
1 
 

 

Round Table on  
Psychosocial Support and 
Social and Emotional Learning 
 
Wednesday, 18 October 2017 

 

Venue: Hotel B4 Astoria 
Boscolo Firenze, Italy 

 

Case Studies 

 

Group 1 ...................................................................................................... 2 
Caritas Switzerland – Beatrice Rutishauser-Ramm ................................................................................... 2 

Teachers College, Columbia University – Mary Mendenhall .................................................................... 6 

    World Learning – Wafa Kotob…………………………………………………………………………………………………………..... 9 

Group 2 .................................................................................................... 14 
AECOM/Morning Stars – Shiphrah Mutungi ........................................................................................... 14 

Creative Associates and IRC – Julia Finder and Rena Deitz ..................................................................... 16 

    Save the Children US – Rachel McKinney………………………………………………………………………………………..... 20 

Group 3 .................................................................................................... 23 
Right to Play International – Andrea Diaz-Varela ................................................................................... 23 

UNRWA – Frosse Dabit ............................................................................................................................ 26 

Group 4 .................................................................................................... 29 
BIFERD – Jonas Habimana ....................................................................................................................... 29 

IRC and Global TIES NYU – Ha Yeon Kim and Jamie Weiss-Yagoda  ....................................................... 31 

Salam Institute for Peace, Northwestern University and University of Michigan – Ilham Nasser ….....  36 

 

 



2 
 

GROUP 1 
 

CASE STUDY 
Essence of Learning – Successfully Combining Pedagogical and Psychosocial 
Components 

Organization Caritas Switzerland  
Authors Beatrice Rutishauser-Ramm and Salome Stäuble 

Presenter Beatrice Rutishauser-Ramm 
Location Gaza, Palestine (Jabalia Camp, Beit Lahiya area, Beit Hanoun, Shuja’iyya, 

Khan Yunis, Rafah Camp) 
 

Brief Overview of the Programme:  

Given the difficult situation of many children in today’s conflict zones and the often moderate success of 
existing Education in Emergency approaches, Caritas Switzerland in collaboration with its local partner 
Youth Employment Center (YEC) developed an innovative approach for Gaza, in which pedagogical 
(learning) and psychosocial (relaxation) components are combined and oriented towards the actual 
development of the child. This integrated pedagogical psycho-social program called «Essence of Learning” 
not solely concentrates on specific school tasks a child has to accomplish or at the curriculum of a specific 
school level, but rather at the child’s successful reintegration into school. During the 10 weeks’ duration 
of the program, the children are given, in a stress-free environment, the possibility and freedom to 
reiterate former learning and child development steps that (might) have been lost due to the harsh living 
conditions they are experiencing. In this way, EoL seeks to repair the children’s learning ability and to 
strengthen their resilience, and thereby helps them to follow their age appropriate curriculum. 

In addition to care and assistance to the child, the EoL also foresees and provides awareness raising and 
counselling work to the children’s caregivers (parents, community leaders, educators) and teachers, in 
order to lastingly provide an environment for a safe social development and hereby achieve a lasting and 
sustainable impact. 

EoL uses locally accessible recycling and natural materials for its key activities. This not only reduces costs, 
but roots learning and learning strategies into the everyday life of a child, and makes EoL a low technology 
and approach to teaching. 

 
Brief Description of Context: 
The living situation for families in Gaza is a challenge every day. Due to the blockade in place since 2007, 
the average 7-year-old Palestinian child from Gaza has never left the 365 square kilometre coastal enclave 
and has witnessed 3 military escalations. Many destroyed schools still haven’t been reconstructed and 
children attend school in short shifts with overcrowded classes and teachers that are working under 
extreme conditions. On top of their duties at home to help their families make a living, children receive a 
lot of homework they try to conclude fast, mostly using negative coping strategies such as copy-pasting 
from classmates, in order not to get punished. A high rate of the children are malnourished and are 
showing various symptoms of psychosocial/toxic stress such as anxiety, sleeplessness, bed-wetting or 
withdrawal.  

The children have reported problems retaining what teachers are telling them, making sense of what is 
written in textbooks, and thus to learn the way they used to. Many of them further mention that they are 
suffering from body aches when they have to go to school. They are suffering from learning and memory 
difficulties, as well as following a set curriculum. 
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As long as the effects of war and occupation on children are not properly addressed, quality and 
effectiveness of education in Gaza are at stake, and children at a high risk of failing in formal education 
and missing out on key educational opportunities that could lead to better employment chances. This 
poses the threat of creating a ‘lost generation’ that adopts negative coping strategies (e. g. aggression or 
criminal conduct). With an estimated 373’000 children in need of psychosocial support, Gaza is in dire 
need to find new ways to enhance children’s resilience and to cope with the difficulties of the educational 
system. 

 
Explanation of the Intervention:  

a. Methodology and Approach 
EoL’s practical didactic method follows the classical Early Childhood Development-steps (ECD), based on 
the understanding that topics and situations generally have to be experienced with sensory awareness 
first, followed by orientation, imitation and exploration, before the learning task can be internalised and 
self-reliantly adopted to new tasks. Accordingly, EoL’s teaching exercises mimic the child’s natural learning 
pathway and are presented in an age-appropriate way, which enables the child to complete identified 
learning gaps in a playful way. Building on this principle, EoL allows children regardless of age and former 
level of education to “re-enter” the learning flow and to repeat lost or missed learning steps at the level 
they can master without external help, whereby the learning flow is defined as a fixed sequence of 
learning steps for a certain subject such as mathematics, drawing or language (See figure 1). Starting from 
where children feel comfortable, they repeat former learning steps until they have caught up and reached 
the level that corresponds to their age. To achieve this, EoL imparts learning or relearning for example of 
“addition from 1 to 10” in different ways according to both the ability and age of a child. 

 

Legend figure 1: EoL’s three learning flows for Mathematics (red), Language (yellow) and Drawing (blue) with its irreversible  
sequences of learning steps. The learning flows are structured along the child’s development stages (green) - I can walk, defiant 
age, tooth transition, Rubicon, and puberty - that go along with a certain mental ability defined by the development of the brain.  

A key activity of EoL is to help the children create their individual “learning helpers” and “learning box” 
using collected materials that is available in every emergency setting (such as stones, seeds, plastic bottles 
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and caps, etc.), which they can use for both to solve tasks within the learning process, as well as to play, 
and which help them to lower their stress level and regain their creativity and independency. 

b. Implementation Process 

In Gaza, the EoL was reduced for the first time from a full year cycle to a structured 10 week-programme, 
with one entry and one exit week (thus totalling to a 12 week-course), with the aim to reach a lot of 
children and to guide them back to their former learning ability after acute crisis in a short time: The entry 
week serves to develop the learning materials such as the individual learning box, which the children use 
to place their tools they apply in their learning strategies. The 10 weeks are structured along a weekly 
topic and offer children the opportunity to work on the learning steps and content that are relevant for 
them. After having mastered a learning step, the teacher supports and motivates the children to proceed 
to the next one, or to concurrently work in all three learning flows (see figure 1). The exit week helps 
children to consolidate their learning strategies and to celebrate their individual and collective 
achievements, together with the caregivers and teachers. In Gaza, EoL is provided in two shifts of 3 hours 
to two age groups (6-9 and 10-12) of 15 children each.  

EoL-educators conduct a 4-day training which is followed by weekly peer-exchange activities among 
educators to improve their practices and individual set of EoL-topics during the 10-week-course, and a 2-
day mentoring session hosted by Caritas’ Senior Education Advisor. In addition, sensitization-workshops 
(2 x half day sessions per cycle) and counselling work for parents/caregivers are provided, in order to fully 
engage them, establish a save and enabling environment for children to develop, and thus to achieve a 
lasting and sustainable change and impact. 

 
Results & Findings:  
In Gaza, EoL is provided to two age groups (6-9 and 10-12) of about 15 children each. So far, most of the 
children showed impressive improvements already after 12 weeks. Only 6 - 10% of the children needed 
more time and could not master the regular school curriculum after visiting the EoL 10-week-programme. 

Children report that they are able to do their homework self-reliantly, using the learning strategies and 
materials provided through the EoL, and have reduced stress at school and increased their performance 
in the subjects covered with EoL (mathematics, Arabic/language). They confirm that the effects go beyond 
the pure learning support: they connect easier to people, experience less negative emotions like anger 
and fear, feel more self-confident and have expanded their way to express their feelings.  

