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Acronyms and Abbreviation 

AED    Academy for educational Development  

AIHR Arab Institute for Human Rights 

CE Citizenship Education 

CEDAW  Convention on the Elimination of All Forms of Discrimination against 

Women  

CELS   Citizenship Education Longitudinal Study 

CEOSS Coptic Evangelical Organization for Social Services 

CoE Council of Europe 

CRC    Convention on the Rights of the Child  

ECE   Early Childhood Education 

EDC  Education for Democratic Citizenship  
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EU   European Union  

GTZ
1
    Deutsche Gesellschaft für Technische Zusammenarbeit  
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UNDP   United Nations Development Program 
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1
 From 2011 GTZ is called GIZ ―Deutsche Gesellschaft für Internationale Zusammenarbeit “ 
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2
   United Nations Development Fund for Women 
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 In July 2010, UNIFEM became part of  UN Women, the United Nations Entity for Gender Equality and the 

Empowerment of Women 
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Introduction 

The proposed study is part of the ―Promoting Civic Values and Life Skills among Adolescents 

though Education in Iraq‖ project led by ESCWA and implemented by a consortium of UN 

agencies.  This study is intended to constitute an analytical document that would be utilized by 

the project in the development of the proposed Action Plan on Promoting Civic Values and Life 

Skills among Adolescents through formal and non-formal education.   

 

The development of this study entails highlighting the best practices applied and mapping 

regional and international successes and failure of formal and non-formal education activities 

promoting nation-building, citizenship and the adoption of tolerance, human rights values and 

gender equity, which would be coupled with the outcomes of several other analytical activities to 

design the action plan.  

 

Within the framework of the ESCWA-UNESCO-UNFPA project, Civic Values have been 

conceptually defined as including the following concepts: Human rights, citizenship, national 

identity, tolerance and gender equality.  Civic Values as defined previously would enhance the 

culture of acceptance among adolescents and would ensure their sense of belonging to the State 

of Iraq, thus combating sectarianism and communal divide.  As for Life Skills, they are defined 

for the purpose of this project as encompassing interpersonal communication skills, 

negotiation/refusal skills, empathy, cooperation and teamwork, advocacy skills, decision-making 

and problem solving skills, critical thinking, skills for increasing internal locus of control, 

managing feelings as well as stress management skills.  The study will abide by these conceptual 

guidelines and would strive to provide additional conceptual analysis to the concepts related to 

civic education, which would be taken into consideration in the development of the training 

materials and lead to the establishment of a more coherent and cohesive Iraqi society.  Indeed, 

promoting civic values and life skills was identified as one of the most appropriate means to 

strengthen national identity within Iraq‘s growing youth and, subsequently, as a stabilization 

element within Iraq‘s society.   
 

Objectives of the Study 

This study is intended to: 

- Develop a conceptual framework to develop a program on civic values and life skills 

targeting youth (12-19 years);  

- Indentify the most common concepts/values/skills which enhance citizenship, human 

rights and peace among youth groups; 

- Indentify the learning strategies that are in consistency  with the concepts/ values of civic 

education program; 

- Map regional and international programs and its trends on formal and non-formal 

education; 

- Map different methods to evaluate the outcome and the impact of civic education;  

- Provide set of recommendations for the proposed program in Iraq. 
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Structure of the Report 

After this introduction, this report consists of four sections: first, the study approach which 

presents some determinants for the new proposed program in Iraq. Second section is setting the 

conceptual framework for civic education programs in three elements: theoretical background, 

concepts, and learning strategies. Third section is the actual mapping of different international 

and Arab programs in three fields: citizenship education and human rights education; life skills 

programs, and peace education and conflict resolution. The last section presents a set of 

recommendations/ lessons learned for the new proposed program in Iraq based on this mapping 

exercise.  
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Part I: Study Approach  

This study is a desk review mapping civic education programs regionally and internationally 

which representing wide variety of concepts, approaches, carried out through formal and non-

formal education and implemented by UN agencies, international and national organization. To 

do so, I followed these steps guided by certain perspectives and principles: 

- Review four types of literature related to civic education: academic studies, training 

manuals, activity‘s kits, and evaluation reports of some implemented programs; 

- Getting information and resources on civic education on Arab countries through direct 

contacts with some organizations and professionals working in the field; 

- Field experiences of the conductor of this study in Arab countries. 

 

I examined these sets of literature from four perspectives: 

1. Current situation perspective: highlights of children and adolescents‘ situation in Iraq 

2. Institutional perspective; the organization and the capacity of the main governmental and 

non-governmental institution responsible for implementing the proposed program 

3. Societal culture perspective for Arab countries 

4. Future perspective: this study recognizes that children and adolescents are holder of 

rights as well as actors for change. They have their hopes and dreams for better future as 

many children and adolescents around the world. there are four principles of rights – 

based approach applicable for this study:  

- Universal: every child/ adolescent is entitled to enjoy his or her rights by virtue of 

being human without any form of discrimination 

- Indivisible: all rights have equal status and cannot be ranked, a priori, in a 

hierarchical order. This differs from the actual realization of rights; as some rights 

can be obtained immediately (i.e. right to name and nationality) while other rights 

require progressive process to be realized (i.e. right to protection form economic 

exploitation).  

- Interdependence: the realization of one right often depends on the realization of other 

rights. For example, achieving universal good quality education for children can 

prevent them from economic exploitation. This requires more comprehensive or 

holistic approaches. 

- Participation: recognizing the right of all persons to participate and that participation 

is central to enabling people to claim their human rights. Packer& Giocoechea
3
 state 

that ―acquiring knowledge and expertise always entails participation in relationship 

and community and transformation both of the person and of the social world.‖ 

 

Next part is the findings of the first three perspectives concerning Iraq: Situation Analysis of 

children and adolescents, Education Institutional Analysis and analyzing societal culture 

dimensions.   

                                                           
3 Packer, M.J. & Giocoechea, J. (2000)  Sociocultural and Constructivist Theories of Learning: Ontology, Not Just 

Epistemology,  EDUCATIONAL PSYCHOLOGIST, 35(4), 227–241,  Lawrence Erlbaum Associates, Inc.  
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Situation Analysis of Children and Adolescents: 
The Situation Analysis of children and adolescents will, in general, provide a clearer picture of 

the causes of inequalities in support of the development of child-focused and gender-sensitive 

policies, services, laws and budgets. The process of this analysis should employ a Human Rights 

Based Approach (HRBA) that incorporates, through meaningful participation, the voices of all 

relevant stakeholders, paying particular attention to ensuring that the voices of boys and girls are 

heard. This situation analysis will provide indication of violent behavior, gender discrimination, 

intolerance actions, rigidity of thoughts, antisocial feelings, and lack of participation…etc. 

 

Iraq National Youth and Adolescents Survey 

The survey
4
 sample comprised 6492 households completely interviewed; these households are 

distributed across all governorates and included 15080 persons in the age of (10-30) years old 

who were completely interviewed. Data collection took place during the period from 25/3/2009 

to 13/4/2009. 

 

As is expected, the percentage of education enrolment is high among both genders, although it is 

a bit higher among males in comparison with their female counterparts. On the other hand, the 

percentage of drop-outs among those aged (15-24) years old is higher compared to their 

counterparts at the age of (10-14), and the desire not to continue education was the main reason 

behind dropping out from school. 

 

It is observed that less than a quarter of the interviewed individuals were employed at the time of 

the survey and this figure is doubled those aged (25-30) years. The percentage for employed 

males reaches around five times the percentage of employed females, and around 13% of the 

employed individuals stated that they were not convinced with the work they are practicing. 

 

Youths Attitudes towards Social Participation, Citizenship 

26.5% of the Iraqi youth at the age of (10-30) years perceive the political institutions as the most 

important ones at the time being, followed by the religious institutions with 25.1%.  

Concerning their opinion of the aim behind the work of youth organizations, 31.1% of youth said 

they work for the interest of the youth while 22.4% said they worked for the interest of those 

who are managing them. 

 

40.6% of the Iraqi youth at the age of (18-30) years stated that the most important right is that all 

Iraqis be equal before the law without discrimination, while 15.1% perceived that the most 

important right was that the Iraqi nationality is a right to each Iraqi. 

62.3% of the Iraqi youth stressed that the respect of others‘ rights is considered one of the most 

vital duties of the citizen, while 46.7% stated that defending the nation is considered the chief 

duty of citizenship in Iraq. 

 

16.8% of the Iraqi youth at the age of (18-30) years expressed their wish to emigrate and more 

than half of those want to immigrate to Europe. The results have indicated that the percentage of 

                                                           
4 Ministry of Youth and Sports (2009) Iraq National Youth and Adolescents Survey 2009: Summary Report, 

Ministry of Youth and Sports & Central Organization for Statistics and Information Technology (COSIT) In 

Cooperation with United Nations Population Fund (UNFPA)-Iraq Country Office and Pan Arab Project for Family 

Health – PAPFAM, Iraq 
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those who took actions to emigrate has reached 2.7% and the reason for one third of these who 

want to emigrate was to work, while escaping the current situation and conditions was the reason 

for around 26% of the cases. 

 

UNICEF: A Situation Analysis 

UNICEF report
5
 analyzes the conditions of Iraqi children today within the limitations imposed 

by available data and rapidly changing conditions due to the growing humanitarian crisis. It 

seeks to identify the causes of the present situation, assess development responses, and 

recommend priority interventions. 

 

The right to education of Iraqi girls, a key Millennium Development Goal, is increasingly out of 

reach. Only 88 girls attend primary school for every 100 boys, and this drops to 75 girls for every 

100 boys at the secondary level. In rural areas, girls‘ disadvantage is particularly pronounced: 

only 79 girls for every 100 boys attend primary school and only 40 girls attend secondary school 

for every 100 boys. 

 

In terms of regional disparities within Iraq, while the situation has been improving in the 

Kurdistan Region, growing conservatism is reportedly impeding girls‘ education. The low level 

of women‘s literacy is repeatedly mentioned by health and education professionals in explaining 

the slow progress in the region in spite of the better security situation that has prevailed after the 

early 1990s. 

 

The situation in the south continues to show the impact of poverty and neglect, and girls‘ 

enrolment is lowest in this region. Indicators in the centre show increasing deterioration. In 

violence-hit areas throughout the country, parents are increasingly afraid to send their children to 

school for fear they will be killed, injured, kidnapped or raped. 

 

Beyond the efforts of the state to secure education services (discussed in the next section), there 

are three main reasons why Iraqi children do not enjoy their right to education: violence and 

insecurity; poverty, which leads parents to drive children, especially boys, into the workforce; 

and socio-cultural stereotyping about gender roles and concepts such as ―family honour‖ that 

especially impede girls‘ access to education. 

 

In Iraq after 2003, there were attempts to encourage young people‘s participation by, for 

example, participatory training and participatory television workshops focused on key adolescent 

issues that were progressively transformed into dramatic television scripts. This was one of many 

initiatives that had to be put on hold due to security concerns. As the security situation began to 

deteriorate in 2004 and 2005, the need to deal with the growing emergency needs of the 

population kept the focus on the most vulnerable.  Adolescents and their needs received short 

shrift. The tendency to treat people, including adolescents, as helpless victims of conflict rather 

than competent social actors can breed resentment, and/or passivity.  

 

The situation by January 2007 can be summarized under two broad headings: the humanitarian 

emergency, and the problems created by what can be termed arrested development, which leave 

                                                           
5 UNICEF (2007) Promoting the Rights of Children in IRAQ: Rekindling  Hope in a Time of Crisis: A Situation 

Analysis, UNICEF, Iraq support Center in Amman, Jordan 
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the Government and international community hard pressed to respond to either development or 

humanitarian needs. Against this background, what can be done to promote the rights of 

children, and who is responsible? 

 

There are three key messages for those who care about this country‘s children: 

- Prepare for the long haul Security will not materialize overnight. The international 

community must do all it can to secure a more stable environment while continuing to 

invest in children. This means supporting basic needs, an investment that will be key to a 

stable and productive country. 

- Deal with reality, Iraq is an emergency country and international organizations must be 

staffed, resourced, and operated accordingly. 

- Build on pilot initiatives, integrated area-based programs centered on children have a 

better chance of yielding results and saving lives while the national government is under 

such pressure. Supporting Iraq‘s local communities without weakening its national 

systems will keep the space open for development. 

Education Institutional Analysis: 
Institutional analysis responds to the question: which organizations carry out education reforms 

and what are their characteristics? It can be conceived as the stakeholder analysis of the 

government agencies, other adolescents‘ facilities as youth centers, and non-government 

organizations that implement or support the education choices that underlie an education reform. 

 

UN-ESCWA‘s policy paper on current approaches to integrating civic values and life skills into 

formal and non-formal education in Iraq presents list of educational institutions and other 

relevant bodies at national and local levels as potential partners. At the same time, a 

comprehensive Needs Assessment of the education sector is currently underway by UNESCO
6
 to 

assess the main causes hindering access to, and quality of, education, and to assist the endeavors 

of the Government of Iraq in the reconstruction and modernization of the education sector. The 

project will undertake an in-depth assessment of education, and will provide relevant analysis on 

the root causes and factors that are undermining access to, and quality of, education. It will do 

this through the completion of internal efficiency analysis, to ensure that the data and analysis 

produced will inform the development of National Education Strategy for Iraq (NESI), and will 

provide a solid basis for the operationalisation of the Strategy.  

 

In all cases, institutional analysis should look into three dimensions: 

- Structure: relationship between different organizations with education system and actors; 

- Function: governance and management  

- Capacities: human resources, infrastructure, and funding   

 

This analysis will help to decide which educational path to adapt; the first decision is related to 

the path through: formal or non-formal. The second decision is related to formal education: 

whether the chosen concepts will be incorporated in the curriculum or will be extra-curriculum.  

                                                           
6
 http://www.unesco.org/new/en/iraq-office/education/national-education-planning-management-and-

evaluation/comprehensive-assessment-of-the-education-sector-in-iraq/ (check in Jan 31, 2012) 

http://www.unesco.org/new/en/iraq-office/education/national-education-planning-management-and-evaluation/comprehensive-assessment-of-the-education-sector-in-iraq/
http://www.unesco.org/new/en/iraq-office/education/national-education-planning-management-and-evaluation/comprehensive-assessment-of-the-education-sector-in-iraq/
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Societal Cultural Dimensions:  
Although IRCAF study highlighted the importance of culture, it is important to emphasis the 

universality of the values and principles of human rights, equality and other values. The culture 

and context might affect the designing and implementing of the programs as well as its learning 

approach.  

 

Analyzing dimensions of societal cultural
7
 based on my field experiences as well as my desk 

studies for different Arab countries:  

1. Power-distributed/ Power-concentrated:  The political and administrative systems in 

most of Arab countries are central, so they are at the power-concentrated side. 

Community participation is very limited in any decision-making processes.  

2. Group-oriented/ Self-oriented: The curricula and teaching methodology are not 

recognized individual different abilities of children. At the same time, the test and exam 

system is extremely competitive based on individual achievement. It is also very common 

complain about lack of team-working spirit in many levels. The society is swinging in 

this continuum.     

3. Consideration/ Aggression: Boys in the poor districts thought that their survival is 

depending on their physical power, while girls using verbal and emotional bullying to 

resolve the conflicts with their peers.  

4. Proactivism/ Fatalism: When people are oppressed and became hopeless for better 

future, they bond to fatalism believing that changes are always coming from outside. 

While in reality, some children in poor communities are taking responsibility for the 

economic survival of themselves and their families.    

5. Generative/ Replicative: most of Arab countries are consuming the old ideas as well as 

old technology. The engagement and contribution of the Arab in the scientific and 

technological achievements in the world is very limited (UNDP, 2003). The educational 

system does not emphasis creativity, problem-solving and higher-order thinking skills.       

6. Limited relationship/ Holistic relationship: The relationship obligations are dominating 

the Arab cultures than impartially applied rules. The citizens‘ rights are far from being in 

a social contract with the governments.  

7. Male influence/female influence: Male influence is still huge in decision-making 

processes in the family, in the community or in the state level. Male dominate higher 

levels of education, higher positions, and controlling the resources.  

 

The analysis of these seven dimensions of societal culture in a certain context draws a map of 

opportunities and challenges. Power concentration and male domination hinder the involvement 

in decision-making processes. People bond to fatalism need huge efforts to be mobilized and 

become actor for change in the society. Development in difficult circumstances as Arab countries 

requires generative ideas and proactive citizens. Participation and inclusion need self-oriented as 

well as group-oriented society.  Aggression can contribute to exclusion of person or group 

victimized by this behavior, while consideration can be the first step to be involved/ affiliated 

with other groups. In general, capacity development programs should be engaged actively to 

reinforce ‗the good‘ and tackle ‗the bad and ugly‘ within the societal culture. 

                                                           
7 Dimmock & Walker (2000) Globalisation and Societal Culture: redefining schooling and school leadership in the 

twenty-first century” Compare, Vol. 30, No. 3, 2000 
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Part II: Conceptual framework for 
teaching civic values and life skills 
through education 

The ultimate goal of teaching civic values and life skills is to enable children and young people 

to participate/ lead social change in their communities/ societies as active citizens in a global 

context. The recent developments (what is known as ‗Arab Spring‘) in the some Arab countries 

particularly Tunisia, Egypt and Yemen show that the movements of young people were the spark 

for this Arab spring which inspired wide range of groups and classes to march for change. Those 

young people were in fact exposed to human rights education and citizenship education 

including the involvement in different mechanisms for practicing these values and principles via 

the work of NGOs and civil society organizations. This argument is based on author‘s 

observations and knowledge of the civil society movements in these three countries.  

 

Teaching civic values and life skills through education raise the question about the relation 

between education and social change. 

Education and Social Change 

Philosophers and researchers are still struggling with the question related to the role of schools 

and educational institutions in affecting social change within society. Can these institutions lead 

these changes, or are they passive institutions reflecting and catching up with social changes led 

by certain social forces.  

 

More than a century ago, Emile Durkheim
8
 rejected the idea that education could be the force to 

transform society and resolve social ills. Instead, he concluded that education ―can be reformed 

only if society itself is reformed.‖ He argued that education ―is only the image and reflection of 

society. It imitates and reproduces the latter…it does not create it‖  

 

Rousseau and Dewey presented two divergent theses regarding the final ―product of education‖. 

Rousseau saw it as the making of a man, while Dewey relates education to the idea of 

citizenship. This is not just a difference between two thinkers, but it is more a difference between 

two eras. Dewey can be understood better in the context of rising of individualism (personal 

interests) and moving toward society absorbing criticism and changes without losing its 

properties. The red line for social change is to create disorder in properties of the democratic 

society: power relations, socio-economic structure…etc. 

 

Rousseau and Dewey thought children learn through their own experiences, so educational 

process engaging somehow with these experiences. Dewey values some sort of children‘s 

experiences which can be developed further by social communication (he considers 

communication is educative). According to Dewey, ―to be a recipient of a communication is to 

                                                           
8
 Durkheim, E. (1897/1951) Suicide, A study in sociology, New York: Free Press 
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have an enlarged and changed experience‖. So he puts these experiences into social context/ 

social relationships, which is the natural environment to enrich child experiences
9
 

 

Popular education or education for social change: First articulated by Paolo Friere
10

 in his 

literacy work with Brazilian peasants. Popular education has been used in both poor and rich 

countries as a tool to raise people‘s awareness of how their personal experiences are linked with 

larger social problems. It is not about learning "expert knowledge" from others, instead, it is 

about building on the knowledge that we already have to address issues that are relevant to us. 

That way, learning becomes easy. Popular education is about people learning from one another. 

It is based on learners‘ concerns and involves them in choosing what and how to learn.  

 

"Banking education" is a concept popularized also by Paolo Freire (1989) in his book ―Pedagogy 

of the Oppressed‖ and refers to the traditional method of education where the students are 

passive recipients of "expert" knowledge imparted by the teacher. The teacher usually gives or 

reads lectures on a subject matter which s/he decides what is important for the students to learn. 

