peace, as well as the promotion of poverty-reducing growth and sustainable development. 

And yet, all too often, even where education in emergencies is available, the vast majority of programmes target younger primary school-aged children, with too little investment and attention paid to the specific developmental and protection needs of youth. Funding for emergency programmes explicitly targeting youth—especially those who are not in school—remains scarce. An overview of World Bank lending to conflict-affected countries in 2005 found that less than 8% of lending was directed specifically to secondary education projects, compared to 43% for primary and 12% for tertiary education (Chaffin, 2009a).

In contravention of educational rights for youth enshrined in various global human rights treaties, even in non-emergency contexts, youth often have more difficulty than children in accessing education (Lowicki-Zucca, 2005). The Millennium Development Goals (MDGs), as the major international framework for development, make no direct mention of post-primary education.

The problem is compounded in crisis and post-crisis contexts, and further compounded in refugee settings where only 5% of all refugee students are in secondary, 6% in non-formal education programmes and 3% in vocational or tertiary education programmes ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(UNHCR, 2003; World Bank, 2005)
. 

In programming, youth are typically grouped either with younger children or with older adults, where they may not belong. Where effort is made to provide age appropriate programmes, they often do not reflect the perspectives or realities of youth living in situations of conflict or disaster (Chaffin, 2009a). While many would benefit from access to ‘second-chance’ or non-formal educational options, governments often see these approaches as somehow less legitimate than formal school, and tend not to prioritise them.

Looking at the specific field of education for crisis-affected youth, little is known about which educational programmes catered to youth work best in different crisis-contexts and why. 
In an effort to countervail the general lack of high-quality evidence, this literature review aims to contribute to building the evidence base to be able to effectively articulate and advocate for successful, quality education programming for all youth affected by crisis. Through a review of research, programmatic evaluations and case studies, this literature review seeks to outline the scope of educational programmes for youth in emergencies, post-crisis recovery and fragile contexts. It seeks to highlight the impact of programmes reviewed and draw out salient themes, gaps and lessons learned within the field. It is hoped that this literature review will help researchers, advocates and practitioners improve their work so that youth affected by crisis are better served.

Methodology and Limits to the Review

The list of documents reviewed as part of the literature review is by no means exhaustive; it rather represents material that was kindly shared by members of the INEE Adolescent and Youth Task Team or was available online. The selection criteria for documents reviewed in this matrix were broadly defined as any texts dealing with, reviewing, analysing, evaluating or describing educational programmes catering specifically or partially to youth and adolescents in situations of emergency, protracted crisis, through to post-crisis and recovery. Preference was given to texts that address specific impacts and lessons learned. It has to be noted that this review is not meant to be a mapping exercise of existing programmes and actors, rather it attempts to document specific impacts of programmatic approaches.
Three main programmatic areas around education for crisis-affected youth have been identified for the purpose of this exercise: 1) Secondary and Tertiary Education, 2) Livelihoods Training and Technical and Vocational Education and Training (TVET) and 3) Life Skills, Peace Education and Recreational Activities. The study takes account of the fact that programmatic areas frequently overlap as more holistic approaches are pursued, i.e. Vocational Training programmes might also provide Life Skills training or have Peace Education components.
Eight documents related to Secondary and Tertiary Education have been reviewed along with 18 on Livelihoods and TVET programmes as well as 25 on Life Skills, Peace Education, Recreational Activities, Sports and Arts for youth. Documents reviewed deal with educational programmes for youth across four continents, with the main part on the African continent, followed by Asia, South America and Europe. Texts largely refer to programmes implemented over the past decade.
For the purpose of the literature review, a matrix has been developed that classifies documents into three categories of research, programmatic evaluations and case studies. In each category, document titles, author names and publication year are given together with country focus and organisational affiliation where available and not already implied in the title. For easy navigation, in the matrix all documents reviewed are linked to the respective entry in the reviews section towards the end of the document. Entries in the reviews sectionare hyperlinked to original documents where available. The entries briefly introduce the document setting the context (?) with the main goals and objectives of the specific study or programme described. Next, findings (=) are portrayed, wherever possible divided in success and positive impacts (+) and challenges, failures and gaps identified (-). Finally, conclusions (!)of the study or evaluation are given with any recommendations or lessons learned if specified.

While documents are summarised within the same matrix following a similar approach, the reader has to take into account that original texts were written for very differing purposes, produced internally or externally, some less critical than others, written at different levels and in different styles which also affects the way any programmes might be depicted in this literature review. It is recommended to consult original documents for further information. Although every effort has been made to objectively summarise rather than asses or evaluate documents in the matrix, any errors, misrepresentations or misinterpretations of documents and programmes are the author’s.

2. Review of Educational Programming for Crisis-Affected Youth

2.1.
Secondary and Tertiary Education

Definition and Rationale for Implementation
Post-primary and post-secondary education equip learners with the skills they need to develop into responsible citizens. Those students provide the country’s human resource pool and leadership base that is needed for social transformation and sustainable development. Secondary education expands on existing skills and knowledge in order to prepare young people for higher education, or to enter directly into a vocation. Tertiary education builds domestic capabilities through university education and is critical for advancements in technology and science, the development of teachers and trainers at all levels, and specialised skills for the economy. Secondary and tertiary education also increase people’s capacity and motivation to plan their own fertility, improve the survival of their children, and care for their own and their families’ health (Cohen, 2008).

In situations of conflict, in post-conflict, reconstruction and recovery those skills are essential to rebuild societies, institutions and nations at large. It is essential for such societies to have a base of highly skilled workers and academics to ensure independent and locally relevant development. Bekalo et al. (2003) looking at the development of education in post-conflict Somaliland, found that an imbalance between the availability of basic and higher education negatively affected the demand for sending children to school by reducing the perceived benefits of committing children’s time and family resources to primary schooling when the lack of opportunities beyond made the returns on investing in education seem inadequate.

And yet, outside for instance the few regular refugee camp based school classes, post-primary education is rarely provided and few texts were found documenting Secondary or Tertiary Education programmes. Tertiary Education is one of the most neglected fields in situations of emergency, post-crisis and reconstruction. Documents that were retrieved for this section focus on the provision of secondary/tertiary education for long-term refugee youth in various contexts (Thai-Burmese border, Eastern Chad, South Africa and beyond) delivered both in formal settings and through distance learning.

Documents Reviewed
	Research
	Programmatic Evaluations
	Case Studies

	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Taking Learning Further: A research paper on refugee access to higher education 

(Purnell, 2008)


(Burmese refugees in Thailand
	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Albert Einstein Academic Refugee Initiative (DAFI) Programme 

(Morlang and Watson, 2007)


(worldwide
	(Windle Trust, 2009)Tertiary Activities in Emergency Situations 

(across Africa

	(Lanzi Mazzocchini, 2008)Policy Implications Learned from the Analysis of the Integration of Refugees and Asylum Seekers at Tertiary Education in Cape Town 

(South Africa
	
	

	(Zeus, 2009)Exploring Paradoxes around Higher Education in Protracted Refugee Situations - The Case of Burmese Refugees in Thailand 

	
	

	Distance Education

	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Tertiary Education in Pursuit of the Common Good: the Thai-Burma Border Experience 

(MacLaren, 2010)


	ADDIN EN.CITE.DATA 
ADDIN EN.CITE RTEC/ACU evaluation 

(Purnell, 2006)


( Thailand
	ADDIN EN.CITE.DATA 
ADDIN EN.CITE The success of the RET Secondary Education through Distance Learning (SEDL) as exemplified through exams 

(RET, 2009)


( Chad


Analysis

Key Lesson Learned: Supporting this Crucial Area Can Strengthen the Education System as a Whole and Build a Country’s Leadership Base
Impact
The review of this sector has shown that there are few programmes in place, and there is little hard evidence about best practices within this field. There is a strong need for more advocacy work and action-oriented research. What has emerged from evidence is how a focus on basic education only has adverse effects on the education system as a whole ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Purnell, 2008)
. In the long term, the lack of higher education incentives weakens motivation for students to complete secondary education while a pool of teachers, educated only up to secondary level, leads to a decline in the quality of basic education. There is thus a need for holistic approaches to delivering education for crisis-affected youth.

Evidence from research, programmatic evaluations and case studies suggests that graduates play key roles in their local communities whether in host nations or countries of origin upon repatriation (Windle Trust, 2009). They have lasting impact on reconstruction and sustainable development ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Morlang and Watson, 2007)
. Post-primary and post-secondary education leads to self-reliance and self-esteem. Students develop peaceful attitudes and a critical consciousness that allow them to step into dialogue with international NGOs working with their communities. Youth develop into respected community members who are a link between local communities and INGOs ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(MacLaren, 2010)
. This is empowering not only for youth but for their communities at large.

Lessons Learned and Best Practices

What has proven promising in this sector are distance education programmes, especially those that follow a mixed-mode in combining online learning with face-to-face tutoring and learning support ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(MacLaren, 2010)
. Peer support, regular feedback mechanisms as well as locally relevant and socio-culturally appropriate learning material are crucial components of distance learning programmes. Furthermore, accredited learning and exams have proven a successful tool not only to motivate learning, but also to open doors to students’ further learning and employment needs ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(RET, 2009)
. In situations of conflict or prolonged displacement where young people’s future is uncertain, it is important to equip students with transferable skills which can be obtained in courses of higher learning. Considering the increasing length of time young people spend in displacement, it is essential to make educational opportunities available during displacement rather than putting their educational needs on hold until a durable solution is found (Zeus, 2009). Evidence has shown that it is extremely difficult for young refugees to attain their dreams of a university degree upon resettlement to third countries (Dunford, 2008; Women’s Refugee Commission, 2009b). The importance of accreditation is thus indisputable (Kirk, 2009) to enable young people to be prepared for various future pathwaysand continue their education elsewhere.

Research and case studies from this sector emphasise the need for inclusive approaches of programmes catering to both refugee and host community youth ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(RET, 2009)
. In protracted contexts, the perpetuationof parallel service systems has proven ineffective and has led to inter-group hostilities ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Purnell, 2008)
. It is equally important to adopt participatory approaches in programme design and implementation, for instance looking at subject choice where in the past approaches tended to be dominated by donor interest rather than demand- and market-driven.

Challenges and Gaps
In situations of conflict and post-crisis, equality of opportunity in terms of access to higher education might be a policy priority but is practically not given. Marginalised groups may find it even harder, in such circumstances, to access relevant information on courses due to inadequate infrastructure. Evidence shows that this level sees the greatest gender gaps. Establishing quota to ensure gender and ethnic balance, however, would lead to frustration of the best qualified. Instead, equality of opportunity needs to be ensured continually at all levels starting from pre-primary by creating favourable and facilitative environments, making information more easily and widely accessible and providing accelerated learning and remedial programmes for marginalised groups. Evening classes for young mothers have proven successful and it is stressed how female graduates act as role models and promote girl education ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Morlang and Watson, 2007)
. 

The biggest draw-back often are refugees’ lack of official documentation and restrictive host country policies regarding freedom of movement and the right to work that limit any potential benefits of higher education courses. While UNESCO (2006) presents a sample Higher Education action plan for a conflict-affected country, there is a general lack of clear policies and guidelines further marginalising refugee populations from host nations’ education systems (Lanzi Mazzocchini, 2008). Donors’ present reluctance to invest in higher levels of education for crisis-affected youth must be addressed by enhanced evidence-based and action-oriented research and advocacy.

2.2. Livelihoods Training, Technical and Vocational Education

Definition and Rationale for Implementation

Livelihoods comprise the physical, natural, human, financial, social and political capabilities, assets and activities required for households to obtain and maintain access to the resources necessary to ensure their immediate and long-term survival. Both livelihoods and education intersect to support the cognitive and social development as well as the economic empowerment of young people. 

Through Livelihoods Training, youth develop Livelihood Skills, i.e. they attain the capabilities, resources and opportunities to pursue individual and household economic goals. Livelihood skills relate to income generation and may include technical/vocational skills (carpentry, sewing, computer programming), job seeking skills, business management skills, entrepreneurial skills, and skills to manage money. 

Technical and Vocational Education prepares learners through practical and theoretical instruction for non-academic manual or practical work related to a specific trade, occupation or vocation; the extent of the preparation varies by service provider. Successful completion of such programmes normally leads to a labour-market relevant qualification recognised by the competent authorities (Ministry of Education, employers’ associations, etc.) in the country in which it is obtained.

In situations of crisis, livelihood skills are extremely vital. The longer the conflict or crisis continues, the more important it is to equip the young generation with livelihood skills, so they can make a meaningful contribution to their community upon displacement or support post-conflict reconstruction. Literature and programmatic experience of working in crisis-affected communities show that lack of livelihoods, or inequitable access to resources (particularly among youth), is often a primary factor in motivating violence. It is believed that if livelihood support is offered early enough, conflict may even be avoided (USAID, 2004a). Alongside other favourable interventions, effective Vocational Training is necessary to ensure youth self-sufficiency, empowerment and sustainable development of whole communities. Youth must be given the opportunity to access vocational and professional training and apprenticeship programmes that help them acquire entry-level jobs with growth opportunities and the ability to adjust to changes in labour demand.

Texts reviewed in this sector reach from vocational programmes in Northern Uganda, Liberia, (Southern) Sudan and Tanzania to Afghanistan, Kosovo and the Latin American and Caribbean area.

Documents Reviewed
	Research
	Programmatic Evaluations
	Case Studies

	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Youth and Sustainable Livelihoods: Linking Vocational Training Programs to Market Opportunities in Northern Uganda 

(Women’s Refugee Commission et al., 2008a; b)


(Women’s Refugee Commission
	(Burge, 2009)Impact study: People affected by Conflict 

(across Africa, Comic Relief
	(Berg, 2009)Youth and Livelihoods pilot project 

(Southern Sudan, International Rescue Committee (IRC)

	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Dreams Deferred: Educational and Skills-building Needs and Opportunities for Youth in Liberia 

(Women’s Refugee Commission, 2009a)


	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Final Evaluation of Opportunities for Reducing Adolescent and Child Labor Through Education (ORACLE) Project in Northern Uganda 

(Witherite, 2007)


	(Chikanya, 2009)Hope and Homes for Children  

(Sudan

	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Technical, Vocational, and Entrepreneurial Capacities in Southern Sudan: Assessment and Opportunities 

(Atari et al., 2010)


	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Legal Aid and Vocational Training for Afghan Refugees and Support to Host Communities in Pakistan - A Post Project Evaluation Report 

(Malik, 2008)


	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Teaching Kenyan Youth Skills for Independence 

(Project Baobab, 2009)



	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Are recent development strategies really doing better? The new aid architecture for VET 

(Wallenborn, 2008)


	(Lyby, 2001)Vocational Training for Refugees: A Case Study from Tanzania 

	(Krzysiek, 2010)Providing vocational training and psychosocial support to Iraqi adolescents in Syria 


	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Youth in Jeopardy: Being Young, Unemployed, and Poor in Kosovo - A Report on Youth Employment in Kosovo 

(World Bank, 2008)


	ADDIN EN.CITE.DATA 
ADDIN EN.CITE "Small-Small Steps" to Rebuild Communities with YEP - NRC Youth Education Pack Project in Liberia: Post Graduates and Income Generating Activities 

(Moberg and Johnson-Demen, 2009)


(Norwegian Refugee Council (NRC)
	(Mukankusi et al., 2009)Empowering Rwandan youth through savings-led microfinance - Microfinance Case Study 


	(Katz, 2008)Programs Promoting Young Women's Employment: What Works? 

( worldwide (focus on Latin America)
	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Subsidizing Vocational Training for Disadvantaged Youth in Developing Countries: Evidence from a Randomized Trial 

(Attanasio et al., 2009)


(Columbia
	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Improving Employability for At-Risk Youth: The Dominican Republic’s Youth Development Project 

(World Bank, 2006a)



	(Valle, 2010)Promoting Employment and Entrepreneurship for Vulnerable Youths in West Bank and Gaza Strip 

	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Evaluation of a Savings & Micro-Credit Program for Vulnerable Young Women in Nairobi 

(Erulkar and Chong, 2005)


( Kenya
	

	(Buscher, 2008)Marginalizing Youth - How Economic Programs Fail Youth in Post-Conflict Settings 

( South Sudan, Liberia
	(USAID, 2008)Haitian Out-of-School Youth Livelihood Initiative (IDEJEN) Performance Monitoring Plan 2007-2010 

	

	
	ADDIN EN.CITE.DATA 
ADDIN EN.CITE The Effect of a Livelihoods Intervention in an Urban Slum in India: Do Vocational Counseling and Training Alter the Attitudes and Behavior of Adolescent Girls? 

(Mensch et al., 2004)


	


Analysis

Key Lesson Learned: Long-Term Support, Locally-Rooted and Market-Driven Approaches Can Provide Youth with Income-Generating Opportunities and an Alternative to Warfare
Impact
TVET, it emerges, is critical for youth to obtain the skills to secure wage employment, gain self-esteem and become active citizens ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Moberg and Johnson-Demen, 2009)
. From case studies, we can see that Vocational Training combined with work placements, Life Skills training components and offering micro-credits can lead youth to formulating clear future objectives and securing employment and setting up their own business ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Attanasio et al., 2009; Burge, 2009; Chikanya, 2009; Project Baobab, 2009)
. Due to their superior skills, youth act as liaison between INGOs and their local communities and thus present an important link (Berg, 2009).

Lessons Learned and Best Practices

From programmatic evaluations, it becomes evident that most successful programmes are those that follow a holistic approach, those not only offering TVET but combining such training with Life Skills, basic numeracy and literacy, entrepreneurship training to empower youth and provide start-up kits upon completion to facilitate transition from training into the labour market ADDIN EN.CITE.DATA 


 ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Burge, 2009; ILO, 2005; Krzysiek, 2010; Moberg and Johnson-Demen, 2009; Project Baobab, 2009; Valle, 2010; Wallenborn, 2008; Women’s Refugee Commission, 2009a)
. There is evidence such approaches had positive side effects of more civic youth engagement and youth leadership which in turn led to empowerment not only of youth but also of their communities ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Krzysiek, 2010; Witherite, 2007)
. We can see from programmatic evidence how youth equipped with the necessary skills are positive actors in community reconstruction, in Sierra Leone for instance youth-led organisations have ensured youth needs are represented and addressed by the central government (Burge, 2009).

Best approaches are locally-rooted and supported, are financially viable, developed on clear articulation of national socio-economic goals, use local know-how and build on local structures and performance capacities of national institutions to ensure local ownership ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Wallenborn, 2008)
. It is clear that for training to be effective, it needs to lead to income generation. This requires determining beneficiaries’ needs and requirements, carrying out prior market analysis to maximise benefits and combining local knowledge with marketing expertise ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(ILO, 2005; Witherite, 2007)
. Holistic approaches therefore also require inclusion of post-training linkages, and linking the strategy for youth employment promotion to macro policy to promote economic growth. The need is for well-targeted employment-oriented development programmes. A key theme that runs through the literature in this sector is that of market-driven approaches. While there is emphasis on such approaches, in practice, there still seem to be many TVET curricula that are out-dated, not relevant to out-of-school youth and market needs as many youth train in skills for which there is little or no demand and that lead to labour market saturation ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(ILO, 2005; Women’s Refugee Commission et al., 2008b)
. 
Challenges and Gaps
Challenges linked with striving towards this ideal approach are to be found in curricula having to keep up with dynamic markets and changing realities. Also, generally weak labour markets in target areas complicate beneficiaries’ endeavours to turn their skills to income generation ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Moberg and Johnson-Demen, 2009; Women’s Refugee Commission, 2009a)
.To illustrate this, even with sufficient training programmes in place, in Sierra Leone the employment market could only absorb another five per cent of youth in addition ten per cent currently in formal employment (Stern, 2007).

According to evidence from research, TVET programmes succeed in providing marginalised, out-of-school youth, ex-combatants and those with little formal education with livelihood skills and income-generating opportunities as an alternative to warfare ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Atari et al., 2010; Malik, 2008)
. However, challenges remain in reaching the most vulnerable and needy youth ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(World Bank, 2008)
.

A general weakness of the sector can be found in a lack of quantitative and qualitative data on youth employment at national level as well as information on the impact long-term unemployment has on youth and how TVET can best address this ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(ILO, 2005; Lyby, 2001)
. Data would need to depict disparities, links between education, social background and youth unemployment like the World Bank’s study on youth unemployment in Kosovo endeavours to deliver ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(2008)
. Such research needs to be participative, encouraging local civil society to get involved, with more coordination between NGOs, as well as between NGOs and academic institutions ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Witherite, 2007)
.

Furthermore, monitoring is limited to basic reporting on funds spent rather than programme impacts and measuring long-term sustainable success of TVET (Lyby, 2001). This comes as a result of inconsistent programme design when programmes are (welcomingly so) modified in response to changing realities and youths’ needs ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Women’s Refugee Commission, 2009a)
 and a lack of clear guidelines and sets of indicators (Chikanya, 2009) as well as constraints due to donors’ short-term funding commitment. The need therefore is for flexible yet consistent programme design. The sort of longitudinal research design matching programme beneficiaries with peers in control groups to assess programmatic impact as pursued by aSavings & Micro-Credit Program for Vulnerable Young Women ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Erulkar and Chong, 2005)
 can be exemplary while acknowledging the difficulties in importing such approaches to an emergency context. The challenge is to recognise long-term need and short-term funding and quickly changing realities in emergency contexts while creating programmes that can have sustainable impacts on young people’s lives. Witherite ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(2007)
 recommends involving young people in project design, implementation, monitoring, encouraging leadership development and working with local communities to establish long-term development goals.

A general obstacle to the sector is how TVET is still generally seen as sub-standard by many governments and target communities which undermines efforts to implement programmes at this level as exemplified by research ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Atari et al., 2010)
.