Parents report that their children are more self-confident and show less symptoms of anxiety and toxic 
stress exhibited through bedwetting, aggression or speech limitations. Mothers feel they have increased 
their understanding of child development, which helps them having more relaxed interactions with their 
children. More than 50% of mothers confirmed that they spend more time with their children to play, 
while making use of the learning helpers the children are creating within the EoL-course. These findings 
from mothers have as well been widely confirmed by the teachers in regular schools. 

Educators in the EoL-Centers report that since EoL combines, and thus is replacing separated psychosocial 
and tutoring activities, teaching has gotten easier for them. As children are more motivated to learn and 
can work self-reliantly using the EoL materials, they have more time to take care of each child individually. 
The activity-oriented lessons help them to reduce their stress-level, as they focus on providing a conducive 
learning environment rather than on academic results. 
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Table 2: Outcomes according to Theory of Change 

 

Links:  
https://www.caritas.ch/en/what-we-do/worldwide/education-and-income.html 
https://static1.squarespace.com/static/583af1fb414fb5b3977b6f89/t/59bdb99332601ee818d16242/15
05606037471/12_PromisingPractices_Caritas_WEB.pdf 

 
Pictures:  

 

 
“Since letters can speak like puppets it is much easier for me 
to remember them” 9-year old Rawan reports proudly 
presenting her letter she produced. Photo: Caritas 
Switzerland 

 

 
Children on their way to school after the 2014 War in Gaza. 
Photo: Caritas Switzerland 

https://www.caritas.ch/en/what-we-do/worldwide/education-and-income.html
https://static1.squarespace.com/static/583af1fb414fb5b3977b6f89/t/59bdb99332601ee818d16242/1505606037471/12_PromisingPractices_Caritas_WEB.pdf
https://static1.squarespace.com/static/583af1fb414fb5b3977b6f89/t/59bdb99332601ee818d16242/1505606037471/12_PromisingPractices_Caritas_WEB.pdf
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CASE STUDY 
Creating Safer and Better Quality Learning Environments through 
Teacher Well-Being in Crisis Contexts: Emerging Findings from Teachers 
for Teachers in Kakuma Refugee Camp 

Organization Teachers College, Columbia University  
Author/Presenter Mary Mendenhall, Ed.D., Associate Professor of Practice 

Location Kakuma refugee camp, Kenya 
Brief Overview of the Programme:  
The Teachers in Crisis Contexts (TiCC) Working Group, an inter-agency effort currently carried out under 
the auspices of INEE, came together over three years ago to respond to the needs of refugees and other 
displaced persons teaching in crisis-affected contexts. This group sought to move away from ineffective 
one-off teacher training workshops and to put into motion the development of a model and related 
materials to strengthen teacher professional development in crisis settings and other contexts of 
instability. The TiCC has developed open-source materials for teacher training (see Training Pack for 
Primary School Teachers in Crisis Contexts) and coaching (forthcoming). At the heart of this work is the 
recognition that teachers must be better supported and that their own well-being must be improved if 
we are to expect them to effectively respond to their learners’ academic and psychosocial needs as well 
(INEE, 2016). As such, teacher’s role and well-being forms one of the 5 key competency areas, along with: 
child protection, well-being and inclusion; curriculum and planning; pedagogy; and subject knowledge. 
Different organizations are adapting the training pack and forthcoming coaching pack to meet the needs 
of the teachers with whom they work around the world. The Teachers for Teachers initiative carried out 
in Kakuma refugee camp in Kenya is one example that combines teacher training, peer coaching, and 
mobile mentoring to strengthen the support offered to both refugee and national teachers in this setting 
(for more details about this project please see Mendenhall, 2017).  

Brief Description of Context: 
Kakuma refugee camp was established in 1992 and is located in Turkana County in northwest Kenya close 
to the border with South Sudan. The camp remains one of the largest refugee camps in the world currently 
hosting 177,798 refugees from 20 different countries. The majority of the refugees hail from Somalia and 
South Sudan. Kakuma is marked by a booming and disproportionately high number of youth as over 60% 
of the current total camp population is under the age of 18. Within the total school-aged population of 
78,902 (5-17 years), 35.7% of children are out of school at the primary level. The out-of-school rates at 
the secondary level are more dire, with 95% of youth out of school (UNHCR, 2017a).  

Over 80% of the teachers in Kakuma are refugees and are relatively unprepared to manage enormous 
class sizes, provide psychosocial support to learners, handle multiple languages spoken in the classroom, 
and cope with a scarcity of resources including desks and textbooks. Further complicating the situation, 
nearly half of the teachers have not received any teacher training. Even when teachers are counted as 
being trained, it may be as minimal as one day (UNHCR, 2017b). Even fewer teachers benefit from on-the-
job supervision, mentoring, and certified pre-service and in-service professional training.   

Explanation of the Intervention:  
a. Methodology and Approach 

From May 2016 to present, Columbia University’s Teachers College (a member of the TiCC Working Group) 
led the implementation of Teachers for Teachers in Kakuma refugee camp with 130 primary school 
teachers. This initiative combines: 1) teacher training (based on the TiCC’s Training Pack for Primary School 
Teachers in Crisis Contexts, including both the short-term and long-term training models); 2) peer coaching 
(which included multiple workshops through which we piloted and improved the forthcoming TiCC 
coaching pack); and mobile mentoring (which utilizes a curriculum geared for WhatsApp text exchanges 
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that reinforces what the teachers learned during the in-person training sessions and provides an 
additional layer of support and encouragement). The integrated and continuous nature of the Teachers 
for Teachers approach aimed to provide robust teacher professional development support by creating 
safe spaces for teachers to test new strategies, boost their confidence and overall identity as teachers, 
grapple with challenges, collaborate with fellow teachers, and celebrate their successes.  

 
The complementary research framework that accompanied project implementation also consisted of a 
multi-pronged and mixed-methods approach, including: pre- and post-training questionnaires, classroom 
observations, Teacher Learning Circle logs, interviews and focus group discussions with teachers, and a 
Most Significant Change (MSC) technique that asked teachers to reflect on what had changed the most in 
their teaching practice during their participation in the program. The MSC technique was also piloted with 
students, although it generated mixed results in terms of the approach’s usefulness with children and 
adolescents. Overall, our research approach relied heavily on qualitative measures and teacher-reported 
data as we sought to deeply understand the teachers’ experiences throughout the different phases and 
components of this program. The teachers’ participation in collecting M&E data, particularly for the peer 
coaches, further recognized the central roles that teachers play in these types of activities. Our recognition 
of the teachers’ inherent expertise may have also contributed to increases in their psychosocial well-being 
as we valued their knowledge and skills and made an effort to collaborate with them as partners. While 
our research framework did not single out psycho-social well-being and social and emotional learning, it 
was an essential part of looking at professional development approaches and the ways in which they 
support and strengthen teachers’ identity, confidence, well-being, and motivation for working in 
incredibly challenging settings.  

 
b. Implementation Process 

Teacher training took the form of workshops where international and local staff led in-person training 
sessions with cohorts of approximately 25-30 teachers. Topics for both training schedules included: 
Teacher’s Role and Well-being; Child Protection, Well-being and Inclusion; Pedagogy; and Curriculum and 
Planning. Trainings were interactive, practical, and drew on local expertise in the Kakuma context. 

 
For peer coaching, small groups of teachers were connected with a peer coach, another teacher from 
their training cohort, who facilitated continued opportunities for learning through Teacher Learning 
Circles and classroom visits. Coaching activities emphasized adult learning, positive leadership, supportive 
communication, and goal setting. 

 
Upon completion of the training, all participating teachers were assigned a global mentor, who provided 
online practical support for approximately 6 months. Global mentors were recruited and trained through 
online webinars to connect with groups of 4-5 refugee teachers over WhatsApp and a secret Facebook 
page on a regular basis to share experiences, offer teaching tips directly connected to the training through 
a mobile mentoring curriculum developed to complement the training pack, and problem-solve in real-
time with teachers on issues they face in the classroom. 

 
Results & Findings: 
The findings from the Teachers for Teachers initiative thus far demonstrate the intersectionality of 
benefits when teachers are better supported in their roles, including improved well-being. Through our 
research on the program, we found that teachers felt better prepared to be teachers by gaining core 
knowledge and skills. We found that teachers felt more confident in their preparation and their ability to 
be good teachers. In their reflections on their experience in the program, many teachers also cited the 
importance of teacher and child well-being. Ritah (Uganda, age 34) shared: “I came to realize the well-
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being of a teacher…is very important in the process of learning, because when the teacher is not well, that 
will affect the learners in the class. Both the teacher and the learner, they should be well…mentally, 
emotionally and physically because if one of them is affected, then the learning will not [take] place in the 
school.” Ritah’s recognition that teacher and student well-being is holistic (mental, emotional, and 
physical) and the impact of teachers’ well-being on their students highlights her enhanced knowledge on 
safe and effective environments.” 