The students on the other hand are pretending or listening intently to the lectures which they 

regard to be important because the teacher says so. This process is called "banking education" 

because the teacher "deposits" important "facts" onto students' heads and will eventually 

"withdraw" through tests and examinations. Students will then memorize the facts to pass the 

tests. In this approach to education, students become objects of the learning process. 

 

In a Deweyan classroom, the teacher is an expert who is responsible for organizing experiences 

so that students learn content, social and academic skills, and an appreciation for democratic 

living. Freire is concerned that this arrangement reproduces the unequal power relationships that 

exist in society. In a Freirean classroom, everyone has a recognized area of expertise that 

includes understanding and explaining their own life, and sharing this expertise becomes an 

essential element in the classroom curriculum. For Freire, education is a process of continuous 

group discussion that enables people to acquire collective knowledge they can use to change 

society. The role of the teacher includes asking questions that help students identify problems 

facing their community, working with students to discover ideas or create symbols that explain 

their life experiences, and encouraging analysis of prior experiences and of society as the basis 

for new academic understanding and social action.  

 

Maxine Greene, an educational philosopher who advocates for a ―curriculum for human 

beings‖
11

 integrating aspects of Freire, Dewey, and feminist thinking, offers ways for teachers to 

introduce Freire‘s pedagogical ideas into the classroom. Greene believes that, to create 

democratic classrooms, teachers must learn to listen to student voices. Listening allows teachers 

to discover what students are thinking, what concerns them, and what has meaning to them. 

When teachers learn to listen, it is possible for teachers and students to collectively search for 

historical, literary, and artistic metaphors that make knowledge of the world accessible to us. The 

act of listening creates possibilities for human empowerment; it counters the marginalization 

experienced by students in school and in their lives, it introduces multiple perspectives and 

                                                           
9
 Dewey, J. (1916) Democracy and Education, The Macmillan Company 

10 Freire, P. (1989) Pedagogy of the oppressed, translated by: Myra Bergman Ramos, New York: Continuum 
11

 Greene, M. (1993) Diversity and inclusion: Towards a curriculum for human beings, Teachers College Record, 

95(2) 211-221 
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cultural diversity into the classroom and it encourages students to take risks and contribute their 

social critiques to the classroom dialogue. 

 

Greene believes that the human mind provides us with powerful tools for knowing ourselves and 

others. She encourages students to combine critical thinking with creative imagination in an 

effort to empathize with and understand the lives, minds, and consciousness of human beings 

from the past and of our contemporaries in the present. She sees the goal of learning as 

discovering new questions about ourselves and the world, and this leads her to examine events 

from different perspectives, to value the ideas of other people, and to champion democracy. 

 

The main issue here whether the role of the educational institutions as Jim Cummins puts it 

―acknowledging that schools tend to reflect the power structure of the society and that these 

power relations are directly relevant to educational outcomes.‖
12

 Or as Dennis Carlson puts it 

―how can curriculum and instruction be organized to empower students who are marginalized for 

one reason or another?‖
13

   

 

There is a growing trend among philosophers and researchers to see children and young people 

as active participants in the educational process. Some philosophers and researchers take a 

further step considering children and young people as actors for change in their communities and 

societies. In fact, after the United Nations‘ adaption of Convention on the Rights of the Child 

(CRC) in 1989, the interest of children and adolescents‘ participation grows very fast in the field 

of researches as well as in the field of programming. Moreover, experiences worldwide show 

that educated persons can initiate/lead social change in most of the cases especially with fast 

growing usage for information technology and communication tools.  

 

Children and Society: 

The common image of children in the Arab culture is mostly fluctuating within this continuum: 

at one end, innocence, dependent, in need of protection, inexperience (white paper, row material 

needs to be shaped); and at the other, looking towards the future (best investment, tomorrow‘s 

adults). Worldwide, children enter the system of politics –according to Michael King ―as threats 

to the social order (young delinquents), as vulnerable creatures in need of protection (victims of 

child abuse or deprivation) or as recipients of good or bad schooling‖
14

.  

 

Although children do not affect the political issues directly as they do not have the voting power, 

not part of manpower and not involved in the formation of public opinion.   But their influence 

might occurs depends on the operations of the systems of politics, law, economics and culture. 

For example: when political institutions and processes are democratic and represent the interests 

of its people; when law recognizes the right of peaceful assembly for adolescents and youth as 

well as freedom of expression; when economy is serving both rich and poor people; when culture 

respects the voice of the young people; in these cases children and young people can influence 

the political issues even without voting power. But when there is autocratic political system; 

                                                           
12

 Cummins, J. (2001)  Author's Introduction - Framing the Universe of Discourse, Harvard Educational Review, 71 

(4) 
13

 Carlson, D. (1992).  Postmodernism and Educational Reform, Educational Policy 6 (4): 444-456. 
14 King, Michael. The Sociology of Childhood as Scientific Communication: Observations from a social systems 

perspective, Childhood 2007; 14; 193, SAGE Publications 
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when law denies human rights; when economy ignoring even poor‘s basic needs; in these cases 

children and young people are suffering from wrong political decisions as reducing education 

budget.  

 

Concerning the economy, not just the parents‘ income has impact on the life of the child, but 

even the negative side of economic crisis as unemployment has social effects beside its economic 

effects. One of these effects is the loss of human relations as Amartya Sen argues 

―unemployment can be very disruptive of social relations and of family life. It may also weaken 

the general harmony and coherence within the family. To some extent these consequences relate 

to the decline of self-confidence‖
15

 

 

The theory of ―The Ecology of Human Development‖ can explain how different systems related 

and affecting children as it ―involves the scientific study of the progressive, mutual 

accommodation between an active, growing human being and the changing properties of the 

immediate settings in which the developing person lives, as this process is affected by relations 

between these settings, and by the larger contexts in which the settings are embedded.‖
16

 This 

concept is based on three factors: 

 Child is a ―growing, dynamic entity‖ who is able to deal with his environment;  

 Environment considered as ―a process of mutual accommodation‖ with the child; 

 Environment refers to the ―developmental process‖ in the wide sense.  

 

This Ecological Environment is structured around 4 systems (see next shape): 

1. Micro-system: consists of the school, peer group where the child is an active participant. 

A microsystem has three founding elements: activity, roles and interpersonal relations. 

2. Meso-system: interrelations between two or more microsystems.   

3. Exo-system is a setting that does not include the child as an active participant, but it has a 

effect on the child as the sibling school, the parents‘ workplace...etc. 

4. Marco-system is the one forming the wider system with which the previous three systems 

exist, as culture, beliefs, economics…etc.  

 

                                                           
15 Sen, Amartya (2000) Social Exclusion: Concept, Application, and Scrutiny, Social Development Papers No. 1, 

Office of Environment and Social Development, Asian Development Bank, Philippines, June 2000 
16 Bronfenbrenner, Urie (1979) The Ecology of Human Development, Harvard University Press, USA. 
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Main educational implications: 
 Children can behave at home in a different matter somehow from the school, for example 

child at home is a family member, and then s/he is a student in the school. When a child 

moves from one setting to another and behaves according to the new setting, it is a sign 

for the development of the child. 

 Each social context has its own rules, constraints which might require different type of 

child experiences or different form of adoption. We can understand these different 

behaviours better, if we put in mind the three elements of Microsystems: activity, roles 

and interrelations especially for younger ones. For example, a child combined study with 

work; he might express his tiredness at school but not in his workplace. He might use 

some words easily at his workplace but never in school. Another example, a child with 

internally displaced family living in a compound with other families, s/he might not cope 

with this new social context due to lack of privacy or limitation of going out of the 

compound. Third example, social workers who work with children in the street situation 

indicate that some children join street life for few days then go back to families because 

they could not cope with the new social context.    

 Children are capable of realizing and understanding the different settings and are capable 

of changing their settings somehow. For example, when a child changes his school and 

joins a new peer group, the dynamic in this group might change due to this new comer.  

 The school itself has different systems: formal education, social relations, relation with 

family, leadership and administration…etc. The involvement of the children is not equal 

in all systems within the school, for example a child can be very active while being in the 

educational process while s/he is very reluctant to get involved socially with her/his peer 

groups.   

 Teachers / educators have to understand the different settings affecting the life of the 

child which are not limited to the school environment. This has now become as a basic 

principle within the three first systems. Recently, teachers/ educators have started to 

realize the importance of the macrosystem and its impact on all other systems.  
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 An activity has to create behavior with clear objective. For example, the daily morning 

ritual at some schools, what is the intended behavior ‗to abide by rules of this school‘, ‗to 

show the unity within the school‘, to create enthusiasm with students‘?   Creating wide 

variation of activities for children increase the opportunities for physical, mental, 

spiritual, moral and social development of the child to the maximum extent possible 

(CRC, article 6). 

 Attending group activities regularly: forming small group is crucial for better interaction 

between the participants. Number of the participants in one group based on the age of the 

child: small number for younger children and bigger number for adolescents. This 

explains why the number of children per classroom is an important indicator for the 

quality of education in general. As indicated in all UN reports, developing countries have 

high rate per classroom.  

 

This means that there are many circles affect the children from family to society to global issues; 

therefore, the civic values and life skills should deal with all these circles taking into account that 

children are active participants can change some circles directly or indirectly. At the same time, 

the modality of teaching these values and skills is better to be activity- based done in small 

groups within enabling environment embracing mechanisms for living these values and 

practicing these skills.  

Types of Civic Values Programs 
Teaching civic values and life skills through education leads to question which educational path 

to adopt: formal (curriculum or extra-curricular), non-formal or informal education.  

 

―Formal education‖ means the structured education and training system that runs from pre-

primary and primary through secondary school and on to university. It takes place, as a rule, at 

general or vocational educational institutions and leads to certification. This type of learning
17

 is 

intentional, organized and structured. Formal learning opportunities are usually arranged by 

institutions. Often this type of learning is guided by curriculum or other types of formal 

programs. 

 

―Non-formal education‖ means any planned program of education designed to improve a range 

of skills and competences, outside the formal educational setting. This type of learning may or 

may not be intentional or arranged by an institution, but is usually organized in some way, even 

if it is loosely organized.   

 

―Informal education‖ means the lifelong process whereby every individual acquires attitudes, 

values, skills and knowledge from the educational influences and resources in his or her own 

environment and from daily experience (family, peer group, neighbors, encounters, library, mass 

media, work, play, etc). This type of learning is never organized. Rather than being guided by a 

rigid curriculum, it is often thought of as experiential and spontaneous.  

 

The civic values programs listed below can be implemented within both formal and non-formal 

education. 
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Citizenship Education  

There are enough and clear evidences that we live in multicultural societies and multicultural 

world. Therefore, the concept of citizenship became more central issue in the globalization and 

cosmopolitanism. The definition of García and Lukes
18

 (1999) of citizenship as ―a conjunction of 

three components: the possession of certain rights as well as the obligation to comply with 

certain duties in a specific society; belonging to a certain political community (normally the 

state), which has been linked in general to nationality; and the opportunity to contribute to the 

public life of that community through participation‖, is raising some questions to the concept of 

citizenship especially with increasing movement between countries. For example, citizenship is 

not only defined by nation-state, sometimes it is linked to religion when saying ‗British Muslim‘ 

or linked to origin when saying ‗Afro-American‘. This leads to question the possibility to 

associate it ‗with a community that shares equally a set of democratic rights of participation and 

communication, instead of sharing a set of past customs‘ as Habermas
19

 proposed. This 

possibility is linked directly to Habermas‘ idea of inclusion which ‗means that the (democratic) 

political order remains open to equality for those suffering from discrimination, and open to the 

incorporation of those at the margin, without integrating them in the uniformity of a 

homogenized community‘. That means education should replace the concept of integration by 

the concept of inclusion. 

 

The idea of participation leads directly for the Council of Europe to the concept of Active 

citizenship which defined as ―participation in civil society, community and/or political life 

characterized by mutual respect and non-violence and in accordance with human rights and 

democracy. The measurement model is comprised of four dimensions: Protest and social change 

(civil society action that hold governments to account), Representative democracy, Community 

life, and Democratic values.‖
20

 This concept of active citizenship is the working definitions of 

the Council of Europe‘s program Education for Democratic Citizenship (EDC) which has 

emerged from more traditional programs such as civic education or civic instruction. As an 

approach EDC emphasizes individual experience and the search for practices designed to 

promote the development of communities committed to genuine relationships. ―Education for 

democratic citizenship means education, training, awareness-raising, information, practices and 

activities which aim, by equipping learners with knowledge, skills and understanding and 

developing their attitudes and behavior, to empower them to exercise and defend their 

democratic rights and responsibilities in society, to value diversity and to play an active part in 

democratic life, with a view to the promotion and protection of democracy and the rule of law.‖ 

 

―Public education was configured as the necessary institution for the forming an identity of 

citizenship"
21

, such statement is common in most of the strategies and the official documents of 

Ministries of Education in the Arab countries. It is legitimized to ask whether the educational 

institutions have capabilities to construct a complex identity. Moreover, are these ministries 
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 Bolivar, Antonio (2004) Citizenship and Public Schools in the Context of Cultural Diversity 
19 Habermas, Jürgen: On the Relation between the Nation, the Rule of Law, and Democracy in: Jürgen Habermas: 

The Inclusion of the Other, Cambridge, Ma., 1998, 129-153 
20 Hoskins, Bryony; Béatrice d'Hombres& JoAnn Campbell (2008) Does Formal Education Have an Impact on 

Active Citizenship Behavior? European Commission, Italy 
21
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considering the education for citizenship –according to Antonio Bolivar-as a ―form of 

reconciling pluralism‖? 

Human Rights Education 

The Council of Europe defines human rights education as ―education, training, awareness 

raising, information, practices and activities which aim, by equipping learners with knowledge, 

skills and understanding and developing their attitudes and behavior, to empower learners to 

contribute to the building and defense of a universal culture of human rights in society, with a 

view to the promotion and protection of human rights and fundamental freedoms.‖
22

  While the 

Asian Regional Resource Center for Human Rights Education (ARRC) defined it as ―an 

educative process that equips individuals thinking tools, knowledge, values and skills that 

facilitate their critical assessment of their personal and social experiences vis-a-vis the human 

rights standards for the pursuit of individual and societal well-being‖
23

. 

 

The Office of the UN High Commissioner for Human Rights (OHCHR) defines human rights 

education as ―any learning, education, training, and information efforts aimed at the building of a 

universal culture of human rights including: 

a) The strengthening of respect for human rights and fundamental freedoms; 

b) The full development of the human personality and the sense of its dignity; 

c) The promoting of understanding, tolerance, gender equality and friendship among all 

nations, indigenous peoples and minorities; 

d) The enabling of all persons to participate effectively in a free and democratic society 

governed by the rule of law.  

e) The building and maintenance of peace;  

f) The promotion of people-centered sustainable development and social justice.‖
24

 

 

The definition of OHCHR is linking human rights to peace, social justice and sustainable 

development, which make human rights education -according to this new definition- very close 

from education for democratic citizenship or dealing with the same principles and values of 

democratic citizenship. 

 

Related human rights documents: 

1. Universal Declaration of Human Rights (UDHR):  
The UDHR is universal in its content and application. It states that all "human beings are born 

free and equal in dignity and rights". The Declaration contains, in addition to its preamble, thirty 

articles that outline people‘s universal rights. Some of the rights championed by the Declaration 

are: the right to life, liberty and security of person; the right to an education; right to participate 

fully in cultural life; freedom from torture or cruel, inhumane treatment or punishment; freedom 

of thought, conscience and religion. 

                                                           
22 Recommendation CM/Rec (2010)7 of the Committee of Ministers to member states on the Council of Europe 

Charter on Education for Democratic Citizenship and Human Rights Education (Adopted by the Committee of 

Ministers on 11 May 2010 at the 120th Session) 
23 The Asian Regional Resource Center for Human Rights Education (ARRC), HRE PACK Human Rights 

Education, New Edition, September 2003, Thailand 
24

 United Nations High Commissioner for Human Rights, Draft plan of action for the second phase (2010-2014) of 

the World Programme for Human Rights Education,  Human Rights Council: Fifteenth session , A/HRC/15/28, 27 

July 2010 
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Most researchers and historians divide the history of human rights to three generations.  Indeed, 

the Council of Europe in its analytical publication Compass
25

 defines the three generations as 

follows: 
First generation rights (Liberty rights) 

These rights began to emerge as a theory during the seventeenth and eighteenth centuries and were 

based mostly on political concerns. It had begun to be recognized that there were certain things that the 

all-powerful state should not be able to do and that people should have some influence over the policies 

that affected them. The two central ideas were those of personal liberty, and of protecting the individual 

against violations by the state.  

 Civil rights provide minimal guarantees of physical and moral integrity and allow individuals their 

own sphere of conscience and belief; 

 Legal rights are normally also classified as ‗civil‘ rights. They provide procedural protection for 

people in dealing with the legal and political system; 

 Political rights are necessary in order to participate in the life of the community and society. 

 

Second generation rights (Equality rights) 

These rights concern how people live and work together and the basic necessities of life. They are based 

on the ideas of equality and guaranteed access to essential social and economic goods, services, and 

opportunities. They became increasingly a subject of international recognition with the effects of early 

industrialization and the rise of a working class. These led to new demands and new ideas about the 

meaning of a life of dignity. People realized that human dignity required more than the minimal lack of 

interference proposed by the civil and political rights. 

 Social rights are those that are necessary for full participation in the life of society. They include, 

at least, the right to education and the right to found and maintain a family but also many of the 

rights often regarded as ‗civil‘ rights; 

 Economic rights are normally thought to include the right to work, to an adequate standard of 

living, to housing and the right to a pension if you are old or disabled. The economic rights reflect 

the fact that a certain minimal level of material security is necessary for human dignity, and also 

the fact that, for example, a lack of meaningful employment or housing can be psychologically 

demeaning. 

 Cultural Rights refer to a community‘s cultural ―way of life‖ and are often given less attention 

than many of the other types of rights. They include the right freely to participate in the cultural 

life of the community and, possibly, also the right to education.  

 

Third generation rights (Solidarity rights) (collective rights) 

The list of internationally recognized human rights has not remained constant. Although none of the 

rights listed in the UDHR has been brought into question in the 60 or so years of its existence, new 

treaties and documents have clarified and further developed some of the basic concepts that were laid 

down in that original document.  

These additions have been a result of a number of factors: they have partly come about as a response to 

changing ideas about human dignity, partly as a result of technological changes and often as a result of 

new threats emerging. In the case of the specific new category of rights that have been proposed as a 

third generation, these have been the consequence of a deeper understanding of the different types of 

obstacles that may stand in the way of realizing the first and second generation rights. Increasing 

globalization has also revealed the possibility for resources to be diverted towards the removal of these 

obstacles. 

The idea at the basis of the third generation of rights is that of solidarity; and the rights embrace 

collective rights of society or peoples – such as the right to sustainable development, to peace or to a 

healthy environment. In much of the world, conditions such as extreme poverty, war, ecological and 

natural disasters have meant that there has been only very limited progress in respect for human rights. 

                                                           
25 Council of Europe, COMPASS: A manual on human rights education with young people, 2nd edition, May 2003, 

Council of Europe Publishing, Hungary (chapter 4) 
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For that reason, many people have felt that the recognition of a new category of human rights is 

necessary: these rights would ensure the appropriate conditions for societies, particularly in the 

developing world, to be able to provide the first and second generation rights that have already been 

recognized. 

 

2. Convention on the Elimination of All Forms of Discrimination against Women 

(CEDAW):  
The Convention moves beyond guarantees of equality and equal protection before the law in 

existing legal instruments and sets out measures for the achievement of equality between men 

and women, regardless of their marital status, in all aspects of political, economic, social and 

cultural life.
26

 

 

States parties have an obligation to eliminate discrimination against women through legal, policy 

and programmatic measures. The obligation applies to all spheres of life, as well as matters 

relating to marriage and family relations, and includes obligations to take all appropriate 

measures to eliminate discrimination against women by any person, organization or enterprise.  

 

The CEDAW Convention is based on a framework that draws on three core principles
27

: 

- The principle of ‗substantive equality‘ that encompasses: Equality of opportunity; 

Equality to access of opportunity, and Equality of results. For example, the equal access 

to education for girls and boys in the developing countries does not close the gender gap, 

these countries have to adopt the equality of results which means to develop policies, 

laws, programs to guarantee that both girls and boys are educated.   