To provide assistance to practitioners, the Women’s Refugee Commission together with Columbia University (2008a) developed a toolkit offering a roadmap to increasing the number of Vocational Training graduates with sustainable livelihoods with the aim to help gather information on market demand and translate this information into programming that is responsive to youths’ needs and the demands of a dynamic business environment.
2.3. Life Skills, Peace Education and Recreational Activities
Definition and Rationale for Implementation
Life Skills, Peace Education and Recreational Activities usually take place in non-formal contexts but can be integrated into formal classroom learning. Life Skills comprise a large set of psychosocial and interpersonal skills and abilities for adaptive and positive behaviour that enable individuals to deal effectively with the demands and challenges of everyday life (WHO, 2001). These can include communication and interpersonal skills; decision-making and critical thinking skills; and coping and self-management techniques to help individuals make informed decisions, communicate effectively and help them lead a healthy and productive life.

Peace Education is a long-term process of developing knowledge, skills, values and attitudes aiming to bring positive change affecting relationships, behaviours and structures that promote peace and encourage conflict prevention and minimisation (Baxter, 2001). In conflict-affected societies, youth benefit from Peace Education by obtaining new ways of seeing the ‘other’, learning to reject racist, sexist and other stereotyped prejudices to become more empathetic, tolerant and accepting of others and their differences (Krech, 2005).

In general terms, Recreational Activities are designed for therapeutic refreshment of one's body or mind. In crisis or post-crisis contexts, they include educational programmes aimed at psychosocial rehabilitation, the process of facilitating an individual’s restoration to an optimal level of independent functioning in the community. While the nature of the process and the methods used differ in different settings, psychosocial rehabilitation invariably encourages persons to participate actively with others in the attainment of mental health and social competence goals (Cnaan et al., 1988). It includes such activities aimed at Disaster Risk Reduction (DRR), the conceptual framework of elements considered to minimise vulnerabilities and disaster risks throughout a society in order to prevent, or to limit, the adverse aspects of hazards within the broad context of sustainable development (UNISDR, 2009). In DRR special consideration is given to the interdisciplinary relationship between society, the environment, economy, and culture. Recreational Activities can also include sports and arts activities that provide room for conflict-affected youth to express themselves freely.
In crisis and post-crisis reconstruction, non-formal programming may be the only access that youth have to education and training opportunities. In many humanitarian contexts, the majority of the population is out-of-school youth who cannot or will not attend school in a formal classroom setting.

Documents reviewed in this field include HIV/AIDS education, other health-focused Life Skills programmes as well as literacy initiatives in selected African countries and life skills programmes for youth in Timor Leste and Lebanon. Peace Education programmes are reviewed from an international perspective as well as in regard to the specific example of two Kenyan refugee camps and a baseline study from Nepal. Recreational Activities in Sierra Leone, Burundi, Comoros, Côte d’Ivoire, Liberia, the Democratic Republic of Congo, Afghanistan, Indonesia and Columbia as well as Sports and Arts programmes from Uganda, Tanzania, Zambia, Somalia and former Yugoslavia are included.
Documents Reviewed
	Research
	Programmatic Evaluations
	Case Studies

	Life Skills

	ADDIN EN.CITE.DATA 
ADDIN EN.CITE HIV/AIDS Education for refugee youth - The window of hope 

(UNHCR, 2001)


(worldwide
	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Equipping Youth for Life - Youth Education Pack in Burundi 

(Ketel, 2008)


(Norwegian Refugee Council (NRC)
	ADDIN EN.CITE.DATA 
ADDIN EN.CITE The Health of Adolescent Refugees Project (HARP) 

(Tiedemann, 2000)


(Egypt, Uganda and Zambia:Family Health International (FHI)

	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Children on the Frontline - Children and Young People in Disaster Risk Reduction 

(Plan International and World Vision International, 2009)


(worldwide
	
	(Avery, 2009)International Family Literacy Initiative 

(Rwanda:ProLiteracy Worldwide

	(Obare et al., 2009)Special needs of inschool HIV positive young people in Uganda 

(Population Council
	
	(Otieno, 2009)Participatory Video Program 

( Kenya:FilmAid

	
	
	(Awad et al., 2009)Young Women’s Project &Youth Outreach Project 

( Lebanon: Norwegian Refugee Council (NRC)

	Peace Education

	ADDIN EN.CITE.DATA 
ADDIN EN.CITE A Decade of Lessons Learned in Peace Education Programmes 

(Baxter, 2002)


(worldwide
	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Peace Education Programme in Dadaab and Kakuma 

(Obura, 2002)


( Kenya: UNHCR
	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Conflict Resolution for Adolescents in Colombia 

(Plan International, 2009)



	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Peace Education and Refugee Youth 

(Sommers, 2001a)


(Kenya, Uganda
	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Final Evaluation of the Office of Transition Initiatives’ Programme in Sierra Leone 

(Hansen et al., 2002)


	

	(Pherali, 2007)The Role of Youth in Peacebuilding and Community Decision Making in Nepal - Baseline Study Report 

	(Channsitha, 2008)Evaluation Report for Youth for Peace 2008 

(Youth for Peace, 2004)
	

	Recreational Activities

	ADDIN EN.CITE.DATA 
ADDIN EN.CITE High Hope, Grim Reality: Reintegration and the Education of Former Child Soldiers in Sierra Leone 

(Betancourt et al., 2008)


	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Independent Program Evaluation; Search for Common Ground in Burundi 1999-2002 

(Abdalla et al., 2002)


	

	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Youth development, reintegration, reconciliation and rehabilitation in post-conflict West Africa: A framework for Sierra Leone, Liberia and Cote d'Ivoire 

(Mac-Ikemenjima, 2008)


	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Success Evaluation; Youth Reintegration Training and Education for Peace (YRTEP) Program 

(Fauth and Daniels, 2001)


(Sierra Leone
	

	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Facilitating Transitions for Children and Youth: Lessons from Four Post-Conflict Fund Countries 

(Rahim and Holland, 2006)


( Sierra Leone, Afghanistan/Pakistan, Democratic Republic of Congo, Comoros
	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Final Program Evaluation of the Consortium for Assistance and Recovery toward Development in Indonesia’s Community-Driven Reconstruction Program May 1, 2006 to April 30, 2008 in the provinces of Maluku and North Maluku 

(Parsons, 2008)


(Indonesia:IRC, NRC and StichtingVluchteling (SV);
	

	(Peters, 2007)From weapons to wheels: Young Sierra Leonean ex-combatants become motorbike taxi-riders 

	ADDIN EN.CITE.DATA 
ADDIN EN.CITE End of Project Evaluation: Rehabilitation and Reintegration of Women and Children Associated with Fighting Forces in Liberia 

(Hayden, 2007)


(International Rescue Committee (IRC)
	

	(Matsumoto, 2008)Education for Demilitarizing Youth in Post-Conflict Afghanistan 

	
	

	Non-Formal Education

	(Intili et al., 2006)Fostering Education for Female, Out-of-School Youth in Afghanistan 

	ADDIN EN.CITE.DATA 
ADDIN EN.CITE One Step Closer – But How Far? A study on former TEP students in Angola and Burundi 

(Johannessen, 2005)


(Norwegian Refugee Council (NRC)
	(CEDPA, 2008b)Reaching Out to Young Girls in Southern Africa: Towards a Better Future 


	Fit for life? Non-formal post-primary initiatives in Yemen, Malawi and Namibia (Ochse, 2008)
	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Development of Leadership Self Efficacy and Collective Efficacy: Adolescent Girls as Peer Educators in Rural Nepal 

(CEDPA, 2008a)


	

	
	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Evaluation of the Teacher Emergency Package (T.E.P.) Angola 

(NRC, 2008)


	

	
	(CEDPA, 2001)Adolescent Girls in India Choose a Better Future: An Impact Assessment 

	

	Sports/Arts for Youth

	(Wisniewski, 2009)The Introduction of Sport into Refugee Camps as a Catalyst for Development 

( Uganda, Tanzania, Zambia
	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Review of Right to Play 

(Lange and Haugsjå, 2006)


( worldwide, Tanzania, Pakistan
	(UNICEF, 2004)YEDP Somalia 


	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Helping Children Overcome Disaster Trauma Through Post-Emergency Psychosocial Sports Programs 

(Henley, 2005)


( Iran, North Ossetia, Ivory Coast, Zambia, Darfur
	
	(RET, 2010a)More than a snapshot: refugee reality in photographs 

( Colombia

	(Baráth, 2000)Treating War Trauma in Children and Youth from the Former Yugoslavia 

	
	Sports for Peace and Life Program (Mercy Corps)
( Sudan


Analysis

Key Lesson Learned: Effective Cooperation and Programming Can Empower Youth to Bridge Cultural Gaps and Work Towards Reconciliation
Impact
The unrealised potential of youth in conflict-affected societies seems to be a key theme across this programmatic area. Obura ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(2002)
 writes that youth, as the most educated sub-group, have a great proactive and leadership potential and could take on more responsibilities within their communities but they need to be equipped with skills and training beforehand. Mac-Ikemenjima ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(2008)
 states that due to their potential for innovation, their energy, resilience, enthusiasm and exuberance, young people are the greatest resource to achieving reconciliation and reconstruction. Youth are evidently more effective in bridging cultural gaps as they are more dynamic than elders and tend to mix more easily between castes, cultural or ethnic groups ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(CEDPA, 2008a; Sommers, 2001a)
. However, susceptible to being used as perpetrators of conflicts and civil disorders, in post-conflict communities, they remain the most vulnerable and most affected.

Broadly seen, Peace Education, Life Skills training and Recreational Activities can lead to increased self-confidence, problem-solving skills, social cohesion, capacity development, self-reliance and empowerment. Peace Education programmes also led to spontaneous youth-led services and activities and allowed youth to take on leadership roles in facilitating workshops with older participants resulting in a greater sense of self-confidence and empowerment ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Obura, 2002)
. Peace Education programmes can be highly cost-efficient as can be seen from a wide-reaching and popular radio sensitisation programme written by youth in Burundi (RET, 2010b). Evaluations suggest how Life Skills training led to youth constructively engaging with communities and developing positive influence on peers ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Ketel, 2008)
 as well as to capacity and tangible skills development that helped youth find employment and also find psychological healing through discovering their own creativity and developing increased ownership (Otieno, 2009). Evidence looking at Recreational Activities specifically states how beneficiaries, often being ex-combatants, were able to define goals for the future and redevelop a sense of purpose in life through structured (not necessarily formal) education that provides normalcy after disruption due to conflict ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Awad et al., 2009; Betancourt et al., 2008; Fauth and Daniels, 2001)
. For ex-combatants, remedial and accelerated learning in peer groups in combination with apprenticeship programmes and integrated psychosocial services have proven more promising than traditional TVET programmes ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Betancourt et al., 2008)
. In working with this group, sports and arts activities in particular have been successful in providing critically important neutral ground for youth from all groups and social strata and creating room for self-expression leading to increased self-confidence and community integration ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Abdalla et al., 2002; RET, 2010a)
. For instance, in Somalia, where the governmental framework is fragmented, sports and recreation provided an entry point for community development as adolescents came together through sporting events and then began to expand their activities, creating friendly community spaces and initiating leadership and vocational training (UNICEF, 2004). Such approaches have strengthened youth organisations and enabled youth to feel more confident to raise ‘taboo’ issues (e.g. FGM, HIV, narcotics) with elders in their communities (UNICEF, 2004). Sport combined with non-formal basic literacy, numeracy and Life Skills has proven a successful strategy especially for the most vulnerable and marginalised to be able to learn at their own pace.
Lessons Learned and Best Practices

Evidence across all three fields stresses how flexible programmes delivered through consultation with local communities and designed and implemented by and for youth with adults as facilitators have proven to work well and ensure local ownership and sustainability ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Rahim and Holland, 2006; UNHCR, 2001)
.Lessons Learned include that targeting elites and leaders only has proven counterproductive as this strengthens existing power structures: Since training is a form of empowerment, the most vulnerable and violent, drop-out youth and marginalised youth must be targeted and parents and guardians involved in programme activities in order for programmes to be successful on a community and regional level ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Sommers, 2001a)
. Involving local communities and youth requires the adoption of simpler language and translation of materials into local languages that is understood equally well by potential beneficiaries ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Sommers, 2001a)
. Although participatory approaches can present a number of obstacles, including lack of innovation and delays in programme implementation, they provide the opportunity to expose people and communities to new ideas and allow them to consider alternative solutions ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Hayden, 2007)
.

In terms of teaching and learning methods, programmes adopting rights-based and proactive approaches have been successful. To understand and adopt rights-based approaches, teachers need support from education systems. Using culturally sensitive and accessible educational material, using open-ended questions and encouraging creativity and participation are key to success ADDIN EN.CITE.DATA 


 ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Baxter, 2002; Betancourt et al., 2008; Hansen et al., 2002; UNHCR, 2001)
. Teaching is not only a transfer of knowledge but passing on, for instance through role play, positive attitudes and behaviours and facilitating the development of skills that help youth make informed decisions in their lives ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(UNHCR, 2001)
. Text-heavy curricula with specialised vocabulary have generally not been effective in reaching out-of-school youth ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Hansen et al., 2002; Tiedemann, 2000)
.

Tapping youths’ potential and training them as peer educators ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Betancourt et al., 2008; CEDPA, 2008a; Tiedemann, 2000)
, also known as Friend-to-Friend education ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(UNHCR, 2001)
, as peace-builders in Multiplier Teams ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Plan International, 2009)
 or as parent outreach workers (Avery, 2009) has proven a powerful force in reintegration processes. Engaging youth as trainers is a theme that can be found throughout the literature as a promising approach, one that is cost-effective and suitable as youth are better able to reach marginalised groups in sharing a common youth language ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(UNHCR, 2001)
. Peer education schemes led to increased levels of confidence in youth regarding their abilities to work as peace-builders or effective agents of change in their communities regarding health issues if provided with structured supervision ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(CEDPA, 2008a)
. Trainers were able to improve their communication, leadership as well as group facilitation skills and developed capacity to resolve conflict in non-violent ways and understand and advocate for their rights ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Plan International, 2009)
. Most importantly, youth were able to make lasting positive impact on their communities and contributed to adults shifting their attitudes and behaviour in seeing youth as active community members (Avery, 2009). Teamwork of young peer educators across gender and ethnic boundaries moreover proved successful in mitigating conflict. There was one evaluation that saw peer education in a more critical light finding it not successful in a particular programme aimed at preventing teenage pregnancies ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Hayden, 2007)
.
Challenges and Gaps
And yet, in societies dominated by generational hierarchies, youth face many challenges in having their potential realised. Young people tend to be seen as victims in disasters and conflicts rather than having their potential recognised as effective agents of change. Including youth in DRR is stated to be helpful both in building their resilience and improving DRR governance ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Plan International and World Vision International, 2009)
. When adults do not trust youth as decision makers, youth participation is negligible and limited to passive roles leaving youth vulnerable to manipulation by politicians. 

Further challenges come from a lack in analytical and critical thinking skills (Pherali, 2007). From this example, however, we have also seen how youth involved in youth clubs or organisations exhibit more self-confidence and ability to relate to elders. Abdalla et al. ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(2002)
 report how young people now play a greater role in community decision-making, and in some areas in Burundi, the youth committee is considered a formal stakeholder in sub-district government consultations.

Although non-formal Life Skills programmes generally better serve marginalised youth, there are still challenges in reaching the neediest ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Johannessen, 2005)
. As in other areas, there seems to be a gender imbalance that needs to be addressed by providing remedial learning and evening classes (UNICEF, 2004). The failure to do so means retarding the peace process as a whole ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Obura, 2002)
. As Parsons ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(2008)
 writes, it is not only important to ensure young women’s participation but to ensure they are engaged in resource management and control as well as policy making.

The body of literature in this sector also makes reference to adopting holistic approaches and linking Life Skills training and conflict management with livelihood skills and methods of income generation ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Ketel, 2008)
. Challenges remain if programmes aim to be holistic and specific goals get lost and programmes become too general (UNICEF, 2004) or if programme objectives adapt over time without a systemic response for these goals ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(NRC, 2008)
. This in turn hinders effective monitoring and evaluation. The development of effective evaluation tools remains challenging for this sector as well. Quick quantitative evaluation is necessary for donors’ records but does not reveal the level of long-term sustainable behaviour change taken place during Peace Education programmes. Baxter ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(2002)
 states that the best programmes involve refugee, local, national staff in evaluation and use a combination of quantitative and qualitative indicators and evaluation tools as well as developing case studies to examine how people struggle to solve problems before and after training. 

Generally speaking, there seem to be more programmes in place addressing non-formal educational areas such as Life Skills, Peace Education and Recreational Activities for youth, and yet what is missing is effective cooperation between NGOs as well as between NGOs and local government agencies ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(NRC, 2008)
. Developing materials for Ministry staff and involving them from early stages ensures smooth phasing out and handing over from foreign NGOs to local agencies as experienced by the Refugee Education Trust (RET) in Burundi. Information exchange, inter-agency collaboration and cross-border coordination would open up opportunities for lesson and practice sharing between staff teams and ensure coherent and consistent programme strategies that are vital for the success of reintegration programmes ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Hayden, 2007; Parsons, 2008)
.
2.4. Further Relevant Documents

	General Literature on 

Youth – Conflict – Education - Livelihoods
	Frameworks and Reviews / 

Field Guidelines and Toolkits

	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Youth at Risk in Latin America and the Caribbean - Understanding the Causes, Realizing the Potential 

(Cunningham et al., 2008)


	Annotated Bibliography on Topics Related to Post-Conflict Education - With emphasis on Education for Youth (Eschenbacher, 2006a)

	ADDIN EN.CITE.DATA 
ADDIN EN.CITE Youth: Pathways to decent work - Promoting youth employment - Tackling the challenge 

(ILO, 2005)


( worldwide
	Untapped Potential: Adolescents affected by armed conflict - A review of programs and policies (Lowicki, 2000)

	New Lessons - The Power Of Educating Adolescent Girls - A Girls Count Report on Adolescent Girls (Lloyd and Young, 2009)
	Youth Participation in Development - A Guide for Development Agencies and Policy Makers (DFID-CSO, 2010)

	Ensuring Young Peoples Right to Education in Emergencies, Chronic Crises, and Transition Situations: Challenges and Tactics for Meeting Them (Lowicki-Zucca, 2008)
	The Youth Transformation Framework – a holistic view of youth needs as they transition to adulthood (Mercy Corps, 2009)

	Supporting Young Refugees' Participation in Their Own Protection and Recovery: Lessons Learned (Lowicki and Pillsbury Anderson, 2004)
	Map of Programmes Adolescent Participation Post-Conflict (UNICEF, 2003)

	Appropriate Education for Youth in Conflict Affected Countries - DRAFT Policy Analysis (Eschenbacher, 2006b)
	Characteristics of Youth-friendly Services (UNESCO, 2004a)

	World Development Report: Development and the Next Generation ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(World Bank, 2006b)

	Post-Primary Education (UNESCO, 2006)

	Youth Livelihoods in Protracted Displacement: Approaches and Challenges (Berg et al., 2009)
	Youth - Care and Protection of Children in Emergencies, A Field Guide, Youth and Conflict (Sommers, 2001b)

	Child and Youth Participation in Protracted Refugee Situations (Guyot, 2007)
	A Brief Review of Available Literature (Sommers, 2006)

	Realising the Potential of Africa's Youth (Africa Commission, 2009)
	Youth-Led Development and the MDGs: A Framework for Development Share (Zuberu, 2009)

	The World’s Youth: Adolescence in Eight Regions of the Globe (Brown et al., 2002)
	Youth & Conflict: A Toolkit for Intervention (USAID, 2004b)

	Youth Perspectives from the Thai-Burma border (Jacobi and Libby, 2008)
	Minimum standards for quality education for refugee youth (Kirk and Cassity, 2007)

	Youth Perspectives on Timor-Leste (Grove et al., 2007)
	Measuring the Impact of Youth Programs in Conflict Areas (CPBI, 2008)

	Youth Exclusion in Yemen: Tackling the Twin Deficits of Human Development and Natural Resources ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Assaad et al., 2009)

	Investing When It Counts: Generating the evidence base for policies and programmes for very young adolescents - Guide and tool kit ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Chong et al., 2006)


	Rethinking the nexus between youth, unemployment and conflict – Perspectives from Sri Lanka ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Amarasuriya et al., 2009)

	The Role of Youth Skills Development in the Transition to Work: A Global Review (Adams, 2007)

	The School as a Source of Support for Katrina-Evacuated Youth ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Barrett et al., 2008)

	Youth in War-to-Peace Transitions; Approaches of International Organizations (Kemper, 2005)

	Protection Through Participation: Young People Affected by Forced Migration and Political Crisis ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Newman, 2005)

	Will You Listen? Young Voices from Conflict Zones (Ekehaug and Bah, 2006)

	What do we know about out-of-school youths? How participatory action research can work for young refugees in camps ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Cooper, 2007)

	Developing Education and Youth-Promotion Measures with Focus on Crisis Prevention and Peace-Building (Schell-Faucon, 2002)

	Adolescence - A Time that Matters (UNICEF, 2002)
	Alternative Education - Filling the Gaps in Emergency and Post-Conflict Situations (Baxter and Bethke, 2009)

	Youth citizenship, national unity and poverty alleviation: East and West African approaches to the education of a new generation (Arnot et al., 2009)
	HIV/AIDS Education: What African Youth Say Is Effective - Practice Approaches with At-Risk Youth (Jacob et al., 2007)

	Making Reintegration Work for Youth in Northern Uganda (Annan et al., 2007)
	Pandora's Box - Youth at a Crossroad: Emergency Youth Assessment on the Socio-Political Crisis in Madagascar and its Consequences (UNICEF, 2009)

	Promoting Adolescent Livelihoods (Brown, 2001)
	Youth mapping study: DFID's Approach to Young People (Maguire, 2007)

	Liberia Youth Fragility Assessment (Walker et al., 2009)
	Trauma Education - Fighting Nightmares and Sleeping Problems to Promote Learning (Schultz et al., 2009)

	After the 'Storm' - Economic activities among children and youth in return areas in post war Liberia: The case of Voinjama (Boas and Hatloy, 2006)
	Facing the Gathering Storm: Framework for the Evaluation of Learning To Live Together Programmes (Obura, 2007)

	The Roles of Children and Youth in Communicating Disaster Risk (Mitchell et al., 2008)
	Empowering Youth through National Policies: UNESCO’s contribution (UNESCO, 2004b)

	Enhancing Community Resilience to Natural Disasters: Lives of Children and Youth in Aceh (UNESCAP, 2006)
	Making Commitments Matter: A Toolkit for young people to evaluate national youth policy (United Nations, 2005)

	Listening to Youth: The Experiences of Young People in Northern Uganda (Women’s Refugee Commission, 2007)
	The Participation Rights of Adolescents: A strategic approach (UNICEF, 2001)

	Too Little for Too Few: Meeting the Needs of Youth in Darfur (Women’s Refugee Commission, 2008)
	What works in Youth participation: Case studies from around the World (International Youth Foundation) (Golombek, 2001)


The Network for Youth in Transition of the Centre for Peace Building International provides a platform for a vast list of further resources: http://cpbinternational.ning.com/forum.
3. Summary andKey Lessons Learned
Towards Effective Educational Programming for Crisis-Affected Youth: Realising their Potential
Best Practices and Challenges from across the three programmatic areas show some major commonalities. There is agreement on a need for holistic approaches where responsibility does not end with implementation and final project evaluation but includes the provision of nationally and internationally recognised accreditation, post-training linkages through internships, access to land and housing for businesses, access to capital andmicro-credit schemes, business start-up kits and other opportunities that facilitate the transition from training to income generation. Providing education and skills alone will not lead to any of the expected positive results unless youth can prove their agency in a more conducive economic, political and socio-cultural environment. Creating such environments depends on effective cross-sectoral partnerships.