 
As a result of improvements to teachers’ preparation, confidence, and well-being, teachers felt more 
motivated and more inclined to collaborate with peer teachers in their collective efforts to better support 
their learners. As teachers reflected on the most significant change they noticed as a result of their 
participation in Teachers for Teachers, the majority of teachers cited improved teacher-student 
relationships. They commented that students now approached them to ask questions about class in a way 
they had not before, and they attributed these improved relationships to the changes they had made in 
utilizing positive discipline in their classrooms. Adnan (South Sudan, age 23) stated: “The change in 
advance[d] knowledge is significant to me because it has enabled me to positively interact with all 
students, creating a safer learning environment where students are able to approach me openly with trust 
and honesty.” 

 
Teachers who had gained a stronger sense of teacher identity also began to advocate more strongly on 
behalf of students who might have been facing challenges to their own psychosocial well-being. In one 
case, a male teacher took it upon himself to confront a foster parent who was demanding heavy chores 
from the two young school boys in her care, which were preventing the boys from arriving to school on 
time. In another case, a female teacher took steps to support a young girl in her class who had been a 
victim of sexual violence and who continued to be harassed at school. Both of these examples are 
encouraging in terms of the role teachers can play in creating safe learning environments in their 
classrooms and for effecting change in the surrounding community. These examples also raise important 
questions about the unintended consequences that could arise in these scenarios and the additional 
layers of support and protection that teachers may need, particularly when the surrounding protection 
processes and systems for the education sector or larger community are weak or constrained.  

 
Teachers’ improved personal well-being contributed to a stronger teacher identity overall, which 
subsequently led to positive changes in their teaching practices and their relationships with students. The 
more we expect teachers working in crisis contexts to deliver in terms of quality education, the more 
seriously we must accept the responsibility of providing adequate support to teachers working in these 
contexts that tends to their own well-being first.  
Links:  
INEE. (2016). INEE Background Paper on Psychosocial Support and Social and Emotional Learning for 
Children and Youth in Emergency Settings. New York, NY: INEE.  
Mendenhall, M. (2017). Strengthening teacher professional development: Local and global communities 
of practice in Kakuma refugee camp. Promising Practices in Refugee Education. Save the Children: London, 
UK. 
UNHCR. (2017a). UNHCR Kakuma: Population Statistics by Country of Origin, Age, Sex and Age Group. 
Retrieved from: https://data2.unhcr.org/en/documents/download/57657 
UNHCR. (2017b). Kakuma Camps Teacher Statistics: Education Note. 
Additional resources: Refugee Education at Teachers College, Columbia University: 
http://www.tc.columbia.edu/refugeeeducation/  

https://data2.unhcr.org/en/documents/download/57657
http://www.tc.columbia.edu/refugeeeducation/
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CASE STUDY 
The Integration of a Psychosocial Support Program into the Lebanese Public 
Sector: A Means to Reduce Tension in an Overburdened Educational System 

Organization World Learning 
Author/Presenter Wafa Kotob 

Location Lebanon 
 

Background and Context 

Since March 2011, Lebanon has received over 1,200,000 Syrian refugees fleeing from one of the most 
atrocious civil wars of the decade. 70% of the refugees in Lebanon are women and children and over 50% 
of them are children in need of educational services; i.e. over 400,000 children need to be enrolled and 
retained in some kind of learning space if not formal schooling1.  

The Lebanese public education system, supported by the international community and the UN agencies, 
opened its doors to welcome as many refugee children into their classrooms as possible, and over 250 
schools started second shift schools (from 2:00 to 5:00 p.m.) to accommodate Syrian students where the 
morning shift classrooms reached their maximum capacity.  

In this ever-evolving context the Lebanese public school teachers, administrators and principals face a 
wide range of challenges daily, ranging from learning and teaching to managerial and administrative 
fronts. One of the most prominent challenges is providing a positive learning environment for their 
students who, as a result of their background and experience, have specific academic, psychological and 
social needs which are accumulating with each day that passes. Indeed, the toxic stress of living in a 
context where individual and community relationships are frequently damaged, destabilised and in need 
of reconstruction and adaptation is challenging the healthy development and learning of children in 
Lebanon.  

In terms of evidence, the science of child neuropsychology overwhelmingly demonstrates that exposure 
to toxic stress (including armed conflict, domestic violence, poverty, neglect) in early childhood has both 
negative and enduring consequences for all aspects of cognitive, physical, mental and socio-emotional 
development through adulthood (NSCDC, 2011; Tarullo, Bruce, & Gunnar, 2007; Shonkoff, Richter, van 
der Gaag & Bhutta, 2012; Nelson & Sheridan, 2011). In other words, both the science and the shifting 
landscape of contemporary warfare suggest that existing education models will fail to help refugee 
children to achieve academic outcomes unless they first protect their capacity to learn1 from stunting 
or deteriorating. Thus there is significant potential for psychosocial interventions to help children 
understand, cope with, and build resilience to the impacts of toxic stress, a role that has been recently 
acknowledged in the international community. 

This might explain that although today the records show that the public education system in Lebanon 
hosts an equal amount of refugee children to Lebanese children, there are a number of reports that show 
that the dropout rate of the refugee children in quite high, with some reports claiming the dropout rate 
to reach 70% in some areas.1   

Moreover, several studies1 have been conducted to identify the barriers to enrollment and the reasons 
behind the high dropout rates and most have arrived to common conclusions; some of the recurring 
themes are:  
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1- A lack of inclusion policies in the education system 

2- School principals and teachers are facing large array of  complex educational problems with 
minimum means for resolving them 

3- The recruitment of new teachers, many of whom with negligible experience in teaching, to teach 
in the afternoon shift  

4- Relatively high transportation costs  

5- The use of English or French as the medium of learning for the sciences and Math, whereas all 
subjects are taught in Arabic in the Syrian curriculum 

To respond to these barriers and constraints, the international community through its development 
projects in the country and through the UN agencies, has devised a range of programs that are being 
implemented either through the Ministry of Education or through the local and international NGOs.  

One of these projects is the Psychosocial Support (PSS) Program was implemented under the Under the 
Developing Rehabilitation Assistance to Schools and Teacher Improvement (D-RASATI) 2 project, a USAID-
funded, nationally focused program with the overarching goal of supporting the Ministry of Education and 
Higher Education (MEHE) to improve the performance of the Lebanese public school system and provide 
quality educational services to its students.  

PSS Program Description 

For the PSS program, World Learning, the lead implementer of D-RASATI, designed a comprehensive 
program for building the capacity in Lebanon, among MEHE professional trainers, teacher mentors and 
teachers, to meet the psychosocial needs of the public school students.   

The first phase of the program was the development of a 5-day course titled "Essentials in Classroom 
Psychosocial Support" by experts at DC-based World Learning Home Office. The course was then tailored 
to Lebanon’s socio-educational context by a local PSS specialist and academic from the Lebanese 
University, who ensured that the course material and activities comply with the specific culture of the 
public school and its communities.   
 
The World Learning training program comprises three phases:  

1.  A Training-of-Trainers program, which prepared ministry teacher trainers and teacher mentors to 
deliver the subsequent teacher training and coaching phases.  

2.  The roll out of the Essentials in Psychosocial Support for Teachers training to over 500 teachers 
3.  The School-based Coaching phase which began when the Training-of-Trainers and the Essentials in PSS 

for Teachers courses were completed 
 

The Essentials in Psychosocial Support for Teachers course began by exploring the definition, purpose, and 
impact of psychosocial support in the lives of children in trauma and crisis.  Although the course focus was 
on providing psychosocial support to a sub-group of students, the knowledge and teaching practice the 
training presents supports all children in any classroom to better reach their full potential.   