 

- The principle of ‗non-discrimination‘ in its broadest sense. CEDAW Article 1 gives a 

definition of discrimination. ‗...the term ―discrimination against women‖ shall mean any 

distinction, exclusion or restriction made on the basis of sex which has the effect or 

purpose of impairing or nullifying the recognition, enjoyment or exercise by women 

irrespective of their marital status, on the basis of equality of men and women, of human 

rights and fundamental freedoms in the political, economic, social, cultural, civil or any 

other field.‘   

 

- The principle of ‗State obligation‘ including: a) Obligations of means and results; b) 

Duties to respect, protect, and fulfill 

 

3. The Convention on the Rights of the Child (CRC):  
The CRC is a legally binding treaty and has been ratified by all Arab countries. It applies to all 

children and young people under age of 18 as holders of rights. The CRC incorporates the whole 

spectrum of human rights – civil, political, economic, social and cultural. CRC has four 

principles: 

- Non-Discrimination of any kind, irrespective of the child's or his or her parent's or legal 

guardian's race, color, sex, language, religion, political or other opinion, national, ethnic 

or social origin, property, disability, birth or other status (Article 2). Some children need 
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more attention than others or required special care to ensure equality of opportunity as 

children with disability. 

- The best interests of the child shall be a primary consideration in all actions concerning 

children (Article 3). It is a mediating principle to resolve confusion between different 

rights as well as a base for evaluating laws and practices of states parties. 

- The survival and development of the child to the maximum extent possible (Article 6). 
State must take positive action to guarantee physical, mental, spiritual, moral and social 

development of the child. 

- Respect for the views of the child freely in all matters affecting her/ him (Article 12) 

weight given in accordance with age and maturity. 

 

Adolescents have the participation rights: freedom of expression (article 13); freedom of thought, 

conscience and religion (article 14); freedom of association and peaceful assembly (article 15); 

right to privacy (article 16); access to information (article 17); education directed to the respect 

for human rights (article 29); and participating freely in cultural life and the arts (article 31). 

Participation is grounded in the notion that practicing democracy is better affected by joining a 

permanent group, attending its meeting and activities regularly and set their own ground rules 

and responsibility. Emotional and social development of the adolescents  and their evolving 

capabilities are  ccrruucciiaall determinants for their participation. Society‘s responsibility for 

adolescents includes allowing them to speak as citizens.  

 

State Parties Obligations: 

According UNIFEM ―under each of the core human rights treaties, States parties have the three-

fold obligation to respect, protect and fulfill human rights. To ―respect,‖ the State must abstain 

from any conduct or activity of its own that violates human rights. To ―protect,‖ the State must 

prevent violations by non-state actors, including individuals, groups, institutions and 

corporations. And to ―fulfill,‖ the State must take whatever measures are needed to move 

towards the full realization of human rights.‖
28

 

 

While Urban Jonsson
29

 explains these obligations as following:  

- The Obligation / Duty to Respect – requires the duty-bearer to refrain from interfering 

directly or indirectly with the enjoyment of the right; 

- The Obligation / Duty to Protect – requires the duty-bearer to take measures that prevent 

third parties from interfering with the enjoyment of the right; 

- The Obligation / Duty to Fulfill (Facilitate) – requires the duty-bearers to adopt 

appropriate legislative, administrative, budgetary, judicial, promotional, and other 

measures towards the full realization of the right; 

- The Obligation / Duty to Fulfill (Provide) – requires the duty-bearers to directly provide 

assistance or services for the realization of the right. 

There are three types of capacity required to meet these obligations:  

1. Resources: Human - existence of adequate skills, motivation, willpower, knowledge, 

experience, time, commitment, etc. Economic - land, natural resources, means of 
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production (tools, equipment), technology, income, credit, etc. Organizational - existence 

of institutions, administrative structures, etc. 

2. Authority: State and Society recognize that the duty bearer has that responsibility and 

have provided the duty bearer with the authority to act.  That authority may include legal, 

moral, spiritual or cultural responsibility.   

3. Responsibility: The duty bearer has to accept the responsibility for the fulfillment of 

claims by rights holders. 

 

The historical context, geopolitical changes, economic growth and technological revolution were 

not the only factors contribute to the development of human rights principles and values, but also 

the academic researches, practice in all forms (legislation, policies and programs) and evaluation 

studies contribute to our understanding of these principles and values. One example from the 

recent treaty CRC which promotes children‘s participation, in 1990 World Summit for Children 

took place in New York, the participation of the children were limited to leading world leaders to 

their sites in the opening session. While children were played major role (giving speeches, 

leading discussion, attending security council meeting) in the General Assembly Special Session 

on Children in 2002. The difference was based on the lessons learned from huge number of 

researches and programs. 

        

To educate adults and children alike about human rights means: 

- Behavioral change through self-awareness of formerly unrecognized assumptions about 

life and reality, good and bad, authority and subordination, powerlessness and 

empowerment. Change is a process which is initiated by recognition of conflict with the 

existing situation and not by learning a new idea from an "expert". This implies 

awareness that current behavior is not consistent with the principles of human rights. 

- Cultural change through personal change. Personal change does not only mean behavioral 

change for it occurs in the context of a culture. It requires changing one's relationship 

with the larger culture. This may result in becoming at odds with the way society 

traditionally view rights. It is necessary that whatever personal changes occur in children 

and adults alike, it must be supported by the surrounding culture. 

- Structural change through creating mechanisms and facilities that institutionalize 

personal and cultural changes that is supportive of human rights. 

Education for Peace: 

Brock-Utne
30

 defines the concept of education for peace as ―education or socialization that 

results in more peace in the world or that at least has as a result the greater likelihood that peace 

will be the existing condition than the case would have been without that education‖. Peace 

education in UNICEF
31

 refers to the process of promoting the knowledge, skills, attitudes and 

values needed to bring about behavior changes that will enable children, youth and adults to 

prevent conflict and violence, both overt and structural; to resolve conflict peacefully; and to 

create the conditions conducive to peace, whether at an intrapersonal, interpersonal, intergroup, 

national or international level.  
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―Education is seen as one of the cornerstones of this peace building process. It is not an isolated 

role for as UNESCO (1998) puts it: ―to be successful, it must be associated with social justice 

and sustainable human development‖. …The education sector, with all its capacities for 

delivering knowledge and training, has an important role to play in the rebuilding process. 

Finally, because education intersects with almost every sector and theme in peace building, it 

warrants its own examination of the competencies, skills and resources needed to make the kinds 

of contributions demanded of it.‖
32

 This definition is coming closer to the definition of human 

rights education set by OHCHR which links human rights to peace, social justice and sustainable 

development. 

 

Learning Strategies  

Traditionally, classroom pedagogy has revolved around a ―chalk and talk‖ model, where teachers 

talk and students write down what they are told. It is based mostly on note memorization, and 

pupils are passive in their learning, merely repeating and answering questions, but never given 

the initiative to question or lead the learning process. The methods of learning and the content of 

learning should be in harmony with each other, we cannot learn democracy in methods 

contradicting democracy or based on humiliating the students. Therefore, these traditional 

methods cannot work with the goals, principles, and concepts mentioned before. 

 

The following is main learning methods to prepare young people to become effective citizens in 

a global context: 

Active learning can be described as the process of ‗learning by doing‘. It is an educational 

process whereby the learner is an active partner in the learning process rather than a passive 

recipient of knowledge. Individuals or groups learn better when they are active participants in 

their own learning. Active learning methods associated with EDC include: brainstorming, role-

play, debate, discussion, and project work 

 

Co-operative learning is concerned with learning from and with others. It refers to social and 

interactive learning where group processes become the key focus. Co-operative learning 

activities enable people to learn together through working on common projects. It can also 

encourage learners to tackle problems together, to reflect and express themselves better. Its place 

within EDC is clear as EDC itself, is concerned with the development of citizens who co-exist 

with others. It is important her to remember pedagogical approach of Paolo Freire and theory of 

the ecology of human development.  

 

Critical thinking: Analyzing and contemplating past and present experiences, as well as future 

possibilities, by taking into account multiple perspectives on a story or narrative. 

 

Critical analysis is the process whereby, the learner is encouraged and supported to develop and 

use the skills of critical thinking. Critical thinking skills include the skills of investigation, 

interpretation, presentation, and reflection. It involves the process of forming one‘s own opinion, 

learning to express it and if necessary to revise it. Critical analysis involves going beyond simple 
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explanations and exploring issues in a more complex way. Critical analysis is an integral part of 

constructing critical social consciousness and as such is a fundamental aspect of EDC. It 

involves the continuous analysis of contemporary society and the forces that shape it. 

Methodologies that support critical analysis include activities such as media analysis, debate, 

project work and so forth. Critically analyzing history: analyzing a historical event or era from 

different cultural perspectives, including birth, gender, language, national or social origin, 

political or other opinion, property, or other status. 

 

Peer Education Approach: 

United Nations Population Fund (UNFPA) defined peer education as ―the process whereby well-

trained and motivated young people undertake informal or organized educational activities with 

their peers (those similar to themselves in age, background, or interests). These activities, 

occurring over an extended period of time, are aimed at developing young people‘s knowledge, 

attitudes, beliefs, and skills and at enabling them to be responsible for and to protect their own 

health.‖ 

 

There are many reasons why peer group education is used as an educational approach to deal 

with specific issues. Commentators
33

 suggest a contemporary rationale for using peer education 

(Manchester University), looking at four main points: 

 

1. Efficacy: Young people are ready made experts, may have a perspective on the issues as 

they affect young people in similar situations and can often ‗make things happen‘, if 

encouraged and resourced. 

2. Communication: Young people can be ready made role models as members of their peer 

group they will have the potential to determine effective styles and approaches. This may 

be through workshops and games, music and mass media, discussion and storytelling. 

Young people will be best placed to devise such methods. 

3. Cost-effectiveness: Where resources are limited and large numbers have to be reached 

peer group education can have a multiplier effect. Such programs can also have informal, 

knock-on or cascade effects, creating ‗buzz‘ in the local community. 

4. Empowerment all: If carefully planned young people can control the process of 

education and information exchange. This will depend on in which setting a program is 

operating, Peer group education can help to foster youth participation in programs of 

formal and informal education. 

 
The theoretical base for peer education:

34
 

Social learning theory is largely based upon the work of psychologist Albert Bandura. He states 

that people learn: 

- Through direct experience. 
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Manual, Youth Peer Education Toolkit, USA 
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- Indirectly, by observing and modeling the behavior of others with whom the person 

identifies. 

- Through training that leads to confidence in being able to carry out behavior. This 

specific condition is called self-efficacy, which includes the ability to overcome any 

barriers to performing the behavior.  

 

Diffusion of innovations theory argues that social influence plays an important role in behavior 

change. The role of opinion leaders in a community, acting as agents for behavior change, is a 

key element of this theory. Their influence on group norms or customs is predominantly seen as 

a result of person-to-person exchanges and discussions. 

 

Theory of participatory education states that empowerment and full participation of the people 

affected by a given problem is a key to behavior change. 

 

Participatory methodology is based on the following principles: 

- Participants bring with them prior knowledge relevant to objectives of the training 

program. Trainer/facilitators should be able to draw this out 

- Participants learn most by doing rather than merely listening  

- Meaningful content is better learned and longer retained than a set of facts taught just for 

knowledge sake 

- Learning is not purely a thinking process. It has both rational and emotional dimensions 

- Participants' personal experiences are learning resources and the "content" of the training. 

Knowledge can be generated from their reservoir of experiences 

- Participants learn best when they can connect the content to their lived experiences 

- Participants learn from their peers as well as from the trainer/ facilitator 

- Participants engage in the educative process when there is mutual trust and respect 

between and among the participants and trainer/ facilitator 

- The physical arrangement of the training venue plays an important role in creating an 

atmosphere of openness. 

The life skills  

The life skills approach is an interactive, educational methodology that focuses on transmitting 

knowledge, shaping attitudes and developing interpersonal skills. The main goal of the life skills 

approach is to enhance young people‘s ability to take responsibility for making healthier choices, 

resisting negative pressures, and avoiding risk behaviors. Teaching methods are youth-centered, 

gender-sensitive, interactive, and participatory. The most common teaching methods include 

working in groups, brainstorming, role-playing, storytelling, debating, and participating in 

discussions and audiovisual activities.
35

 

The health belief model was developed in the early 1950s by social psychologists Godfrey 

Hochbaum, Stephen Kegels, and Irwin Rosenstock. It was used to explain and predict health 

behavior, mainly through perceived susceptibility, perceived barriers, and perceived benefits. 

This model suggests that if a person has a desire to avoid illness or to get well (value) and the 

belief that a specific health action would prevent illness (expectancy), then a positive behavioral 

action would be taken with regards to that behavior. 

                                                           
35 Advocates for Youth, (2002) Life Skills Approaches to Improving Youth‘s Sexual and Reproductive Health, 

Washington, USA 



Disclaimer: This material has not been subjected to formal United Nations editing 

 

  Page 
28 

 
  

 

According to social ecological model for health promotion, behavior is viewed as being 

determined by the following: 

- Intrapersonal factors – characteristics of the individual such as knowledge, attitudes, 

behavior, self-concept, and skills 

- Interpersonal processes and primary groups − formal and informal social networks and 

social support systems, including the family, work group, and friendships 

- Institutional factors − social institutions with organizational characteristics and formal 

and informal rules and regulations for operation  

- Community factors − relationships among organizations, institutions, and informal 

networks within defined boundaries 

- Public policy − local, state, and national laws and policies  

 

This theory acknowledges the importance of the interplay between the individual and the 

environment, and considers multilevel influences on unhealthy behavior. In this manner, the 

importance of the individual is de-emphasized in the process of behavioral change. 

Evaluation Methods 

Although it is difficult methodologically to isolate the influence of any single factor when 

considering societal changes, but there are some methods to help in evaluating teaching civic 

values and life skills through education.  

 

Quantitative evaluation  

- Number of persons trained disaggregated by sex 

- Level of training undertaken  

- Number of children receiving PEP in school disaggregated by sex 

- Number new innovations (self-directed)  

 

Qualitative evaluation  

 Case studies: A particular individual (felt to be typical) whose story is told and analyzed. 

There generally needs to be a critical mass of case studies before they are accepted as 

valid. 

 Focus Discussions: Small groups who discuss in a semi-structured environment to see if 

changes have occurred. 

 Anecdotes: Stories and/or quotes which reflect a change in situation or behavior 

 Longitudinal Study: Where a small number of people are studied for behavior change 

over a period of years 

 Interviews / questionnaires: Where a large (usually random) group of people is asked for 

their opinions of any behavior changes in themselves or others. 

 Baseline surveys (Pre-test/ Post– test analysis): These are to measure attitude or behavior 

before a project starts. This survey is then repeated at the end to see if the behavior 

/attitude change has occurred. They are used to measure impact. The term is sometimes 

used to mean an initial needs analysis. 
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Council of Europe presents educational evaluation as a total experience
36

: 

- is characterized by its global vision, its integrity and by the articulation of different 

approaches, methods, theory and praxis 

- combines quantitative and qualitative approaches to evaluation 

- looks at the whole educational process (integrally and from different points of view) 

- prioritizes the most valuable information, without falling into ―doing everything‖ 

 

The methodological proposal of this approach to educational evaluation is the combination of 

diverse spaces, actors, times, methods, sources and techniques of evaluation. By doing so, the 

―conceptual‖ (learning, motivating…) and the ―instrumental‖ (judging, changing, deciding…) 

visions of evaluation become complementary rather than contradictory. 
 

Comments 
Teaching civic values and life skills through education can contribute to social change in the 

society. Teaching the values and principles of human rights, social justice and peace in 

participatory, interactive learning manner will promote the culture of human rights and active 

democratic citizenship among children and adolescents whom are capable of understanding their 

society and are capable of changing it.  
 

 

 

 

 

 

 

 

 

 

 

                                                           
36 Council of Europe and European Commission (April 2007) T-Kit on Educational Evaluation in Youth Work, 

Council of Europe Publishing –Strasbourg 
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Part III: Mapping International and 
Regional Programs  

Definitions of the Concepts 
This section intends to provide a comparative analysis of main definitions of civic values and life 

skills through education concepts as presented and adopted by prominent institutions in the 

education field.  In this endeavor, three main conceptual frameworks will be analyzed.  The three 

frameworks are those argued and adopted by (1) the Center for Multicultural Education at the 

University of Washington
37

 (called herewith Panel); (2) the University of Minnesota Human 

Rights Center
38

 (called herewith Minnesota) and thirdly (3) the Council of Europe
39

 (referred to 

herewith CoE).. 

 

The Center for Multicultural Education at the University of Washington in 2005 convened a 

Diversity, Citizenship, and Global Education Consensus Panel. The Panel‘s goal was to develop 

a set of principles, concepts, and guidelines that school practitioners can use to build or renew 

citizenship education programs that balance diversity and unity and prepare students to become 

effective citizens in a global context.  

 

The Consensus Panel developed four principles: 

1. Students should learn about the complex relationships between unity and diversity in 

their local communities, the nation, and the world. 

2. Students should learn about the ways in which people in their community, nation, and 

region are increasingly interdependent with other people around the world and are 

connected to the economic, political, cultural, environmental, and technological changes 

taking place across the planet. 

3. The teaching of human rights should underpin citizenship education courses and 

programs in multicultural nation-states. 

4. Students should be taught knowledge about democracy and democratic institutions and 

provided opportunities to practice democracy 

 

The Panel‘s identified and adopted concepts will be utilized throughout this section as a guiding 

framework to be compared with the concepts identified by the other two schools of thought 

mentioned above.  General conclusions will follow. 

 

The Consensus Panel identified and developed ten concepts: 

1. Democracy 

                                                           
37 Banks, J. A., C. A. M. Banks, C. E. Cortés, C. Hahn, M. Merryfield, K. Moodley, A. Osler, S. Murphy-

Shigematsu, C. Park, & W. C. Parker (2005) Democracy and diversity: Principles and concepts for educating 

citizens in a global age. Seattle, Washington: Center for Multicultural Education, University of Washington. 
38 University of Minnesota Human Rights Center, Educator Guide on Race, Class, and Place Disparities in the 

Twin Cities 
39 O‘Shea, Karen (2003) A Glossary of Terms for Education for Democratic Citizenship, Council of Europe, 

Strasbourg, DGIV/EDU/CIT (2003) 29 
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Democracy means rule by the people (demos, people; kratos, rule). The Panel shares the same 

vision of Minnesota seeing Democracy as ―a system of government in which people‘s views are 

reflected and the right of political participation is guaranteed. Such a form of government 

involves the principles of promoting and protecting human rights, social equality, and respect for 

the individual within a community. Representation and free elections are two defining factors of 

a democracy.‖ 

 

While the Council of Europe putting all emphasis on Democracy as a form of living together in a 

community and explain the reason of this emphasis. ―Within a democracy it is very important to 

be able to choose between different solutions when issues or problems arise and to be able to 

have the freedom to do so. This understanding of democracy marks a shift of emphasis. The 

traditional understanding of democracy as a form of governance and a political system based on 

the rather limited role of citizens as voters has been challenged by ideas of participation and 

participative democracy.‖ 

 

The recent social movements as anti-globalization as well as Arab spring are closer to the 

definition of the CoE. Moreover, this definition can be more applicable to education as voting 

right usually starts at age of 18, which means democracy in schools in beyond the voting right 

and system. 