Following inclusive and participatory approaches is equally important to ensure immediate relevancy of programmes to local realities and for long-term sustainability. There is no doubt that active participation of youth is the best way of reaching programme goals, that their participation has knock-on effects in areas outside of the immediate goals and that failing to engage them as the principal agents of change translates into disappointing programme outcomes (Chaffin, 2009b). Participation hereby is understood in a programmatic sense, involving young people as active participants in the design, implementation, monitoring and evaluation of sustainable, community-based initiatives and is based on the United Nations General Assembly resolution 50/81 “the World Programme of Action for Youth” in 1995, which calls for full and effective participation of youth in the life of society and in decision-making.

During a humanitarian crisis, when the institutional and social and political context is likely to be threatened or destroyed, innovative strategies are needed to guide and support adolescents in contributing to community life. Such emergency situations can also provide ‘windows of opportunity’ in reaching out to previously excluded groups of youth by opening up structures and systems for reform and development, mobilising large-scale awareness of and funding for marginalised youth issues and generating changes in societal attitudes and behaviours that shift gender norms and roles, sometimes forever (Lloyd and Young, 2009) It is essential for such inclusive approaches to develop mechanisms to reach the hard-to-reach and most vulnerable. Peer learning has proven an effective way to directly involve youth in programmatic response thereby empowering them and at the same time ensuring marginalised groups who have been denied access to formal structures can be approached by peers who share a common youth language and therefore have higher degrees of credibility and a greater success rate in getting messages across.There is also a need for research to portray the full picture and examine the large numbers of youth that do not benefit from programmes in order to develop strategies to reach the marginalised.

Approaches need to be flexible enough to keep up with fast changing realities in emergency and post-crisis contexts while at the same time being structured enough to allow for effective evaluation. Monitoring and evaluation need to be more structured and feed into a wider set of qualitative and quantitative data documenting programmatic response to youths’ educational needs. More longitudinal and disaggregated data examining the lives of programme beneficiaries in comparison to the situation of their peers who had been marginalised is urgently needed. In order to develop an effective research and advocacy base on education for crisis-affected youth, there is a need for more partnerships between NGOs themselves as well as cross-sectoral partnershipsbetween NGOs and academic institutions, policy making bodies, other practitioners and local beneficiaries and their communities. Without such interdisciplinary efforts, it will remain largely unclear what particular programmatic approaches work and why or why not.
Most importantly, youths’ untapped proactive potential must be realised. Evidence has shown that, if provided with meaningful opportunities and equipped with relevant skills and tools, youth are a powerful force within crisis-affected communities and have the potential to make an important contribution to social cohesion, conflict resolution, post-crisis reconstruction and the maintenance of peace ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Betancourt et al., 2008)
. In fact, in times of crisis, a community’s youth may be its most abundant asset ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Cunningham et al., 2008)
. Despite unfavourable adult perceptions of youth, also termed the ‘trust gap’ ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Amarasuriya et al., 2009)
 and traditional generational hierarchies, in many instances youth have proven to be a vital liaison between INGOs and their local communities. Empowering youth and unlocking their potential thus critically depends on and subsequently reinforces theempowerment of society at large.

Crisis-affected young people face all the complexities and uncertainties of any adolescent but with very few opportunities to gain the knowledge, skills and experiences required for a healthy transition to adulthood. With few options and prospects for the future, young people are liable to resorting to violence, vulnerable to recruitment into armed groups as one of the few viable options for employment, or they may resort to dangerous jobs, criminal activity and drug and alcohol abuse ADDIN EN.CITE.DATA 
 ADDIN EN.CITE 

(Perlman Robinson and Alpar, 2009; Rahim and Holland, 2006)
.
The skills youth develop and positive activities they participate in duringdisplacement, conflict and post-conflict reconstruction will prove useful once the community finds a durable solution. Unless we are prepared to risk losing a whole generation of young people not only to idleness but also to poverty and instability (Berg et al., 2009), we must pay more attention to their unique needs. Youth are by no means a homogenous group, but rather a diverse group characterised by gender, ethnicity, location, education, income, and resource differencesTapping the potential of young people therefore requires building quality educational systems that include both formal and non-formal approaches, and that are flexible, participatory, situation-based, equitably available for all learners, relevant to young people’s distinct needs, age and gender-specific, linked to realistic employment opportunities, and related to peace-building initiatives amongst other requirements (Chaffin, 2009a). If participation is thwarted by manipulation, false promises or unrealistic goals, the result may be harmful, increasing frustration and leaving youth further disillusioned. It is therefore essential that the principles – and the limits – of adolescent participation are well understood (UNICEF, 2004).
More work needs to be done to address this critical area of work and draw upon the resources and capacities that youth themselves represent in order to ensure that their educational rights and aspirations are met through the provision of quality and safe learning opportunities.Youth deserve more visibility, their voices deserve to be heard and their resilience and proactive agency deserve more attention and trust.

4. Reviews

A

Abdalla, A. K., Davenport, N., Mctyre, L. and Smith, S. A. (2002), Independent Program Evaluation; Search for Common Ground in Burundi 1999-2002 (Unpublished Document).

(?)
evaluate and assess four programmesSearch for Common Ground ran in Burundi from 1999 to 2002 with the goal of reducing ethnic conflict and encouraging reconciliation; here: focus on The Youth Project (YP), a cooperative project bringing together ethnically mixed youth leaders and organising peace-building projects for youth: an innovative, local initiative to convince young men to either leave militias or not participate at all; an affiliation of young people who work for peace in their communities; conflict resolution training in Burundian schools; summer peace camp that in 2001 involved 300 children from mixed ethnic and societal backgrounds in a variety of conflict resolution activities;a clearing house for local NGOs in partnership with the Kamenge Centre that puts local youth associations in contact with donors and provides the donors with the necessary follow-up; concerts, building of youth centres and football tournaments in ethnically divided districts;

(+)YP has been successful in communicating the message of peace, conflict resolution, and tolerance using various methods and there has been significant receptivity among the youth; the local initiativewith its reach to large numbers of youth, has proven to be effective in transforming youths’ approaches to conflict, has developed a proactive sense of taking initiative in addressing issues in their country; Cartoon Book provided models of behaviour and taught youth how to prevent a recurrence of events that led to conflict; conflict resolution training was successful in opening participants’ eyes to new dimensions of conflict – namelyconflict analysis and conflict de-escalation; active intervention by YP led directly to establishing new modes of positive interaction between Hutu and Tutsi students on campus; music concerts and football matches provided a needed outlet for the tension which has built up within society: provide critically important neutral ground for youth from all groups and social strata to meet and interact without fear of reprisal; YP has had positive impact on youth organisations’ ability to operate by providing logistical support and financial assistance among the positive things; YP successfully intervened in a crisis taking place at the University of Burundi: use of media in the early stage of the crisis was an effective tool in changing the track of the crisis, it helped members of one ethnic group see the conflict through the other group’s lense; this helped put an end to negative behaviour in the crisis, and transformed attitudes and behaviours among both groups and facilitated the second stage of intervention: the direct dialogue between the two groups, train them on conflict resolution skills, and engage them in productive activities had very positive results; positive outcome of this is that processes of forming groups or organising activities now adheres to principles of representation and equality between the two ethnic groups;

(-) measuring impact of any conflict resolution program is difficult when warfare is ongoing; many youth do not feel that the conflict is near resolution, which is discouraging, but not totally unexpected; the almost complete lack of an effective educational system for the vast majority of Burundians and the terrible poverty and complete lack of hope for economic advancementare most destructive elements in peacebuilding efforts;

(!)increased demand for YP to consider economic-based activities in addition to peacebuilding and conflict resolution activities; need to engage partners who can provide economic and educational activities to complement the youth programme; Burundians strongly desire to be able to operate and run their own programmes without outside financial support: young people spoke of the need for activities to lift them out of poverty and provide hope, or else all their efforts at peace building would fail; education will be an essential part of any solution to the problem: provide youth and adult continuing education; ensure YP staff receives some type of continuing education in their areas of expertise; expand YP’s efforts to assist local partners build capacity in various areas: economic, educational, organisational or vocational;
Atari, D. O., Abdelnour, S., McKague, K. and Wager, R. (2010), Technical, Vocational, and Entrepreneurial Capacities in Southern Sudan: Assessment and Opportunities. Toronto: Centre for Refugee Studies, York University, and Plan Canada.

Plan International and York University, programme since 2005 to ensure youth employment creation by responding to the needs of the returning youth and those demobilised from the army to help bring about long-term economic development;
(?) study explores the benefits of, and suggests improvements to, existing plans and strategies for addressing TVET rehabilitation and development challenges and opportunities, including: rehabilitation and reconstruction of TVET facilities; support for the development of a comprehensive curriculum, policies and standards for TVET; introduction of TVET models, institutions and other opportunities to Southern Sudan; study seeks to identify community needs, perspectives and capacities for the development of TVET infrastructure by engaging community members in workshops and interviews; study examines past, present, and future challenges of TVET in Southern Sudan through the identification of broad needs, skills, gaps and opportunities;

(=) TVET can provide marginalised communities, especially youth and ex-combatants, livelihood options for building new skills and lives rather than wartime survival options; respondents viewed TVET as an instrument for peace building, and many believe that if youth and ex-combatants are provided with alternative livelihoods they will not think of violence; TVET can aid in the acquisition of knowledge and skills, especially for those individuals with little or no formal education; 

(-)initially there was no clear understanding of the magnitude of the challenge of providing TVET in a post-war context or the best way to go about addressing it; hard to convince partners of value of TVET in post-conflict situations; other challenges and critical gaps identified by respondents: political will and capacity, few clear TVET policies, negative perceptions about TVET, lack of TVET role models, competition with foreign labour, lack of access to enterprise enablers, consumer preferences, lack of management skills and capacity;

(!) importance of partnerships between research and practice; promotion of entrepreneurs and entrepreneurship; quality and sufficient training, training qualified teachers and  appropriate equipment; access to market; need for security improvement; positive promotion of local products and TVET perceptions; need for ongoingevaluation, assessment and adjustment of TVET programmes; land use planning and management; develop unified curriculum, standards and certification; employ Sustainable Local Enterprise Network (SLEN) and Basic Employability Skills Training (BEST) approach for inclusive market participation; ensure regional and international collaboration;

(=) prioritise technical and entrepreneurship skills development as one of the critical strategies for reconstruction, recovery and long-term social and economic development; a clear articulation of TVET with national, social, and economic goals and guidelines can create a platform for locally-rooted, supported, and fiscally viable TVET initiatives; policy makers and stakeholders should consider developing clear and achievable short- and long-term strategies for TVET; recommendations to be considered in conjunction with identified market needs and priorities; programmes from stable communities cannot be transferred to post-war situations; in post-war areas with low TVET capacity, vocational and entrepreneurial training should include a combination of enhanced basic, literacy and livelihood trainingskills; TVET is crucial if locals are to participate in nation-building and benefit from the expanding market activity in Southern Sudan;
Attanasio, O. P., Kugler, A. D. and Meghir, C. (2009), Subsidizing Vocational Training for Disadvantaged Youth in Developing Countries: Evidence from a Randomized Trial. London, Houston: University College London, University of Houston, IFS, NBER and CEPR.

Jóvenes en Acción introduced in Colombia between 2002 and 2005; provided vocational training for a total period of 6 months (3 months in classroom and 3 months on-the-job) to young unemployed men and womenbetween the ages of 18 and 25, who belonged to the lowest two strata in the population and who were for the most part high-school drop-outs; programme reached 80,000 young people (or approximately 50% of the target population); 
(?)paper examines causal effect of training on young peoplewith little education in the context of a less-developed country;
(+)training courses provided vocational skills in a diverse number of occupations, including taxi and bus drivers, office assistants, call centre operators, medical assistants, preschool teacher assistants, cashiers, textile operators, and carpentry, plumber, and electricians’ assistants;trainees received a daily stipend of $2.20, which was eventually raised to $3 for women with children under 7;training increased wage and salaried earnings and the probability of a having paid employment, salaried earnings increased by 12% for all individuals and by 18% for women alone;
success of programme due to six months of training in specific skills in certain sectors or occupations in the classroom and on-the-job suggesting as an important specific human capital component to the training; second, private sector institutions – some for-profit and some non-profit, offered the classroom training and chose, designed and marketed the courses to the firms providing the internships: provided skills for which there was demand in the labour market; third, the internships allowed both firms and workers to obtain information on the other side of the market; training offers increase earnings both due to increased employment and due to increases in productivity and access to better jobs;internship component was particularly important to women as they are less linked to labour markets than men;female trainees’ probability of paid employment 19-21 months after completing the programmeincreased by five percentage points relative to the control group, and they worked an average of 1.1 more days per month and 2.5 more hours per week than women in the control group;

(!) part of the success of the Jóvenes en Acción programme for female youth in particular may also be attributable to the fact that it was run by known NGOs and located in the young person’s neighbourhood, this might have been especially important for girls with small children at home and who had little experience or confidence to venture far from their homes; model relied on a decentralised and well-developed national network of training centres, a vibrant formal private sector, a lack of restrictions on young women’s mobility and ability to interact with men in public; worthwhile to further explore the causal impact of on-the-job versus classroom training on youth labour market success as well as the differential impact of training versus job search assistance which is directly designed to improve matches;
Avery, A. (2009), International Family Literacy Initiative - Rwanda - INEE AYTT case study: ProLiteracy Worldwide.

(?)train crisis-affected young adults as parent outreach workers and teach parenting skills to young parents;
(+)youth as key actors involved in implementation and monitoring;parents shift attitude and behaviour: see children as active learners and prevent child abuse and neglect;

parents see themselves as significant first teachers of their children; gender component: presence of young men as parent outreach workers a strong sign to the families: importance of fathers to children; possibility of teamwork by men and women;
(-)more demand for participation than can be accommodated; holding the tension between a long term design, time line and budget–and local realities about which local partners make the decisions;
Awad, Z., Shamseddine, R. and Brooks, D. (2009), Young Women’s Project & Youth Outreach Project - Lebanon - INEE AYTT case study: Norwegian Refugee Council.

(?)attend to needs of young Iraqi refugee women and youth outside full-time education: basic education, vocational, computer and language training, life skills (HIV/AIDS, conflict resolution, etc), inclusion of under-served groups e.g. young women, disabled youth, ethnic minority groups, engaging youth in public/community services;
(+)due to planned third-country-resettlement, English language classes successful; training allowed out-of-school youth to catch up; psycho-social needs of young refugee women, developed social skills; better understanding of health and social issues and practical means to address these concerns; young women produced booklet documenting their learning on social health; improved self-esteem; providing a degree of consistency and routine in a post-crisis situation;
(-)retainment: beneficiaries leave programme to find work; spontaneous migration of beneficiaries; security: refugees are subject to arrest;
B
Baráth, Á. (2000), 'Treating War Trauma in Children and Youth from the Former Yugoslavia'. In N. Dimitrijevic (ed.), Managing Multiethnic Local Communities in the Countries of the Former Yugoslavia.Budapest Local Government and Public Reform Initiative.
Baxter, P. (2002), A Decade of Lessons Learned in Peace Education Programmes. Unpublished.

(?) identify lessons learned in curriculum, methodology, implementation and evaluation of Peace Education (PE) programmes;
(=) to develop a successful PE curriculum,  learners’ cognitive, emotional and ethical levels of development need to be taken into account, a range of component topics in PE interlink and build upon each other, critical analysis must be included to understand which element to use and when; topics included: Peace and Conflict (including conflict theory), Similarities and Differences, Inclusion and Exclusion, Active listening, Communication (one and two-way communication, miscommunication), Perceptions, Empathy, Emotions (including emotional honesty), Trust, Bias, Stereotypes, Prejudice and Discrimination, Co-operation, Assertiveness, Problem Solving, Negotiation, Mediation, Conflict Management (and real life problem solving), Reconciliation, HumanRights; programmes that worked on communication and cooperation only, are proven to not be successful; PE curriculum must follow a constant and consistent approach, be structured and rights-based; 

methodology in PE is linked to the content: methodology must be rights-based and interactive, respond to multiple domains of learning (cognitive, emotional/affective and ethical); rights-based way of teaching reflects all elements and principles of human rights: respect for learner, ensuring learner’s dignity, including the learner and encouraging independent learning; in emergency situations, teachers would often use the easiest method of teaching, rather than the most effective: education systems need to provide support to train teachers and encourage them to understand rights-based approach; 

three major forms of implementation: separate subject approach (least popular, lacks integration, time and curricular space consuming, but ensures every class receives regular structured PE lessons), integrated subject approach (most popular but least effective, teachers are often not specifically trained in content and methodology and receive little guidance, learners are unaware of learning results as there is no focus or mind-set) and co-curricular approach (least effective and least responsible, non-compulsory outside school hours, must be legitimatised!); the form of implementation requires the creation of a mindset or focus from the learner, teaching needs to be pro-active not reactive, there must be a logical structure of concepts and topics to provide ‘building blocks’ of learning; most effective implementation model is to offer PE as a separate subject or as part of just one subject (e.g. social science) to ensure structure and consistency;

evaluation of PE programmes is challenging and the area least developed: quick quantitative evaluation is necessary for donors’ records but does not reveal level of behaviour change that may have taken place, qualitative evidence of application of skills and knowledge and a transfer of these skills and knowledge (impact) is required, but development and application of constructive values and attitudes is a long-term process; best programmes have a combination of quantitative and qualitative indicators and evaluation tools: number of teachers trained, days of training, children receiving classes, resource materials available; plus number of informal networks established by teachers to promote PE or to strengthen their own understanding, type of supplementary initiatives developed, destructive behaviours in the school/classroom; plus consistent, regular observation, structured observation sheets to focus on potential behaviour change; plus interviews to validate same questions from different sources, with open questions; plus focus discussions with a cross-section of interviewees and open dialogue; plusunsolicited anecdotal feedback;proxy qualitative indicators: reduced violent or abusive behaviour, increase in friendships or constructive relationships, inclusion of marginalised groups, increase in critical thinking skills and elimination of bias or manipulation of information, increased clarification of communication, increased ability to solve problems, increased willingness to be open and honest, increased integrity, increase in moral and ethical values held by society;
Berg, C. (2009), Youth and Livelihoods pilot project - Southern Sudan - INEE AYTT Case Study. Washington, DC: International Rescue Committee.

(?)designed based on a prior marketable skill survey, project equips displaced vulnerable youth (ages 15 to 24) with the transferable and adaptable skill sets needed to sustain their livelihoods through vocational training and life skills (HIV/AIDS, conflict resolution, etc), mitigating the risk of self-destructive tendencies i.e. truancy, drugs and alcohol, sexual promiscuity, engaging youth in public/community services; local institution building; direct skills-building interventions and promotion of youth entrepreneurship;
(+)half of the participants were able to find employment immediately after participating in the vocational training; one secured his first paid job with a locally-based international NGO; pre and post test assessments demonstrated increased knowledge; able to analyse their own personal risks and ways to mitigate these; youth actively participated in design and selection process: increasing self-esteem and confidence of trainees; increased civic engagement; youth gained valuable work experience and became liaison between NGOs and their own community;
(-)ensuring appropriate level of gender balance; providing adequate follow-up and monitoring of trainees; clarity around partnership concepts with local government; recruiting and retaining qualified local staff; lack of social cohesion within communities slows down process of engaging the community; poor infrastructure, heavy rains;
Betancourt, T., Simmons, S., Ivelina, B., Brewer, S., Iweala, U. and Soudiere, M. D. L. (2008), 'High Hope, Grim Reality: Reintegration and the Education of Former Child Soldiers in Sierra Leone'. Comparative Education Review, 52 (4), 565-587.