The course addressed three fundamental themes for teachers in their development of practical skills and 
disposition:   

1. Communication 
2. Classroom Management 
3. Teacher Well-being 
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The organizational model for exploring each theme was the World Learning Pyramid Framework for 
Psychosocial Support in Schools1. This model presents three bases that create the foundation of 
psychosocial support within the classroom which, taken together, promote resilience, management of 
emotions, motivation for learning, and a sense of hope and control in the lives of the children with trauma.  
We now know that social and emotional learning and skills are influential factors, or perhaps even the 
most influential, for a child’s success academically, and in life outside the classroom. The three bases of 
the World Learning pyramid framework, therefore, focus specifically on fostering teaching practice that 
advances Caring Relationships, Positive Classroom Environment, and Social-Emotional Competence as 
seen in the image to the left.   Reading the framework as a guide to psychosocial support, we see the 
fundamental role of forging strong, caring relationships between teachers and children.  This is enhanced 
by, and in turn enhances, the creation of a positive classroom environment which is built by incorporating 
pro-social skills into the syllabus and actively fostering community within the class (for example employing 
teambuilding activities). The third base of the foundation is promotion of the social-emotional skills of the 
all students (for example, calming techniques). When these three inter-connected bases are in place, they 
build the foundation for students to experience school as a safe, stable place within which their opinions, 
ideas, and experiences are valued and where they are respected and cared for. Under these conditions 
school behavior and performance can improve and academic skills can be developed. 

 

 

 

 

 

 

 

 

 

 

 

The World Learning PSS program, and all its components are organized around models and methodology 
of experiential learning and participatory methodology in which participants take an active role in their 
own learning and in which the training draws on participant experience and knowledge. Trainers in each 
phase of the program take a facilitative role in their work with the learners whether these learners are 
teacher trainers or teachers.  Facilitators have knowledge of psychosocial support, and use a robust 
repertoire of collaborative, experiential, and participatory methods to guide teacher trainers and teacher 
mentors through activities and toward deep and lasting learning.   

                                                           
1 Adapted from the 2011 PSS Guide for Teachers created by World Learning for teachers in Ethiopia with funding from USAID as 

part of the project, School-Community Partnership Serving HIV/AIDS affected OVCs. 

World Learning Pyramid  
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Starting November 2016, the project 7 coaches conducted the PSS program training of trainers (ToT) and 
built the capacity of over 90 teacher trainers and teacher mentors on the provision of PSS approaches, 
PSS needs of children, and different PSS intervention techniques. The ToT focused on providing teachers 
with a conceptual framework for approaching children with social and psychological problems and 
developed their knowledge and understanding of concepts related to psychosocial support in education.  

The rollout of the training on the 5-days essentials commenced in February, 2016. The rollout training 
sessions took place in the ministry teacher training centers all across the country. From February till end 
of May 2016, over 500 public school teachers were trained and mentored while implementing the PSS 
activities in their classrooms.  

The PSS Program Impact Study 

To assess the impact of the PSS program a study was conducted to examine whether the program met its 
main objective and reduced tension in the targeted classrooms hosting Syrian refugee2. The study 
assessed the following areas: 

 Teachers attitudes and knowledge in relation to psychosocial support  

 Teacher’s ability to create a positive classroom environment, constructively manage students’ 
behavioral challenges, address their psychosocial difficulties, and implement activities designed 
to increase children’s social-emotional competence.  

 Teachers’ and students’ perception of their classroom environment (the extent to which it is 
caring, supportive, stable, levels of tension etc.)  

 The psychosocial wellbeing of students. 

 School-based factors including the level of support for the implementation of PSS among 
principals, the resources in schools available to support the implementation of PSS activities, 
awareness among principals of trauma-related behaviors difficulties among students and school’s 
discipline policies.  
 

The impact study evaluated each phase of the project in order to establish a correlation between a 
reported reduction in tension in classrooms, an improvement in teacher capacity, and an increase in 
students’ psychosocial wellbeing. It also attempted to identify the systemic factors that influence 
teachers’ ability to apply what they have learned, through the PSS program, in their classes. Baseline and 
end line data were collected and a comprehensive report of the study was completed by end of August 
2016.  

Four tools were developed for the evaluation - Teacher Questionnaire; Student Questionnaire, Principal 

Questionnaire, and Strengths and Difficulties Questionnaire. 109 training participants from 65 schools 

took part in the impact study. Following are some of the key findings:  

The findings of the evaluation indicate that the 5 Day Essentials training positively impacted 

teachers’ teaching practices, with a reported increase in the implementation of positive 

communication and classroom management techniques and practices to develop students’ social-

emotional competence (SEC).  The most significant increase in proficiency occurred in relation to 

                                                           
2World Learning (2016), D-RASATI 2 5 Day Essentials Training Program in Psychosocial Support: Impact 

Evaluation Study 
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developing SEC, with the number of teachers who used practices to develop students’ SEC ‘often’ 

or ‘very often’ increasing by 14%. 

There was a significant reported decrease in disruptive behavior. Before the training, 41% of 

teachers indicated that students were disruptive ‘very often’, and after the training this dropped 

to 21%.  

Both teachers and students reported an increase in students’ comfort in sharing their feelings 

in class. The number of teachers who reported that students felt comfortable sharing their 

feelings ‘often’ or very ‘often’ increased by 50%.  

There was a significant increase in children’s psychosocial wellbeing. The average psychosocial 

wellbeing of students moved from ‘borderline abnormal’ to ‘normal’, which, given the short 

timeframe of the evaluation, is highly significant. 

Today the ministry has taken ownership over the PSS trainings and committed to continuing to offer these 
trainings to teachers through its in-service program. Moreover, World Learning has drafted a policy paper 
that focusses on the measures needed to integrate both a culture of and the capacity to provide PSS in 
the Lebanese public school systems. The paper advocates for a systems change approach that responds 
to the psychosocial needs of all vulnerable children, both Lebanese and non-Lebanese, enrolled in public 
schools.  
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GROUP 2 
 

CASE STUDY 
Morning Star Initiative as Part of USAID-funded and AECOM-led Program 
Entitled ‘Viable Support to Transition and Stability’ 

Organization AECOM South Sudan – Vistas’ Morning Star Program 
Author/Presenter Shiphrah Mutungi 

Location South Sudan 
 
Brief Overview of the Programme: 
The Morning Star initiative, supported by USAID’s Viable Support to Transition and Stability (VISTAS) 
program, raises awareness about psychosocial distress and trauma, bringing practical tools to 
communities, schools and education personnel that are deeply affected by conflict.  
 
Through Morning Star, communities understand how levels of stress, including trauma perpetuates 
historical tensions among communities and begin bridging these divides, paving the way for reconciliation. 
The Morning Star curriculum is based on the Strategies of Trauma Awareness and Resilience (STAR) tool 
developed by Eastern Mennonite University and adapted for the South Sudanese context.  
 
The curriculum helps to prepare individuals, teachers, students and community members to understand 
and address the impact of trauma and make connections between, violence and reconciliation among 
divided youth, in school settings and communities. The current program design is based on lessons 
learned from the pilot phase implemented between 2015 and 2016. 
 
Brief Description of Context: 
Decades of conflict in South Sudan have left behind an acutely distressed society. Varying levels of stress, 
including trauma, deepens the personal and social cost of ongoing violence and contributes to prolonging 
conflict. Long term conflict can turn victims into perpetrators and undermine all dispute resolution 
mechanisms available to a population (Wessels, 2008). Ongoing cycles of violence, erodes society’s 
potential for peace.   
 
Trauma and violence, if left unaddressed in communities and the children, can result in communities being 
alienated from one another, de-humanizing “the other” and seeing “the other” as the enemy. These issues 
can reverse or inhibit gains made by children and youth academically, can cause health concerns and 
influence a young person’s choice to continue schooling. In communities where alienation and or 
dehumanizing the ‘other’ is taking place, children and the youth are at the center, usually used as a vehicle 
to perpetuate revenge and violence. The effects can be further exacerbated by the national level conflicts, 
for example the 2013 violence in South Sudan.  
 
Recently, the outbreak of violence in July 2016 equally played out in all regions especially the Greater 
Equatoria. In order for South Sudan to move forward as a peaceful and united country, the effects of 
trauma on South Sudanese society is addressed. In response to the widespread need of psychosocial 
support interventions including trauma awareness and healing in and around learning centers is 
expanding. 
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Explanation of the Intervention:  
a. Methodology and Approach 

The Morning Start initiative, pilot phase, was implemented in diverse communities from both rural and 
urban settings. A total of 180 people in eleven locations (i.e. Abyei, Central, Eastern, and Western 
Equatorial, Jonglei, Lakes, Unity, and Upper Nile) were reached. Recognizing that the program was new 
and in a bid to make it more effective, an external evaluation was conducted before, during, and after the 
implementation of the pilot phase.  
 
The survey found that 100% of the direct beneficiaries and community members interviewed requested 
the Morning Star program be made accessible to more people in this country (South Sudan) in self reports. 
Working at the grassroots level, Morning Star engages targeted South Sudanese communities in stress 
and trauma awareness activities through a team of twenty-three master trainers well trained in the 
subject of trauma and delivery mechanisms.  
 