   

2. Diversity 

―Diversity describes the wide range of racial, cultural, ethnic, linguistic, and religious variation 

that exists within and across groups that live in multicultural nation-states. For most of human 

history, people lived in small bands or tribes in which a narrower range of differences—mainly 

involving gender and social status—existed. Wide variation in the ethnicities, cultures, 

languages, and religions within human groups greatly increased with trade, exploration, 

colonization, and empire building. People from many different cultures and groups were brought 

together when nations colonized others and built empires. Within colonized nations cultural 

amalgams and hybrids developed.‖ 

 

While the Panel of professors presented very comprehensive definition and explained the root 

causes of diversity, Minnesota presents –in a very simple manner- the meaning of Diversity as 

―the representation of multiple groups within a larger group, community, or area, such as a 

school or a workplace.‖ 

 

The CoE presents another dimension of Diversity which ―implies moving beyond the idea of 

tolerance to a genuine respect for and appreciation for difference. It is central to the idea of 

pluralism and multi-culturalism and therefore is a cornerstone of Education for Democratic 

Citizenship (EDC). EDC therefore must include opportunities to examine perceptions, challenge 

bias and stereotyping. It must also aim to ensure that difference is celebrated and embraced 

within the local, national, regional and international community.‖ 

 

The concept of social cohesion can be also linked to diversity, if we look to CoE‘s definition of 

social cohesion an ―‗image of a society‘ that has a strong commitment to promoting positive 

human relationships. It implies a sense of belonging, the well being of individuals and that of the 
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community. It involves a commitment to continually improving the quality of life for its members 

by actively removing barriers and the causes of division.” 

 

3. Globalization 

―Globalization is the dynamic process of increasing interactions and interdependencies among 

people and systems on the Earth (Sassen, 1998). As the world shrinks through the transfer of 

ideas, pollution, services, products, people, and problems, globalization raises new issues and 

challenges the ways people have traditionally understood environmental control, job security, 

cultural change, and national sovereignty (Lechner & Boli, 2000).‖ The Panel recognized that the 

resistance to globalization has grown as people have come to recognize its effects on their lives 

and on the world as inequities of global trade, environmental problems, loss of national 

sovereignty, and cultural imperialism. 

 

4. Sustainable Development 

―Sustainable development is the kind of economic growth that meets the needs of present 

generations without undermining the ability of future generations to meet theirs (UNESCO, 

2002).‖ It requires present generations to constrain their consumption of nonrenewable 

resources. We must ―secure Earth‘s bounty and beauty for present and future generations‖ (Earth 

Charter, 2002). Sustainable development is closely tied to human rights because it is related to 

inequality. Food, shelter, health, and education are distributed and consumed unequally around 

the world. This is not because of scarcity. Sustainable development should be part of the explicit 

curriculum of schools.  

 

5. Empire, Imperialism, and Power  
―People throughout the world are raising questions about how relationships among nations can 

be effectively, democratically, and equitably managed. Concepts such as colonialism, 

imperialism, empire, and power can help students grapple with these questions by giving them a 

historical view of relationships between powerful and less powerful states. These concepts can 

also help students understand how territorial annexation, direct political rule, economic 

domination, diplomatic oversight, and other forms of influence and control have characterized 

relationships among nations.‖ 

 

6. Prejudice, Discrimination, and Racism 

Prejudice consists of ―negative attitudes towards social groups‖ (Stephan, 1985, p. 600) It 

―occurs when individuals are prejudged and disliked based on their group memberships‖ 

(Stephan & Stephan, 2004, p. 782). Prejudice stems from group consciousness and group conflict 

(Park, 1950). When group boundaries are created in contexts of competition or conflict, 

differences between groups become salient and negatively valued. Stereotypes operate when 

members of groups are assigned characteristics that have been generalized to the whole group 

and serve to reinforce prejudice. 

 

Discrimination is ―selectively unjustified negative behavior toward members of the target group‖ 

(Dovidio & Gaertner, 1986). ―It is logical to assume that discrimination is a result of prejudice, 

although there is little empirical evidence to make clear causal links between stereotyping, 

prejudice, and discrimination (Stephan & Stephan, 2004). Denying access or opportunities to 

members of out-groups gains the in-group greater status, power, and resources. Discrimination 
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based on race, class, gender, and sexual orientation may take various forms, such as in 

employment, education, housing, human rights, and the ways that knowledge is constructed. 

 

―Racism is prejudice or discrimination emanating from the belief that people can be classified 

into categories based on physical characteristics and that there are genetic or inherited 

differences that produce feelings of superiority or inferiority among different groups‖ (Gould, 

1996). ―Institutional or systemic racism does not refer to the attitudes of individuals and groups 

but to institutional relations of power and exclusion‖ (Fredrickson, 2002). Dominant groups with 

distinguishable physical or cultural traits holding resources and power often use their privileged 

situation to denigrate, exclude, and disadvantage minority groups. This form of racism is 

historically grounded and embedded in political, economic, and educational structures. These 

structures shape institutional practices, which reproduce patterns of race-based inequality. 

 

7. Migration  

―Migrant groups are part of a global pattern of transnational migration in which individuals may 

be temporary migrants but as a group they become a permanent part of the new society. Migrants 

may go back and forth between countries and see themselves as belonging to two different 

societies, making the question of citizenship and migrant rights increasingly complex. There are 

also challenges for schools because classrooms become even more multicultural and multilingual 

than before.‖ 
 

8. Identity/Diversity 

―Identities are both ascribed by others and asserted by individuals. They are heavily influenced 

by social groups and historical circumstances, but they are also situational, flexible, and 

determined by individual choice.‖ Identities can be defined by gender, age, and ethnic, racial, 

religious, or other affiliations.  

 

But Minnesota considers identity as ―a term referring to an individual‘s perceptions of him or 

herself as a discrete, separate entity.‖ 

 

9. Multiple Perspectives 

―Helping students learn to understand multiple perspectives on events and phenomena is critical 

to citizenship education. Understanding that the way a particular group sees the world is only one 

of many possible ways contributes to social knowledge, self knowledge, and problem solving, 

and it helps protect liberty. The consciousness that belief systems are socially constructed rather 

than given by nature and that they therefore can be constituted very differently in various 

cultures is especially important in today‘s multicultural and globally interconnected societies.‖ 

 

10. Patriotism and Cosmopolitanism 

―Patriotism is manifest in the collective rituals that express pride in one‘s country. The singing of 

the national anthem and the display of the flag are expressions of loyalty. When patriotism 

engenders collective solidarity with fellow citizens and loyalty to the law and democratic 

constitutions, it is positive and useful. This patriotism fosters the social responsibility and civic 

courage essential for defending the rights and freedoms that a democratic political culture 

guarantees.‖ 
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―Cosmopolitanism is an openness and broad-mindedness that transcends one‘s own group—

whether defined by family, locality, religion, ethnicity, or nationality. Cosmopolitans view 

themselves as citizens of the world.‖ 

 

Teaching patriotic history contributes to the sense of identity but it is not for the vindication of 

identity. Harry Brighouse
40

 tried to present a compromise when he argued the textbooks of 

history to focus ‗on teaching them (the students) what happened and teaching them the skills 

essential to figuring out why‘. But his compromise does not tell us how teaching history can 

develop –sometimes- nationalist attitudes and hatred against others. While Harry Brighouse 

admits that history textbooks usually have some sort of opinion, he did not go further to discuss 

how political power can change history textbooks dramatically when for example, military take 

over the power or a leader diverse the political direction and dissolve the political institutions. Is 

it possible to present what happened from different opinions? And what is the appropriate age to 

do so? How these different opinions effect the developing of identity among children?  

 

The panel presented comprehensive map of concepts, although ‗Multiple Perspective‘ can be 

seen more as an approach or a method. The panel provides in-depth knowledge and explained the 

roots and importance of these concepts. The principles and concepts identified by the panel for 

educational process as whole: pedagogy, teaching methods, content and enabling environment, at 

the same time, should be integrated into the curriculum of formal education.  Therefore, it could 

be consider as an overarching for other programs as ‗citizenship education‘; ‗human rights 

education‘; civic education‘; and partially, for ‗peace education program‘.  

 

The concepts of the Council of Europe present operational definitions for educators developing 

trainings and activities and for practitioners working with adolescents while Minnesota 

definitions -although it is simple and straight forward- are limited to traditional/ classical 

definition of human rights education (teaching   history and principles of human rights treaties) 

partially because it created to serve designing comprehensive human rights manuals for global 

audiences. Developing a new program in Iraq might need both: clear framework as well as clear 

working definitions. 

 

Mapping programs along a continuum  
Political philosophers and commentators argue that civic values and life skills through education 

is conceptualized and contested along a continuum, which ranges from a minimal to a maximal 

interpretation
41

. Each end of the continuum displays different characteristics, which affect the 

definition of, and approach to, citizenship education. 

 

Minimal interpretations lead to narrow, formal approaches to citizenship education - what has 

been termed civics education. This is largely content-led and knowledge-based. It is centered on 

formal education programs which concentrate on the transmission to students of knowledge of a 

                                                           
40 Brighouse, H. Should We Teach Patriotic History In McDonough Kevin & Feinberg Walter (eds.) (2003) 

Education and Citizenship in Liberal-Democratic Societies: Teaching for Cosmopolitan Values and Collective 

Identities, Oxford University Press.  
41 Kerr, David (2004) Citizenship Education: an International Comparison, National Foundation for Educational 

Research (NFER), UK 
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country's history and geography, of the structure and processes of its system of government and 

of its constitution. The primary purpose is to inform through the provision and transmission of 

information. It lends itself to didactic teaching and learning approaches, with teacher-led, whole-

class teaching as the dominant medium. There is little opportunity or encouragement for student 

interaction and initiative. As the outcomes of minimal approaches are narrow, largely involving 

the acquisition of knowledge and understanding, it is much easier to measure how successfully 

the outcomes have been achieved, often through written examinations. 

 

Maximal interpretations are characterized by a broad definition of citizenship. They seek to 

actively include and involve all groups and interests in society. Maximal interpretations lead to a 

broad mixture of formal and informal approaches to what has been termed citizenship 

education. This citizenship education includes the content and knowledge components of 

minimal interpretations, but actively encourages investigation and interpretation of the many 

different ways in which these components (including the rights and responsibilities of citizens) 

are determined and carried out. The primary aim is not only to inform, but also to use that 

information to help students to understand and to enhance their capacity to participate. It is as 

much about the content as about the process of teaching and learning. It lends itself to a broad 

mixture of teaching and learning approaches, from the didactic to the interactive, both inside and 

outside the classroom. Structured opportunities are created for student interaction through 

discussion and debate, and encouragement is given to students to use their initiative through 

project work, other forms of independent learning and participative experiences. As the 

outcomes of maximal approaches are broad, involving the acquisition of knowledge and 

understanding, and the development of values and dispositions, and skills and attitudes, it is 

much more difficult to measure how successfully these outcomes have been achieved. 

Maximal interpretations:  

South Africa42 : A whole school development model 
―Human rights in education … are about the workings of the whole school. They are about how 

people are treated in schools. They are about the processes within schools. They are about school 

policies, school structures and the nature of their organizations, relations among educators, 

relations among learners, pedagogical relations between learners and educators, the ethos of the 

school and what is contained in the curriculum. Human rights in education therefore entail a 

whole school approach. They are not about schooling people in human rights content only.‖ 

(Nazir Carrim, The National Curriculum Guidelines Statement) 
 

                                                           
42 Department of Education, Republic of South Africa (2005) Values and Human Rights in the Curriculum: A 

guide, Department of Education, Pretoria, South Africa 
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Policy of the school: 

- Should promote human rights and inclusion 

- Should promote culture of responsibility  

- Cannot discriminate unfairly against anyone, articulate rights and responsibilities in 

relation to each other 

- Should explicitly incorporate provisions for anti-discrimination, respect for  dignity of all 

people and the promotion of a rights based culture 

- Are only as effective as their enactment within the schools environment 

 

Ethos of the school: 

- Should promote human rights and inclusion and be explicitly anti-discriminatory 

- Should provide a safe and secure environment for all school based actors 

- Ensure that effective measures are used when violations occur and that responsibility is 

taken for actions and outcomes 

 

Underpinning principles must:  

- Allow for participation of all role-players in decision making processes 

- Be promote the values of dignity, equality, justice, democracy and peace and be based on 

human rights, upholding a culture of responsibility  

- Provide a safe and secure environment  

- Be inclusive 

- Allow for independence and freedom  

- Protect the rights of people to privacy 

- Be explicit about anti-discrimination, equality and social justice  
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Vision of the school: 

- To be a learning community where everybody is learning together 

- To show inclusive, non discriminatory, anti-racist, gender sensitive equality and fairness 

and responsibility  

- To provide educational excellence and uphold the rights to education for All 

- To create access to learning opportunities 

- To be holistically concerned with head and heart learning and the growth of each learner 

to his/her full potential  

 

Pedagogical approaches and strategies: 

- Collaborative construction of knowledge 

- Teaching and learning strategies should build skills, values, attitudes and knowledge that 

that promote a culture of human rights and responsibility  

- Attention should be given to indigenous systems 

- Methodologies should be participatory, cooperative and inclusive of a range of learning 

styles and develop responsibility, excellence and hard work 

 

Educator composition and relations: 

- Educators are recipients, as well as protectors, of human rights and responsibilities 

- Educators cannot be discriminated against and cannot discriminate against each other 

- Reflect the diversity of South Africa  

- Relations among educators need to promote respect, tolerance and responsibility 

- Relations between educators and learners must be based on mutual respect and dignity 

and responsibility  

- Educators share the responsibility to ensure that quality education takes place 

 

Learner composition and relations: 

- Learners have the responsibility to work hard, pursue excellence and respect for each 

other and their teachers 

- Cannot unfairly prevent access of learners into school 

- Admission policies should be anti-discriminatory and inclusive  

- Learners cannot discriminate unfairly against each other  

- Respect, tolerance and freedom should characterize the relations among learners  

- Learners are recognized as stakeholders in the school community and should take 

responsibility for their role in that community 

 

The curriculum: 

The curriculum is about more than simply the learning outcomes or the learning content. The 

‗whole classroom experience‘ is part of the enactment of the curriculum:  formal + hidden + 

informal curriculum = curriculum enactment. 

- What is taught  cannot be discriminatory and must contribute to an understanding of 

rights and responsibilities 

- Knowledge should to enhance understanding of the importance  of human rights, 

responsibility, fairness and justice  

- Should be inclusive and promote a culture based on human rights and responsibilities   
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Approaches to Learning and Teaching which Support Human Rights and Inclusion  

 

A learner-centered approach to learning should: 
Start from the world of the learner: Make use of real experiences, stories and case studies. Base 

learning programs, materials and processes on the needs, interests, experiences and challenges of 

the learners themselves. 

 

Construct knowledge collaboratively: Active participation by the learners should be a central 

feature of your approach. Learning by building collective knowledge develops an understanding 

of a world of interdependency and change. Develop a shift from rote learning, and over-emphasis 

on the memorizing of facts and striving for correct answers towards problem solving, reflection, 

critical thinking, forming opinions, debating and so on. 

 

Develop critical reflexive thinking: Learners should develop a capacity to be critical, and to 

evaluate ideas, people and events. Human rights themselves should not be seen as being cast in 

stone - if they are to evolve and continue to be relevant in an ever-changing world, they, too, 

need to be critically evaluated.  

 

Be holistic in your orientation: Involve the whole person (cognitive and affective). Human 

Rights are not just about the mind (IQ) - they have a strong emotional affective component (EQ). 

Learning should therefore include the acquisition of knowledge and skills, and values and 

attitudes. Remember as well the broader values of knowledge, e.g. for everyday life, such as for 

improving social interactions and helping in normal daily routine.  

 

Promote participation and self-discipline: Learners can recognize that they are responsible for 

their own learning. In a group situation, they also need to be aware that they can contribute to the 

learning of their peers. The best way to foster this attitude is through two-way consultation, 

collaborative working and allowing the learners to participate in making decisions.  

 

Recognize the inter-related nature of the world of knowledge: Traditionally, knowledge was 

broken up into multiple, separate entities, often making it difficult to see how one area of 

learning (or discipline) related to another. It is vital now to focus on the benefits of teaching and 

learning from a far broader perspective, to increase interest and create a wider sense of general 

understanding. 

 

Inclusive: All learners must be included, irrespective of their learning styles, needs and identity, 

since inclusive classrooms could contribute significantly to the growth of an inclusive society. 

Educators could actively set up learning processes to remove some of the barriers to learning, 

thereby fostering inclusion. Possible ways to do this include modifying parts of the curriculum 

such as the:  

- content of learning programs,  

- language and medium of learning and teaching,  

- management and organization of classrooms,  

- teaching style and pace,  

- length of time-frames allowed for completion of curricula,  

- materials and equipment that are available; and  
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- assessment methods and techniques used. 

 

Co-operative Learning: 

1. Positive interdependence: The efforts of each individual benefit both the individual and 

the group as a whole, and thus maximize learning for all members. This creates a 

commitment to the success of others, as well as to oneself. Individuals recognize that, in 

working co-operatively, all members must work fully together, and that individually they 

can achieve more by working collaboratively.  

2. Individual and group accountability:  The whole group is responsible for meeting its 

goals, and no one gets a free ride. All members of the group must clearly understand their 

common goal.  

3. Face to face interaction: When learners interact with one other, they promote one 

another‘s learning by explaining what they think and why, justifying an argument, 

arguing against a proposal, etc. 

4. Develop learners‘ interpersonal and small-group skills: Co-operative learning is more 

complex than normal class work. The learners are required to know the Learning Area 

‗content‘ and to develop skills to work effectively as part of a small group, which 

includes building trust, communicating effectively, managing conflict, developing 

leadership abilities, making decisions, and being motivated to learn all of these.  

5. Group processing: All group work should have an evaluative component – the group 

needs to be able to track its work, reflect on their progress and decide if they have 

achieved the goals that they had set themselves, or that were set for them. This should 

include how well they were able to work together on an inter-personal level. 

 

Comments 

The whole school model of South Africa implemented in the context of huge processes of reform 

after the apartheid, not only in the field of education and adolescents development, but in almost 

all aspects of life in the society. The values promoted by this model were already embedded in 

their constitution, at the same time; the culture of society was in general supporting these values.  

This model seems very ambitious as it is trying to deal with most challenges and weaknesses of 

the formal education systems from school environment to content of the education. The main 

requirement for this sort of reform, besides making the knowledge and the resources available, is 

changing the attitudes of all concerned parties on education: management/ leadership, educators, 

parents. This process of attitudes‘ change is beyond the capacity development which is the 

common component in all countries‘ education strategy. Therefore, it will be very interesting to 

look forward to the evaluation of this model outcomes as well as its long term impact. The 

International Review of Curriculum and Assessment Frameworks (IRCAF) indicate that moving 

―away from minimal interpretations to maximal interpretations was proving difficult to manage 

because of the impact, in particular, of teacher culture and beliefs and the slow adaptation of 

schools to change.‖
43
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Minimal interpretations:  

Arab Countries Programs 
Kamal Nagib wrote a paper titled ―Civic Education in NGOs programs

44
‖ in 2007 where he 

appointed four major areas/ fields for civic education in Arab NGOs programs. These areas/ 

fields were ranked according to number of projects implemented by NGOs: 

1. Human rights education: “A guide for human rights education in basic and secondary 

education‖ (UNESCO), ―COMPASS: A manual on human rights education with young 

people‖ (CoE), ―Universal Declaration of Human Rights: simplified version for children‖ 

(NCCM- UNDP Egypt) and ―Band of activist Ali‖ five simplified narrative on: 

constitution, human rights, citizenship, election, gender (Arab organization for panel 

reform), beside many training workshops. Nagib urged that all programs were not linking 

the conventions/ declarations with societal context and realities.   

 

2. Participation skills: project of ―participation as entry point to citizenship‖ (The General 

Secretariat of Catholic Schools) for age groups 6-18 years. Citizenship Project organized 

by Civic Education Center in California, US and Jordanian Center for Civic Education 

aimed to train students on political participation and ended with simulation session of 

local councils. All these trainings were out of social, economic and political context 

according to Nagib and were not dealing with negative experiences on participation 

among young people. 

 

3. Citizenship programs:  project ―young citizen‖ run by Upper Egypt Association on 

Education and Development targeting pupils. The project presented concepts of living 

together, freedom and equality, rule of law, governance, and political structure in Egypt.   

Similar project was implemented in Lebanon by ministry of Education for secondary 

schools. Such projects were not tackling the reasons of not achieving citizenship in some 

societies.  