(?)studyexamines the state of the Sierra Leonean educational system before and after the war and its role in the reintegration of former child soldiers; highlights perspectives of former child soldiers, their caregivers, and community members on the role of education in their psychosocial adjustment and community reintegration of former child soldiers following the end of the civil war (through interviews); examines barriers former child soldiers and caregivers described in accessing educational and other training opportunities and in achieving their future goals;

(=)school attendance and vocational programmes can help young people returning to their communities after war: help ‘normalise’ life and allow them to develop an identity and sense of self-worth separate from that of a soldier; strong agreement in sample on importance and benefits of education: 75% of caregivers interviewed said that if they were designing a reintegration program for former child soldiers, they would make education a focal point; skills training seen as an equaliser by caregivers; 28 of 31 young key informants strongly value education; providing educational opportunities for former child soldiers was seen as a means for improving social cohesion and reversing some of the moral corruption that youth had faced; peer support appeared to be a powerful force in the reintegration process, and schools provided an important place for youth to interact: not only the presence of educational opportunities that was important to former child soldiers but also the availability of schools that fostered tolerance and reconciliation and facilitated positive peer interaction; positive hopes for the future: former child soldiers wanted to counter their hardships by becoming well educated and assuming leadership roles in society: 55% mentioned they want to become professionals—including doctors, nurses, lawyers, journalists, and teachers;

however, schools also were a source of stress for young people encountering stigma; other challenges include structural barriers: concerns over paying for school fees and materials were voiced in 55% of the key informant interviewees;. 32% of youth reported they had received school fee support from NGOs, 48% reported receiving school-related items including books, uniforms, and school bags but not school fees, and 19% said that NGO assistance was trivial (i.e., soap and two packs of biscuits) or that they had never received any help; 45% of key informants said that NGO aid had been inconsistent, and many of the youth who were receiving aid were also afraid it would end; when children were able to attend school, the poor physical condition and resource levels of the schools made it difficult for them to concentrate on learning; attracting and retaining quality teachers in community schools is an issue of concern: teachers are paid infrequently and low salaries, graduates prefer to stay in big towns; girls who became pregnant were at high risk of dropping out of school or, at the very least, falling even further behind their peers; 

(!)education and training can help former child soldiers to define goals for the future and redevelop a sense of purpose in life; but education alone cannot solve the problems of former child soldiers as traumatic experiences often result in symptoms that make it difficult for children to fully benefit from educational and training opportunities, but currently, the vast majority of schools in Sierra Leone do not offer the integrated psychosocial services necessary to effectively support war-affected children, this kind of support must be widely available to youth; long-term interventions should include maintaining a comfortable and inclusive school environment for the children responsive to psychosocial needs; it is recommended for teachers to employ less authoritarian methods of discipline in the classroom, use open-ended questions to encourage the participation of all children, even of those who may be passive and withdrawn due to their experiences, and organise recreational and expressive activities: devoting adequate time during the school day to healing activities: study sessions in the mornings and trauma-healing activities (structured activities such as arts, music, drama, sports, local games, and dance) in the afternoons; for education to be an intrinsic part of reintegration, access to education must be sustainable, donor support and fee waivers cannot be of a temporary nature: countries emerging from conflict must focus on the following three areas in education in order to recover and move forward: 1)education must be a funding priority, both for governments and for international donors and aid organisations; 2)  specific programmes should be designed to meet educational lags and barriers facing youth, for example, condensing (quality) primary schooling into a shorter period; 3) psychosocial support and referral networks for youth experiencing significant symptoms and impairment must be integrated into education systems in conflict-affected countries; 

failing to respond rapidly in Sierra Leone and in similar post-conflict environments means writing off a generation of youth who have experienced war—a generation whose ambitions for education and a better life could serve as a catalyst for the construction of a more peaceful society;
Burge, R. (2009), Impact study: People affected by Conflict. London: Comic Relief.

(?)assess impact of 35 projects across Africa; here: youth specific programmes in vocational skills and (economic) empowerment;

(+) training helped 54% of young Liberians change their lives as a result of small business management, post-training packages and learning specific trades; 90% of beneficiaries earn income from the skills they acquired after participation; vocational training, leadership training, self-esteem courses and life skills led to increased youth engagement in local communities/involvement in local decision-making, community councils, local elections; empowerment through training in advocacy, civic education and leadership skills: strengthened youth groups and helped to establish youth coalitions; youth as positive actors in community reconstruction; advocacy of local youth groups ensured youth needs are represented and are now addressed by central government in Sierra Leone and young people are empowered to stand for elections, monitor and lobby for transparency of local government spending;

(-)measuring success and learning from past experiences; long-term sustainable success of vocational training success unclear; carry out prior market analysis to maximise benefit of vocational training and livelihood support; tackle counteractingpolitical and economic structures in programmes aimed at empowerment of conflict-affected youth;

(!) build on existing structures or those set up by communities themselves; work directly with service providers and be aware of the local/national government’s legal obligations and policy commitments; cultural and conflict sensitivity; meet needs during conflict and adapt post-conflict: equip youth with vocational skills they can use upon repatriation for reconstruction; integrated approach: integrating psycho-social and trauma counselling and meeting livelihood needs within youth empowerment work, education or health-related projects or providing vocational training and identifying market opportunities or providing ex-child soldiers with training and education as part of a government/donor-led demobilisation programme; provide relevant and immediately useful training; locally produced education materials; literacy and numeracy for young people who may have missed out on education due to conflict; skills in key trades, business management, literacy and numeracy, and start-up kits enabling some to set up their own business;
Buscher, D. (2008), 'Marginalizing Youth - How Economic Programs Fail Youth in Post-Conflict Settings'. In J. A. Hermanson and J. Hyman (eds), International Development Matters - Youth, Conflict and Enterprise (Vol. 2). Silver Spring: CHF International.

C
CEDPA. (2001), Adolescent Girls in India Choose a Better Future: An Impact Assessment. Washington, DC: The Centre for Development and Population Activities (CEDPA).

CEDPA. (2008a), Development of Leadership Self Efficacy and Collective Efficacy: Adolescent Girls as Peer Educators in Rural Nepal. Washington, DC: The Centre for Development and Population Activities (CEDPA).

Centre for Development and Population Activities (CEDPA) implemented a two-phase projectin threeconflict areas of Nepal: Baglung, Mahottari, and Udayapurfrom 2004 to 2007; 

(?)paper describes a non-formal education project that trained adolescent girls aspeer educators to enlighten other girls and adults about the negative effects of caste-associated menstrual taboosand the vulnerability of adolescent girls and women toHIV infection; 

Phase I: recruited 3,000 schooled and unschooled girls between the ages of 10 and 19 to participate in a non-formal education project; curriculum employed a participatory discussion group format and included sessions on future career and educational goals and plans, self-awareness, marriage and parenthood, gender relations and women’s rights, peer pressure, maturation, and HIV and reproductive health; facilitators led weekly discussion groups; unschooled girls (40% of the target group) attended intensive literacy classes and also participated in the weekly discussion groups; by end of project, girls organised a National Girls Congress and three district-level Congresses at which they identified priorities for subsequent advocacy initiatives; Phase II was designed to address the issues that girls attendingthe congresses identified as being most relevant to them—menstrual taboos and HIV/AIDS; project tested premise that adolescent girls in Nepal could develop effective leadership skills (leadership efficacy) and collectivelybecome effective agents of change, providing information to their peers and others in the community to raiseawareness and alter beliefs and norms related to the two themes;
(+)almost 45% of the girls who completed literacy training enrolled in primary and secondary school at the end of the programme; in Phase II, the NGOs trained 504 peer educators (PEs): 307 girls who were in lower secondaryschool or beyond and 197 girls who had recently entered primary school; these were girls who had completedliteracy classes in Phase I and transitioned to primary school at the end of the programme; overall, project was successful in achieving its objectives: increasing community awareness of risky behavioursassociated with HIV and mitigating psychological harm associated with menstrual taboos; in addition, programme led to a deeper and possibly more enduring individual growth, given the universally robust findings for self-efficacy; participating in the programme gave girls the opportunity to develop a belief in their leadership skills and ashared sense of the power of group efforts (collective efficacy) by conducting group discussions on a range ofhealth topics and organising community outreach;through multipletrainings, mentoring, and supervision, the PEs learned complex health-related information, developed publicspeaking skills, and successfully organised and facilitated 20 discussion group sessions for more than 1,500 othergirls in the community where they explored socio-religious basis of the ritualsand were able to collectively deconstruct the myths associated with menstrual taboos and understand thesignificance of the restrictions;all of the girls who had adhered to restrictions at the outset of theprogramme gained sufficient confidence and support from the group to discard one or more behaviours by endline,and about a quarter of the girls who had adhered to some restrictions before the programmehad abandoned all ofthem by the end of the programme,even strict religious restrictions such as entering a temple during menstruationwere abandoned, though this prohibition remained intact for 62% of the girls, banding together to begin the debate had an important effect on changingbehaviour;PEs reached out to 20,000 communitymembers, highlighting their concerns that menstrual restrictions often affected their ability to attend school andparticipate fully in family life;NGO project staff also assisted girls in organising group discussions with communityleaders—teachers, health staff, village representatives, and religious leaders—influencing more than 1,000 adultsthrough interactive dialogues and debate on key issues; at festivals, taboos were highlighted through folk songs and street theatre; this occurred in conservative community contexts where unmarried girls generally have very little freedom of movement and action and was thus a significant liberating and empowering experience for these girls; project illustrates that adolescents can become very effective agents of change in their communities if they areactively involved in their learning and are provided with structured supervision and significant opportunities todiscuss and debate health issues that affect them; collateral outcome is a growth in efficacy and greaterunderstanding and tolerance of differences; project staff were successful at encouraging the girlswho came from varied economic, educational and caste backgrounds to work togetheracross castesto improve knowledge andchange behaviours, as well as norms at the individual and community level:one of themost significant achievements of the project was group cohesion and oneness in the pairing of peer educators from different caste groups andliteracy levels to work together; leadership efficacy and collective efficacyimproved among excluded groups, matching that of high-caste by endline;
(!)casteremains asensitive issue in Nepal, and models that bring girls together like this one deserve further study;
CEDPA. (2008b), Reaching Out to Young Girls in Southern Africa: Towards a Better Future. Pretoria: Centre for Development and Population Activities (CEDPA).

Channsitha, M. (2008), Evaluation Report for Youth for Peace 2008. Phnom Penh: Centre for Peace and Conflict Studies.
Chikanya, M. (2009), Hope and Homes for Children - Sudan, Khartoum - INEE AYTT Case Study. Salisbury: Hope and Homes for Children.

(?)support 80 out-of-school IDP youth (ages 14-24) with independent living skills (vocational training, work placements, life skills and micro-credits with educational component), re-integration into their local communities and support towards gaining employment upon return;
(+)more than 60% developed clear objectives for their independent living and started working towards them; 12 young people have secured stable employment and are now contributing towards their household economy; Two young people were supported to set up viable small businesses through business coaching and linking them to micro loans services; peer-learning on micro enterprises;
(-) Vocational training failed to generate substantial employment; courses were very theoretical and overcrowded; some students became frustrated after finishing vocational training and found themselves without employment; securing employment was complicated by the lack of identity documentation required by employers; programme staff had limited technical ability for individual care planning and case reviews; difficulties in defining key concepts to set general indicators;
Cunningham, W., McGinnis, L., Verdú, R. G., Tesliuc, C. and Verner, D. (eds) (2008), Youth at Risk in Latin America and the Caribbean - Understanding the Causes, Realizing the Potential. Washington D.C.: The World Bank.

(?) this World Bank study identifies youth at risk in the Latin American and Caribbean (LAC) region and provides evidence-based guidance to policy makers in LAC countries that will help them to increase the effectiveness and efficiency of their youth investments; report lays out how to build on the successes and correct the failures; study’s findings can be of relevance and importance for educational programming for youth in conflict and crisis in other regions of the world as well;

(=) realising the potential of the LAC region’s youth is essential not only to their well-being, but also to the long-term welfare of the whole region; young people’s families, communities, and governments – as well as private, non-profit, and international organisations – have a responsibility to help youth reach their potential; young people are generally perceived as the source of many problems plaguing the LAC region today, but can be an asset with the right kind of support; report offers some tools that may help policy makers to formulate the process, but emphasises that the work to actually realise the potential of youth has to be carried out at the local, sub-national, and country level;
(!) study identifies seven core policies that should form the basis of any portfolio for youth at risk; these policies have been proven to be effective in reducing risky youth behaviour and the resulting negative outcomes and are recommended for widespread implementation on a large scale: 1) Focus on the Early Years (Early childhood development); 2) Keep Youth in School through Upper Secondary Completion; 3) Use Captive Audience in Schools for Targeting (Sex education, Violence prevention, School-based diagnostics and referrals, Remedial education); 4) Improve Youth Service (Youth-friendly health and pharmaceutical services); 5) Use the Media to Communicate Prevention Messages for Youth; 6) Improve Caregiving (Effective parenting training); 7) Collect and Analyse Data on Youth; further, nine promising approachesthat have been proven effective in at least one LAC country or have had a repeated impact elsewhere are recommended to be considered for inclusion in the youth portfolio along with built-in impact evaluations: 1) Education Equivalency; 2) Youth Job Training that Includes Life Skills and Internships; 3) Financial Incentives to Avoid Risky Behaviours; 4) Supervised After-School Programmes in Youth-friendly Spaces; 5) Formal Youth Service (Public Internship); 6) Mentoring; 7) Employment Services for Youth; 8) Life Skills Training in All At-Risk Youth Interventions; 9) Self-Employment Support; 
seven general policiesthat affect the whole population and are particularly effective at reducing risky behaviour by young people are also recommended for inclusion in any youth portfolio;
D, E, F, G
Erulkar, A. S. and Chong, E. (2005), Evaluation of a Savings & Micro-Credit Program for Vulnerable Young Women in Nairobi. Nairobi, New York: Population Council.
(non-emergency context)

(?)“Tap and reposition youth” (TRY) was a four year initiative testing an integrated, group-based savings, micro-creditmodel to extend integrated savings, credit, business support and mentoring to out-of-school adolescents and young womenaged 16 to 22 residing in low income andin urban slum areas of Nairobi; implemented by K-Rep Development Agency (KDA), with technical assistance from the Population Council, 2001-2004; overall aim of the project was to reduce adolescents’ vulnerabilities to adverse social and reproductive health outcomes by improving their livelihoods options;

(+)over 500 young women have participated in the project, through either savings-only or savings and credit activities; longitudinal studymatchedparticipants to controls in order to assess programmatic impact; comparison group identified through cross sectional community based studies, undertaken at baseline and endline to enable an assessment of changes associated with the project; each participant was matched with a member of the control group controlling for background variables such as age, education, educational attainment, marital status, and work status; experimental respondents and their matched controls were compared on economic and financial indicators, gender attitudes, and reproductive health knowledge, behaviour and negotiation; findings: TRY participants and their controls had comparable income levels at baseline, at endline, girls who had participated in TRY had significantly higher levels of income compared to controls; household assets were similar at baseline, at endline, assets of TRY participants were considerably higher than their peers; TRY participants had significantly more savings and were more likely to keep savings in a safer place; TRY girls demonstrated changes toward more liberal gender attitudes, compared to controls; reproductive health knowledge was not significantly higher, but some indication that TRY girls had greater ability to refuse sex and insist on condom use, compared to the controls;experience gained during the project has shown that the demand for a safe place to save money for emergencies was perhaps greater than the demand for credit:towards the end of the programme, specialized Young Savers Clubs have been established to provide safe savings outlets for girls who may not be interested in or ready for credit;
(-)low response rate at endline (68%) and challenges of controlling for selectivity of TRY participants; nearly one third of TRY participants could not be located for follow-up interview, largely those who dropped out of the programme, those may have been less successful participants, thus biasing results; high rate of drop-out from TRY, especially by younger adolescents, suggests that the model requires further examination and adaptation, in particular, to respond to the realities of vulnerable girls living in high HIV settings as model proved to be more effective for older and less vulnerable girls; delays in receiving loans were often cited as reasons to leave the programme, as were the non-flexible savings scheme that locked up girls’ savings as group collateral and did not allow them access, even in the case of emergencies;

(!)additional experimentation and adaptation is required to develop livelihoods models that acknowledge and respond to the particular situation of adolescent girls, and especially those who are most vulnerable;
Fauth, G. and Daniels, B. (2001), Impact Evaluation; Youth Reintegration Training and Education for Peace (YRTEP) Program: Prepared for USAID by MSI.

(?) overall programme goals: 1) to contribute to the reintegration of ex-combatantsand war affected youth by providing substantial engagement with these groups starting from their demobilisation to their return to civilian life; 2) to assist in the process of reintegrating both ex-combatants and war affected youth into their communities; and 3) to provide remedial education opportunities to ex-combatants and war affected youth; curriculum consisting of five modules aimed at improving self-awareness, life-skills, environmental awareness, health and well-being, and democracy, good governance and conflict management; evaluation based on 482 interviews with programme facilitators and participants;

(+)all of the participants reported that they found the training programme overall to be useful with 98% stating that it was very useful and 2% finding it somewhat useful; 99% stated they were better able to manage conflict as a result of the training and 98% stated they were better able to solve problems; 83% said they were more equipped to provide for themselves and their families; 90% found that the programme had helped them find a way to earn a living and 98% believed that the programme had helped them find a way to contribute to rebuilding their community;98% said their reading and writing competencies had improved, and 99% said that their numeracy skills had improved; 99% of respondents had been able to increase their self-confidence, and the same number reported to have a clearer sense of their personal values; 97% of respondents stated to have developed clearer goals for the future; 95% of respondents reported that the programme had helped them reunite with their family and 98% stated that it had helped them reunite with their friends; only one respondent reported that he had returned to fighting, one-fourth of the respondents said that they had not returned, 33% of whom said that the training had changed their attitude about fighting; three-fourths stated that they had never fought;

(!)programme has made a significant difference in the lives of the participants, and they have done things they would not have done if they had not participated; the work of achieving peace and reconciliation has been significantly advanced;
H
Hansen, A., Nenon, J., Wolf, J. and Sommers, M. (2002), Final Evaluation of the Office of Transition Initiatives’ Program in Sierra Leone: Final Report. Washington, DC and Atlanta, GA: USAID.

here:The Youth Reintegration Training And Education For Peace Programme (YRTEP): nationwide, community-based non-formal education programme grouped into five modules aimed at improving self-awarenss, life-skills, environmental awareness, health and well-being, and democracy, good governance and conflict management; programme for ex-combatant and other war-affected young adults as it was found that disenfranchised youth were the most important potential source of destabilization in the post-conflict period (in the Sierra Leonean context, “youth” refers to a relatively broad age category that includes people in their 40s); four interlinked objectives: 1. assist the reintegration of ex-combatants and war-torn communities; 2. provide remedial education for youth by-passed by schooling during ten years of war; 3. strengthen civil society’s peace-building initiatives; 4. build public support for efforts in demobilization of ex-combatants, reconciliation between war-affected youth and ex-combatants, and reintegration of ex-combatants back into society;
(?)assess whether country programmegoals of positively affecting the Sierra Leone peace process and supporting reconciliation and reintegration have been achieved; evaluate the impact and effectiveness of the YRTEP; assess whether, and in what form, the youth programme model (YRTEP) is adaptable to other transitional contexts and countries;
(+) YRTEP reached more than 45,000 youth in only two years; involved out-of-school youth and ex-combatant youth in productive activities: got youth off the street and engaged them in something that was meaningful and beneficial for the community; inclusive approach: by mixing ex-combatants and war-affected youth in the same programme, YRTEP assisted the reconciliation and reintegration process and diminished potential conflicts that arise when services are provided only to ex-combatants; had positive impact on Sierra Leone’s peace process, proved successful in a variety of ways, and achieved most of its original objectives (reintegration, the strengthening of peace-building initiatives, and public support for demobilization); most impressive finding is the degree to which participants and community members report that YRTEP results in improving youth behaviour; YRTEP provides a solid foundation for initiating additional community development programmes; women’s participation led to an increase in women’s sense of empowerment, participants reported having greater confidence and felt less victimised; 

(-) major weakness of YRTEP design is lack of attention paid to closure and how this affects the communities: feel only partially prepared to implement lessons learned: low level of sensibility and unmet community expectations for program follow-up; curriculum was supposed to be a participatory, bottom-up approach emphasising literacy, but it was directive, with few opportunities for participatory interaction, and low literacy gains: cannot be considered a literacy program, was too resource-intensive, making production and distribution difficult; trade-offs caused by a swift start-up were considerable: push to implement during the early, uncertain post-war transition resulted in a lack of time to field-test materials or approaches so that several early “cracks” in the programme were never overcome; recurring conflict and instability disrupted many activities and restricted access;

(!)sustainability issues need to be addressed; enhance co-ordination with other programmes; improve access to micro-credit schemes; replicability to other contexts: YRTEP’s curriculum needs to be customised to meet local contexts and requirements, may be useful to reconsider the programme’s reliance on a large number of materials that proved difficult to reproduce and transport; reconsider directive nature of teaching methods; revised curriculum should be field tested and evaluated, with findings used to make improvements, before the programme becomes a potentially nationwide, or even region-wide, endeavour;
Hayden, M. F. (2007), End of Project Evaluation: Rehabilitation and Reintegration of Women and Children Associated with Fighting Forces in Liberia International Rescue Committee (IRC) Liberia. Washington, DC: International Rescue Committee.