Master trainers work alongside various VISTAS program with youth and communities in locations found 
across 8 states in eleven locations across the country (Akobo, Aweil, Bentiu, Bor, Central Equatorial, 
Malakal, Pagak, Pibor, Rumbek, and Yambio).  
 

b. Implementation Process 
The program uses four five basic tools (five-day tool, two-day tool, theater and radio tools and children 
and youth tools). These tools were developed and reviewed by technical experts to ensure relevancy and 
appropriateness. The materials consist of narratives and matching South Sudanese artwork that depict 
the trauma healing journey starting from the traumatic event, reactions, impact of trauma and 
relationship between trauma and violence.   
 
The tools further present a number of strategies to address the effects of trauma at individual and 
community level for healing and possible reconciliation. The master trainers use artworks, role-plays and 
group activities as catalysts for storytelling and to prompt dialogue amongst participants. The tools are 
designed to work at various community levels including leadership groups as well as ordinary populations, 
while at the same time simplified and designed to work for both educated and less-educated groups. The 
tools have been used with children and youth, in varying levels of education and also with teachers and 
other education personnel. 
 
Results & Findings:  
Since January 2017, Morning Star has reached more than 3,500 beneficiaries among which 1,300 are 
women. Trauma awareness through theater tools reached more than 2,000 beneficiaries. As was the case 
during the pilot phase, the program continues to attract a lot of interest from ordinary people, leadership 
groups, local and international organizations.  Feedback from participants points to a great success of the 
program. 
 
During the sessions, participants commit to behavior change. On return to communities, realities pose a 
challenge to that commitment to change. The current social economic challenges in the country pose a 
great challenge to all. The questions still remain regarding the contribution morning star program made 
towards trauma healing and possible reconnections and how to measure this contribution as it pertains 
to student learning and youth workforce readiness. 
 
Reference: Wessells, M. (2008), Trauma, Peacebuilding and Development: An Africa Region Perspective 
(Conference Paper), New Delhi, India. 
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CASE STUDY Education Crisis Response 

Organization Creative Associates International and International Rescue Committee 
Authors/Presenters Julia Finder (Creative) and Rena Deitz (IRC) 

Location Northeast Nigeria (Borno, Yobe, Gombe, Adamawa, Yola) 

 

Brief Overview of the Programme:  
The Education Crisis Response program, funded by USAID, is engaging communities and government 
officials in locally driven efforts to get out-of-school students ages 6 to 17 into formal schools and non-
formal learning centers, as well as providing them with social emotional learning (SEL) lessons in order to 
improve psychosocial well-being and enable children to be ready to learn. Education Crisis Response has 
provided basic learning opportunities to over 88,000 internally displaced, out-of-school children affected 
by crisis through establishing 734 non-formal learning centers in five states: Adamawa, Bauchi, Borno, 
Gombe and Yobe.  Working in the non-formal education sector has provided the opportunity to explicitly 
support SEL through explicit lesson plans and integration into literacy and numeracy lessons. Through our 
close collaboration with the Ministry of Education (MoE), the National Commission for Mass Literacy 
(NMEC), and various colleges of education, we have incorporated SEL lessons into the national curriculum 
framework for Integrated Qur’anic Education (IQE). The SEL curriculum has been developed using IRC’s 
evidence-based approach to improving learner well-being- Healing Classrooms- and also lessons learned 
from Creative’s previous NFE programming in Nigeria.  Upon completion of our accredited 9-month 
accelerated learning program, the Project supports the mainstreaming of children into formal schools or 
vocational training programs. In the formal schools, we are using an integrated approach where teachers 
received training on Healing Classrooms and SEL to learn how to integrate the core competencies into 
their teaching practice. Community members also play a crucial role through their involvement in 
‘Community Coalitions’ in which they support the well-being of learners through establishing and 
managing a referral system to help the most at-risk learners access wraparound services that provide 
psychosocial support needed to achieve learning outcomes. 
 
Brief Description of Context: 
Violent attacks by extremists in Northern Nigeria have forced more than 2.2 million people to flee their 
homes—including more than 1 million school-aged children. Since the start of the conflict in 2009, it is 
estimated that more than 20,000 people have been killed and thousands of women, girls, men and boys 
have been abducted. Boko Haram insurgency has had a devastating impact on an already weak education 
system, and attendance rates remain low, as do learning levels. More than 600 teachers have been killed 
and more than 19,000 have fled; 1,200 schools have been damaged or destroyed and at least 1,500 forced 
to close. The out-of-school population is large, with over 1.6 million children at great risk for recruitment 
into armed groups, early marriage/pregnancy, exploitative labour, trafficking, and falling victim to sexual 
gender based violence. These experiences can have a profoundly negative effect on children’s physical 
safety, well-being and ability to learn. In these fractured communities where violence and victimization 
has eroded the social cohesion and levels of resilience, this has a crippling effect on an already poor 
education system, leaving access to education opportunities more daunting than ever.   

 
Explanation of the Intervention:  

a. Methodology and Approach 
ECR has incorporated SEL into the national non-formal education basic literacy program, and has provided 
training for formal school teachers to address the debilitating effect of conflict on children who are 
exposed to various stressors, including displacement, violence, and loss of loved ones. Our framework for 
supporting children’s well-being helps them develop SEL competencies that can increase learning 
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outcomes and create coping mechanisms necessary to enhance resilience and well-being. In our non-
formal learning centers, we provide explicit SEL instruction 3 times a week, and further strengthen SEL 
competencies through our extra-curricular Dandalin Yara (Kid’s Forum). The lessons engage children in 
activities which directly build skills that they need to succeed in life, such as teamwork, goal setting and 
managing emotions. Through student-centered activities, students become aware of the skills they are 
practicing and how they can use them in life. They do this through fun games, challenges, and working in 
groups. Our learning facilitators who teach SEL undergo training not only on the concepts of SEL, but also 
the most effective means of teaching it.  Introducing student-centered learning initially required extensive 
discussion with local communities and government to earn their support. However, upon seeing the 
positive results of SEL on their children’s well-being, SEL has become widely accepted as a critical part of 
education for children and teachers affected by the Boko Haram crisis.   

The five competencies targeted in ECR cover a wide range of SEL skills: Executive Function, Emotion 
Regulation, Positive Social Skills, Conflict Resolution and Perseverance. The set of skills covered by IRC’s 
approach to SEL have been externally reviewed by the Ecological Approaches to Social Emotional Learning 
(EASEL) Lab, led by Dr. Stephanie Jones at Harvard Graduate School of Education (Jones, Bailey, & Barnes, 
2016). ECR targets these same skills, which were shown to align with common skills covered in evidence-
based SEL programs. The set of social and emotional skills targeted in ECR aims to: build the mental 
capabilities of learners so they can have better outcomes in school and professionally; expand the 
emotional understanding and capacity of learners so they build self-awareness; improve learners’ 
interpersonal skills so they are able to build strong positive relationships and avoid negative interactions; 
provide learners with conflict resolution tools; and increase their resilience and goal-setting behavior so 
they are able to persevere through hardship toward a positive outcome.  

In the first two years of the project, we measured our SEL interventions using the Strengths and Difficulties 
Questionnaire (SDQ) - a 25-item questionnaire - given that this measure has been validated in various 
contexts. The SDQ categorizes responses as “normal” “borderline” or “abnormal” across five subscales – 
emotional, conduct, hyperactivity, peer and prosocial. However, the SDQ mostly captures problematic 
behaviours but does not adequately capture development of positive SEL skills. Therefore, in Y3 we have 
been working to identify measures of SEL that better align with our theory of change and have engaged 
in a process of adapting and developing a more accurate measurement tool for the Nigerian context. 
During this measurement evaluation process, we translated the measures into Hausa and back into 
English, conducted a cognitive pre-testing to ensure that children understand the meaning of the 
questions, and are currently collecting evidence of the reliability and validity. Once validated, these 
measures will allow us to capture changes in important dimensions of children’s SEL, including their 
emotional wellbeing, prosocial skills and school engagement.       