 

4. Living together programs: Such programs implemented only where there are different 

ethnic or religious groups. Project ―work and live together‖ implemented by Lebanese 

school where students out document on the requirements of working and living together 

in the school, when this document adapted all students are committed to it. 2 other 

projects in Lebanon were: ―youth for common Lebanon‖ and ―education for peace‖. Both 

were based on camping activities and discussions. 

 

Arab Institute for Human Rights: 

Arab Institute for Human Rights (AIHR) is regional non-governmental organization located in 

Tunisia. AIHR is organizing training for officials and NGOs activists as well as conducting 

researches on human rights. Here are 2 examples of the work of the institute: 

 

All Humans: Book for School on Human Rights Education
45

: 
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The book is targeting teachers in basic and secondary education as well as educators of non-

formal education. Adolescents (from 14 years) can deal with the book directly. The book was 

published by UNESCO in English and French then translated to Arabic by AIHR.  

 

First part presents the core concepts: peace, human rights, and democracy. Second part is 

pedagogic targeting teachers and educators presenting some methods and recommendations for 

pedagogic work. Third part is practical examples on how to integrate human rights in education 

presenting: civil and political rights- economic and social rights- cultural rights- the right to 

development- the right to balanced environment. 

 

Teacher Guide on Human Rights Education
46

 

This guide was intended to complement UNESCO‘s book ―All Humans‖. This guide aims to 

introduce best teaching methods on the field of human rights through developing teachers‘ skills 

and attitudes as well as modifying their behaviors.  

 

Main fields of activities: 

- core concepts of human rights; 

- treaties of human rights and basic freedom; 

- different types of rights and its interdependence; 

- monitoring and protecting mechanisms of human rights; 

- sources of human rights violations; 

- collecting data and information on cases of human rights violations; 

 

The guide presents also simplified version of Universal Declaration of Human rights and the 

Convention on the Rights of the Child.  

Egypt  

UNICEF- Country office: 

1. “Values for Life” Program
47

: 

From 1996 to1998
48

, UNICEF had program called “Values for Life‖ aiming to provide 

educational tools for children in basic education encouraging them to develop their behaviors in 

positive manner. The plan of the program was to produce series of kits of activities on different 

values on rights and responsibilities, social justice after producing the first kit of activities on 

―Dealing with Differences‖ but the program was ended due to restructure of UNICEF country 

office. The National Center for Child‘s Culture was governmental counterpart with UNICEF in 

this program.  The kit of activities was complemented with 12 posters illustrate the main 

concepts. The activities were designed for three age groups: 6-9 years, 9-12 years, and 12-15 

years, but after the pre-test the age groups were merged into 2 groups only: 7-10 years and 11-14 

years. After the production, UNICEF organized several training workshops for teachers in public 

and private schools as well as facilitators form NGOs. 
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―Dealing with Differences‖ has three sub-concepts: 

1. Self-Concept: Perceived Self, Ideal Self-concept, and Positive Self-concept 

2. Perception of the other 

3. Self- Other Web of Relationship 

Main concepts are:  

- interdependence  

- co-operation and competition 

- conflict resolution 

- gender stereotypes 

- respecting differences 

- belonging to different groups 

- Justice and distribution of wealth  

 

2. Civic Education Program
49

 

In 2007, UNICEF- Adolescent development section had project on civic education in 

collaboration with National Council for Youth. The project is form of non-formal education for 

young people in the youth centers. The project produced 2 manuals for 2 age groups: 13-18 years 

and 18-24 years. Each manual consists of 6 unites/ books: 

1. Introducing the manual 

2. Rights and responsibilities 

3. Participation 

4. Youth and the State: (Egyptian political system, constitution…etc.) 

5. Citizenship 

6. Youth and development  

Each unit consists of 2 parts: introducing the concept and activity sessions. 

 

Coptic Evangelical Organization for Social Services (CEOSS) 

1. Civic Education
50

 

CEOSS in 2008 had project on civic education for children in basic education (9-14 years). The 

project was dealing with five main concepts: 

- Freedom 

- Equality 

- Citizenship 

- Belonging  

- Participation 

- Justice 

- Good governance  

- Dialogue and team work 

- Accepting the other  

In the first four concepts, there are 2 books: a teacher‘s guide and activities for children except 

the book on participation is combining both. The books were complemented with an animation 

film for children called ―Rainbow‖. 
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2. Sex Education for Adolescents
51

 

In 2007 and 2008, COESS produce first comprehensive package on sex education in Egypt 

targeting young people, parents, educators, and media. This huge package includes: 

- Leaflet ―I don‘t agree‖ (discussion between parents and facilitators on sex education) 

- Leaflet ―changes happened during puberty period‖ 

- ―Adolescent‘s Diary‖ (book targeting adolescents directly)  

- Story ―of course…never‖  

- Feature film ―Nada‘s Diary‖ problems in adolescence 

- Animation film ―Take Care‖ 

 

Plus, the package has six training manuals: 

- Introduction for the facilitators  

- Introducing puberty period 

- Eliminating sexual abuse for children and adolescents 

- Raising awareness on sexually transmitted diseases   

- Enabling environment for sex education (prepared by the author of the current study)  

- Working with parents on sex education  

 

Al-Arabia satellite channel published an article introducing the package after public launching it. 

The article got huge number of comments (over 400) mostly about why Christian wants to 

introduce sex education to Muslim society.  

 

UNFPA: Peer Education Manual on Life Skills
52

 

Objectives of the manual: 

- Providing  peer education training manual which should be developed by youth; 

- Introducing scientific background on some topics relevant for youth interests;  

- Capacity building the knowledge and skills of youth on practice their daily life to manage 

their family and community roles successfully. 

 

Process of developing the manual: 

1- Conducting needs assessment for 500 person in 4 governorates; 

2- Organizing series of workshop with 25 persons  which produced 2 separate manual: life 

skills and family culture; 

3- Implementing the program for 8 months by these 25 persons;  

4- Organizing 2 workshops with the 25 persons under supervision of professional expert on 

training to develop the final manual based on the results of the field implementation.  

 

Unites of the manual: 

- Mental health 

- Relationship 

- Physical health 

- Environment 

- Planning and resources 
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- Youth and employment  

- Marriage and relation between male and female 

- Motherhood and fatherhood 

- Birth control 

- Violence against women  

- Sexually transmitted diseases 

 

Each unit includes: objectives of the unit; scientific background; handouts, facilitation sessions  

Lebanon: 

After the civil war in Lebanon was ended, the National Reconciliation document emphasized the 

importance of reviewing the curriculum and unifying the textbooks on the history and national 

education. Ministry of Education and Higher Education introduced national education and civic 

education
53

 in one textbook. Here is an example of the curriculum for basic education - middle 

school: age group 13- 15: 

  

Objectives:  

- The learners to know their rights and duties and responsibilities as a citizen 

- The learners to know the importance of family  

- Promote a sense of humanity and moral obligations of the learners 

- The learners to know the State structure (institutions, governance…etc) 

- Train the learners to participate in civic life 

- The learners to know the importance of media and communication 

- Enrich the culture of learners on health issues and the environment 

- The learners to know the movement of the economic sectors of society 

- Enhancing the Lebanese national identity of the learners 

- Strengthening Arab identity and Arab belonging  

- The learners to know the big issues and challenges involved in contemporary world 

 

Topics:  

- Individual, group, and society 

- Family 

- Nature and environment  

- Home and citizenship  

- Lebanon and Arab Countries 

- Science, work, and occupations 

- Rights and freedom  

- Human, democratic, and social values 

- Media and communication 

- Civic life and democracy  

- International organizations 

- State, official administrations and public institutions  
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Palestine: 

In 2003 Teacher Creativity Center in Palestine started participatory process to set the framework 

for civic education for Ministry of Education through organizing 5 workshops in 4 different 

governorates
54

 then the outcomes of these workshops were discussed in national conference
55

. 

Reading the proceeding reports of this process revealed that there is no agreement among 

researchers on a common definition of civic education, from a philosophical comprehensive 

definition as ―Educational methodology aims to form the concepts of individuals and their 

behaviors by highlighting unique identity and personality promoting the belonging to humanity 

and lead to active participation in democratic and free society which not excluded the other‖  or 

―education based on citizenship and preparing citizen to play efficiently and effectively multi 

roles in his state‖  or ―education based on active citizenship where individuals know the rights 

and duties and gain knowledge, values and skills which help them to realize these rights and 

duties as standards for their behaviors. This education provides individuals with abilities to think 

critically on social, economic and political issues‖. 

 

Ministry of Education in Palestine has 2 curriculums: ‗national education‘ and ‗civic education‘. 

Some researchers were supporting compiling the two curriculums in one, while other they were 

against. In order to understand this debate, I reviewed both curriculums, for example, curriculum 

of 7
th

 grade in basic education: main topics in ‗civic
56

‘ are:  

- Unite 1: civil society;  

- Unite 2: work;  

- Unite 3: media and communications; and  

- Unite 4: social issues (poverty, human rights, democratic socialization).  

While main topics in ‗national education‘
57

 for same grade are:  

- Unite 1: glimpses from the history;  

- Unite 2: education in Palestine;  

- Unite 3: folklore;  

- Unite 4: tourism.  

It seems that ‗national education‘ focuses on enforcing national identity while ‗civic education‘ 

focuses on citizenship in civic state as well as rights and duties. 

 

There were some challenges to teach ‗civic education‘: Palestinians are living under occupation 

and there is no official State (question of governance). Moreover, some of the Palestinians are 

living in other countries as refugees (question of citizenship).  

Iraq58 

Ministry of Education‘s curriculum on citizenship and social education for the lower 

intermediate grade (12-year-olds) 

The four-chapter curriculum contains the following set of academic terms: 
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1. Chapter 1: Iraqi society – Chapter contents: concept of Iraqi society, elements of Iraqi 

society, components of Iraqi society, nationalities in Iraqi society, religions in Iraqi 

society, national unity in Iraqi society, common bonds between Iraqi and Arab societies, 

questions and activities. 

2. Chapter 2: The Republic of Iraq, concept of a republican system, types of political 

systems – monarchy, dictatorship, democracy, the political system in Iraq – legislative, 

executive, judicial powers, relationship between the three powers, questions and 

activities. 

3. Chapter 3: Freedom and democracy, concept of freedom, concept of democracy, aims of 

democracy, historical overview of freedom and democracy in Iraq, the International Bill 

of Human Rights, rights of women and children, collective leadership as one of the 

aspects of democracy, impact of democracy on social unity, the Shura in Islam as a 

model of democracy, questions and activities. 

4. Chapter 4: Savings and rationalization of expenditures, concept of savings, importance of 

savings at the State level, role of banking and financial institutions in development of 

savings, role of savings in economic development, rationalization of expenditures at the 

family level, rationalization of expenditures at the State level, questions and activities. 

 

Civic and social education curriculum for secondary intermediate school classes (13-year-olds) 

The curriculum contains the following set of academic terms in its four chapters: 

1. Chapter 1: The family and education: concept of the family and role of the family in 

childrearing, the family as a source of self-confidence for the individual, role of the 

family in instilling honesty and sincerity, the family and social adjustment, the family and 

encouraging initiatives and innovation, role of the family in facilitating free and 

democratic cooperation among its members, role of fathers‘ councils and teachers in 

solidifying the bonds between the family and the school, questions and activities 

2. Chapter 2: Work and production: concept of work and production, Islamic and other 

monotheistic religions‘ views on work, work and unemployment, role of the student‘s 

work at school level, role of student‘s work at family level, role of the citizen in 

promoting national industry, role of women in the workforce and their participation in 

production, questions and activities 

3. Chapter 3: Public services and their importance to social stability: concept of public 

services, types of public services, administrative services, security services, health 

services, educational services, municipal services, electricity, drinkable water, transport, 

telecommunications services, leisure services or public facilities, importance of services 

to the citizenry, role of the State in improving administrative bodies, questions and 

activities 

4. Chapter 4: Regional Arab and Islamic educational organizations: creation and types of 

organizations, aims of the organizations, Arab Organization for Education, Culture and 

Science, Islamic Organization for Education, Science and Culture (ICESCO), Arab 

Bureau of Education for the Gulf States (ABEGS), questions and activities. 

 

Civic education curriculum for third year of middle school (14-year-olds) 

The curriculum contains the following set of academic terms in its four chapters: 

1. Chapter 1: The Constitution of Iraq: basic principles, rights and freedoms, civil and 

political rights, economic, social and cultural rights, federal powers – legislative – 



Disclaimer: This material has not been subjected to formal United Nations editing 

 

  Page 
47 

 
  

executive – judicial, independent bodies, particularities of federal and regional powers, 

questions and activities. 

2. Chapter 2: Provincial administrative councils and local councils: concept of the local 

council, characteristics of a member of the local council, local councils in Iraq, goals, 

composition and mission of the local council, the local council and democracy, the local 

council – nucleus of the parliamentary councils, questions and activities. 

3. Chapter 3: Civil society organizations: concept, forms, kinds and historical development 

of civil society organizations, labor organizations – unions, aims of labor unions, most 

important accomplishments of labor organizations, women‘s organizations, student 

organizations, teachers‘ union, relationship between these organizations and schools, role 

of the organizations in ensuring social stability and enjoyment of freedoms, questions and 

activities. 

4. Chapter 4: International educational organizations: concept, aims, and role in educational 

development, UNESCO – its creation, aims and achievements, the United Nations 

Children‘s Fund (UNICEF) – its creation, aims and achievements, role of international 

educational organizations in educational development in Iraq, questions and activities. 

 

Comments 

There are two types of civic education programs: first type is run by Ministries of Education as 

part of the formal curriculum in some Arab countries (as Lebanon, Palestine and Iraq). Second 

type was created by NGOs as extra-curricular activities; sometimes take place with some schools 

(as CEOSS project), sometimes take place within governmental youth centers (as UNICEF- 

Egypt project), or just implemented with children and adolescents of NGOs (as sex education for 

adolescents). 

 

Minimal interpretations are clear within the formal education systems in the Arab countries even 

when some countries have two separate curriculums: civics education and civic education. There 

was a debate in some Arab countries as Palestine whether civic and civics education should be 

one curriculum (as Lebanon) or keep them separately. Palestinians educators concluded that both 

options have its strengths and its weaknesses, so they kept both curriculums separate from each 

other.  

 

Civics education in the Arab countries seems as what called in UK system ‗political literacy‘. In 

UK, CELS final report referred to similar question whether citizenship education and political 

literacy should be integrated together  as ―continued problems in this area suggest that this strand 

requires further policy reinforcement and support, pedagogical innovation in the form of 

interactive materials and learning approaches, and teacher training to ensure that young people 

are given sufficient opportunities to acquire the knowledge, skills and attitudes they need to be 

able to engage effectively with the political system and political issues.‖
59

  

 

Most governmental and civil society programs in the Arab countries are –in general- content-led, 

knowledge-based and lacking the opportunities to practice this education because human rights 

and democracy are in the best cases part of the political discourse, but not integrated into the 

political structures, plus the age-based discrimination against young people in the Arab culture. 
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The place of action with Education for Democratic Citizenship (EDC) learning processes is 

central to the development to active citizenship. It is a commitment within the learning process to 

enable learners to move beyond the cognitive dimension of learning by making use of their skills 

and/or developing new ones.  

 

In general, we can argue that extra-curricular more flexible than formal curriculum and most 

importantly, children and adolescents have choice to join these extra-curricular programs while 

in schools they don‘t have this chance of choice, they have to take the course. Moreover, the 

civic education programs implemented by NGOs gave more opportunities for practice and action 

to children and adolescents than programs implemented within governmental institutions. 

Amartya Sen argues that ―freedom to choose gives us the opportunity to decide what we should 

do, but with that opportunity comes the responsibility for what we do – to the extent that they are 

chosen actions‖
60

. This argument highlights more our entry points that human rights education 

programs run in Arab countries were one of the factors contributing to the huge involvement of 

young people in Arab uprising.    

 

There are no published evaluation studies for most of civic education programs in Arab countries 

(UNICEF- Egypt started 2012 evaluation for its civic education programs with governmental 

youth centers). Some civil society organizations might conduct evaluation for its programs. 

Although it is difficult to draw lessons learned from these studies because they were limited in 

the scale and time of implementation, we can still find some indications about these programs 

worth to be mentioned here
61

:  

- Evaluation was not planed from the beginning of the project; 

- All indicators are quantitative measuring number of  students/ children, number of 

activities implemented, number of training sessions, number of trained persons…etc; 

- Criteria of evaluation are not clear enough, is it outcome evaluation or impact evaluation 

or content analysis; 

- Poor methodological aspects, many examples can be mentioned: using single tool as per/ 

post- questionnaire to assess training or activities, lack of knowledge of designing the 

sample (a project implemented in 30 schools in 3 geographic regions, a chosen sample 

were form 2 school from on region). When using qualitative methods as focus group 

discussion, the questions guide were poorly structured/ not focused and the analysis of 

the discussions were not systemic. It is hard to know whether the results are mainly the 

outcome of the program because the evaluator never mention any external factors  could 

contribute to these results; 

- Sometime, the evaluator was part of the program so s/he was biased; 

-  Evaluations were mostly conducted to funding either to satisfy the donors of the 

evaluated programs or to seek new fund for the project. 

 

Finally, the most important factor (most forgotten in the Arab countries programs) is the 

participation of the adolescents from the beginning when designing the program, meanwhile, part 

of the program can adapt peer education approach to involve them in the implementation. If this 

is right in general, it is vital for Iraq‘s program as UNICEF indicates ―Experiences from other 

conflict-affected countries show that the need to focus on youth participation is more and not less 
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important during humanitarian crisis. Many children are pushed into new roles as an outcome of 

conflict, for instance, as a breadwinner for the family. The struggle for identity often raises the 

political awareness of children and youth, and affects adolescent girls and boys in different ways. 

If this is not tackled with appropriate support and guidance, the result can be destructive.‖
62

  

 

In short we can say the minimum requirements for participation of the children in a project are: 

 Power relation and decision-making process is clear for children 

 Involvement of the children from the planning stage 

 Setting ground rules and responsibility with the children 

 Full equality between all boys and girls 

 Respecting children‘s experiences and opinions 

 Participation in decision making is the choice of the child without enforcement 
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Citizenship Education/ Human Rights Education 

In the section we map other programs falling between the minimal and maximal interpretations. 

These interpretations are presented in 3 types of programs: Citizenship Education/ Human Rights 

Education; Life Skills Programs; and Peace Education and Conflict Resolution. The presentation 

of each program includes some examples mostly close to maximal interpretations followed by 

major evaluation studies related to this type of program. 

Council of Europe:  

At the Warsaw Summit in May 2005, the 46 Member States of the Council of Europe agreed to 

‗intensify our efforts to empower young people to actively participate in democratic processes so 

that they can contribute to the promotion of our core values‘. In June 2006, the ‗All Different – 

All Equal‘ Campaign was launched by the Council of Europe, in cooperation with the European 

Youth Forum and the European Commission.  
 

„All Different – All Equal‟ Campaign  

1. COMPANION: A campaign guide about education and learning for change in Diversity, 

Human Rights and Participation. 

 

2. COMPASS: the manual on human rights education with young people. 

 

3. DOmino: A manual to use peer group education as a means to fight racism, xenophobia, 

anti-semitism and intolerance. 

 

4. Education Pack: Ideas, resources, methods and activities for informal intercultural 

education with young people and adults.  

 

5. Compasito: a manual on human rights education for children: Compasito was inspired by 

‗Compass – a manual on human rights education with young people‘, which was 

developed by the Council of Europe in 2002. More than expected, ‗Compass‘ is used 

with younger people of secondary school age and in school environments in many 

European countries. The expectations of users of ‗Compass‘ for a training manual 

directed specifically at children matched our own convictions that human rights 

education should start at the earliest possible age. Compasito builds on the philosophy 

and educational approaches of ‗Compass‘. As with ‗Compass‘, it uses a non-formal 

educational methodology and a structure that provides theoretical and practical support to 

users of the manual. However, while ‗Compass‘ addresses young people themselves, 

Compasito addresses adult educators who work with children. It provides them with 

theoretical and methodological information and substantial discussion of the book‘s 

human rights themes. Compasito also encourages educators to adapt material to reflect 

their own and their children‘s reality. Although the practical activities are designed to 

play with children, most activities need the proper facilitation of an educational expert. 
 