(?)overall evaluation of project to determine whether project objectives were met and to identify lessons learned; goal of project was to facilitate recovery and stability by ensuring the successful social and economic reintegration of Women and Children Associated with Fighting Forces (WCAFF) in two counties; community based programme with four IRC programmes: Education, Child and Youth Protection and Development, Economic Opportunities and Gender-Based Violence;
(+) targeted 3,500 WCAFF and another 7,000 vulnerable war-affected women and children; realised key objectives: 1)improved psychosocial well-being of the project population through provision of direct services and fostering a community environment conducive to reintegration; 2)enhanced livelihoods of WCAFF and other vulnerable groups through employable skills development and practical training; 3) increased capacity of the educational system to respond to the needs of WCAFF and other vulnerable groups; other positive impacts include: increased educational opportunities for children, youth, and adults; increased individuals and cooperatives employment opportunities; beneficiaries experienced changes in attitudes and achieved a sense of cohesiveness and ownership; strengths: ability and capacity to shift from emergency assistance to post-reconstruction and development; multi-sector approach; collaboration with partners; local participation, ownership, initiative, and control; incorporated rights-based approach; investment in local NGO, group, and individual capacity building; incentives and support for people to organise at the local level around short- and long-term livelihood interests;

(-) weaknesses:logistics and lack of infrastructure; lack of a formalmonitoring and evaluation system; inadequate police and deficiencies with the judicial system; lack of collaboration with other NGOs during the initial stages of the grant; predominance of men participating in the local structures; need for quick results and for sustainable processes; vulnerable communities unused to taking on government responsibilities; recent influx of refugees as risk;
(!) provision of education supplies improves school effectiveness; lack of teaching materials affect teachers’ abilities to prepare and teach lessons; incentive payment for teachers promotes commitment and revitalisation of schools; great value in using participatory approaches to programmes and services, ensures that programmes are relevant to local communities; participatory approaches can present a number of obstacles, including lack of innovation and delays in programme implementation, but provide the opportunity to expose people and communities to new ideas and allow them to consider alternative solutions; human rights training, if not well-timed, runs the risk of raising communities’ expectations prematurely and thus heightening feelings of frustration and marginalisation; important for economic opportunities interventions to directly addressthe critical mismatch between labour supply and demand to ensure that people receive training in skills areas that are in demand and for which the market is not over-saturated; need for agencies to have standardised approaches in working with children affected by armed conflict, it is believed that there are some children who did not benefit from the reintegration programmes because of fear of the associated stigma within their communities; lack of basic services and livelihood opportunities impedes project success; inter-agency collaboration and cross-border coordination/information exchange/movement monitoring are vital for the success of reintegration programmes; payment of incentives or stipends can have a negative effect on the sustainability of a programme; develop contingencies plans that are flexible enough to deal with eventualities; post-conflict development cannot be approached the same way as humanitarian response assistance or sustainable development: programmes flexible enough to meet emergency and post-conflict needs, yet visionary enough to create the foundation for sustainable development; imperative to assess and respond to the initial emergency situation in post-conflict countries; strong local ownership is key to programme success; easier to reconstruct schools and build community centres than to reconstruct institutions, but institution building is critical to post-war reconstruction, both within government and civil society, to create an adequate political, social, and economic structure for the future; public awareness campaigns have an enormous potential to influence the attitudes and behaviour of community members; important to implement both community-based and individual livelihood support activities by starting with small-scale livelihood activities and progressively expanding the scope as resources and intuitional capacities increase; potential of quick impact projects to gain the confidence of communities in the short run is instrumental for longer-term sustainability of the projects; peer education groups may not be the most effective strategy to reduce teenage pregnancies;recommendations: national staff need to be involved with proposal writing, developing budget and new project ideas; strategies and incentives for women to be involved in local structures need to be developed; encourage data sharing, conduct research literaturereview or meta-analysis to determine how conflicts affect civil society, identify factors that restore trust and social cohesion after violent conflict, identify strategies that strengthen civil society in post-conflict settings, identify most critical issues for civil society after conflicts, improve standards of intervention, promote better relations among agencies, identify best practices;
Henley, R. (2005), Helping Children Overcome Disaster Trauma Through Post-Emergency Psychosocial Sports Programs. Biel: Swiss Academy for Development.

I, J
ILO. (2005), Youth: Pathways to decent work - Promoting youth employment - Tackling the challenge. Geneva: International Labour Office.

(?) gives global overview of youth employment and the socio-economic factors, which help or hinder young people in getting decent jobs; discusses national-level initiatives, identifying key lessons in formulating successful policies and programmes; illustrates ILO support to constituents in promoting decent work for young people, highlighting approaches and tools that have been or could be useful to constituents;
(=) globally, less than half of the youth available for work had jobs in 2004; 47 per cent of the global unemployed are youth with young women in many countries more likely to be unemployed than young men; an estimated 59 million young people aged 15 to 18 years are in hazardous forms of work worldwide; youth face greater barriers than adults in securing decent employment and this is particularly so in regions seeing armed conflict, a rapid expansion of the informal economy combined with stagnation in the formal economy, or owing to HIV/AIDS; many young people, particularly in developing countries, are training in skills for which there is little or no demand and/or are disadvantaged in terms of core skills required in the current labour market;

Youth employment strategies that have had positive results focus on a spectrum of factors (skills development; work experience; the provision of labour market services) involve a range of relevant government departments, work in conjunction with employers’ and workers’ organisations and other agencies and include marginalised youth; dual system combining school-based education with work-based training and apprenticeship continues to be an effective learning model;

Approaches and Tools: ILO gives assistance in establishing Emergency Public Employment Services for countriesdevastated by natural disaster or emerging from military conflict or other crises (e.g. Afghanistan, Argentina, Kosovo, Sierra Leone or following the Indian Ocean tsunami disaster in Aceh and Sri Lanka) and produced practical guidelines;

In collaboration with UNHCR, ILO promotes Microfinance in conflict-affected communitiesto bridge the gap between relief and development programmes in conflict-affected countries and deals with the use of microfinance as one of the tools to support self-reliance; programmes, delivered worldwide by experts with extensive experience in working in conflict-affected communities, take into account young people as well as other vulnerable groups;
(!) sustained unemployment can make youth more vulnerable to social exclusion; information on the extent and impact of long-term unemployment among young people is urgently needed so that policy-makers can target youth in long-term unemployment and help them re-enter productive society; It is essential to have good quantitative and qualitative data on youth employment on a national level, disaggregated by age and sex, and by other variables relevant in individual countries, such as ethnicity, geographic location, residency status, before embarking on policy decisions; involvement of social partners is essential also in designing laws and regulations for youth employment promotion; strategy for youth employment promotion should be linked to a macro policy that promotes economic growth, through an employment-oriented development programme, and include measures to tackle both the supply and demand sides of the labour market; closer links need to be established between formal and non-formal education as well as between classroom instruction and workplace learning; a combination of work experience and vocational training seems to be the most effective strategy, with most success arising from placements with private sector employers rather than through temporary placements in public sector job-creation projects; in developing countries, basic skills training and traditional apprenticeships are particularly important; Active labour market programmes are more likely to be effective when: they are small-scale, well targeted, well designed and effectively organised; they meet the specific requirements of the intended beneficiaries, based on a careful analysis of the local employment situation and participant characteristics; they are sited in enterprises; they include measures to improve the competencies and skills of participants (the supply side of labour), the demand side (available jobs or work experience) or both the supply and demand side in a balanced fashion.
Intili, J. A., Kissam, E. and George, E. S. (2006), 'Fostering Education for Female, Out-of-School Youth in Afghanistan'. Journal of Education for International Development, 2 (1).

Johannessen, E. M. (2005), One Step Closer – But How Far?A study on former TEP students in Angola and Burundi. Oslo: Norwegian Refugee Council.

Teacher Emergency Package (TEP) in Angola started in 1996 and in Burundi in 1999; developed from the UNESCO-PEER concept by NRC in co-operation with the Ministry of Education and UNICEF in Angola and with the Ministry of Education in Burundi; focus group are overage children who have missed out on school due to war; target age group changed from 10-13 to 12-17; agreements with the MoE in both countries allow children to enter primary schoolafter completion of the TEP year;
(?)study concentrates on TEP students’ transfer to regular school, students’ achievements and drop-out;
(+)in both countries 50-70% pass TEP year with good results; in Burundi, TEP students are among the best in their class in primary, even in higher grades; in Angola, TEP statistics are excellent, but there is a lack of complete registration of TEP students in primary school; even poor and uneducated parents valueeducation in both countries: parents and students children andparents make considerable daily sacrifices to come to school, their stamina and determination to continueschooling despite extreme poverty is an asset and represents hope for the future;

(-)once TEP students are integrated in regular schoolin both countries, they seem to follow the same pattern asregular students regarding attrition, achievements and drop out: in both countries there is a gapbetween the number of students who qualified for entrance in regular school and those who actually started; between 20-40% and more of the TEP students whoqualify for primary do not turn up; about 45% of primary students are girls in Burundi, with slightly better gender balance in Angola; grade 1 sees highest drop-out rate; in Burundi, more girls than boys drop out in grade 1 and 2; although the girls’ drop-out rate is not alarming compared to boys in the nextgrades, their number is reduced in higher grades due to their disadvantage from the beginning; 

mainreason for drop-out is poverty: in a poor country or in poor areas, however, the differences between TEP childrenand other children in regular are not significant, poor families choose TEP because it is freeof charge and no other costs are involved, when the TEP year comes to an end, many knowthat they cannot meet the costs involved in continued schooling and therefore do not payenough attention to concluding the TEP year properly but are more concerned about how tofeed their family and withdraw their children from school although some of them are doingwell and are qualified to transfer to grade 3 (in Burundi/grade 2 in Angola); informants in Angola as well as in Burundi maintained, that when thereis food distribution, the drop-out is lower; in Burundi with the announcement of free primary education, many of the former drop-outs have returned; the Ministry will allow all children up to15 years to enter regular school, this will put the need for TEP in its present form under question; in one area, nearly half of TEP students are younger than target age group, it is unknown where older children are and why they do not come to school;

TEP statistics only provide figures for students who qualified for entry into regular schools, there are no complete records of TEP students in both countries regarding transition to regular schools, survival rates and drop-outs; students may choose which school to transfer to, this is positive for the individual, but makes tracing students challenging; 

transition from TEP to regular school has not been given enough attention and is not mentionedin the Memorandum of Understanding, once students start regular school, they are regardedas any other student;

(!)trace TEP students and ensure complete statistics on enrolment and students’ achievements, including drop-out and disaggregated by age, gender and entry year; prepare students and parents better for final exams and ensure transition to regular school; undertake comparative study on TEP and non-TEP students regarding drop-out and achievements; put more consideration on selecting students representative of focus group;
K
Katz, E. (2008), Programs Promoting Young Women's Employment: What Works? (Launch of the Adolescent Girls Initiative). Washington, DC: World Bank.

Ketel, H. (2008), Equipping Youth for Life - Youth Education Pack in Burundi, Norwegian Refugee Council Evaluation Report. Oslo: Norwegian Refugee Council.

(?) Youth Education Pack (YEP) was developed to meet the education and training needs of young people from the ages of 14-18 that have been affected by war, displacement and a lack of opportunities; YEP is a one year full time programme that incorporates literacy/numeracy, life skills and vocational training; YEP learners include the more vulnerable among the NRC target groups, priority is given to young single mothers, youth heads of households and those with the poorest educational background;

external evaluationcarried out in 2008focuses on demonstrating programmes’ socio-economic effect on youth who have started their new livelihoods based primarily on interviews with former participants who graduated between 2005and 2007, and a scoring system for measuring impact on the individual and the effectiveness of the ‘cooperative’ model used by the YEP programme through which participants work in groups to initiate and operate small businesses;
(+)good-quality training;former trainees who were still members of cooperatives at the time of the study (16 out of 21) had reached the ‘targeted level’ of basic literacy and skills attainment, had leisure time in their lives, and were able to satisfy their basic needs such as food, shelter, and clothing; youth participants considered vocational skills training as the most important component; girls were found to be much less likely to be exposed to prostitution; former trainees developed positive influence and acted as role models for other youth in their communities, some were active in the fight against youth criminality;
(-)insufficient numbers of support staff (insufficient for post-training follow up); social environment (family, community) of the trainees is not yet sufficientlyinvolved in the project cycle; not enough preparation of business and organisational aspects; high unaccounted for drop-out rateand cooperative closures;cooperative model faced challenges to viability, were an unfamiliar working dynamic for trainees, but more or less the only way for participants to start work;weak project monitoring system; partnership approach lacking capacity building for possible future handover; lack of permanent focus on sustainability;

(!) incorporate preparation in leadership skills, group work and business management as a component of the training period itself; involving trainees in a basic market analysis for their skill as part of their cooperative preparation would help them to learn about the sales aspect of their future enterprise and would help the programme better understand the market situation overall in order to best link youth education to methods of income generation; include sustainability from the outset of the project and throughout its cycle; more strategic and qualitative way of working with local implementing partners, simultaneouslyundertakecapacity building activities withpartner; establish effective monitoring and support systemtoidentify the extend of, and the possible reasons for the drop-out and cooperativefailure problem as noted with YEP Burundi; only full-time technicaland management staff due to complexity and programme demands of YEP;

Krzysiek, P. (2010), Providing vocational training and psychosocial support to Iraqi adolescents in Syria: IECD Youth Centre in Jaramana, Damascus.Damascus: UNICEF and Institut Européen de Coopération et de Développement.
(?)holistic approach to ensuring protection and empowerment of vulnerable refugee youth in Syria;
(=)refugee youth are the most vulnerable group among the overall refugee population in Syria in a context of emergency to post-emergency transition; girls being exposed to the risk of abduction, rape, forced marriage, human trafficking and other forms of exploitation; coping with post-conflict trauma, lack of trust and safety, youth face restricted mobility, access to learning, socialising and livelihood development opportunities, and lack of social support networks.

Activities: The IECD (InstitutEuropéen de Coopération et de Développement) Youth Centre provides students with vocational training (secretarial and electrical courses), English and computer skills courses to increase their professional opportunities upon repatriation or resettlement while integrating empowerment elements (life skills, youth-led initiatives, sports, recreational activities, hip-hop music, etc.) to provide psychosocial support and protection in a youth-friendly and supportive environment; psychosocial activities take place at weekends and include communication, critical thinking, decision making, problem solving and anger management; based on life skills curriculum delivered by Palestinian peers; families are involved in the protection mechanism through interviews, consultancies and monitoring of family situations.

(+)in 2009, Centre hosted 261 Iraqi, Somali and Sudanese students; 400 expected in 2010 with involvement of most vulnerable Syrian youth; system of transportation reimbursement allows students from more distant areas to attend activities; centre mobilises beneficiaries through communication campaigns: an increasing number of new students join the Centre following their peers’ recommendations; extra-curricular activities such as study visits and recreational trips have enforced students’ commitment and reduced drop-out rate; benefits identified by students include: dealing with concrete problems in practice, having opportunity to relief outside home environment, improving social relationships and communication skills, discovering their capacities and gaining self-confidence and positive life approach; centre also supports the adolescent refugees’ families to address wider family problems and use the referral networks to identify the most vulnerable youth;involvement of parents and families has changed short-term thinking to focus on sustainable development of adolescents; some students were offered short-term internships in the local industry; youth continue to be involved upon completion of training through youth-led initiatives: students produce short documentaries, rap songs and lead the discussions with their peers and parents about family relations, challenges in adolescent life and their goals for the future; 

(-)main constraints faced by the students include short-term job opportunities for males and socio-cultural constraints for females;
L
Lange, S. and Haugsjå, S. (2006), Review of Right to Play. Bergen: Chr. Michelsen Institute.

Lanzi Mazzocchini, E. M. (2008), Policy Implications Learned from the Analysis of the Integration of Refugees and Asylum Seekers at Tertiary Education in Cape Town.University College Dublin.

Lyby, E. (2001), 'Vocational Training for Refugees: A Case Study from Tanzania'. In J. Crisp, C. Talbot and D. B. Cipollone (eds), Learning For a Future: Refugee Education in Developing Countries (pp. 217-259). Geneva: UNHCR.

(?)evaluation of ongoing skills training programmes, with a view to expanding them intoa wider programme based in the refugee camps; proposed training programme would be based on theconcept of education for repatriation, with the aim of extending skills that will be of use on return to Burundi; evaluation used qualitative interviews with key informants, supplemented by a questionnaire survey;
(=)formal accredited training in camps reaches only very few, mostly those who have an English-language capability;

informal training are overall relevant to the situation, as well as cost-efficient; at least 2,500 people have received training, in addition to those involved in income-generating activities, which also often include a training component; training is practical, but lacking a theoretical component to increase quality of output; however, management of the programmes is somewhat loose, with no clearly formulated objectives and plans; with a mix of economic and social objectives – on the one hand to transfer employable skills, and on the other to occupy the many out-of-school youths with little to do in the camps; due to lack of consistent design, monitoring is limited to basic reporting and accounting of the spending of funds;
(!)expanded skills training programme is relevant and necessary as repatriation will take place only in longer term;proposed programme to consist of two main parts: 1) vocational training, aimed at the provision of skills for (self)employment – the economic objective; 2) non-vocational activities, aimed at occupying youth not interested in vocational skills training with positive activities for the body and mind – the social objective;
M
Mac-Ikemenjima, D. (2008), 'Youth development, reintegration, reconciliation and rehabilitation in post-conflict West Africa: A framework for Sierra Leone, Liberia and Cote d'Ivoire'. International NGO Journal, 3 (9), 146-151.

(?)paperhighlights key challenges of youth in post-conflict West Africa; suggests priority actions to be taken by governments and their partners to improve the status of youth; and evolves strategies for reintegration, reconciliation and rehabilitation;
(=) young people are susceptible to being used as perpetrators of conflicts and civil disorders, yet they remain the most vulnerable and the most affected in post conflict communities; due to their potential for innovation, their energy, enthusiasm and exuberance, young people are also the greatest resource to achieving reconciliation and reconstruction; four key needs of youth: education, employment, health, participation;

(!)different programmatic approaches taking into account specific situation and contexts:integrated approach, life cycle approach; investment priorities for education: provide free quality basic education; train, retrain and recruit teachers; review educational curriculum; research, science and technology; invest in girls’ education; train skilled vocational and career guidance counsellors; create scholarships for deserving young people; promote non-formal education; investment priorities for employment: support youth entrepreneurship; provide enabling environment for businesses to thrive; enact policies protecting youth in the work place; link education system to formal employment; create social entrepreneurship programmes; investment priorities for health and HIV/AIDS: integrate HIV/AIDS into education curriculum; train and engage young people as peer educators to stop AIDS and pregnancy; create youth friendly health services; strengthen the health sector; invest in prevention of childhood, infectious and other diseases; investment priorities to meet youth participation needs: include youth as part of delegations; ensure youth take up leadership positions; develop national youth policy; appoint young people as members of national committees; 

four key recommendations: 1) integrate all youth issues across all ministerial/governmental departments; 2) integrate youth issues into National Development Planning/Poverty Reduction Strategy Papers; 3) organise a national youth dialogue to identify youth development priorities; 4) establish a national youth peace corps which brings together all stakeholders in the country to educate youth on peace building and conflict resolution.
MacLaren, D. (2010), Tertiary Education in Pursuit of the Common Good: the Thai-Burma Border Experience: Faculty of Arts and Sciences, Australian Catholic University, MacKillop Campus (unpublished).