b. Implementation Process 
Education Crisis Response, through partnership with the International Rescue Committee, has trained 
learning facilitators and teachers in our non-formal learning centers and formal schools on the Healing 
Classrooms approach.  Learning facilitators have been trained to implement explicit SEL lessons targeting 
students’ social, emotional and cognitive competencies that may have been affected as a result of their 
negative experiences. We have closely collaborated with the government to enhance the national 
curriculum for non-formal education to include SEL skills and learning objectives. Annual baseline and end 
line assessments have been conducted using the SDQ to measure behavior change in students across five 
subscales: (1) emotional symptoms; (2) conduct problems; (3) hyperactivity/inattention; (4) peer 
relationship problems; and (5) prosocial behavior. The first four sub-scales combine to generate a total 
difficulties score, while the fifth addresses positive changes in social behaviors.   
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Results & Findings:  
After three years of implementation, we concluded that an SEL assessment tool that accurately measures 
the skills developed through our content is needed to truly capture the impact of SEL interventions. Thus 
far we have been conducting baseline and end line SDQ assessments for each cohort of learners 
participating in the 9-month accelerated learning program.  According to the ECR SDQ baseline and end 
line assessment results from Year 1, learners’ average scores placed them in the ‘borderline’ range in two 
categories: peer relationships and conduct problems, and within the ‘normal’ range for two categories: 
emotional symptoms and hyperactivity. Although there was improvement from baseline to end line in all 
categories, the largest improvement was in emotional symptoms with the baseline 1.8 and end line 0.4.  
Year 2 using a scale of 0-10 for each sub-scale, (0 = normal, 10 = abnormal) learners reported improvement 
in all areas: emotional symptoms (baseline 3.1, end line 2.2), conduct problems (baseline 2.6, end line 
1.0), peer problems (baseline 3, end line 1.6) and hyperactivity problems (baseline 3, end line 1.5) It must 
be noted that the complex operating context has prevented us from having a control and treatment 
design, therefore the findings are limited in what we can generalize about the impact of the program on 
SEL competency. By the end of Y3, we will have a validated SEL measure specific to our project 
interventions, and will be developing a new research project that uses a control group to more accurately 
evaluate the impact of our program on learner well-being and learning outcomes.  
 
In ECR we have also conducted a Community Education Conflict Assessment (CECA) baseline survey, which 
has been followed by rolling assessments every six months. The CECA uses a mixed method approach for 
rapid appraisal, which has enabled us to monitor how changes in the crisis have impacted vulnerability, 
protection and learning. Based on the reported high levels of vulnerability, we worked with local 
communities and government to develop a Wraparound Services Guide which established a referral 
system so the most at-risk learners could receive necessary additional support to improve their social 
emotional well-being.  
 
We recently conducted a small-scale Tracer Study to follow-up on the graduates of the 9-month 
accelerated learning program. The purpose of this study was to better understand how exposure to ECR, 
including explicit SEL instruction, has impacted learners once they mainstream to formal schools as 
compared to their non ECR peers in formal schools. Our methodology included conducting surveys of 
learners (ECR and non-ECR), teachers and holding focus group discussions with parent/caregivers of ECR 
learners.  We used a multi-phased sampling procedure. In phase one, the total sample of 1,000 learners 
were distributed by a 2:3 ratio yielding 400 learners in Yobe and 600 learners in Adamawa. There are 
limitations to the Tracer Study results and findings given that there is no counterfactual due to the absence 
of a baseline assessment, therefore we couldn’t measure with statistical significance the difference 
between those learners who were not in the ECR program. The results of teacher surveys show that 68% 
of former ECR learners appear happier in schools; 53% display greater perseverance when tasks are 
difficult than non-ECR learners; 56% of ECR learners were reported better at consoling peers as compared 
to non-ECR learners; and 54% of ECR learners reportedly work better with peers than non-ECR learners. 
According to student testimonials, “Thanks to ECR, I learned how to make friends” (Student learner 57622) 
and “ECR taught me to be good and to share things” (Student 57625).  

 
Implications for Future Programming and Measurement 

ECR created a sustainable model for successful SEL programming by working closely in partnership with a 
federal, state and local government. Through the ECR program, SEL became integrated into the national 
Non-Formal Education curricula. For future programming, when supporting the government to develop 
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new curriculum, the same principles of collaboration should be followed to ensure appropriate 
contextualization and local ownership.   

Despite the heavy lift to create full SEL lesson plans, ECR proved that a lesson-plan based intervention can 
work in a non-formal, education in emergencies setting. Due to the flexible nature of non-formal 
education, it was easy to incorporate additional time spent on SEL into the school day. However, through 
ECR we learned the challenges in rapid lesson plan development in an emergency context. For future 
programs, curricula should build off existing evidence-based frameworks when available, such as the IRC’s 
approach to SEL, and then adapted locally. Teachers should be more involved in the development of 
lesson plans to provide contextualize knowledge, and to influence the SEL competencies that are focused 
on based on their knowledge of students’ needs. In addition, there were challenges related to the 
developmental-appropriateness of some of the lessons. As such, future programs should further 
differentiate lessons to match content to level of cognitive development. 

In addition to the implications for future SEL implementation in Nigeria, ECR provided findings related to 
the measurement of SEL in future programs. The tool used for the duration of the project, the SDQ, was 
designed as a mental health screening tool, not to measure the impact of an intervention on the 
development of social and emotional skills. It is also deficit oriented, rather than focusing on the 
development of positive skills. As a result, in Year 3 of ECR, additional SEL measurement tools were 
identified, adapted and validated. The tools that were selected were: Social Competencies Questionnaire; 
Children’s Stories; Mood and feelings questionnaire; School engagement vs. disaffection questionnaire, 
in addition to the SDQ and Safe and Supportive School Environments Questionnaire. The Social 
Competencies Questionnaire is a teacher report measure that assess a child’s (1) prosocial and 
communication behaviors; (2) emotional self-regulation; and (3) academic / executive functioning skills. 
Children’s Stories is a student assessment that uses six vignettes to assess children’s hostile attribution 
bias and orientation toward conflict resolution (aggressive, problem-solving, or disengagement). The 
mood and feelings questionnaire allows children to self-report their feelings over the past two weeks, 
measuring levels of sadness and depression. The school engagement vs disaffection questionnaire asks 
students 18 questions about their engagement and disaffection with school. After piloting the measures 
to adapt and revise them, the tools were validated in August 2017. Given the results, we recommended 
to retain, using the suggested structure and subscales, the Social Competencies Questionnaire and the 
Moods and Feelings Questionnaire. Both the School Engagement vs. Disaffection Questionnaire and the 
Children’s Stories show evidence of predictive validity, but require additional refinement. We do not 
recommend using the SDQ or the Safe and Supportive School Environments Questionnaire moving 
forward (Diaz-Granados & Sandoval-Hernandez, 2017).  

 

Links:  

Nigeria: For displaced children, back to school means back to normal 
Nigeria: Education Crisis Response Program community engagement 
Nigeria: Instructors meet unique needs of displaced children 
SEL NECR Report: https://www.creativeassociatesinternational.com/special-reports/nigeria-path-
healing-students-displaced-boko-haram/ 
Diaz-Granados, S., & Sandoval-Hernandez, A. (2017). Validation of Measures of Socio-Emotional 
Development. Unpublished report. 
Jones, S., Bailey, R., & Barnes, S. (2016). Coded IRC SEL Curriculum. Unpublished raw data. 
 

http://www.creativeassociatesinternational.com/multimedia/nigeria-education-crisis-response-program-community-engagement/
http://www.creativeassociatesinternational.com/multimedia/nigeria-instructors-meet-unique-needs-of-displaced-children/
https://www.creativeassociatesinternational.com/special-reports/nigeria-path-healing-students-displaced-boko-haram/
https://www.creativeassociatesinternational.com/special-reports/nigeria-path-healing-students-displaced-boko-haram/
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CASE STUDY Learning and Well-Being in Emergencies (LWiE) 
Organization Save the Children US  

Author Caroline Keenan 
Presenter Rachel McKinney 
Location Cairo, Egypt and Maban, South Sudan 

 

Brief Overview of the Programme:  

Learning and Well-Being in Emergencies (LWiE) is an approach to education in emergencies programming 

that focuses not only on literacy but on the issues impacting children’s capacity to learn currently being 

piloted in refugee communities in greater Cairo, Egypt and in Doro refugee camp, Maban, South Sudan. 

By focusing on the well-being of both teachers and students and assessing their related social and 

emotional needs, LWiE, while still in the pilot phase,  is an effective innovation to garner community 

support for education and to ensure teachers and children are equipped with the tools to learn and thrive, 

even in the face of uncertainty. 