Education for democratic citizenship and human rights education
63
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In EDC/HRE, the goal is to support students to be young citizens who: 

- know their human rights and have understood the conditions they depend on (learning 

―about‖ democracy and human rights); 

- have experienced school as a micro-society that respects the freedoms and equality of its 

students, and have been trained in exercising their human rights and respecting the rights 

of others (learning ―through‖ democracy and human rights); 

- are therefore competent and confident to exercise their human rights, with a mature sense 

of responsibility towards others and their community (learning ―for‖ democracy and 

human rights). 

 

EDC/HRE Volumes I-VI: Education for Democratic Citizenship and Human Rights in 

school practice Teaching sequences, concepts, methods and models: The objective of this 

manual is to support teachers and practitioners in Education for Democratic Citizenship and 

Human Rights Education (EDC/HRE) – teacher trainers, head teachers, inspectors, textbook 

authors and editors. It focuses on key questions about EDC and HRE, including the following: 

- What competences do citizens need to participate in their communities? 

- What are the objectives of EDC/HRE? 

- What are the basic principles of EDC/HRE? 

- What do the key concepts that form the core of this EDC/HRE edition mean? 

- In what way is the concept of constructivist learning linked to EDC/HRE? 

- Why does EDC/HRE emphasize a whole-school approach? 

- How can teachers prepare, support and assess their students‘ processes of learning in 

EDC/HRE? 

Canada: 
Making Space: Teaching for Diversity and Social Justice throughout the K-12 Curriculum is 

designed to help K-12 teachers in virtually every subject area find ways to promote: 

- awareness and understanding of the diversity that exists within our society—differences 

that are visible (e.g., race, ethnicity, sex, age, physical ability) and differences that are 

less visible (e.g., culture, ancestry, language, religious beliefs, sexual orientation, gender 

identity, socioeconomic background, mental ability) 

- support for the achievement of social justice for all people and groups—particularly in 

ensuring that people‘s backgrounds and circumstances do not prevent them from 

achieving the full benefits of participation in society, and in addressing injustice faced by 

those who historically have been and today frequently continue to be marginalized, 

ignored, or subjected to discrimination or other forms of oppression. 

 
Goals for Social Justice 12  
The following goals reflect and are represented in the Prescribed Learning Outcomes for Social 

Justice 12 in each curriculum organizer. The goals of Social Justice 12 are to enable students to 

- acquire knowledge that allows them to recognize and understand the causes of injustice 

apply critical thinking and ethical reasoning skills 

- to a variety of social justice issues develop an understanding of what it means to act in a 

socially just manner 

- become responsible agents of change, making positive contributions toward a socially 

just world.  
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EQUITAS: 

A global leader in human rights education was established in 1967as a non-profit, non-

governmental organization by a group of leading Canadian scholars, jurists, and human rights 

advocates. Equitas has been working over the last forty years to advance democracy, human 

development, peace, and social justice through human rights education programs, in Canada and 

throughout the world. 
 

Play it fair
64

: A Human Rights Education Toolkit for Children  

The Toolkit helps to promote human rights, non-discrimination and peaceful conflict resolution 

within non-formal education programs for children, such as summer camps or after school 

activities. This Toolkit is produced in English and Arabic  

The Toolkit is intended for: 

- Children aged 6 to 12, to support the integration of human rights values into their 

attitudes and behavior 

- Camp leaders, to improve their ability to promote human rights values and peaceful 

conflict resolution within their activities with children 

The human rights values promoted by the Toolkit are: 

 Cooperation 

 Respect 

 Fairness 

 Inclusion 

 Respect for diversity 

 Responsibility 

 Acceptance 

 

UNICEF: Education for Development65:  
UNICEF defines education for development as a process which: 

―…promotes the development, in children and young people, of attitudes and values such as 

global solidarity, peace, tolerance, social justice and environmental awareness, and which equips 

them with the knowledge and skills which will empower them to promote these values and bring 

about change in their own lives and in their communities, both locally and globally.‖ 

Susan Fountain introduces five global concepts: 

1. Interdependence 

2. Image and perception 

3. Social Justice 

4. Conflict and Conflict Resolution  

5. Change and Future  

Learning strategies: 

- Interdisciplinary learning 

- Co-operatively-structured learning 
                                                           
64 Equitas (2008) Play it Fair: A Human Rights Education Toolkit for Children, Equitas – International Centre for 

Human Rights Education, Canada, 
65 Fountain, Susan (1995) Education for Development: A teacher‟s resource for global learning, UNICEF, Hodder& 

Stoughton-UK 
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- Interactive, participatory, and experiential methods  

Activities are designed for 3 age groups: 7-11 years, 12-15 years, and 16-18 years 

 

Minnesota Human Rights Resources: 
Circle of Rights seeks to answer some of the many questions that are asked nowadays about eco-

nomic, social and cultural rights.  Its purpose is to contribute to the process of learning that is 

currently underway and to encourage an expansion of activism that has as its goal the promotion 

and protection of ESC rights.  Directed as it is towards activism, the manual seeks not simply to 

present information on laws and standards related to these rights, but to address issues of strategy 

and tactics that organizations and individuals need to consider when thinking through how best 

they might work to promote economic, social and cultural rights.  

 

Inter-American Development Bank  

Recommendations
66

to governments, national and regional education authorities: 

- Establish a policy that expresses clearly for ordinary citizens why citizenship education is 

important and what schools are expected to undertake to promote it. 

- Ensure that the school curriculum addresses the diversity and equality of learners, and 

that it incorporates a global perspective. 

- Ensure adequate funding is allocated to support individual schools, teacher education and 

the involvement of stakeholders. 

- Promote the policy so that it is understood by teachers, parents and the wider community. 

- Work with teacher unions and a range of cultural communities when developing 

materials. 

- Train specialist teachers of citizenship so as to build a cadre of well-informed and 

enthusiastic professionals. 

- Support the continuing professional development of teachers from other disciplines, who 

may be required to teach citizenship. 

- Ensure that teaching and learning methodologies and teacher education for citizenship are 

based on the principles of democracy and human rights, with international instruments 

such as the Universal Declaration of Human Rights and the UN Convention on the Rights 

of the Child being central to the design and implementation of such curricula. 

 

Recommendations to school leaders and administrators: 

- Take a lead in promoting human rights and democracy in your school. 

- Ensure that school mission statements and other school policies are in keeping with and 

refer explicitly to international norms such as the UN Convention on the Rights of the 

Child. 

                                                           
66 Osler, Audrey & Starkey, Hugh (2005) Study on the Advances in Civic Education in Education Systems: good 

practices in industrialized countries, in Viola Espínola (ed.) Education for Citizenship and Democracy in a 

Globalized World: A Comparative Perspective, Integration and Regional Programs Department, Sustainable 

Development Department, Inter-American Development Bank, Washington, D.C. 
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- Establish a framework for behavior management that respects the rights and the dignity 

of students. 

- Work with local elected councils and with voluntary organizations. Value them as 

partners in the education your school provides 

- Encourage the participation of parents and work with them to ensure their support for and 

understanding of citizenship education 

- Provide opportunities for teachers to work together to develop new materials and 

methodologies 

- Enable teachers to undertake professional development 

- Promote classroom practices that are democratic and based on humane principles. 

- Develop structures to enable the participation of teachers, non-teaching staff and students 

in school decision-making. 

- Evaluate the citizenship program of your school. 

 

Asian Regional Resource Center for Human Rights Education67  
For Human Rights Education to be genuinely liberating and participatory, it should make use of 

a pedagogy based on the following principles: 

1. Experiential and Activity-Centered: This means that the activities should provide the 

learners with a venue to share and express their experiences and knowledge. 

2. Problem-posing: Such a process encourages learners to think through their thoughts and 

forces them to rearrange their thought patterns to make them more logically consistent 

and empirically coherent. 

3. Participative: Exposing the learners to the experiences of others is one way by which 

one's experience and knowledge may be expanded, validated, or disproved. 

4. Dialectical: It is not enough to just draw-out learners' prior knowledge (thesis). It is 

equally important to have them compare it with knowledge from other sources such as 

facts, data, statistics, etc. (anti-thesis), and synthesize the resulting idea(s). 

5. Analytical: It is important that themes emerging from the learner's responses and the 

underlying principles which link these themes be identified by the facilitator and the 

learners themselves. 

6. Healing: We are personally accountable to our well-being; liberating human rights 

pedagogy provides us the opportunity to promote our own well-being. 

7. Strategic Thinking-Oriented: People need new ways of thinking to successfully exercise 

their rights. 

8. Goal and Action Oriented: Liberating human rights pedagogy should teach people how to 

make their goals more concrete and achievable. It should also allow people to plan and 

organize their actions based on the goals they identified for themselves.  

                                                           
67 The Asian Regional Resource Center for Human Rights Education (ARRC), HRE PACK Human Rights 

Education, New Edition, September 2003, Thailand 
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Evaluation and Impact: Lessons Learned  

International Review of Curriculum and Assessment Frameworks (IRCAF) 

In May 1996, School Curriculum and Assessment Authority commissioned the National 

Foundation for Educational Research in England and Wales to undertake an International 

Review of Curriculum and Assessment Frameworks (IRCAF), in 16 countries (Australia, 

Canada, England, France, Germany, Hungary, Italy, Japan, Korea, the Netherlands, New 

Zealand, Singapore, Spain, Sweden, Switzerland and the USA) to support its evaluation of 

different methods of curriculum organization. 

 

The thematic study
68

 drew the following conclusions, with reference to citizenship education: 

- The topical nature of citizenship education and the breadth, depth and complexity of the 

issues it addresses. The area is under review with planned revisions in most IRCAF 

countries, as part of the overall reform of the school curriculum; 

- The important role of context and culture in understanding aims and approaches to 

citizenship education. What works in one cultural context cannot simply be adopted and 

expected to achieve the same ends somewhere else. It requires careful adaptation to suit 

the new cultural context; 

- Recognition that the explicit statement of shared values underpinning citizenship 

education can make a difference to policy and practice and may make a difference to 

outcomes. However, it should be noted that clarity of aims does not guarantee successful 

outcomes; 

- A move in many countries away from a narrow, knowledge-based approach to citizenship 

education, to a broader approach encompassing knowledge and understanding, active 

experiences and the development of student values, dispositions, skills and aptitudes. 

However, this transition was proving difficult to manage because of the impact, in 

particular, of teacher culture and beliefs and the slow adaptation of schools to change; 

- The continuing gap between the rhetoric of policy and the reality of practice in many 

contexts, from a national level to individual schools and classrooms. There is still a long 

way to go to ensure that effective practice in citizenship education is developed and 

sustained within and across countries; 

- Agreement on the centrality of the teacher in citizenship education and on the need for 

better targeted training for teachers and the development of a broader range of teacher-

friendly resources; 

- The need for further discussion about assessment arrangements for citizenship education 

and the importance of clarity of purpose when deciding what arrangements to make. 

There is a growing debate in some countries about the desirability of terminal, written 

exams for citizenship education, as part of compulsory, national assessment systems, and 

their balance with other types of assessment; 

Citizenship Education Longitudinal Study (CELS) 

Citizenship was introduced into the National Curriculum in England in September 2002, 

providing all pupils aged 11 to 16 in maintained schools with a statutory entitlement to 

citizenship education. In order to evaluate this initiative the former Department for Education 
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and Skills commissioned National Foundation for Educational Research (NFER) to conduct a 

nine-year evaluation of the implementation and impact of citizenship education in schools and on 

pupils. What came to be known as the Citizenship Education Longitudinal Study (CELS) has 

since then been tracking how citizenship and citizenship education have been received, 

perceived, and practiced in schools and by young people
69

. 

 

Research Methods  
The research design of the Citizenship Education Longitudinal Study (CELS) Study was based 

on four interrelated components, namely:  

Quantitative  

- A longitudinal survey based on a complete cohort of young people from a sample of 

schools in England. The cohort was surveyed following their entry to Year 7 (in 2002-3), 

and again when they were in Year 9 (in 2005), in Year 11 (in 2007), and in Year 13 or 

equivalent (in 2009).  

- A biennial cross-sectional survey, with questionnaires completed by approximately 2,500 

pupils in each of Years 8, 10 and 12. Each time the survey was run, a new sample of 300 

schools and colleges was drawn, and one tutor group (about 25 pupils) from each school 

took part in the survey.  

 

Qualitative  

- Longitudinal studies of 12 case study schools, in which the selected schools were visited 

every two years, and interviews were conducted with senior leaders, citizenship 

coordinator and teachers, and pupils. 

- A review of relevant literature from political science, sociology, and education and other 

disciplines.  
 

Findings:  

Drawing on findings in this final report from CELS, as well as from previous reports, it is 

recommended that policymakers and practitioners:  

 Ensure, where possible, that citizenship education learning is delivered in discrete 

timetable slots and for more than 45 minutes per week: this was one of the clearest 

findings from the modeling of the longitudinal data, where it was shown to have a 

positive effect on the cohort‘s levels of ‗received citizenship‘ and by extension their 

chances of positive citizenship outcomes.  

 

 Look to encourage external examination or certification of citizenship learning: modeling 

of the longitudinal data revealed that it was the availability of the GCSE citizenship 

course that had the strongest effect on the cohort‘s levels of ‗received citizenship‘.  

 

 Promote the practice that citizenship education lessons should be developed by the 

teacher who is delivering the citizenship lessons and not conflated with Personal, Social 

and Health Education (PSHE): CELS reports have confirmed that, since 2002, a large 

proportion of schools are combining citizenship teaching with PSHE. However, the 
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modeling of the longitudinal data in this report has suggested that this can have a 

negative effect on received citizenship and citizenship outcomes.  

 

 Look to provide citizenship education throughout schooling, including in Years 12 and 

13 (i.e. age 16 to 18): analysis of the CELS data shows that the impact of CE on the 

cohort‘s citizenship outcomes waned over time. This, in turns, suggests that CE needs to 

be provided throughout a young person‘s school/education career, including beyond age 

16, if the potential benefits are to be sustained into the future.  

 

 Consider providing further support and training for the political literacy strand of 

citizenship education: the political literacy
70

 strand of Citizenship, what the Citizenship 

Advisory Group defined as the new and distinctive element of citizenship education, has 

been a cause for concern throughout the CELS study. The continued problems in this area 

suggest that this strand requires further policy reinforcement and support, pedagogical 

innovation in the form of interactive materials and learning approaches, and teacher 

training to ensure that young people are given sufficient opportunities to acquire the 

knowledge, skills and attitudes they need to be able to engage effectively with the 

political system and political issues.  

 

 Work to ensure that schools and teachers have sufficient support and training to embed 

citizenship learning: The CELS longitudinal school case study data from 2008 reaffirmed 

that citizenship policy in schools needs support not just from individual teachers, but also 

from senior leaders in the school and local and national policy-makers and organizations. 

This support lends the subject a status, legitimacy, and momentum. The CELS 

longitudinal case-study schools have shown how without such support citizenship 

education can become marginalized in the school curriculum and school community and 

removed from young people‘s learning experiences in and beyond school  

Human Rights Training 

The Rights Education leading to Action Program
71

 (REAP) aims at giving Human Rights 

training to key actors in society, in order to qualify them to become human rights multipliers, in 

adherence with the aims and objectives of the UDHR, Amnesty International's HRE Strategy and 

the movement‘s Action Plans. The REAP comprises a variety of target groups. They are mainly 

teachers and educators in formal educational systems, but also NGOs, community leaders, 

journalists, prison officials, judiciary officers, religious officers and others. 

 

In 2008 REAP consists of running projects in Poland, Slovenia, Moldova, Russia, Turkey, 

Morocco, Israel, South Africa, India, Thailand and Malaysia. 

 

A mixed-method approach to the research was applied, incorporating both quantitative (survey-
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based) and qualitative (case study) approaches. It was recommended that data collection include 

both survey administration to HRE Coordinators as well as four site visits involving key 

informant and focus group interviews with target groups, review of on-site documents and 

observations (when possible).  

 

The advantages of using quantitative and qualitative approaches are as follows:  

- Quantitative approaches allow us to isolate different aspects of the REAP program or 

background characteristics of beneficiaries in order to examine and represent numerically 

any potential relationship with impact. These impacts then can be compared, in some 

cases involving statistical tests for significance.  

- Qualitative approaches allow for documentation of stakeholder perceptions and 

perspectives; a more holistic and integrated rendering of programming processes; and 

explanations of any impacts (both anticipated and unanticipated) reported 

 

There are two primary kinds of quantitatively based impact evaluations:  

- Experimental - involving a randomized selection of primary sources; pre- and post-

program data collection; and the use of both treatment and control groups, and  

- Non-experimental – a non-randomized selection of primary sources; pre- post- program 

data collection or use of both treatment and comparison groups.  

 

The limitations of the above assessment design have been partly addressed through other 

methodologies within the study. For example, multipliers were asked to self-report ratings on a 

range of human rights competencies both prior to and following their participation in REAP 

programming. This self-reporting of pre-REAP competencies is intended to serve as a kind of 

proxy for baseline data. Thus, the impact assessment attempted to blend approaches and 

―triangulate‖ data sources in order to overcome the methodological limitations of this ―one time 

only‖ study. 

 

Key Findings: 

The REAP programs have been able to demonstrate the validity of the ―multiplier‖ approach 

through HRE activities carried out with multipliers. A factor contributing to the success of this 

model is the involvement of multipliers who have ready access to multiplication venues, such as 

classrooms, schools or activities within community-based organizations. 

 

The focus on teachers/educationalists as multiplier target groups seems wise in many regards. 

Teacher-multipliers consistently reported the highest level of impacts across all competency 

areas. These teachers often work in a range of non-formal education venues, and not only 

through clubs in their schools. 

 

The reported impacts on students-multipliers are not as strong as for teachers, although there is 

evidence of especially high influence in relation to the cultivation of empathy and attitudes 

supporting standing up for the human rights of others and taking action. Qualitative information 

collected from students during site visits show that the opportunities for students to engage in 

self-directed activities in clubs can be an especially motivating and capacity-building experience 

for them. Impacts on a portion of students involved in the program appear to be long-standing 

and contribute to the cultivation of long-term activism. 
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Impacts on multipliers associated with NGOs/CSOs are rated just below that for teachers. Civil 

society multipliers reported especially high gains in relation to the development of facilitation 

and materials adaptation skills and commitment to taking action. 

 

There is evidence of impacts on multipliers associated with government agencies, although these 

appear to be lower overall than for other target groups. A question emerging from the case study 

work is the long-term viability of civil servants as multipliers within their own professional 

environments. Some of the REAP sections were able to make remarkable gains in terms of 

establishing formal partnerships with government agencies other than the Ministry of Education.  

 

However, maintaining ongoing access to these agencies and their own internal ability to carry 

out HRE activities seems to be highly influenced by changes in political leadership, re-

structuring and the political and bureaucratic environments in which they work. 

 

Methodologically it is difficult to isolate the influence of any single factor when considering 

societal changes, and the term itself is somewhat open to interpretation. Nevertheless there is 

evidence that REAP has contributed both directly and indirectly to impacts at the community, 

regional and national levels. 

 

An enabling environment for Amnesty International‘s overall work in many countries was 

enhanced through an improved public image associated with positive publicity surrounding 

REAPS. These impacts were especially pronounced for smaller towns and villages. 

Human Rights Training for Adults 

The primary resource of data for this study
72

 is evaluation reports of twenty-six training 

programs located in twenty-two countries:  

10 were intended for human rights defenders in Canada, Thailand, Costa Rica, USA, India, 

Croatia, Russia, Nepal, south Africa, and distant course via internet;  

11 targeted local law enforcement/ government officials in Uganda, Vietnam, Ethiopia, Georgia, 

Sri Lanka, Northern Ireland, and Tanzania; 

3 were academic programs for graduate students in Malta, South Africa, and Italy;  

2 targeted the general population in Turkey and Peru. 