(?)analyse findings of 2009 research carried out among former graduates from the Australian Catholic University (ACU) Tertiary Education Programme for Burmese refugees in Thailand; ascertain how graduates have used their qualifications for the common good; 
(=)online delivery of tertiary degree programmes since 2003 with 17 graduates in Business, five in Theology and currently 20 students in Liberal Studies; current Diploma in Liberal Studies is a result of participatory approach in determining refugee communities’ needs and students’ preferences for subjects taught, and is offered in conjunction with four American Jesuit universities, each teaching modules; pedagogical approach follows a mixed mode combining online learning with face-to-face teaching from visiting tutors and on-site tutorial support for academic English and study skills as well as fostering students’ motivation; ACU learning and teaching material has been adopted from the Australian context and adapted to suit the socio-cultural context of the refugee camps; 

(+)students have been able to access information, develop skills and knowledge and obtain an internationally-recognised qualification; graduates have benefited from their advanced English, IT, research and leadership and management skills in securing employment; majority (ten) of past graduates are employed in NGOs and community-based organisationscontributing to the common good within their refugee communities in a variety of ways from managing orphans and boarding houses, to training and project coordination and IT management for human rights organisations; only three graduates had resettled with their families upon graduation, all of whom have been able to obtain scholarships for entry into universities in the US and Australia on the basis of their prior qualification; 

study determined the programme’s impact to have been psychological and life-transforming; students’ self-esteem grew as they improved their English language skills and developed a critical consciousness, stepping out of cultural norms and questioning aid policies in dealing with foreign donors, NGO workers and local authorities with greater confidence; enabled them to actively participate in policy making: not only empowering for the individual graduate but for the refugee community at large; tertiary education by distance enabled students to look beyond dominant discourses in refugee camps: has provided students, who previously considered taking up weapons to fight for democracy as the only viable option, with a peaceful alternative to bring about change through dialogue; youth have become highly respected and trusted community members in what is a society that traditionally respects elders; diploma they have been awarded is more than just a degree, but has also bestowed upon them some sort of dignity and identity beyond that of simply being a refugee;
(!)ACU programme has boosted the students’ confidence in a situation where refugees have no agency over their lives and made them a critical voice for the voiceless; it is necessary tocarry out more action-oriented research in the neglected field of higher education provision for refugees; determine how replicable this model is for the delivery of higher education in this and other refugee situations and whether the success of the programme could be used to change government and NGO policy which tends to regard higher education in such circumstances as a luxury;
Malik, J. A. (2008), Legal Aid and Vocational Training for Afghan Refugees and Support to Host Communities in Pakistan - A Post Project Evaluation Report. Islamabad: International Rescue Committee.

starting in 2006; [here: focus on IRC’s Vocational Training Programme for Young Afghan Refugees component];

(?)assess impact of the project that responds to some of the long standing major needs through providing marketable skills trainingsand reliable employment-related information upon repatriationas well as working with the refugees for their legal rights realisation to improve the skills of young Afghans to make informed decisions about repatriation and also facilitation in gaining marketable skills to find employment after repatriation; functional literacy programs, professional counselling and health education components are also added for women; attempts a different course in an otherwise very relief centred tradition of working with Afghan refugees in the region;
(+) project has provided services to more than 1,800 Afghan male and female refugees; achieved a good activity level efficiency in reaching out to its intended beneficiaries and has achieved all its targets with reasonable efficiency and good quality practice; approach efficiently utilised community potential as well as market structures for its success; programme reached the core of economically vulnerable sections of the Afghan refugeecommunitywith women in majority and provided them real chance for economic as well as psychological rehabilitation; significantly more women gained employment (59% versus 34% for men) reflecting relatively more relevance in terms of theirmarket demand, trainings typically imparted were tailoring or sewing, TBA, Computer, Receptionists, Accounting and traditional birth attendance; integration of rights related messages in skill centres have achieved a significant success with majority of the participantsregistering and accepting the rights based world view; for most of the Afghan community especially for women, trainings have provided them their first real chance for personal development which they wanted to continue; participants are not likely to repatriate soon simply as a result of vocational training alone, but if peace returns and demand for labour improves in Afghanistan, a significant portion of people are now equipped with marketable skills;

(-) training curriculum was good in meeting the requirementof the minimum learning needs of the participants and yet it didnot account for students with low learning abilities: given the poor educational background and low educational attainment level ofsome of refugees, 77% of participants found course duration too short; community based approach failed to develop sustainable community structures: should have focused more on working withthe community to develop long term development goals, train them to developtheir organisations and facilitating them in managing it financially andprogrammatically on sustainable bases; the actual project design did not include some of the key activities in the area of policy advocacy and development of inter-communitarian associational life between Afghans and host communities; the scattered nature of activities in the host communities undermined its societal level visibility; the separate activity level achievements by the consortium partners could never establish a singular programmatic and organisational identity which could have helped in forging larger civil society coalition over the issue to affect refugee policy meaningfully; the combined effect of these factors, as a result, limited the project impact;
Matsumoto, Y. (2008), 'Education for Demilitarizing Youth in Post-Conflict Afghanistan'. Research in Comparative and International Education, 3 (1), 65-78.

Mensch, B. S., Grant, M. J., Sebastian, M. P., Hewett, P. C. and Huntington, D. (2004), The Effect of a Livelihoods Intervention in an Urban Slum in India: Do Vocational Counseling and Training Alter the Attitudes and Behavior of Adolescent Girls? New York: Population Council.

Mercy Corps.'Sports for Peace and Life Program'.

Moberg, L. and Johnson-Demen, A. (2009), "Small-Small Steps" to Rebuild Communities with YEP - NRC Youth Education Pack Project in Liberia: Post Graduates and Income Generating Activities. Oslo: Norwegian Refugee Council.

(?)evaluation to obtain an independent assessment of the post graduate situation of the Youth Education Pack (YEP) youth, in order to learn more about both special challengesand successful aspects of their starting income generation; YEP objectives for learners to become functionally literature, obtain knowledge and awareness that will further their development and awareness as individuals and as members of their societies, acquire skills needed in communities that will increase their chances of finding apprenticeships or paid work;
(+)skills for training selected in cooperation with local communities so that YEP relevant to community needs in first years after war when no other NGOs targeting youth skills training; appreciated by government and formalised collaboration with national government;youth transformed from being seen as risk factor to important community members who contribute to reconstruction and economic development; crime rate and theft has gone down; have acquired new identity, ambitions and belief in the future through YEP; through basic training youth have produced good quality produce earning them higher community status and giving villagers access to new products and services and increased economic activity;continued interest shown by the youth in YEP and the fact that theytravel far to attend the programme, despite the fact that no compensation is given;
(-)apart from the youth that have gained short-term employmentwith an NGO project, only a handful of youth can sustain themselves on the income from theskill learnt at YEP due to low purchasing power in villages; tools they received in start-up kit were generally of poor quality and broke and youth have few means to repair or replace; youth have nowhere to store products during rainy season; low achievements for those with no prior schooling

(!)more diversification needed as labour market cannot accommodate all graduates to provide livelihood security, however economies of scale reduced; more attention to safety in production and working environment; need for more concerted approach and better communication between NRC and youth to counteract dependency and disillusionment; more holistic approaches within gender and trauma to include perspectives of all stakeholders; more capacity building for trainers needed for stronger training impacts; increase local ownership in preparation for phasing out;
Morlang, C. and Watson, S. (2007), Tertiary Refugee Education: Impact and Achievements: 15 Years of DAFI. Geneva: UNHCR.

worldwide, since 1992, 1,779 in 2008 alone, 40.6 percent female, students from 32 countries enrolled in 34 countries mainly in Africa, also Asia, Americas, Europe, Middle East; undergraduate degrees between three and four years; main study subjects: Commercial and Business Administration, Social and Behavioural Science, Development Studies and International Relations, Mathematics and Computer Science, Medical Science and Health Related Subjects, Education Science and Teacher Training;

(?)assess impact and achievements of the DAFI programmein terms of its stated mission objectives: to contribute to the promotion of self-relianceof refugees by providing them with a professional qualification geared towards future employment; with help of database with information for 5,000 DAFI scholars from 70 differentcountries, together with a representative sample of 700 questionnaire responses from DAFI graduates;
(+)68% of graduates are in employment; 16% pursue further studies; 15% are looking for a job; 1% do other jobs; fields of study such as business administration, social sciences, and medical sciences have proven particularly successful; amongst African graduates who have repatriated to their country of origin, 93% areemployed, while 3% are pursuing further studies; graduates transfer benefits to their communities through employment in fieldswhich enable them to have a lasting impact upon reconstruction and sustainable developmentin the refugee community and their country; female graduates are role models and promote girls’ education; female enrolment has shown steady improvement, due in some cases totargeted interventions, and has stabilised in recent years at over 40%, from a low of 23% in1992;
(-)there are greater gender balance challenges in Africa than elsewhere; medical degrees cannot be sponsored as they exceed the maximum duration and tuition fees; certainsubjects, such as language and religiousstudies are not sponsored as they are not perceived immediately necessary; graduates highlight need for graduate and postgraduate studies to be included in the DAFI Programme; challenges in ensuring a consistently high standardof education, given fluid security situations in several countries of study that have resulted ininstability and university closures, students sometimes transferred to neighbouring countries for study; cause of unemployment can primarily be traced not to a lack of qualifications in DAFI graduates,but to the restrictive labour laws applied to refugees in the country of asylum;
Mukankusi, A., Mayson, M., Caso, T. and Rowe, W. A. (2009), Empowering Rwandan youth through savings-led microfinance - Microfinance Case Study. Kigali: Catholic Relief Services.

N, O
NRC. (2008), Evaluation of the Teacher Emergency Package (T.E.P.) Angola. Oslo: Norwegian Refugee Council.

The NRC Teacher Emergency Pack (TEP) operated in Angola for 12 years from 1996 to the end of 2007, implemented in close collaboration with the Ministry of Education and UNICEF; conceived as a short-term emergency programme, its objectives and target beneficiaries changed over time from 8-17, to 10-14, to 12-17 (to reach those not catered for in the regular system) and towards an accelerated learning programme (ALP);
(?)evaluation to assess relevance, appropriateness, effectiveness, efficiency and sustainability of TEP, focusing on the role and performance of NRC and provide lessons learned for the design of future similar programmes as well as in the phasing out of the assistance;
(+)TEP provided a second chance educational start for over 215,000 children, half of whom girls; roughly 3,200 teachers trained in child centred active learning expertise bequeathed to the government’s post-war education expansion efforts as well as 56 trainers and an additional 1,800 teachers trained for the regular system; although TEP initially created to respond to the educational crisis of war and disaster, it was resilient enough to adapt and become an important response for the process of restoration and rehabilitation of the educational system of Angola, over time it evolved from one-year preparation for initial entry into a regular school to a programme providing equivalence to higher grades of primary education, and in the process moving closer to the existing regular school curriculum; with its dedicated teachers, emergency curriculum, small classes and child-centred training it was able to achieve better learning results than the regular school system, with some indications that some TEP students also outperformed others after moving to a regular school; as regards curricular aspects, despite some shortcomings it is concluded that TEP in Angola contributed some useful innovations and left behind a rich experience of teacher training instruments and planning devices that could be easily restructured into a more modular and self-sufficient provision of remedial/accelerated education; TEP teacher trainers were able to create a new perspective and positive active learning ideology on the new teachers: idea of active learning was intensively supported through permanent teacher training and an exceptional supervision structure, their knowledge and experience could potentially be incorporated into the MoE’s and associate agencies’ development of a modular accelerated/remedial programme; analysis of both the teacher training and the accelerated curriculum shows the contribution of important instruments for planning and monitoring, for the assessment of teachers in training and class observation; NRC programme developed a good integrated management and logistics support system for the teacher training and supervision activities and good compilation of information on in-put, process and output of the accelerated provision; NRC, Ministry of Education and UNICEF cooperation produced notable technical educational achievements (NRC responsible for all aspects of teacher training and teacher materials,MoE for pupil selection and evaluation, placement and payment of teachers, community mobilisation for school construction, keeping statistics, and UNICEF worked closely with the government and had similar responsibilities);
in the light of NRC’s mandate and the problems facing Angola from the mid-nineties onwards the target group in general, the geographical location, as well as the content, organisation and coverage were relevant and effective;

(-) large numbers of under-age children for much of the period: local community leaders and the TEP teachers were responsible for student selection and faced great pressure from parents to admit also younger children due to the programme’s success; of pupils who initially enrolled in the TEP courses a combination of drop-out and transfer to grade 1 (= repetition) meant that only 51% concluded the course and were classified for grades 2-4 in the regular system, in one example taking into consideration those who did not actually register in the regular system, success rate at only 35% (1:25 teacher student ratio, a very high 1:5 supervisor- teacher ratio, the free provision of school materials etc. should have been able to produce a higher out-put of internal effectiveness, especially considering the remedial character of the TEP provision); TEP grew from a rapid and well-integrated emergency response curriculum into a piecemeal acceleration programme and without a systemic response for these new goals;technical decisions on the development of the accelerated curricula were left to the national team who received insufficient international comparative knowledge and technical support from NRC or UNICEF; no national legal accreditation system was established for future graduates to be accredited in the eventuality of further education; absence of datamakes it impossible to assess more precisely the extent to which NRC was able to address its targeted over-age out-of school problem and programme was unable to monitor adequately and assess impact on and coverage of its target population; programme was developed as a closed system and the real objective of the programme, to integrate children into the regular system of education, was not given due consideration; TEP programme has left behind skills and practices for a future Angola-based system with a logical content structure; miscommunications left no room for consideration of a TEP-based approach after phasing out;
(!)most substantial lesson from TEP is the importance of extreme caution when an organisation of an essentially emergency nature starts to get involved in areas of a developmental nature: in some fields, such as education, there are key questions such as time frames or perspective, specialist expertise etc. NRC should concentrate on what it does best, and this includes providing bridging education services for refugee and displaced children; educational policy dialogue should be accompaniedby solid technical advice for capacity building; be conscious of the limits of rapid responses such as TEP and find more appropriate solutions for the different stages of the complex emergency continuum; identify/develop improved monitoring and evaluation methods for situations involving education in the emergency and the post-emergency continuum; complex humanitarian situations and their aftermath require flexible but close and coordinated relations between key partners;consider partnerships within theIASCEducation Cluster Policy;integrated technical assessment will avoid unilateral views, perceptions or damaging statements and the better integration of education programme knowledge and practice;
Obare, F., Birungi, H., Katahoire, A., Nkayivu, H. and Kibenge, A. D. (2009), Special needs of inschool HIV positive young people in Uganda. New York: Population Council.
Obura, A. P. (2002), Peace  Education Programme in Dadaab and Kakuma, Kenya.

(?) evaluation to determine any positive impact of the Peace Education Programme (PEP, from 1998 to 2001 in Dadaab and Kakuma refugee camps, Kenya) on peace building and conflict prevention and whether refugees had learned peace-building skills; two major components comprising a schools based programme and a community workshop programmefor adults and out-of-school youth; youth were targeted since they were expected to play an important future role in the community and especially male youth had been repeatedly involved in camp fights; in 2001 Kakuma workshops focused 3:1 on youth;PEP is derived from the belief that peace can be fostered through adoption of peace promoting behaviour and by practice of specific peace related skills, which can be taught; 
(+)PEP directly reached 30% of the camp population (70,000 school and community participants, among them12,000 youth and adults) over the four year programme;crime rates have been reduced by 29% in Kakumabetween 1999 and 2001 and by 66% in Dadaabduring the period 1998-2001; PEP also contributed to resolution of small problems, quarrels and fights, conflict escalation prevention, improved camp security, more and better inter-group interaction and integration; PEP allowed youth to take on community leadership roles by facilitating workshops with older participants; PEP led to spontaneous youth-led services and activities (including sports, drama, puppetry) in the camps and initiatives by refugees to follow up and spread PEP in the home country, sowing seeds for course development, peace building and initial networking; PEP is a welcome change from the dreariness of daily camp life andinspires hope and renewed faith in humankind; it bonds people, particularly the peace facilitators, teachers and the core active graduates andprovides a practical agenda for action; success of the programme is due to the very participatory way in which it was designed, with refugees as principal actors;
(-)many PEP learners leave the programme - community workshops and schools - with continuing aggressive tendencies;records need to indicate course drop-outs;male youth are accused by many people of being the source of fighting, their aggression is attributedto their immaturity, lack of control and especially to idleness; women underrepresented in workshops and few programmes for female youth, who would need support as much as male youth but for different reasons; high agency and PEP refugee staff turnover – camp/context occupational hazard (20% teachers left Kakuma schools in 2001); continual need for upgrading teaching skills; insufficiently focused and structured monitoring of teacher/facilitators and advisory services; 
(!)youth unquestioningly obey elders and implement conflictual plans in line with tradition, but now show increased awareness of their role in peace/conflict and are eagerly seeking more positiveroles: peer PEP modalities need to be accelerated to support this trend; young men and boys have tremendous proactive potential in the camps but few responsibilities; PEP needs to assist in making youth more self-reliant in terms of organising themselves (a) withoutcontinually needing agency support and (b) in an increasingly outreach mode; they need capacitybuilding to initiate and sustain programmes without agency support and far morefrequent sports activities to occupy them and absorb their energy; youth have two main advantages over most other populations in the camp:are the most educated subgroup – and therefore have more potential forleadership, initiative and learning new techniques; they have the most time on their hands – and could lead some of the activities thatPEP does not manage to cover at present, if they have prior training; they could be actively recruited for (a) outreach activities and (b) in appropriate and progressive ways for incorporating female youth (the major overworked and neglected subgroup of the camps)into a variety of programmes, but they need skills and gender training before attempting this; one of the most effective peace building actions is provision of schooling:neglect to give women access to education retards the overall peace effort;

PEP needs to confront and deal with aggression more explicitly and re-focus on skills learning and capacity building; increase awareness among staff; promote joint organisational activity, sports, youth and culture activities, the promotion of women’s rights, modification of male behaviour, environmental education; integrating PEP into official camp security activities;
Otieno, C. (2009), Participatory Video Program - Kakuma refugee camp - INEE AYTT case study. Nairobi: FilmAid.

(?)youth empowerment through using videos production as medium for self-expression; enable youth to constructively engage with their communities to uncover and address critical issues through films;

(+)Capacity development and tangible livelihood skills: members have been able to find employment; development of self-reliance, self-esteem and psychosocial healing through increased ownership; soft skills: creativity, peer-to-peer learning and inter-ethnic group cohesion; good response from community regarding youth leadership and commitment; youth and community show increased awareness and understanding of HIV/AIDS, family planning, women’s rights and conflict and community building;
(-)resource scarcity now makes selection process for participation necessary; resettlement leads to discontinuity; 

gender inequality; logistical challenges and limited access from across the camp;
P, Q
Parsons, C. (2008), Final Program Evaluation of the Consortium for Assistance and Recovery toward Development in Indonesia’s Community-Driven Reconstruction Program May 1, 2006 to April 30, 2008 in the provinces of Maluku and North Maluku: Consortium for Assistance and Recovery toward Development in Indonesia (CARDI).

(?)overall assessment of the programme’s performance and effectiveness actions toward achieving the objectives of improving social cohesion and reintegration in communities of return and resettlement in six sub-districts, contributing to the overall goal of providing durable solutions for conflict-affected communities in the areas of intervention; based on community-driven decision-making process, facilitated by sub-district structures and youth committees, the programme addressed basic community services and economic recovery needs through an integrated approach covering the fields of governance, land rights, and youth development; (here: focus on establishment of youth committees supporting youthempowerment through outreach activities, access to economic opportunities, and networking with sub-district authorities, thus recognising and addressing the importance of youth in the current and future process of durable peace and reconciliation;

(+) had high relevance to the broader context and the key problems it was meant to address; efficiency was high, covering a broad geographic area, high beneficiary numbers (22,000), and complex programming components with a relatively small overall investment; youth empowerment component is likely to have the greatest impact: high levels of confidence, vision, and knowledge compared to other cohorts, anticipated to be long-lasting; status of youth as a cohort has reportedly improved in the intervention areas over the course of the programme; youth committees reported that young people now play greater role in community decision-making, and in some areas, the committee is considered a formal stakeholder in sub-district government consultations; youth component was very successful at bridging communities and promoting interaction;mutual trust between youth from different backgrounds achieved through outreach activities and joint planning and action at the sub-district level; youth-driven intercommunity peacebuilding activities well-received by adults and community leaders, indicating that the intervention context was ready to engage in inter-community activities; youth-related benefits and initiatives, achieved through support to the sub-district youth committees, have strong prospects for sustainability due to linkages with government (for technical and material support), credibility of committees vis-à-vis their ‘constituency’, existence of a physical/institutional base (youth centres), and behavioural and attitudinal change among committee members;

(-) community-driven reconstruction (CDR) related benefits of the programme have weaker prospects for sustainability due to the creation and use of parallel, programme-supported governance bodies to manage and deliver community services and limited technical and capacity building support provided to economic micro-project grantees particularly at operationalisation and management stages of the project/business cycle; while women were engaged in implementation of micro-projects, for example in production, cultivation, or marketing of products, women seem to have had limited contribution to the CDR decision-making process and to the management of resources; CDR not an effective means of transforming power and control of resources and decisions at the community level, not able to create space for women, and possibly other marginalised groups, to participate substantively in decision-making and management of community services and resources; limited if any inter-provincial coordination was achieved, missing opportunities for lesson and practice sharing between staff teams and a venue for assessing strategy coherence; negative implications for effectiveness and sustainability: majority of activities were not implemented at an inter-community level, thus failing to contribute to the programme’s specific objective of social cohesion and reintegration; though there are positive trends in achieving durable solutions for conflict-affected communities in both intervention areas, but programme not strong in addressing this;

(!) under-performance of the programme as a CDR initiative, but significant reconciliation and empowerment achievements were made in the youth component; additional investments, specifically in recruitment and retention of higher qualified staff, increased staff time in the field with community stakeholders; provide adequate technical support; to ensure effectiveness for institutionalising and sustaining capacity improvements, work through and capacitate existing governance structures (where available) that will continue beyond the end of the programme instead of the creation of parallel, program-mobilised committees; ensure coherent and consistent interpretation and understanding of the programme strategy by all staff and between sites during initial operationalisation; effective programme monitoring and coordination throughout the programme period should detect divergence from the programme strategy or between sites and feed this information into ongoing programme management decision-making;
Peters, K. (2007), 'From weapons to wheels: Young Sierra Leonean ex-combatants become motorbike taxi-riders'. Journal of Peace Conflict & Development, (10).

Pherali, T. J. (2007), The Role of Youth in Peacebuilding and Community Decision Making in Nepal - Baseline Study Report. Kathmandu: Search for Common Ground.