LWiE is an adaptation of Literacy Boost, an innovative, evidence-based approach to improving literacy 

learning outcomes originally designed for development contexts in response to growing evidence of gaps 

in basic literacy learning. Launched in 2009, Literacy Boost has been implemented in 34 countries with the 

support of partners. LWiE differs from the standard Literacy Boost package in that it integrates well-being 

throughout the key elements of: Learning Assessment, Teacher Training and Community Action. The focus 

is based on the understanding that in order for children to be able to learn, they need to feel a sense of 

belonging, attachment and peer support.  

LWiE as a bridge between development and emergency (and back)  

The main goal in the LWiE approach is to ensure disruption to children’s learning is minimized which calls 

for a multi-pronged approach that also includes the approach to programming.  

Development education staff need to be equipped with the skills and knowledge to continue to support 

children’s learning in the face of crisis. One challenge commonly faced in emergencies is the capacity of 

staff to respond appropriately to the changing needs of children. What often happens is education in 

emergencies technical experts are “surged” in to the crisis and work as part of a cross-sector team to find 

ways to address the learning needs of children. Existing programs are often suspended or development 

education staff continue to work on programs (where possible) while emergency staff focus on the needs 

of the children in the most affected communities carrying out activities such as emergency teacher 

training on life-saving messages and establishing temporary learning spaces - an approach that is neither 

sustainable nor cost effective as they are often short-term interventions of six months to a year and not 

consistent with the broader country plan. Too often there is an emphasis on restoring a sense of stability 

and taking for granted that learning will resume as part of the recovery phase. LWiE is an effort to 

minimize this disruption, to resume learning as quickly as possible given the myriad benefits of education 

to children and the fact that the longer a child stays out of school, the less likely they are to return. 

Brief Description of Context: 

Maban, South Sudan currently hosts 138,193 refugees - 62% of whom are children under 18, from Sudan’s 

Blue Nile State. Of those, 52,756 refugees reside in Doro camp, the largest settlement in Maban.  Within 
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the community, approximately 40% of school aged children are not attending school. Fighting in Upper 

Nile continues - both between the refugee and host community as well as between community 

members.  Children have experienced violence that has impacted their psychosocial well-being and ability 

to learn. The LWiE program is being rolled out in a number of the formal schools in Doro camp. 

As of June 2017 UNHCR had registered more than 200,000 refugees from Syria, Sudan, Somalia, Iraq, 

Ethiopia, Eritrea, and South Sudan in Egypt. The majority of refugees in Egypt are living in urban settings 

side by side with already vulnerable host communities. When Egypt signed the 1951 Refugee Convention, 

it made reservations to Article 22 ensuring access to primary education. The Egyptian government later 

passed a decree permitting recognized Sudanese and Syrian refugee children to enter public primary 

schools however, refugees of other nationalities do not have the same legal right to education. In 

response, members of the African and Syrian refugee communities set up a system of community schools 

supported by members of the international community. LWiE is being piloted in community schools in 

greater Cairo.  

 

Explanation of the Intervention:  

a. Methodology and Approach 

LWiE takes a “reinforcing approach” to learning and well-being and limiting the level of disruption to 

children’s learning in crisis contexts. The approach involves galvanizing the support of parents and 

community members and promoting their well-being; and supporting the well-being and capacity of 

teachers to equip them for the classroom. 

b. Implementation Process 
 Contextualization of Materials and Approach  

Given the changing nature of crises, a critical step in rolling out LWiE is to sensitize local actors 

about the approach and adapt for the given context. The LWiE toolkit includes guidance on the 

process. Some questions that are considered in the contextualization process: What is the level 

of support for education by members of the local community? What is the capacity of local 

teachers? What type of measures need to be taken to ensure the program is rolled out sensitive 

to the conflict context?  The answers to these and other questions will determine the order and 

timing of the next steps. . 

 Community Action – Recruitment, Training and Activity Roll-Out   
Based on the outcome of the contextualization process individuals will be selected and trained 

to lead the various proposed activities including the establishment of book banks, reading clubs, 

reading festivals, read-a-thons, peer reading buddy programs and literacy programs for parents 

and caregivers. 

 Teacher training   
The LWiE toolkit includes a guide to the initial TOT and then a suggested way forward to cascade 

the training to local teachers and provide ongoing support. The teacher training package includes 

modules on: healthy and safe learning environments; teacher and student well-being and 

classroom literacy activities. 

 Assessment  
In addition to a Learning Assessment tool, the LBiE approach utilizes a tool to measure a child’s 

social and emotional well-being and attempts to demonstrate a correlation between the two 

findings at baseline and endline. The International Social and Emotional Learning Assessment 

(ISELA) is a tool developed by Save the Children to assess the effect that social and emotional 
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well-being programs have on children between the ages of 6-14 through an assessment of social 

and emotional competencies as well as the SEL environment, approaches to learning and 

executive functioning. In both South Sudan and in Egypt, baseline tools were contextualized 

based on global tools with additional local adaptation drawing on experiences of program and 

school staff and administered in the early stages of the first year of the pilot to grade three 

students in select schools.  Baseline reports were then shared with field staff and teachers to 

inform teaching practice. The endline assessment will be administered in the fourth quarter of 

the second year of the pilot at the same schools.   

Results & Findings:  

Approximately 200 children in grade 3 are included in the formal assessment of learning and well-being 

but the number of indirect beneficiaries, given the focus on teacher capacity, was estimated to be closer 

to 1500 in the first year. Halfway through the second year of the pilot, a number of key milestones have 

been recorded. 

 More than 150 teachers in both contexts were trained during the first year and teacher learning 
circles established. Classroom observation and discussions with teachers found that teachers are 
incorporating new skills and reporting a general improvement in the levels of literacy in their 
classes.  

 In both Egypt and South Sudan classrooms have been equipped with the appropriate teaching 
and learning materials. In Egypt, each of the schools have been provided with well-stocked 
libraries of books and learning materials that children are free to take home and for use by 
classroom teachers. 

 In Egypt, 15 parent session facilitators have been trained and through that, 108 parents engaged 
in reading awareness sessions and 3 community-wide reading festivals. In year 2, colleagues in 
South Sudan have established more than 30 peer networks of youth and community members 
with plans for more local celebrations.  

 In Egypt, the Ministry of Education’s standard literacy assessment was used during the pilot. 
Representatives from the remedial education division have participated in workshops where they 
have contributed to the contextualization of materials, the training of trainers for teachers and 
community sensitization. They have made welcome suggestions related to the ISELA tool, are 
committed to adapting their own assessment processes to be more in-line with the LWiE 
approach of measuring learning and well-being and have expressed an interest in scaling up the 
pilot by training a cadre of master trainers and using LWiE, implement a training program with 
Arabic primary school teachers working with refugees in formal schools.  

 According to one teacher in South Sudan, “LWiE is a wonderful programme; it has strengthened 
my teaching competencies in reading, writing and pronunciation. What is really amazing is the 
rapid change in children reading skills after the four months of LWiE training in 2016.  The learners 
have now  mastered letters, some can  read properly , they can recognize syllables in a word, 
understand rhyming sounds of letters in a word, some can read any given text book of their level 
and answer comprehension questions. This was not the case before.  

 

Links:  

Save the Children, (2016) Lessons in Literacy. 

The LWIE pilot is also being featured as part of the Promising Practices in Refugee Education initiative. 

http://www.savethechildren.org.uk/resources/online-library/lessons-literacy
https://www.promisingpractices.online/
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GROUP 3 
 

CASE STUDY 
The Play-based Learning Approach and Training Package for Psychosocial 
Well-being 

Organization Right to Play International 
Author/Presenter Andrea Diaz-Varela 

Location Burundi, Ethiopia, Jordan, Lebanon, Mali, Palestine, Pakistan, Thailand 

 
Brief Overview of the Programme:  
Right To Play is the only global organization focused exclusively on play and the power of play to transform 
how children and youth experience learning. In our Education programming we focus on enhancing 
teacher practice to create safe, supportive and fun learning environments where children can learn 
through play. In crisis-affected contexts, Right To Play integrates a play-based approach to its school-
based psychosocial support, using play as the vehicle to transform the student experience, offer healing, 
and support the development of social emotional learning that supports psychosocial well-being. 
Programming is delivered through a community resilience and ecological systems framework, building on 
existing individual, relational and institutional (school-related) assets at all levels of a child’s social ecology. 
In learning spaces, teachers are trained to infuse social emotional learning in their regular curriculum 
delivery and create safe and supportive learning environments, both which support psychosocial well-
being, and are given additional support to address specific psychosocial needs. Community coaches are 
trained to do the same in non-formal spaces but focus explicitly on SEL competencies rather than 
curriculum. Right To Play’s new psychosocial support training package is the result of a collection and 
review of all games for psychosocial support that have been developed by our staff and trained teachers 
in the field. It also contains a training manual to train teachers and coaches to implement the play-based 
approach in crisis settings.  