 

The purpose of this analysis was to compare and analyze a varied sample of human rights 

trainings in order to initially identify the common challenges that these programs face. Although 

the programs studied are extremely diverse, they face surprisingly similar challenges. Three 

areas in particular stand out as needing the most improvement across-the-board: 

- Programs need to more consistently deliver the adult education methodologies that they 

all agree are essential to effective human rights. 

- Programs need to emphasize comprehensive mechanisms to follow-up with participants 

after the formal training program completed. 
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- The field as a whole lacks solid longitudinal evaluation data of the long-term impact of 

human rights trainings on participants. Therefore, programs should explore how they 

might support comprehensive research and documentation of their work. 

US-AID 

The U.S. Agency for International Development
73

 found is that civic education programs are 

most effective when 

 Sessions are frequent. There appears to be a ―threshold effect‖ in terms of number of 

courses, where one or two sessions have little to no impact, but, when the number 

increases to three or more, significant change occurs. 

 Methods are participatory. Breakout groups, dramatizations, role-plays, problem solving 

activities, simulations, and mock political or judicial activities led to far greater levels of 

positive change than did more passive teaching methods such as lectures or the 

distribution of materials. 

 Teachers are knowledgeable and inspiring. Not surprisingly, teachers who fail to engage 

their students have little success in transmitting information about democratic knowledge, 

values, or ways to participate effectively in the democratic political process. 
 

On the basis of these and other findings, a series of recommendations and lessons emerged for 

designing more effective civic education programs. These are: 

 Be aware of, and try to design around, obstacles to frequent participation: Even when 

programs are explicitly designed to meet frequently and have the funding to do so, there 

are often obstacles to regular participation. To the extent possible, groups conducting 

civic education should assess possible barriers to participation and try to address them 

before implementing a program. 

 Use as many participatory methods as possible: The evidence shows that role-plays, 

dramatizations, small group exercises, and group discussions are all far more effective 

tools for imparting knowledge about democratic practices and values than more passive 

methods. 

 Build opportunities for participation directly into the program: One of the surest paths to 

greater local political participation over the longer term is to tap into or build 

opportunities for political participation directly into the civic education program, whether 

through non-governmental organizations (NGOs) or meetings with local government 

officials. This involves more than simply using the types of participatory methods 

mentioned above. Rather it involves building opportunities for direct political 

engagement into the program. 

 Focus on themes that are immediately relevant to people‘s daily lives: In designing civic 

education projects, program managers should work to identify an audience‘s primary 

concerns, and then show how democracy and governance issues relate to those concerns. 

For example, if a community‘s priority is halting environmental degradation, one 

approach may be to ―piggyback‖ civic education components, such as the importance of 

participatory decision-making at the community level, onto initiatives designed to 

address environmental concerns. 
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 Invest in the training of trainers: Given the importance of course design and teaching 

method, the training of trainers is a good investment. It is crucial that trainers feel 

comfortable with a broad range of teaching methods, and have the flexibility to adapt 

both method and course content to the immediate concerns of program participants. 

 Target voluntary associations: Since people who already have extensive social networks 

appear to benefit more from civic education than people who do not tend to join social, 

economic, or political groups, group membership may be a useful screening device for 

recruiting participants into civic education programs. 

 Pay attention to gender issues: Women generally face greater obstacles to participation 

than men in terms of resources and cultural barriers, particularly in the developing world. 

Programs that address these deeper barriers to participation may be required over and 

above civic education to reduce the gap between men and women. 

 Avoid inflating expectations: In light of the fact that civic education appears to reduce 

participants‘ trust in institutions, program leaders should be aware that there is a risk of 

setting standards too high and of creating unrealistic expectations about what democracy 

can and should deliver. To this end, programs may want to focus on specific short-term 

goals, in addition to broader issues of political or constitutional reform. 

 Bring parents, teachers, and school administrators into school-based programs: School 

environment and family beliefs and practices are powerful influences on the democratic 

orientations of children and young adults. Unless civic education programs take account 

of these forces, they are likely to overwhelm any new messages that are taught. 

 

Comments  

 

The United States approach to civic education implemented within the country as well as the 

programs implemented/ funded by USAID are based on Dewey‘s ideas which admit that 

education can enlarge and change the recipient‘s experience. But some of these experiences can 

create a disorder which is –for Dewey- red line for social changes. ―Dewey‘s ideas are easily 

taken as prescriptions for action rather than as challenges to entrenched structures and 

assumptions‖ as Davis and Sumara
74

 described these ideas. 

 

Most of the American models or at least most of programs implemented outside America is 

falling close to the minimal interpretations.  

 

While European models especially programs of the Council of Europe are the closest models to 

maximal interpretations. This is partially because:  

- The Second World War shows the Europeans the importance of respect human rights 

values and principles, at the same time, made them stand firmly against the sense of 

superiority; 

- Painful history of middle age to distance the churches from ruling political arena as well 

as people‘s lives which lead partially to oppose the Catholic and Orthodox approach of 

thinking especially in culture, sciences, education;     

- Wide spread of youth organizations in Europe geographically and historically;  
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- Real and strong involvement of youth in political life in Europe within the formal 

political institutions as political parties, trade unions…etc;   

- Real and strong involvement of youth in political life in Europe outside the traditional 

institutions to open social movements from students‘ movement in 1968 to environment 

campaigns to anti-globalization demonstrations; 

- Contrast within the educational system between human rights values and the content of 

curriculum does almost not exist. At the same time, the contract between these values and 

real life in the society is limited;   

- Wide immigration from a lot of nationalities to Europe made it multicultural continent 

with huge diversity in races, ethnicities, religions, cultures, languages…etc. 
 

All these factors contributed to educational systems to make them more democratic (except some 

countries during former communist regimes) and more open to new theories of social sciences. 

At the same time, educational systems were challenged to respect the diversity, human rights, 

unity within the society (in other words to avoid turning schools to melting pot). Moreover, the 

schools became comprehensive learning environment dealing with children and young people as 

whole which include all their developmental aspects: mentally, physically, spiritually, 

socially…etc. 
 

The programs of the Council of Europe –in general- are characterized by: 

- The programs are respond to real needs in the societies; 

- The framework/ background of the programs is based on very sound academic 

researches; 

- The process of designing the programs are participatory process especially with young 

people, or they are at least consulted; 

- The design of the activities is based on the idea of  active participation of young people 

themselves in the learning process;  

- The activities are well-structured, tested, and friendly- used; 

- Conducting well-designed training using multiple strategies for learning; 

- National institutions are backing the implementation of the programs; 

- Conducting good quality evaluation for the programs; 

- Wide range of opportunities to practice the values and principles human rights and 

democratic citizenship either within political parties and civil society organizations or 

through open social movements or using all forms of art and blogs.  
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Life Skills Programs 

Population Council75: 

It‟s All One Curriculum for unified approach to sexuality, gender, HIV, and human rights 

education is in two volumes: guidelines and activities. Seven key features of “It‟s All One 

Curriculum”: 

1. Evidence-based, that is, it builds on curricular standards articulated by global researchers, 

while also integrating important findings about the links between gender dynamics and 

sexual health outcomes; 

2. Comprehensive, including accurate information about all the psychosocial and health 

topics needed for a thorough curriculum covering sexuality, HIV prevention, the right to 

abstain from sex, and family life education; 

3. Based on core values and human rights, that is, it promotes principles of fairness, human 

dignity, equal treatment, opportunities for participation, and human rights for all as the 

basis for achieving sexual and reproductive health and well-being; 

4. Gender-sensitive, emphasizing the importance of gender equality and the social 

environment in general for achieving sexual and reproductive health and overall well-

being for both boys and girls; 

5. Promotes academic growth and critical thinking, fostering habits of mind necessary for 

understanding relationships between self, others, and society and how these relationships 

affect all of our lives. Thus, it provides a basis for extending sexuality and HIV education 

into civics, social studies, and language-arts classrooms; 

6. Fosters civic engagement by championing the idea that each person matters and can make 

a positive difference in his or her world. It helps build advocacy skills that are crucial to 

creating a more just and compassionate society; and 

7. Culturally appropriate, reflecting the diverse circumstances and realities of young people 

around the world. 

 
Principles of interactive, learner-centered teaching: 

Establish a learning environment based on equality, respect, and human rights: Create a 

supportive learning environment. All learners should feel involved, listened to, comfortable, and 

safe from ridicule, especially when they take risks with new ideas. Encourage participation, 

particularly among those who feel alone or intimidated. (Various conditions and situations can 

trigger such feelings. For example, differences in social power associated with gender, social 

class, or age can be a factor. Learners with limited fluency in the language spoken at school may 

avoid joining discussions. Students living with a physical disability and those with other special 

needs may feel shy.) You can boost class involvement by using activities that promote respect 

and team building and by spreading leadership opportunities. Of course, it is also important to 

ensure the safety and privacy of the physical space. 

• During an early session, ask students to work together to devise a list of guidelines for 

their own respectful classroom. 

• Ask students to respect other people‘s privacy, and remind them not to disclose 

information to others that they feel should be kept private. Consider how some students 

                                                           
75 The Population Council (2011) It‟s All One Curriculum: Guidelines and Activities for a Unified Approach to 

Sexuality, Gender, HIV, and Human Rights Education, the Population Council, New York. 
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might intimidate or even abuse others after leaving a classroom in which sensitive topics 

have been discussed. Assure your students that you, as their teacher, will keep all 

discussions confidential. In this way, you serve as a role model for respecting others‘ 

privacy. 

• Make certain that students understand that they have the right not to participate or share if 

doing so makes them uncomfortable. 

• Encourage all students to share their thoughts. Do not judge their ideas. 

 

Use a wide range of strategies to engage learners: 

• Develop a range of methods and approaches that you can adapt to your students‘ learning 

needs. 

• If you are using a lesson plan or activity that is new to you, first carefully review the 

activity and related content and the learning objectives you intend to address. Gather all 

materials in advance! 

• Have a backup plan for responding flexibly to unanticipated circumstances (for example, 

in timing, weather, or students‘ reactions). 

• Consult the Additional Resources section at the end of this book for a selected 

bibliography of experiential teaching methods and lessons. 

• Where possible, choose activities that make learning fun! 

 

Build on students‟ power to reflect, to study, to think critically about their own lives and 

about the world around them, and to solve problems: 

• Encourage students to question conventional wisdom. Ask them to think about their 

beliefs and their community‘s standards and norms. Invite them to explore opinions 

different from their own in a respectful manner. 

• Start talks with open-ended questions. Use the Socratic Method, asking ―why‖ as a way 

to help students explore contradictions and seek deeper truths.  

• Encourage creativity. 

• Encourage students to take risks in their thinking and to be unafraid of making mistakes. 

Be willing to demonstrate such behavior yourself. 

• Organize small groups to explore issues and to engage in collective activities. 

• Encourage various perspectives in analyzing problems and suggesting possible solutions. 

 

Foster students‟ ability to apply what they learn to their lives and communities, that is, 

help them to become active citizens and forces for positive change: 

• Select content that is relevant and teaching methods that invite critical thinking. 

Repeatedly ask students to relate the content to their own lives and world. Encourage 

them to consider the material in light of principles of fairness and social justice. 

• Put together learning opportunities that involve service or community-based research and 

action. Be aware of the culture in which you work so that you can avoid putting students 

in harm‘s way. 

• Consider whether and how you will need to advocate within your institution (and perhaps 

in the community) for young people‘s ability and right to speak about and act upon their 

own ideas. 

• Keep in mind that young people often draw inspiration from their teachers and 

community leaders. 
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Interactive Teaching Methods: 

Using a diversity of methods enables you to reach a wider range of students and helps to keep 

students engaged. Students are thereby enabled to draw creative links between issues. The 

following are some commonly used methods to promote students‘ interest together with basic 

guidance about their use: 

Energizers: These are brief group activities designed to promote positive feelings about the 

group. They focus the energy of the group and can be used to bring in new ideas. These activities 

support creative thinking. They are particularly helpful at the start of a session or to shift the 

direction of conversation. Some examples include: icebreakers, name games, songs, and physical 

exercises. 

Discussion triggers: These activities raise issues and shape questions for students to explore 

further. They are generally most effective at the beginning of a lesson. Some examples include: 

brainstorming, case studies, questions or statements used to prompt written responses, agree/ 

disagree exercises, problem-posing, and short films and readings. 

Creative play: Creative activities keep students motivated. They stimulate new thought 

processes and ideas. Moreover, they allow students who learn and communicate best in these 

modes to take part in a way that is meaningful. Some examples include: games, art projects, role-

playing and theater, poetry, and creative writing. 

Group discussions: Students need the chance to express themselves, to be heard, and to hear 

others. This helps them to develop their verbal and listening skills. They can also refine their 

thinking skills and expand their ideas and knowledge. Moreover, you can use such activities to 

give everyone a chance to participate and foster democratic values and culture. Some examples 

include: informal dialogues, panel discussions, and debates. 

Participatory reflection and analysis: Divide your class to work in groups to solve problems 

and to foster group unity and critical thinking. Examples include: community mapping, ―problem 

trees,‖ research projects, and analyzing media messages. 

Personal reflection: These activities help students gain insight into their own experiences. They 

foster maturity and judgment. They may open the door to new attitudes and behaviors. Some 

examples include: keeping a journal, guided memories, values clarification, and creative arts 

projects. 

Other tools for the participatory classroom: Other engaging activities include group and 

individual goal-setting; assigning participation roles to help manage the classroom (reporter of 

the day, quote reader, timekeeper, leader-of-the-day); and reviewing the lesson and what was 

learned. 

 

WHO, UNICEF, UNESCO, WORLD BANK 

―Life skills –according to WHO
76

- are abilities for adaptive and positive behavior that enable 

individuals to deal effectively with the demands and challenges of everyday life. In particular, 

life skills are a group of psychosocial competencies and interpersonal skills that help people 

                                                           
76 WHO (2001) Skills for Health: Skills-based health education including life skills: An important component of a 

Child-Friendly/Health-Promoting School, INFORMATION SERIES ON SCHOOL HEALTH, Document 9, WHO, 
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make informed decisions, solve problems, think critically and creatively, communicate 

effectively, build healthy relationships, empathize with others, and cope with and manage their 

lives in a healthy and productive manner.‖ 

 

Skills for Health designates ten skills divided into three broad categories:  

- Communication and interpersonal skills: 1) interpersonal communication skills; 2) 

negotiation/refusal skills; 3) empathy building; 4) cooperation and teamwork; 5) 

advocacy skills. 

- Decision-making and critical thinking skills: 6) decision-making/problem-solving skills; 

7) critical thinking skills. 

- Coping and self management skills: 8) skills for increasing personal confidence and 

abilities to assume control, take responsibility, make a difference or bring about change; 

9) skills for managing feelings; 10) skills for managing stress. 

 

Evaluation research over the past decade has revealed more about strategies for producing the 

desired knowledge, attitude, skill, and behavioral outcomes that decrease risk behaviors and 

improve health. Three findings are important for policymakers and program planners: 

1. Health education that concentrates on developing skills for making healthy choices in 

life, in addition to imparting health-related knowledge, attitudes, values, services, and 

support, is more likely to produce the desired outcome. 

2. Skill development is more likely to result in the desired healthy behavior when practicing 

the skill is tied to the content of a specific health behavior or health decision. 

3. The most effective method of skill development is learning by doing – involving people 

in active, participatory learning experiences rather than passive ones. 

WHO: Skills for Health77 

WHO defines life skills as ―abilities for adaptive and positive behavior that enable individuals to 

deal effectively with the demands and challenges of everyday life. In particular, life skills are a 

group of psychosocial competencies and interpersonal skills that help people make informed 

decisions, solve problems, think critically and creatively, communicate effectively, build healthy 

relationships, empathize with others, and cope with and manage their lives in a healthy and 

productive manner.‖ 

 

Skills for Health designates ten skills divided into three broad categories:  

- Communication and interpersonal skills: 1) interpersonal communication skills; 2) 

negotiation/refusal skills; 3) empathy building; 4) cooperation and teamwork; 5) 

advocacy skills. 

- Decision-making and critical thinking skills: 6) decision-making/problem-solving skills; 

7) critical thinking skills. 

- Coping and self management skills: 8) skills for increasing personal confidence and 

abilities to assume control, take responsibility, make a difference or bring about change; 

9) skills for managing feelings; 10) skills for managing stress. 
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Child-Friendly/Health-Promoting School, INFORMATION SERIES ON SCHOOL HEALTH, Document 9, WHO, 
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Evaluation research over the past decade has revealed more about strategies for producing the 

desired knowledge, attitude, skill, and behavioral outcomes that decrease risk behaviors and 

improve health. Three findings are important for policymakers and program planners: 

1. Health education that concentrates on developing skills for making healthy choices in 

life, in addition to imparting health-related knowledge, attitudes, values, services, and 

support, is more likely to produce the desired outcome. 

2. Skill development is more likely to result in the desired healthy behavior when practicing 

the skill is tied to the content of a specific health behavior or health decision. 

3. The most effective method of skill development is learning by doing – involving people 

in active, participatory learning experiences rather than passive ones. 

 

Academy for educational Development (AED)78 

A mentor is a woman role model from the community. A ‗role model‘ is someone whom girls 

can admire and look up to because she leads a good life. A mentor encourages girls to stay in 

school and have aspirations for themselves beyond school. A mentor spends time with girls 

individually or in a group to make sure that they do well in school, are healthy and happy, and 

are helpful to their families and communities. 

The girls gain from mentoring: 

- Learning to listen better and speak well 

- Learning to respect themselves and develop confidence 

- Learning about reproductive health issues and sexually transmitted diseases, including 

AIDS 

- Learning life skills, such as health and hygiene, goal-setting, and making good choices 

- Learning study skills and improving in school 

 

Lessons Learned79 

UNICEF identified some lessons learned about life skills-based education as follow: 

- Focus on the risks most likely to occur among the learners, and those that cause the most 

harm to the individual and society; 

- Utilize social learning theories as the foundation of the program; 

- Ensure advocacy from the earliest planning stages to garner commitment; 

- Coordinate education programs with other consistent strategies and processes over time 

that are based on research, effective teaching and learning practice and identified learner 

needs; 

- Employ a range of teaching and learning methods with proven effects on relevant 

knowledge, attitudes, skills, and risk behavior; 

- Deliver programs through trained and supported personnel within or attached to the 

school; 

- Develop mechanisms to allow involvement of students, parents, and the wider 

community in the program at all stages; 

                                                           
78 Academy for educational Development (AED) (2009) Girls‟ Success: Mentoring Guide for Life Skills, Academy 

for educational Development, United States 
79 UNICEF (29 May 2002) Lessons Learned about life skills-based education for preventing HIV/AIDS related risk 

and related discrimination, UNICEF, New York 
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- Establish early partnerships, with leadership from key Ministries, for a vision of national 

program coverage of high quality;  

- Ensure messages and related processes are consistent and coherent across the school 

environment; 

- Evaluate program objectives, processes, and outcomes using realistic indicators, and 

allowing enough time for results to be observed;  
 

Comments 

While Human Rights Education and Democratic Citizenship Education might seem sensitive for 

some countries including Arab countries because of its political sequences, the traditional Life 

Skills programs seem acceptable in such countries. Some topics of Life Skills programs might be 

difficult to approach because of social stigma as HIV- AIDS or because of conservative 

traditions as sex education for young people. 

 

Therefore, the traditional Life Skills programs might be the soft entry point in the Arab countries 

as life healthy style is sort of fashion among young people in these countries. But the recent 

approach of Life Skills programs (such as It‟s All One Curriculum) focus on the thinking 

strategies and skills to open the horizon of young people to alternative way of thinking or 

alternative mental set as a way of behavior change.    
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Peace Education Programs (PEP) 

Inter-Agency Network for Education in Emergencies (INEE) 

The UNESCO/UNHCR/INEE Peace Education Program
80

 teaches the skills and values 

associated with peaceful behaviors (see list of topics below). The program is designed to enable 

and encourage people to think constructively about issues, both physical and social and to 

develop constructive attitudes towards living together and solving problems that arise in their 

communities through peaceful means. 