(?)understand current attitudes and actions of rural youth towards conflict and peace building to establish foundations for an initiative that promotes youth’s involvement in building peace in Nepal and their participation in community level decision making;
(=)vast majority of rural youth know of theirright to education and regard it as a way to improve their lives, but lack substantive freedom to make the positive choices they would like to; similarly, they know of the risks of getting involved in violence but are forced to make unwanted choices due to socio-political pressures; youth perceive their roles as social transformers in their communities and country at large, but lack a clear understanding and ability to perform this role and are constrained by traditional cultural hierarchies of generations and further socio-economic challenges such as poverty, caste and gender discrimination; as a result of traditional rote-learning they also lack analytical and critical thinking skills; adults do not trust youth as decision makers and problem solvers at community level, thus youth participation is negligible and limited to passive roles and youth barely engage in dialogue with elders leaving youth vulnerable to manipulation by politicians; however, those involved in youth clubs or organisations largely exhibited more self-confidence and ability to relate to elders; youth are not organising to address root causes of conflict, bringing people together from across dividing lines is not seen as necessary to solve problems; most youth lack knowledge of examples of positive, active youth involvement in conflict resolution;
(!) youth have great potential to contribute to peacebuilding in Nepal; for this their peacebuilding willingness must be supported and facilitated at all levels; youth need to be equipped with conflict transformation skills and there is a need for change in adult’s perceptions in relation to youth’s roles as problem solvers and decision-makers both at local and national levels;
Plan International. (2009), Conflict Resolution for Adolescents in Colombia (2002-2009). [Online].
(?)three-year project aims to improve Colombian capacity to progress towards peace building while addressing some of the key causes and intensifiers of violenceamong adolescents; supports measures to prevent adolescents in project areas from becoming participants in violence and, more importantly, enables them to become active participants in conflict resolution and peace-building processes in the country; helps young women and men to develop their interpersonal, communication, self-expression, negotiation, and leadership skills, and with support from teachers and parents, to build a unified Peace Building Proposal that will reinforce peaceful coexistence among young people; target group: youth aged 12-22, between 2002 and 2009;
(+)project has contributed to the strengthening of peace-building capacities of 167 young peopleon Multiplier Teams (MTs);520 young people joined MT support groups to increase MTs' coverage and incorporate new students into the MTs;50 parents and 61 teachers applying tools and methodologies to support peace-building processes in their communities helped increase level of confidence of young men and women regarding their abilities to work as peace-builders;29 NGO coordinators and community assistants received training to support the MTs;31 educational institutions and four young people organisations developing a peacebuilding proposal, supported by changes in their governance structure; based on the project's "youth to youth" methodology, 3,484 young people from 12 to 22 years old have benefited from the project through the Multiplier Teams;77% of young people multipliers achieved a medium to high degree of acceptance by their peers;50% of young people multipliers improved their communication, leadership and group facilitation skills and developed their capacity to receive affection, resolve conflicts in non-violent ways and to understand and advocate for their rights;
(!)inFebruary 2004, UNESCO selected the Conflict Resolution for Adolescents project as an example of a "Best Practice" in Education;
Plan International and World Vision International. (2009), Children on the Frontline - Children and Young People in Disaster Risk Reduction - A child-centred complement to the report of the Global Network of NGOs - Views from the Frontline. London, Monrovia: Plan International, World Vision International.

(?) global survey designed to validate the argument that young people can and do play invaluable roles in planning and implementing disaster risk reduction (DRR) and climate change adaptation activities, but are rarely included; mixed-method survey (over 1000 respondents from the 17 countries, 854 of whom were children and young people (44% girls and 56% boys)) determined to create a snapshot of the ‘state of affairs’ with regards to children’s resilience to disasters at the local level, setting a ground-breaking baseline against which future progress in implementing the Hyogo Framework for Action (HFA)Building the Resilience of Nations and Communities to Disasters in this specific area could be measured;
(=) according to the UN Convention on the Rights of the Child, children and young people have the right to participate in DRR and disaster management decisions, since these decisions greatly affect their lives; young people are seen as victims in disasters rather than having their potential recognised as effective agents of change in DRR; children and young people are not satisfied with what is being done to prevent or mitigate disaster risks, including them, as young citizens, would be helpful, both in building their own resilience and improving DRR governance and resilience of the community as a whole; however, enabling environment for children’s inclusion is lacking in many cases; education and knowledge is the foundation for more effective achievement of all remaining HFA goals, but evidence shows children and youth are not supported enough to put their skills into action to achieve those goals; survey found that in countries where the contribution that children can make to DRR is embraced, HFA progress is more likely than in countries where cultural attitudes prevent children and young people from speaking out; in societies where children and young people are not granted access to quality education and pertinent information, nor encouraged to become responsible young citizens, HFAgoals will remain unmet;

(!) challenges remain especially in adult dominated, hierarchical societies, but it is crucial that children and young people are involved in all stages of DRR activities and planning, and in climate change adaptation; girls should be engaged in disaster management from an early age to overcome and disprove stereotypes that this is not their place;
Project Baobab. (2009), Teaching Kenyan Youth Skills for Independence. Nairobi: Project Baobab.

(?) programme aims to educate and empower women with skills they will need to start a small business; includes not only business training but also skills to build their self-esteem and confidence; curriculum taught in two parts: 1) Life Skills (gender empowerment, decision-making, assertiveness, communication, AIDS awareness/prevention, and reducing stigmatizing behaviour associated with AIDS survivors) and 2) Entrepreneurship Skills (small business start-up skills including budgeting, marketing, accounting, stock control and inventory, risk management, legal issues, and business ethics, among others);

upon completion, graduating students prepare business plans and are given the opportunity to present those before a committee of faculty, local business owners, and Project Baobab staff, selected students then receive micro-grants of $100 to help start their businesses; businesses fill important needs in the community and have great potential for growth, e.g.: zero grazing small scale cow, goat, pig, or bull rearing; fresh fruit and vegetable stands; beaded jewellery and other artisan crafts; mutumba (repairing and selling used clothing) bakeries, and vegetable farming; upon receiving a grant, each graduate is assigned a mentor, a Kenyan woman who will follow up with them approximately every 2-3 months to provide support and accountability; mentors are trained in areas of specific business knowledge, as well as “soft skills” like offering life guidance and simply encouraging students not to give up;those who did not receive grants are also mentored to encourage them to make use of the knowledge from the course; mentoring programme also helps measure successful number of businesses;

(+) since 2001, Project Baobab has educated over 800 students and funded approximately 300 new business ventures; programme assisted young entrepreneurs in acquiring and developing self-reliance, self-discipline regarding time and personal management, developing positive attitudes towards life and self-employment as a viable alternative, and changed lifestyles of those who made immediate use of the funds in having become more motivated and confident; teachers acquired extra skills in entrepreneurship, some have gone into business as a result; programme brought in a sense of "self-fulfilment" through assisting the needy students and motivated teachers to widen their knowledge and skills beyond the Ministry of Education programmes, they were given new vision which made them more responsible and hardworking; parents became more aware of alternatives for self-reliance available to their daughters (and sons), changed their attitudes towards assisting young women by being more supportive by developing higher levels of trust; community at large appears quite positive about the project and attitudes are changing towards the role of young women; approximately 50% of the grantees are running businesses with good to marginal success – including some who did not receive grants who have started businesses on their own; as a result of the life skills classes, students have reported improvements in their self-confidence, personal awareness, and knowledge to make wise decisions related to their well-being;
Purnell, S. (2006), RTEC/ACU evaluation. Mae Sot: ZOA Refugee Care Thailand.

(?)assessment of Australian Catholic University (ACU) Refugee Tertiary Education Committee (RTEC) pilot project on tertiary distance education for Karen refugees from seven refugee camps along the Thai-Burmese border; evaluate (through questionnaires and focus group interviews) two projects started in 2004 with altogether 21 students enrolled in a Diploma in Business Administration;
(+)courses have positively impacted students’ personal development, their self-management and acquisition of skills and knowledge that broadens their understanding of the outside world; provided them with skills that were demonstrated to be useful and relevant both in the short-term and in the longer-term to the needs of the refugee community;leadership and management course seen of particular value in the present context; value of accredited course and greater understanding of university education and methods of higher learning and teaching; students could see development in their fellow students’ progress; students highly motivated to pursue self-study; students develop questioning minds that canevaluate situations and develop potential solutions;
(-)room for improvement was found to be in providing adequate on-site support from a qualified tutor; students’ cited their lack of background knowledge of course topics and the need for foundation courses; lack of relevance of some case studies in course material when taken out of the Australian context without or with little adaptation to the refugee context; students need more resource materials and stationary equipment to be able to study efficiently; students reported difficultiesin accessing information online and a low rate of efficiency for access to information due to limited number of computers; students need more clarification of requirements of coursework and feedback; lack of integration of practical skills and internship placements;

(!)ensure stronger managerial and tutorial support, stronger feedback mechanisms; develop peer support mechanisms; offer internships and work placements; provide a resource library; provide introduction to courses; provide alternative course topics;
Purnell, S. (2008), Taking Learning Further: A research paper on refugee access to higher education. (withAranyaKengkunchorn) Mae Sot: ZOA Refugee Care Thailand.

(?)provide stakeholders with a comprehensive overview of the options for and implications of implementing Higher Education (HE) programmes for Burmese refugees in Thailand;
(=)two mainbarriers to HE access for refugees: legal constraints imposed by host nation; lack of accredited qualifications that can be used to demonstrate the content and level of any prior learning; in Thailand there has been a marginalisation of the refugee population through policies that have excluded them from accessing opportunities relevant to their learning needs:international legal frameworks provide policy base that directly supports developing refugee education standards and opportunities further; provision of HE not asdiversion of resources away from Primary and Secondary levels as this would ultimately weaken the education system as a whole and the chance of achieving a long term objective of developing refugee access to HE; provision of HE a politicallysensitive issue for host nation and refugee community;students lack access to information on content and availability of courses; as a result of prolonged encampment, students’ show lower levels of majurity;increased guidance on course choice, but diverging interests between donors and refugee community; main challenge is large-scale resettlement programme having adverse effects on human resource pool in camps;
 (!)need to ensure that refugees registered as residents in Thailand are provided with the opportunity to access HE and compete for places with Thai citizens in a more equal manner; in view of the protracted situation, process of accrediting refugee education and developing equivalency to the Thai curriculum needs to be pushed on; need for graduates to be ‘channelled’ into supporting the community and the responsibilities for NGO and CBO staff to monitor and support;

three options for Higher Educationare to be developed together: 1) access to Thai-language programmes at universities in Thailand (currently hampered by students low Thai language proficiency); 2) access to English-language programmes at universities in Thailand (costly); 3) access to Higher Education through distance learning (currently most ‘easily’ accessible option); 
key criteria: relevance; feasibility (operational/ logistical/legal and economic/ financial); institutional and oganisationalsustainability;
R
Rahim, A. and Holland, P. (2006), Facilitating Transitions for Children and Youth: Lessons from Four Post-Conflict Fund Countries, World Bank Social Development Papers 34. Washington DC: The World Bank.

(?) study looks at international practices to highlight promising approaches and assesses four of the World Bank’s Post-Conflict Fund (PCF) projects (Sierra Leone, Afghanistan/Pakistan, Democratic Republic of Congo, Comoros) that address the needs of children and youth in post-conflict contexts;
(!) guidance for good practices emerging from youth interventions in post-conflict societies: four functional areas considered important for youth interventions: 1)Voice, Inclusion, and Community Participation (Youth in Crisis, Sierra Leone): involve youth fromdesign to completion; use participatory monitoring and evaluation, as a further means of youth empowerment; especially crucial in conflict-affected environments, where the absence of clear goals and targets can increase disaffection among youth who may be inclined to resort to violence if it is viewed as their only available means of empowerment; 2)Demobilisation and Reintegration of Young Ex-Combatants (Demobilisation and Social and Economic Reintegration of Vulnerable Ex-Combatants, Democratic Republic of Congo): reception facilities should provide critical services such as psychological for youth separately from adults; social support, family tracing, health services, community sensitisation, and rehabilitation of social skills; over the long term, however, young combatants can benefit more from psychosocial support provided through the family and community environments than from institutionalised programmes; ex-combatants require education programmes suited to their unique needs, traditional vocational training programmes have had an inconsistent record in helping them enhance their skills and income, other income generation programmes, such as second-chance education opportunities for overage and working youth, the rehabilitation of family-based small enterprises and apprenticeship programmes, have shown more promise; 3)Employment Generation and Livelihoods (Employment Generation for Anjouan Youth, Comoros): securing the livelihoods of young ex-combatants can help to foster stability in post-conflict environments; match skills training with demand by linking employers and trainers; ensure that young women have access to the same training and learning opportunities as their male counterparts; 4)Emergency Education (Teacher Training for Afghan Refugees, Pakistan):can lessen the psychosocial impact of war on children and youth by providing physical, social and cognitive protection as well as by disseminating vital survival messages; critical that all children have access to some form of structured educational activity (not necessarily formal classroom schooling) to help them overcome the psychological disruption of conflict and take part in the restoration of crosscutting and bonding social capital, that is, strong social cohesion both within and between distinct groups. Exclusion from education ultimately results in a second-class group of children and youth who become a post-conflict at-risk category; donors and humanitarian agencies should not neglect local first responses to educational needs, but should assimilate these community-driven interventions into the emergency education strategy; General Recommendations: Distinguish between children and youth’s differing needs; consider time lag between project design and implementation when roles and responsibilities of beneficiaries may evolve as they transition between life stages; foster strong linkages among sectors such as education, health, and labour, which can be effective at the community level; involve youth and children from the outset. to enhance sense of ownership and avoid exacerbating feelings of alienation; build flexibility and adaptability into the project design:ensure that project phases can be delayed or rearranged without undue harm, and that objectives can be refined to reflect changing scenarios; account for geographic remotenessand provide assistance to isolated populations where vulnerable youth reside; foster understanding, not entrenchmentensuring that multicultural and multilingual programmes do not unintentionally solidify conflict fault lines;
RET. (2009), The success of the RET Secondary Education through Distance Learning (SEDL) as exemplified through exams. Geneva: The Refugee Education Trust.

(?)since 2007, the Refugee Education Trust (RET)in collaboration with the International University of Africa (IUA, Khartoum)has been implementing Secondary Education through Distance Learning (SEDL)providing youth in Eastern Chad with relevant educational opportunities and giving them tools to become self-reliant and responsible citizens;

(=) growing employment crisis in Africa poses a security risk for smooth durable socio-economic reintegration of refugees in their home countries: Sudanese refugees in Chad and neighbouring Chadian youth lack access to quality post-primary education; ensuring access to accredited secondary education and marketable skills will promote social inclusion and job creation for displaced youth;

(+) since its launch in 2007, SEDL given a chance to a total of 357 students to complete their secondaryeducation they had to discontinue because of war in Darfur and to pursue university education in Chad or other Arabic-speaking countries; programme stands out as it provides both refugee and local young people with accredited secondary educationand options to specialise in the Arts or Sciences; students do self-study with the help of manuals provided by the IUA, meet to get learning support from subject animators and share knowledge; training of Peer Educators has a ripple effect in the community: a number of them conduct their own private classes where they teach other youth and adults, an estimated 500 students attend these private classes; each year an International Secondary Certificate (ISC) examination is established in Abéché, with young students coming from the twelve refugee camps and from the local community, external markers from the IUA Khartoum control the marking as required by the internal marking standards; in recognition of the students’ excellent results, the IUA has reduced fees, offered scholarships to the best students and opened examination centres in towns near the refugee camps; the RET has purchased pressure lamps to enable regular schooling hours to continue at all times;

(!) accredited secondary education programmes are often a big incentive/motivation for learning, as they create access to tertiary education and employment opportunities that might otherwise not have been available to young refugees; sitting and succeeding in examinations is a source of increased confidence among vulnerable young people: not only gives them many more skills, but also the confidence to conduct their own classes themselves; examinations as demonstrated by the success rate of the exams makes it clear that attainment of examinations should be included in secondary education programmes for vulnerable young people;
RET. (2010), More than a snapshot: refugee reality in photographs. Geneva: The Refugee Education Trust.

(?) project provides space for thinking about refugees and their integration into societies through photographs taken by Columbian refugee adolescents and young people, to construct a socio-cultural vision from their own experiences in Ecuador;

(+) 42 adolescent refugees, between the ages of 11 and 24, received photography course and study different kinds of photographs; participants receive diplomas at the end of the course and selected photographs put on exhibition in museums in Ecuador and Europe; best three pictures were given prizes during the World Refugee Day on 20 June 2007; best 15 pictures are permanently exhibited at the UNHCR LagoAgrio (Ecuador)Field Office; 500 people across Europe and Ecuador benefitted indirectly from the project through exhibitions; project has given support to adolescent refugees who want to express themselves through photography and has provided a cultural alternative for recreation; young people were motivated by photographic activities in which they can be protagonists, promoted their self-esteem and made them feel part of their new environment; programme helped to promote sharing personal experiences and raise awareness of refugees’ living situation;
S
Sommers, M. (2001a), 'Peace Education and Refugee Youth'. In J. Crisp, C. Talbot and D. B. Cipollone (eds), Learning For a Future: Refugee Education in Developing Countries (pp. 163-216). Geneva: UNHCR.

(?)examine peaceeducation concepts, assumptions and programmesfor refugee populations that are being conducted by international humanitarian agencies and investigate the lives of refugee youth (a primary peace education target group) to understand the violence they confront and their responses to it;Kakuma and Dadaab refugee camps in Kenya and Northern Uganda;
(+) promotes refugee empowerment and self-sufficiency; successful in bridging cultural gaps; its practical orientation and objectives naturally and appropriately connect to the objectives and values inherent in refugee protection and education; problem-solving skills it teaches have the potential to support both peaceful refugee repatriation and stable resettlement; is popular with refugees as programmes were continued and sometimes even expanded by refugees themselves; is cost-effective; scepticism about the programme is still widespread;

(-) despite wealth of youth activities and the availability of free education, many refugee youth in Kenya drop out of school and participate in few or no youth activities; young refugee men expressed tremendous frustration about their living situation, marriage opportunities are distant, tensions over limited resources and opportunities for employment or productive activities are high, drug addiction is linked to domestic violence; marginalised youth (mostly male) are involved in violent conflict; few female refugee youth are involved in the Peace Education Programme (PEP) or most other programmes; especially Sudanese girls are driven out of school in the higher grades, are married off early; but youth are more dynamic than elders and mix between cultures; workshops address the same group of refugees: apart from the primary school component, only those refugees who are already peaceful (and influential) tend to become involved in Peace Education, not those who are not peaceful; in Uganda, many male Sudanese refugee youth are mobile and make a connection between the availability of secondary school education in Uganda and the porous border between Uganda and Sudan, some use the education they received in Ugandan settlements to search for work either with international humanitarian agencies working in southern Sudan or with the army, some commute to the camps when food rations are handed out; again, frustration and idleness are common themes in their lives and the incidence of refugee youth suicide is increasing; for female youth, the connection between education and marriage was strong, they are exposed to harassment and rape, the best way for them to avoid an early marriage is to attend secondary school, fees are still prohibitive and some girls (and boys) consequently work as day labourers during school vacations to save money for school fees; when girls are not able to save enough money, the likelihood of early marriage for the girls dramatically increased;the weaknesses in peace education’s approach are considerable and are not being sufficiently addressed, necessary to examine peace education’s successes and shortcomings in more detail
(!)targeting refugee leaders and elites (mostly male and educated) for peace education might prove counter-productive as this may strengthen the existing power structure and contribute to the frustrations: training is a form of empowerment, the most vulnerable and violent must be targeted; limited participation of marginalised “Drop-out” youth in the programme limits the programme’s potential to transfer needed problem-solving skills to refugees who could benefit from the experience, peace education alone cannot solve their problems, jobs and productive activities are needed, but peace education can help along this way;more efforts need to be undertaken to translate materials into local languages, English cannot be the only language of instruction as this would limit access of marginalised groups; apply holistic community approach: incorporate parents and guardians into programme activities, and not only focus on their children;effective programmes need to be region-wide not community by community; for effective evaluation case studies could be developed to examine how people struggle to solve problems before and after they receive the training; increased involvement of refugee (and national) staff in evaluation;
T
Tiedemann, M. (2000), The Health of Adolescent Refugees Project (HARP): Evaluation of the Pilot Project. North Carolina, USA: Family Health International.

(?) in collaboration with the World Association of Girl Guides and Girl Scouts (WAGGS) and supported by UNFPA, HARP was a pilot project implemented through the Girl Guide Associations and local organisations in the three countriesand designed to improve the health of female adolescent refugees through peer education emphasising reproductive health,HIV/AIDS/STD prevention and family planning, and through linking the adolescents to local health providers; in the three countries, 900 refugee girl guides received health badges upon completion of the curriculum and were sent out as peer educators;

(+)HARP created a safe space and provided productive activities for refugee adolescents; participation in the project had changed the lives of girls in all three countries in positive ways, raising their self-esteem and expanding their knowledge of reproductive health; peer educators were found to be eager to convey their new knowledge; peer education component proved successful as guides, themselves refugees, could deliver a culturally appropriate curriculum in a language understood and relevant to the lives and realities of refugee girls; girl guides became a community resource by providing health information and promoting better sanitary conditions and environmental awareness; there was evidence of increased utilisation of health services by adolescents in the target communities; project raised community awareness of reproductive health issues and health services;involving community leaders and parents was critical to the project’s success;
(-)HARP was less successful in reaching out-of-school girls due to very text-heavy and advanced curriculum and learning materials; this also led to varied levels of comprehension and awareness among targeted adolescents; HARP was designed as an international pilot project to be implemented in a variety of settings, but the local characteristics of each site made the ‘top-down’ design of such a project illogical at times; Egypt was found not to be an appropriate site due to different refugee contexts, however, the project still turned out well; two-year timeline was too short to document an impact on behavioural outcomes; there was an expectation by many leaders and some of the trainers that they should be paid for their participation; administrative complexity and long-distance management from overseas proved challenging;
UNHCR. (2001), HIV/AIDS Education for refugee youth - The window of hope. Geneva: UNHCR, Education Unit, Health and Community Development Section.