 

The program allows the learners to practice these skills and helps them discover the benefits for 

themselves so that they psychologically ‗own‘ the skills and behaviors. To ensure that it is a 

viable program, it is essential that peace education is not a ‗oneoff‘ initiative but rather a well 

structured and sustained program. None of us learns these behaviors instantly and if programs to 

change or develop behaviors are to succeed, they must be both activity based and sustained 

through a structured and sustained program. 

 

Integration Strategies: the Peace Education Program should be: 

 A cornerstone (or one of the cornerstones) of any rights-based approach UN agencies and 

NGOs use in situations of conflict and post-conflict. The response from the people and 

communities who are working with the Program (or recipients of the Program) is that the 

Program is vital for helping them to live constructively. 

 Skills for Constructive Living co-joined with similar initiatives. An ideal strategy would 

be to incorporate all the behavioral skills for constructive living Programs into one (Life 

Skills?) and implement this Program in all conflict situations  

 Part of emergency response and refugee Programs in the same way as community 

services and education are part of the response. Refugees have been asked when the 

Program should begin and the response has consistently been as soon as they become 

refugees. 

 Part of a smooth transition to sister agencies and Ministries. Currently there are requests 

from education ministries (to train trainers so that the PEP can be implemented into 

national schools as part of the normal curriculum. While this is exactly what we should 

be working towards, there has been a limited response because of a lack of funding and a 

UNHCR mandate that focuses on displaced populations and returnees. Working with 

national education authorities is UNESCO‘s role and already the Organization has started 

working with ministries to respond to these requests. 

 

The term peace education can cover many areas, from advocacy to law reform, from basic 

education to social justice. This peace education program is designed to develop people‘s 

constructive and peaceful skills, values and behaviors. Ideally this complements and supplements 

the process of peace building, whereby communities and nations develop social and economic 

justice (and legal reform where necessary). 

 

 

                                                           
80 UNESCO (United Nation Educational Scientific and Cultural Organization)& INEE (the Inter-Agency Network 

for Education in Emergencies) (2005) Inter-Agency Peace Education Programme, France  



Disclaimer: This material has not been subjected to formal United Nations editing 

 

  Page 
70 

 
  

Topics: 

- Peace and Conflict (including conflict theory) 

- Similarities and Differences 

- Inclusion and Exclusion 

- Trust 

- Active listening 

- Communication - 1 and 2 way communication, miscommunication 

- Emotions (including emotional honesty) 

- Perceptions 

- Bias, Stereotypes, Prejudice and Discrimination 

- Empathy 

- Co-operation 

- Assertiveness 

- Problem Solving 

- Negotiation 

- Mediation 

- Conflict Management (and real life problem solving) 

- Human Rights 

- Reconciliation 

 

The Formal Education Component 

This was designed to be mainstreamed into the school program. It is based on one lesson per 

week. This program has been designed to be taught as an individual ‗subject‘ with cross-

references to other subject areas. It has the structure of a formal curriculum where lessons build 

on each other and reinforce the skills week by week. 

 

There are several reasons why this program, which is primarily designed for emergency and 

development situations, is not educationally integrated into regular subject areas: 

- Most developing countries have a very structured syllabus with frequent exams which 

does not allow the teacher the freedom or flexibility to insert new topics or ideas. The 

syllabus is invariably over-crowded and deviation from the text is not encouraged. 

- In the developing country context, many teachers are very under-trained and most 

teacher-training concentrates on content and learning the ‗system‘. 

- Peace Education cannot successfully be taught using a didactic approach. It is designed as 

―what happens when?‖ as the children are learning through exploratory methods. This 

requires quite intensive training for the teachers who are implementing the program. 

Training and follow-up classroom support is vital to the success of the program. Teachers 

must be given the opportunity to develop their own constructive and positive attitudes as 

well as learning or enhancing the skills of an inter-active methodology. 

 

Context of the Program: School Management 

Peace Education as a subject can only be truly successful if it is taught within the context of a 

school dedicated to peace, and based on democratic principles. This requires the school to 

demonstrate all the concepts associated with peace both in the methodology and implementation 

of the entire school program. 

The democratization of a school rests on certain principles: 
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- Rights and responsibilities 

- Acquisition of knowledge, skills, attitudes and values that help every child achieve 

her/his potential. 

- Open access for all children 

- Child-centered philosophy and practice in the school 

- Absence of corporal punishment. 

 

The Non-formal Education Component 

The community program is usually conducted as a series of stand-alone workshops. This is 

because the structure has been developed to build the skills and values so that they culminate in a 

compound set of skills that we call conflict resolution. 

 

Context of the Program: Community Management 

Most communities have an informal management structure although if the community is a 

village or town then they will have a legal structure as well. Legal structures are generally 

constructed as adjudication structures (in terms of conflict prevention or resolution) and they are 

designed on a win/lose basis. Traditional community structures are often more aligned to 

arbitration and mediation. When a community structure is imposed (which is often the case in a 

situation of refugee or returnee population), then generally the community has no ownership of 

the structure. In this case, community leaders may create structures in parallel (even though these 

may be very informal) or the imposed structure may be used by those seeking power. Traditional 

structures often include ―the wise woman‖ who has no authority in the community but holds 

power. The Peace Education Program can target the people in these structures (amongst others) 

to refine the skills of leadership. 

 

When agencies develop programs for the community, all of the principles of a rights-based 

approach should be kept in mind. The skills for constructive living (embodied in the PEP) are the 

same skills, values and attitudes necessary for a successful community development program. 

The introduction of the Peace Education Program provides a focused skills building to ensure 

that other community implemented programs are effective. Without these skills, a peace 

education program will simply highlight the inconsistencies and hypocrisies and will be less 

successful than it should be.  

 

The program
81

 is designed for education managers of ministries dealing with both formal and 

non-formal education and for agencies which implement education activities on behalf of the 

government. The implementation structure is based on the experience acquired over the eight 

years the program has been in use, from 1998 to 2005.The program has been evaluated by 

external experts and the new revised materials (2005) incorporate both the suggestions made in 

the evaluation and the feedback from the specialists who implemented it in the field. 

 

GTZ& UNESCO 

This Guide is designed to be useful when a government decides to assess and strengthen the 

contribution that schooling can make to young people‘s personal capacity to cope with the tasks 

                                                           
81

 UNESCO (United Nation Educational Scientific and Cultural Organization)& INEE (the Inter-Agency Network 

for Education in Emergencies) (2005) Inter-Agency Peace Education Programme, France 
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of living together with the other people in their immediate environment (including prevention of 

risky health behaviors and avoiding violence) and of being constructive citizens respectful of 

others and supportive of human rights and good governance.  
 

Overview of ‗Learning to live together‘
82

 clusters, programmatic areas and goals 

Education for peace: 

1. Peace building education 

2. Education for conflict management and transformation 

3. Education for social cohesion; and development 

 

Citizenship education: 

1. Citizenship education 

2. Education for democracy and social justice 

3. Human rights education& education for sustainable development 

4. Moral/values education 

 

Life skills education: 

1. Life skills education & the promotion of individual well-being 

2. Life skills education & interpersonal skills 

3. Health related life skills (including HIV/AIDS prevention education) 

 

Criteria for designing and assessing teaching-learning methods for human rights education 

- Experiential and activity-centered: involving the solicitation of learners‘ prior knowledge 

and offering activities that draw out learners‘ experiences and knowledge 

- Problem-posing: challenging the learners‘ prior knowledge 

- Participative: encouraging collective efforts in clarifying concepts, analyzing themes and 

doing the activities 

- Dialectical: requiring learners to compare their knowledge with those from other sources 

- Analytical: asking learners to think about why things are and how they came to be 

- Healing: promoting human rights in intra-personal and inter-personal relations 

- Strategic thinking-oriented: directing learners to set their own goals and to think of 

strategic ways of achieving them 

- Goal and action-oriented: allowing learners to plan and organize actions in relation to 

their goals  

 

Models for learning: 

Integration/ infusion approaches 

- A ‗whole school‘ approach 

- Uses accepted school subjects 

- Many teachers involved 

- Potential for reinforcement 
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Cross referencing approaches 

- Special skills and values-focused lesson units prepared centrally for insertion by subject 

teachers as enrichment or application of certain topics means that information and 

guidance is provided to non-specialist teachers 

 

Carrier subject approaches 

- Teacher training and support easier because fewer teachers involved and some have 

relevant background due to their subject experience 

- Teachers more likely to see the relevance of the skills and values 

- Cheaper and faster to integrate the components into materials of one subject than to 

infuse them across all 

 

Separate subject approaches 

- The specially trained teacher needs intensive training but through constant practice gains 

competence and is motivated to keep the job by actually teaching the skills, values and 

behaviors required by his employers 

- Clear labeling of the subject and adequate time allocation assist students to internalize 

appropriate values and behaviors 

Save the Children- Norway  

It is the contention of Save the Children- Norway study
83

 that four concepts mediate the 

relationship between education systems, peace, and armed conflict. These are: 

Inclusion: This concept covers issues related to who has access to the education system, and to 

what levels and types of schooling, as well as what is included in the curriculum. In the chapter 

of this report examining the concept of inclusion, it is argued that equitable educational inclusion 

is critical for building and maintaining peace because inclusion can redress grievances that 

motivate individuals to take up arms. Educational inclusion may also eradicate opportunities to 

engage in conflict. 

 

Socialization: This concept refers to the types of behaviors, beliefs, values, and attitudes that 

schools and education actors such as teachers implicitly and explicitly sanction and communicate 

through the curriculum, as well as through social interactions. The chapter of the report 

examining this concept argues that protective, violence-free education is critical for building and 

maintaining peace because individuals may thus be less likely to accept using violence to resolve 

problems. Moreover, as a result of better conditions at schools, individuals may have fewer 

grievances and thus less motivation, as well as fewer opportunities, to engage in armed conflict. 

 

Social Capital: This concept refers to the types of social relationships that schools, the education 

system, and educational actors such as students and teachers are embedded in and sustained by. 

The chapter examining this concept argues that an education system that helps to build trust 

among individuals through participation and cooperation can help to build and maintain peace. 

This is because grievances over a lack of participation may be redressed, and the level of social 

constraints against and costs of participating in armed conflict heightened. 
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Social Benefits of Education: This concept refers to the benefits that are endowed by education 

systems that may build peace. The chapter that examines this concept argues that education that 

gives hope and possibilities for the future through an improved quality of life is essential to 

building and maintaining peace because there will be fewer opportunities and motivations to 

engage in conflict, and because the direct and opportunity costs of engaging in armed conflict 

will be higher. 

#ÈÒÉÓÔÉÁÎ #ÈÉÌÄÒÅÎȭÓ &ÕÎÄ84  

Lessons learned from ―Life-skills Training for Adolescents Affected by Conflict in Angola‖: 
- The organization of groups initially by gender and slowly mixed, as well as a diversity of 

activities was the strategy which contributed to the motivation of and integration of girls 

in the project activities. 

- The planning together of the activities and the regularity in which activities were 

implemented were factors which helped the adolescents to create routines in their daily 

lives. Also they were in constant contact with new ideas which as they were acquired 

were mutually reinforcing. 

Australia:  

Conflict resolution
85

: Trainers‘ Manual: 12 skills 

1. The Win/Win Approach  

2. Creative Response  

3. Empathy  

4. Appropriate Assertiveness  

5. Co-operative Power  

6. Managing Emotions  

7. Willingness to Resolve  

8. Mapping the Conflict  

9. Designing Options  

10. Negotiation  

11. Mediation  

12. Broadening perspectives  
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 António, Júlia (2005) Life-skills Training for Adolescents Affected by Conflict in Angola: final report, 

translated by Susan Dow, Christian Children‘s Fund, Angola 
85 Hollier, Fiona& Murray, Kerrie& Cornelius, Helena (2008) Conflict Resolution: Trainers‟ Manual: 12 Skills, 2
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Comments 

The analysis of conflicts in 2005 draws from a recent and much-cited report by the Human 

Security Centre. It emphasizes that while some analysts see a positive trend – a decline in the 

number of inter-state conflicts waged around the world since the 1990s and a growing numbers 

of wars ending with negotiated settlements rather than military resolution. Others are not so sure, 

given the changing nature of warfare. While most countries are no longer engaged in inter-state 

warfare, they are often host to one or even several armed conflicts involving non-state actors. 

These can include rebellions or opposition or secessionist movements involving paramilitary 

groups, anti-government guerrillas or others. Such armed conflicts may yield fewer military 

battle deaths, but they exact a high human cost: Unarmed civilians are victimized, basic services 

deteriorate, societal divisions deepen and local economies decline
86

. 

 

Therefore, Peace Education Programs are needed badly on one hand. On the other hand, these 

programs are the most complicated type of programs to conduct and implement: from public 

misperception to questioning the priority of a country after war (conducting a peace education 

program while public education does not function normally). 

 

Here an example of misperception, UNICEF- Egypt developed -in partnership with a 

governmental institution- a peace education program dealing with different types of conflicts: 

Muslims versus Christians, male versus female, rich versus poor. They organized national 

conference to launch the program. Media and some professors were against the project just from 

it is title; they argued that the project aimed to encourage children and young people to accept 

Israel. The campaign was very strong although UNICEF denies any connection to the peace in 

that context, so UNICEF suspended the project about one year until they change the name of the 

project to ―Values for Life‖.   

 

Inter-Agency Network for Education in Emergencies (INEE) after painful experiences adopted 

the ―Integration Strategies‖ explained before. This sounds the best possible approach to conduct 

that important type of program. 
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Part IV: Conclusion and 
Recommendations 

Educators, researchers and philosophers of education acknowledge that schools are essential in 

learning democracy. Different models are setting different mechanisms to achieve this learning. 

All means of education and training, whether formal, non-formal or informal, have a part to play 

in this learning process and are valuable in promoting its principles and achieving its objectives. 

 

The study mapped programs along a continuum from minimal interpretations (civics education) 

as most of programs in Arab countries to maximal interpretations (citizenship education) as ―a 

whole school development‖ model of South Africa. Along this continuum, the study presented 

different models from Council of Europe, Canada, Asia, and Australia: citizenship education, 

human rights education and life skills. The evaluation findings of these programs were presented 

along with its methodologies. Considering Iraq sensitive situation, Peace Education Programs 

(PEP) was given special emphasis.  

 

The evaluation findings and lessons learned of all types of education program presented in 

details in the study are very rich materials for new Iraqi program that these recommendations 

cannot capture them. 

  

When designing new program for Iraq, Five key areas of focus are recommended: 

 

1. Focus on the learner:  

One of the fundamental goals of all education for democratic citizenship and human rights 

education is not just equipping learners with knowledge, understanding and skills, but also 

empowering them with the readiness to take action in society in the defense and promotion of 

human rights, democracy and the rule of law. Therefore, these types of education are theory and 

evidence-based: evidence of effectiveness and cognitive and social learning theories. Assessment 

should be conducted to identify risk and protective factors that influence the needs of learners.  

 

2. Focus on content:  

An essential element of education for democratic citizenship and human rights education is the 

promotion of social cohesion and intercultural dialogue and the valuing of diversity and equality, 

including gender equality.  Therefore, it is essential to develop knowledge, personal and social 

skills and understanding that reduce conflict, increase appreciation and understanding of the 

differences between faith and ethnic groups, build mutual respect for human dignity and shared 

values, encourage dialogue and promote non-violence in the resolution of problems and disputes. 

That mean this type of learning is needs- and results-based. Learning content reflects learning 

needs in a continuum from crisis preparedness to sustainable development: disaster risk 

reduction to environmental protection; conflict resolution to peace building; disease prevention 

to health promotion; and/or human rights violations to social cohesion. Behavioral goals are 

identified that increase opportunities, minimize risk and maximize protection in learners‘ lives in 

the priority learning areas. Specific learning outcomes are developed for each behavioral goal in 

the form of knowledge, attitudes and skills that reduce risk and increase protection and 
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opportunities. Assessment indicators are established for each learning outcome to measure 

learning progress. 

 

3. Focus on processes: 

 Learning in education for democratic citizenship and human rights education is a lifelong 

process. Therefore, this type of teaching is skills-based. Teaching activities are developed to 

reflect established learning outcomes. Learners are informed about intended learning outcomes.  

They are appropriate to learners‘ age, gender, and experience. They make use of participatory 

and skills-building methods allowing sufficient opportunities to practice skills development. Part 

of the program can adapt peer education approach to involve them in the implementation. 

Multiple teaching activities are structured in a logical and cumulative sequence to support 

reinforcement and internalization of identified learning outcomes. The lasting impact of this 

education requires accumulation of knowledge, skills and understanding as well as serious 

opportunities for practice. The CELS final report indicates that 45 min per week for citizenship 

education is not guarantee to reach desired outcomes. That means there is need for long-term 

program or series of programs to reinforce the values and principles of this education.   

 

Ongoing training and development for education professionals and youth leaders, as well as for 

trainers themselves, in the principles and practices of education for democratic citizenship and 

human rights education are a vital part of the delivery and sustainability of effective education in 

this area and should accordingly be adequately planned and resourced. Teachers are trained to 

use participatory, experiential methods in order to construct learning based on what the learner 

brings. They are trained with regard to psychosocial support, to allow their own internalization of 

content and to better support learners with their needs. Capacity development for teachers, 

educators, NGOs‘ facilitators is central and crucial for the success of any program whether civic 

education as minimal interpretations or citizenship education as maximal interpretations. 

Capacity development should be seen more complex process that one shot training course (even 

when it is long course), it is better to be divided to different levels done during the program cycle 

(can be seen as coaching). Capacity development also includes the development of supporting 

resources or materials for the teachers and facilitators.  Moreover, senior educational leaders and 

community leaders‘ support are also very important for the program. In best case to encourage 

the innovations and enthusiasm of teachers and facilitators, in worse case to avoid creating 

further obstacles.  

 

4. Focus on the environment: 

These types of education are provided in a protective and enabling learning environment with 

access to community services. The learning environment is one in which all learners and staff, 

feel safe, protected, connected, and valued as contributors to, and participants in, learning. The 

learning environment looks at legislative and structural measures alongside behavioral life skills 

interventions. WHO, UNFPA &UNICEF
87

 define the enabling environment in five elements 

(assuming there is political commitment): 

- Relationship with families and other people 

- Social norms and cultural practices 

- Mass media and entertainment 

                                                           
87 WHO, UNFPA &UNICEF (1999) Programming for Adolescent Health and Development, WHO Technical 

Report series 886, Geneva  
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- Availability of vital opportunities  

- Policy and legislation  

 

Access to community services is encouraged both for planning and for supporting interventions. 

These types of interventions are coordinated with other consistent efforts to minimize risk and 

maximize protection in learners‘ lives. Effective learning in this area involves a wide range of 

stakeholders including policy makers, educational professionals, learners, parents, educational 

institutions, educational authorities, civil servants, non-governmental organizations, youth 

organizations, media and the general public. Non-governmental organizations and youth 

organizations have a valuable contribution to make to education for democratic citizenship and 

human rights education, particularly through non-formal and informal education, and 

accordingly need opportunities and support in order to make this contribution. 

 

5. Focus on outcomes (learning achievement):  

These types of education are monitored for full implementation and evaluated for achieved 

learning outcomes. Assessment instruments and mechanisms that reflect the agreed learning 

outcomes and their indicators are used at regular intervals to determine individual progress 

toward achievement of the learning outcomes.  Information is collected and analyzed to 

determine the extent to which learners, teachers/educators, parents and other stakeholders are 

satisfied with learning outcomes.  Aggregate assessment measures (individual scores and other 

measures of program effects) are analyzed to determine the extent to which the program is 

helping to minimize risk and maximize protection in learners‘ lives. Process monitoring 

mechanisms and instruments are developed and consistently used to collect data needed to 

measure program implementation and coverage. Information is collected and analyzed to 

determine how characteristics of the learning environment are helping or hindering the goals of 

the program.   

 

These three variables namely adolescents, teachers and leaders of the school; learning content, 

process and achievements; and the enabling environment can flourish the program in Iraq when 

they are working together in a harmonious matter.   
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