(?) provides guidance on how to introduce and implement HIV/AIDS education in refugee programmes targeting youth; provide some ideas and practical inputs on how to approach the issue of HIV/AIDS in formal and non-formal refugee education programmes;addressed to humanitarian workers in refugee settings, especially UNHCR Community Service Officers, education personnel and the staff of implementing partners working on education related issues;
(=) the lowest HIV prevalence is found in children between the ages of 5 and 14; this age group is therefore referred to as “the window of hope”; in working with refugee youth on HIV/AIDS education, programmes developed through consultation and consensus with the local community and those designed and implemented by and for youth (with adults as facilitators) have proven to work well; also, programmes which use participatory learning methods that allow youth to contribute actively with their own experiences and creativity; also, programmes that use culturally sensitive and accessible educational material (in terms of vocabulary, length and illustrations); HIV/AIDS education modules should be incorporated in both formal and non-formal refugee education programmes, bearing especially in mind that out-of school youths are even more vulnerable than those in school; programmes that not only transfer information, but also develop skills that will help youths to make informed decisions about their relationships and their sexual behaviour have likewise proven to be successful; life skills relevant to HIV/AIDS preventive behaviours include: self-awareness, decision making, assertiveness to resist peer pressure to use drugs or to have sex, and practical skills for condom use. These skills are best taught through rehearsal or role-play of real life situations; youth respond most effectively to peer-driven initiatives (as opposed to adult/authority-led ones) and to approaches that are non-judgemental, confidential, caring and creative and which encourage them to ask questions and make their own choices; programmes that do not work by contrast are those that do not allow the voices of youth to be heard, use resource materials that have not been adjusted to the local context and characteristics of the youth (age, language, culture, etc.), use medical vocabulary, focus only on the different modes of HIV transmission without developing important life skills or use a lecture-style methodology only;
(!) the goal of education about HIV/AIDS and Sexually Transmitted Infections (STIs) is to teach and promote behaviours that prevent the transmission of HIV/STIs and not merely increase knowledge about AIDS; programmes should increase knowledge, develop skills, promote positive and responsible attitudes, and support the motivation of the youth; as attitudes derive from beliefs, feelings and values, HIV/AIDS education should promote: positive attitudes towards delaying sex; personal responsibility; condom use as a means of protection; supportive, tolerant and compassionate attitudes towards people infected with HIV/AIDS; and sensible attitudes about substance abuse, multiple partners and violent and abusive relationships; it is recommended that non-formal education programmes and out-of-school activitiesbe used as the vehicle to ensure that themost vulnerable refugee youth are reached with life-saving HIV/AIDSeducation (non-formal programmes will even have certain comparative advantages to the formal school setting as they are more flexible and suitable for alternative ways of learning); peer education (also known as Friend-to-Friend education) is recommended as a suitable approach for youth in refugee situations as a cost-effective way: youth peer educators are better able to reach marginalised groups denied access to formal structures, youth may have better credibility than adults in sharing a common youth language;
U, V
UNICEF. (2004), Adolescent programming experiences during conflict and post-conflict - CASE STUDIES. New York: UNICEF.

(?)Youth Education and Development Programme (YEDP) providingholistic approach to learning and youth participation for out-of-school young people between 14 and 18; initiated in 1998 using sports and recreational activities as entry point;programme since expanded to focus primarily on non-formal learning and community development;
(+) given the near absence of all forms of sports facilities in Somalia for over a decade, the early focus on sports generated interest and enthusiasm among youth groups and also helped build community support; leadership and organisational development (LOD) training workshop and non-formal education (NFE) curriculum provides out-of-school young people with basic literacy, numeracy and life skills; second chance for out-of school youth: link between the NFE training and the school-based curriculum enables young people to move through the NFE modules at their own pace and then earn a certificate that will allow them either to continue with their education by enrolling in the formal system or, once they have mastered literacy and numeracy skills, to choose to pursue a vocation;NFE for girls in evenings: combination of efforts to accommodate the specific needs of female participants has resulted in a 54 per cent participation rate of girls; strengthened the country’s loosely organised youth groups and civil societyorganisations by providing young people with training and capacity-building and helping them identify their needs and plan activities that will advance their future: more than 200 such groups and civil society organisations across Somalia have been identified and are joining together in the YEDP programme; sporting events also present an opportunity to deliver messages of peace to a wide audience by, for example, staging dramas and parading with peace banners at soccer matches; the youth groups focused primarily on sports and cultural activities, they were on safe ground and had free and open discussions in the community, more difficult issues have arisen: several youth groups have taken a position on eliminating FGM, with young men and boys pledging that they will marry girls who have not been cut; youth groups have also prepared dramas and presentations on the need to raise awareness about and prevention of HIV/AIDS, against khat chewing and on the promotion of peaceful resolution of conflict and girls’ education;
(-)challenging for youth groups as local traditions in Somalia do not place a value on young people’s opinions;by taking a comprehensive and holistic approach, the programme became too general to address specific questions raised by each of the youth groups;
USAID. (2008), Haitian Out-of-School Youth Livelihood Initiative (IDEJEN) Performance Monitoring Plan 2007-2010Washington, DC: USAID, EDC.

Valle, F. D. (2010), Promoting Employment and Entrepreneurship for Vulnerable Youths in West Bank and Gaza Strip. Jerusalem: UN Food and Agriculture Organization.

(?)programme aims to empower vulnerable youth by providing them with knowledge of and access to good and sustainable agricultural practices and life-business skills.

(=) Youth in the occupied Palestinian territories face enormous challenges related to occupation, conflict, deep rural poverty, food insecurity and lack of extracurricular activities; in order to realise national development that will create a more peaceful Palestinian society, development of the Palestinian youth workforce is one of the most important priorities and challenges; Junior Farmer Field and Life Schools (JFFLS) programme empowers youth through self-esteem raising and life skills teaching and provides unique learning methodology and curriculum combining both agricultural and life-business skills including such areas as psycho-social protection, child labour prevention, property rights, health, nutrition, environmental awareness and agri-business skills; aiming at sustainability, the programme has taken a holistic approach in accompanying youth from JFFLS to Youth Farmers’ Associations (YFAs) and empowering local women: 1) local women’s associations deliver food to JFFLS students allowing them to improve food security of their own households and become further empowered economically; 2) at the end of the 8-month JFFLS cycle, all students are systematically enrolled in local youth clubs, local farmers’ cooperatives or women’s associations so that they receive further trainings (including greenhouse cultivation of vegetables, beekeeping and honey processing, livestock and cultivation of thyme and marketing skills) and gain profits out of their membership.

(+) since 2008, 1180 youth directly benefited from this initiative, among them youth from selected refugee camps (in partnership with UNRWA); all youth had gained agricultural knowledge, felt extremely comfortable in pursuing a job in the agriculture sector and overall more confident in planning their life for the future; linkages between former JFFLS graduates with existing youth clubs, women’s associations and local farmers’ groups have proven to be key to ensure the continuation, replicability and sustainability of the activities undertaken; strong partnerships with ministries, Youth Development Associations and local farmers’ cooperatives led to successful transition of youth into YFAs where they are trained after school hours, in some cases were given full membership with the cooperative society and gain their share of profits; small farms have been praised by involved ministries in being key in strengthening relationship between school and community;
W, X
Wallenborn, M. (2008), 'Are recent development strategies really doing better? The new aid architecture for VET'.NORRAG NEWS, 41.

(?)examine the international cooperation and partnership for vocational education and training (VET);
(=) VET support neglected since early 1990s assuming that human capital development problems can be solved with new instruments of intervention, instead of supporting more comprehensively existing VET structures using new functional criteria for socio-economic development; capacity building or organisational capability as a precondition for modified interventions are not adequately considered from the donors; new artificial structures/contributions of donors (consultants outlining education strategies, reporting structures, following up the coherence of performance indicators with formulated objectives etc. which hardly anybody in the country is able to do) undermine ownership by locals; global division of labour will create different opportunities for economic and social development for various types of countries and traditional school-based VET structures will not be able to cope with these changes if they continue to be too costly, too far away from the world of work and not innovative enough for change, this will open another scope for the donors on private VET providers, work based training, more efficient and incentive based financing schemes etc.; economy and the labour market development are new imperatives for more private sector driven training;
(!) traditional approaches of intervention with a mere systemic inside look in partner countries’ VET are no longer sufficient; more heterogeneity in VET interventions will be necessary in international cooperation taking into account socio-economic development contexts; flexible qualification strategies and functional approach (in terms of social and economic development objectives and strategies for more employment and productivity) for new human capital requirements of the future;

be constantly aware of the structural problems of intervention logics; structural problems could be partly solved by strategic capacity building for local institutions and experts; development will take place through an innovative framework which fosters the initiatives of well qualified and trained people; funds and assistance from outside are fruitless without effective performance of local/national human capital: ownership driven strategies should consequently use the local know-how and the performance capacities of national institutions;

new holistic VET-approaches outlined on the background of partner countries’ economic context, labour market developments and new arrangements of the social partners in designing, implementing and conducting VET programmes;
Windle Trust. (2009), Windle Trust: Tertiary Activities in Emergency Situations - INEE AYTT Case Study. London: Windle Trust.

Windle Trust, several African countries and UK, for over 20 years;
(?)develop the professional and leadership skillsfor communities affected by conflict or dislocation; 600 students at undergraduate level in African universities; others at postgraduate level in the UK;
(+)former tertiary beneficiaries are working to rebuild several different countries and communities emerging from conflict in Eastern Africa and the Horn of Africa; they play key roles in political leadership, health sector, education, agriculture, university sector, and in leading civil society organisations;provide the local human resources to direct the investment of UN and bilateral aid programmes;
(-)gender imbalance (Windle Trust now working to improve girls’ opportunities to complete secondary education and reach university level);
Wisniewski, P. (2009), The Introduction of Sport into Refugee Camps as a Catalyst for Development: University of Southern Mississippi.

Witherite, L. (2007), Final Evaluation of Opportunities for Reducing Adolescent and Child LaborThrough Education (ORACLE) Project in Uganda. Washington, DC: International Rescue Committee.

(?)assess progress and evaluate impact of project in meeting specific goals related to combating child labour among target beneficiaries (vulnerable children/youth up to age 18, esp. orphans heading households of younger siblings, returned abducted children, girls forced into early marriage) through increasing access to and quality of formal basic, secondary and private vocational education and communityawareness raising campaigns on child labour, importance of (girls’) education;
(+)an estimated 80-90% of beneficiaries who received vocational training are using the skills obtained in a productive fashion, most female participants have been successful in finding work; graduates attributed non-technical aspects of the training as having helped them to get a job after completion, e.g. discipline, punctuality, and attention to details; project enabled nearly 6000 Northern Ugandan children to escape exploitative child labour, and trained almost 2000 teachers and educators in improved teaching techniques as well as special skills for helping traumatised children; In 2006, more than 90% of the ORACLE beneficiaries who began primary qualified for secondary school (national average 70%); school kits resulted in diminished rates of dropout, better discipline, and improved academic performance; sensitising teachers (male & female) about special needs for girl pupils led schools to arrange special rooms and provide hygiene and reproductive health information to encourage more girl enrolment; alternate education and remedial programmes helped especially child-mothers transition to other educational/vocational opportunities; youth leadership emerged out of children's organisations; awareness raising led to greater sense of urgency and response by officials and community members to reintegrate children who had become victims of war; radio programme as effective tool for popular education and social communication on child protection: helped create acceptance for the fight against child labour and early marriages, built confidence of child participants; 

(-)vocational courses too short and insufficient training for a life-long profession; more young women need to be encouraged to do teacher training to increase number of female teachers and ensure girls retention; VT teachers outsourced: higher control of private vocational education, more careful selection and advanced training of teachers needed; time-limited sponsorship creates dependency, negatively affects students who need more time in school; radio transmissions logistically not possible in all target regions;
(!)recognise the long-term needs and the short- term funding realities to create sustainable programmes; combine local knowledge with marketing expertise to ensure cost-effectiveness and vocational training leads to income generation; to see lasting results in policy development to combat child labour in Uganda requires a substantial commitment, such as a formal component of a project, recognise role of the project in overall existing government policy and be alert of relevant policy decisions; more coordination among NGOs and encouraging local civil society through capacity and institutional development training; more (participative) social research into child abuse issues; involve young people in project design, implementation, monitoring, and other opportunities designed to encourage leadership development;
Women’s Refugee Commission. (2009a), Dreams Deferred: Educational and Skills-building Needs and Opportunities for Youth in Liberia. New York: Women’s Refugee Commission.

(?)goal is to promote greater attention among donors, policy makers and field practitioners to context-appropriate, market-driven educational and skills-building programmes for young people; assess Liberian young people’s education and skills-building needs and opportunities; asses youth employment trainingthat has been in place since Liberia’s 14-year civil war ended in 2003; (information gathered from field mission will help shape a pilot project in which the Women’s Refugee Commission will partner with an operational agency to try out an innovative practice and build on recommendations to strengthen education and job training for young people in Liberia);

(=)few programmes have been able to provide a comprehensive package that ensures adequate linkages among available services over time and selection of the trades for skills training was rarely based on identified market demand;connecting youth to wage employment is challenging given the weak job market in Liberia; youth call for improved access to education and training; only 11 percent of the secondary school age population is currently in school; hidden costs of schooling limit access; quality is poor: lack of relevance of curriculum to the lives of marginalised youth; technical and vocational education and training (TVET) curricula are outdated and do not meet market needs, equipment is lacking,staff are poorly trained and entry requirements and enrolment costs deny traditionally excluded youth access totraining; report identifies sectors with potential high labour demand for young peoplein urban and rural areas;
(!)improve quality of education:link the curriculum with community serviceand real life experience to help youth make a successful transition to the kinds of jobs and livelihood opportunities that actually exist (challenge is that government officials see non-formal education as somehow substandard in comparison to traditional schooling while experience shows that it is unrealistic to expect marginalised, out-of-school youth to succeed in traditional school settings); train individuals in multiple skill areas, recognising that most Liberians employ multiple livelihood strategies from day to day and may have to rely on more than one skill to maintain a steady income; even when training in a trade for wage employment, provide training in entrepreneurship skills as well; need to create national standards for trade skills and tointroduce standardised curricula for all trade skills areas; assessment found that the most successful training programmes are those that offer a holistic package of services with literacy/numeracy and life skills in addition to market-driven livelihoods skills trainingand provision of startup capital, credit, toolkits, ongoing small business support,remain flexible in their approaches allowing service providers to modify programs in response to changing realities, utilise multiple approaches simultaneously (internships, apprenticeships, entrepreneurship training, trade skills training) in recognition that young people are not a homogenous group, work closely with local and national officials,adjust quickly to changing conditions, and pay special attention to beneficiary progress over an extended period after completion of training;
Women’s Refugee Commission, Columbia University School of International and Public Affairs, Bidwell, K., Galbraith, C., Haddad, L., Hermes, R., Kleiner, S., Raheem, Z. and Scheffler, K. (2008a), Market Assessment Toolkit for Vocational Training Providers and Youth - Linking Vocational Training Programs to Market Opportunities New York: Women’s Refugee Commission and School of International and Public Affairs, Columbia University.

Women’s Refugee Commission, Columbia University School of International and Public Affairs, Bidwell, K., Galbraith, C., Haddad, L., Hermes, R., Kleiner, S., Raheem, Z. and Scheffler, K. (2008b), Youth and Sustainable Livelihoods: Linking Vocational Training Programs to Market Opportunities in Northern Uganda. New York: Women’s Refugee Commission and School of International and Public Affairs, Columbia University.

(?)report and companion toolkit offer a roadmap to increasing the number of Vocational Training (VT) graduates with sustainable livelihoods and aim to help gather information on market demand and translate that information into programming that is responsive to youths’ needs and the demands of a dynamic business environment;
(=) VT at the intersection of economic recovery, education and rehabilitation and reintegration; is uniquely positioned to meet the demands of youth and broader goals of economic reconstruction in post-conflict areas; can be a key component of development, a method for upgrading the work force and a factor in the holistic development of youth; effective VT can provide skills for both agricultural and non-agricultural livelihoods, and sustainable employment and self-employment opportunities;

(-) discrepancybetween participants’ expectations and providers’ programme objectives leads to frustration: income generation and employment vs. training youth to a master level of skill competency, psychosocial rehabilitation and protection; VT fails to respond to dynamic markets and often teach same key skills leading to labour market saturation, increased competition and frustration; some courses too short to convey specialist skills, but due to family responsibilities and financial constraints, some youth are unable to attend or complete the longer, more comprehensive trainings; 

(!)essential to incorporate market analysis into each stage of programming to increase (self-) employment opportunities for youth graduates; accurate market information for programme providers and participants to shape course offerings, curriculum, complementary services and post-training linkages; holistic programmes are demand-driven, respond to participants’ needs, interests and skills and match these with available resources and market realities, they support core skills with broader complementary business skills, such as training in marketing, cash flow, entrepreneurship, and also include a life skills component and provide literacy, numeracy and basic English to empower youth to find gainful employment or enable them to return to formal education;
World Bank. (2006a), 'Improving Employability for At-Risk Youth: The Dominican Republic’s Youth Development Project'. Children and Youth, 1 (7).

World Bank. (2008), Youth in Jeopardy: Being Young, Unemployed, and Poor in Kosovo - A Report on Youth Employment in Kosovo. Washington DC: The World Bank, Human Development Sector Unit.

(?) provides diagnosis on youth employment in Kosovo, which can provide the basis for future policy design; uses available micro-data and develops a more in-depth analysis of youth employment outcomes, trends, and determinants;
(=) in Kosovo individuals aged 15 to 24 account for about 30 percent of the working-age population, and 20 percent of total population (vs. 14 percent in Europe on average): heightens the overall challenge of youth unemployment: youth account for 40 percent of the pool of all unemployed in Kosovo: highest youth unemployment rate in Europe and Central Asia; young women display the worst employment outcomes in the labour market; imperative of integrating large youth cohorts into the labour market in the years to come; several structural, multi-sector and interrelated constraints to employment in Kosovo: stagnant economic and labour demand growth, excess supply of labour, skill mismatches, and political uncertainty; during the period of conflict, Kosovo relied on an informal (and rather low quality) education system: massive layoffs of individuals from the public sector and long unemployment spells contributed to a rapid depreciation (and a slow renewal) of skills demanded by the emerging labour market; young workers with post-secondary education have an adjusted wage premium of only 13 percent, compared to otherwise similar young workers who have attained at most primary education: extremely low rates of return by regional standards (varying between 30 to 80 percent elsewhere); being a male is associated with a 10 percent higher wage vs. being a female;

recentstudies have fallen short on addressing issues related to youth employment quality, regional differences in youth employment outcomes, and relationships between youth employment and household poverty: young workers in Kosovo are employed in jobs that display low quality and high levels of informality; there are huge regional disparities; youth in extreme poverty display the worst employment outcomes: majority of youth in jeopardy are women and live in rural areas; important link between education achievement and labour market/poverty outcomes: lower-educated youth displaying a much higher risk of being unemployed and extreme poor at the same time;about €7 Mio are spent on youth employment programmes yearly, yet programme coverage remains low (in 2007 onlyabout 6.3 percent of the pool of unemployed individuals in this age groupbenefited from Active Labour Market Programmes) and success of VET-related programmes is being undermined by sluggish growth in labour demand; VET-Programmes have limited coverage and generally serve less vulnerable sectors of the population;
(!) carefully evaluateActive Labour Market Programmes, have to come in early, be well targeted, be connected to local and national labour market needs, local community and private sector need to be involved in project design; by focusing on extremely poor, vulnerable youth in jeopardy, Kosovo can avoid creating an underclass of excluded groups, poverty traps, and intergenerational transmission of poverty;
Y, Z
Zeus, B. (2009), Exploring Paradoxes Around Higher Education in Protracted Refugee Situations - The Case of Burmese Refugees in Thailand.Institute of Education, London.

(?)literature-based study follows a rights-based approach and adopts post-structural theories  in exploring three main paradoxes around Higher Education in protracted refugee situations: relief vs. development aid; Higher Education in a nation-state vs. non-state; victimisation vs. empowerment of refugees; aims to inspire future research and discussion toward a global system of Refugee Higher Education;
(=) growing up in a refugee camp, many young people are eager and have the timeto attain Higher Education but lack the resources, opportunitiesand freedoms their non-refugee peers enjoy as they transition into adulthood and look for meaningful ways to support themselves;1) relief vs. development: long-term refugees are seen as temporarily displaced only which results in many of their rights being denied;dominant educational discourse emphasises externalities (benefits accruing to immediate and wider society)and thereby neglects the individual’s right to Higher Education from permeating into practice; in Thailand, parallel service systems have been developed; 2) nation-state vs. non-state: universities are perceived to be linked to nation-states, refugees are not part of the nation-state system; modern technology allows to create virtual spaces beyond nation-states’ borders; in Thailand, the refugee community has expressed interest and taken first steps to establish a camp-based Higher Education system: challenges of politicisation of education; 3) victimisation vs. empowerment: powerful narratives of refugees as dependent victims have shaped reality in justifying mechanisms for international protection and incapacitating refugees; in Thailand, provision of Higher Education for refugees is not through a demand-driven approach;agencies’ paternalistic tendencies: individual self-realisation, potential to innovate and contribution to development are denied by restricting students’ freedom to make their own informed choices about subjects of study;through Higher Education, amongst others, narrative can be turned upside-down in seeing refugees as agents and allowing them to be agents of development;
(!)Higher Education could be both a means and an end to refugee empowerment, but cannot be a panacea and would need to be accompanied by serious transformation of power dynamics in refugee situations: self-reliance relies on a widening of spaces for the exercise of refugee agency; educational opportunities must be made available to refugees during displacement/encampment, work towards a global system of on-site Refugee Higher Education meeting young refugees’ educational needs during displacement and enabling them to adapt their skills and knowledge once a durable solution has been found, we cannot afford to have refugees wait until a durable solution (repatriation, local integration, resettlement) is found; avoid establishment of parallel service systems and ensure participation of local host community; alternative modes of delivery and accreditation systems need to be explored: distance education, university partnerships; alternativefunding mechanisms need to be explored: remittances and other support from the diaspora; shifting funds from military spending which would require enhanced evidence based research and advocacy on the potential benefits of Higher Education for long-term refugees (qualitative research); quantitative researchis also needed: refugee Higher Education demand and supply (refugee tertiary gross enrolment ratio (GER)); ideal goal is for a balanced and inclusive education system that offers multiple options for quality lifelong learning in meeting the needs of all learners in an equitable manner, education that enables refugees to become self-reliant;
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