 
Brief Description of Context: 
Right To Play’s play-based learning approach is operating in Burundi (community settings), Ethiopia (Dollo 
Ado refugee camp), Jordan (refugee camps schools in urban settings), Lebanon (community settings and 
UNRWA schools), Mali (MoE schools), Palestine (UNRWA schools and MoE schools), Pakistan (MoE 
schools), and Thailand (refugee camps and MoE schools). The program involves teachers, community 
coaches, parents, and children and youth. The in-service training package is contextualized through close 
partnership with national education authorities where possible. 

Explanation of the Intervention: 

a. Methodology and Approach 

Play in crisis contexts has the potential to support children’s psychosocial well-being on several levels. 

Research shows that structured play, when effectively applied, can facilitate healing and develop adaptive 

skills, which supports children’s healthy development and their ability to learn in school. It can also foster 

a sense of belonging and community and promote social cohesion.  

Biopsychosocial theory explains the healing effects of play (Engel 1977). When an individual has an 
adverse experience, the left side of their brain gets blocked because more help is needed for the right side 
of the brain to process the experience and emotions. This is why it can be difficult for children to find the 
words to explain what happened or express how they feel. When bodies and minds are engaged in play, 
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children focus on what they are doing and creating, and can channel negative memories and emotions 
into these activities. Play can allow for self-expression and relief from difficult experiences. 

 
Play is also a safe way for children to develop adaptive skills that support their psychosocial well-being. 
The critical role of play in developing children’s cognitive, social, emotional and physical competencies is 
well-established (see Baer, Bruner, Erikson, Freud, Piaget, Sutton-Smith, Vygotsky). Resilience research 
has identified specific skills that support individual resilience processes in children exposed to adversity 
(Betancourt and Khan 2008, Masten and Narayan 2012, Reyes 2013). Some examples include cognitive 
skills and self-regulation skills, agency and self-efficacy, empathy, communication, cooperation, hope, 
self-awareness, self-esteem, accountability, and sense of belonging. Emerging research linking play in 
crisis contexts to social emotional skill building finds that play supports critical reflection skills, 
communication skills, self-efficacy, an internal locus of control, and feelings of joy and hope for the future 
(Cook 2017).  

Social emotional skills developed through play also lay the base of brain development for future learning 
(Aber, Brown and Jones 2003, Payton et al. 2008). A growing body of research over the last decade and 
half highlights how play, when applied effectively in the classroom, can contribute to learning (Hirsh-Pasek 
et al. 2009, Trudeau and Shephard 2008, Whitebread 2011). 

Right To Play’s approach to psychosocial support centres on building critical social emotional skills and 
strengthening relationships, through a play-based approach. The programming i) engages children in play-
based activities and builds their agency through child clubs at school and community events, ii) enhances 
teacher practice through our professional development program which includes training, coaching and 
mentoring, and teacher communities of practice for teacher well-being and self-care, iii) increases 
parental/caregiver support for children through training and well-being/self-care sessions, and iv) 
improves access to psychosocial support services through strengthening service linkages and developing 
school-based strategies. Each level of intervention integrates the play-based approach. The psychosocial 
support training package for teachers includes training on creating safe and supportive play spaces and 
learning environments, integrating play for psychosocial support in the classroom, mapping support 
services and referral, working with parents/caregivers, self-care, and more. The training method itself is 
play-based. The package also includes a resource book for teachers and coaches with games and activities 
designed to develop social emotional skills critical for psychosocial well-being. 

b. Implementation Process 
Where possible, Right To Play partners with government partners to build on the capacity of the teacher 
training system at whatever level it exists. For example, Right To Play trains local technical staff of the 
ministry or the local teacher training college responsible for in-service training, in the play-based 
approach, and supports these actors in turn to deliver the training to teachers. In non-formal or camp 
settings Right To Play trains teachers and coaches directly. Coaching and mentoring, and teacher 
communities of practice, are critical components of the approach. 

 
In the end, teachers and coaches are equipped to be first-line responders in providing children and youth 
with opportunities for learning through play in the aftermath of a crisis, and to continue to integrate the 
play-based approach in curriculum delivery in the post-crisis period that follows. The training they receive 
supports them to facilitate the development of social emotional skills critical for children’s psychosocial 
well-being, and to foster caring, supportive relationships between teachers and learners. 
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Results & Findings:  
An external evaluation for a NORAD-funded project in Burundi, Lebanon and Pakistan, conducted by 
Treeangles Ltd., administered a Child Survey to children, teachers and community members. Results 
showed that more than 80% of children and youth demonstrate positive life skills or social emotional 
learning – that is, interpersonal skills, social support, leadership, self-esteem, decision-making. “The play 
based learning approach in particular has triggered a transformation of attitudes towards schools as well 
as relationships between teachers and children, and amongst children themselves” (Sahyoun 2016: 38). 
Compared to the control group, in Pakistan social emotional skills increased by 32% while they decreased 
for the control group. 

External research on Right To Play’s play-based programming in Lebanon with Syrian refugees was 
conducted by the International Institute for Child Rights and Development in Canada. Ethnographic and 
participatory action research methods were used to explore the link between play and psychosocial well-
being, and to co-create a suite of play-based monitoring and evaluation tools.  

A document review was conducted in April 2016.  Field work took place in Lebanon between May 23-28, 
2016 and September 23-October 2, 2016 using ethnographic and participatory action research 
methods.  Data was generated through participant observation, individual and group interviews as well 
as experiential activities such as relational vulnerability mapping, social mapping, river of life and most 
significant change. The research found that play can strengthen protective and promotive factors in 
children, including internal competencies such as critical reflection, communication and relationship 
building skills, self-efficacy, locus of control, sense of joy and hope, and external factors such as improved 
social networks, improved relations with teachers, reduction of stress at home, and collective coping 
mechanisms (Cook 2017). It also found that teachers play a key role in this process. They described the 
transition from teaching “down to” children, to teaching as “facilitating learning with” children which 
resulted in better learning outcomes such as improved test scores and children’s increased sense of safety 
and satisfaction in learning.   
Links:  
Aber, J.L., Brown, J.I., & Jones, S. 2003. “Developmental trajectories toward violence in middle childhood: Course, 

demographic differences, and response to school-based intervention.” Developmental Psychology. 
39(2):324-348. 

Betancourt TS, Khan KT. 2008. The mental health of children affected by armed conflict: protective processes and 
pathways to resilience. Int. Rev. Psychiatry 20(3):317–28 

Cook, P. 2017. “The Virtuous Circle of Play and Psychosocial Well-being: A review of Right To Play Education in 
Emergencies Programming with Syrian Refugees.” International Institute for Children’s Rights and 
Development. 

Engel, G. 1977. “The need for a new medical model: a challenge for biomedicine.” Science. 196:129–136. 
Hirsh-Pasek, K., Golinkoff, R., Berk, L., & Singer, D. 2009. A Mandate for Playful Learning in Preschool: Presenting the 

Evidence. New York: Oxford University Press. 
Masten A. and Narayan. 2012. “Child Development in the Context of Disaster, War, and Terrorism: Pathways of Risk 

and Resilience.” Annual Review of Psychology, 63:227-57. Institute of Child Development, University of 
Minnesota, Minneapolis. 

Payton, J., Weissberg, R.P., Durlak, J.A., Dymnicki, A.B., Taylor, R.D., Schellinger, K.B., & Pachan, M. 2008. “The 
positive impact of social and emotional learning for kindergarten to eighth-grade students: Findings from 
three scientific reviews.” Chicago: Collaborative for Academic, Social, and Emotional Learning. 

Reyes, J. 2013. What Matters Most for Education Resilience: A Framework Paper. World Bank 
Sahyoun, K. 2016. End of Program Evaluation Report. Treeangles Ltd., Tonbridge, UK. 
Trudeau, F. & Shephard, R. 2008. “Physical education, school physical activity, school sports and academic 

performance.” International Journal of Behavioural Nutrition and Physical Activity, 5(10). 
Whitebread, D. 2011. Developmental Psychology and Early Childhood Education. London: Sage. 
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CASE STUDY 
“Psychosocial Support for UNRWA Schools:  A Conceptual Framework” Part 
of the UNRWA Inclusive Education Approach 

Organization United Nations Relief and Works Agency for Palestine Refugees in the 
Near East - UNRWA 

Author/Presenter Frosse Dabit 
Location West Bank, Gaza, Syria, Lebanon, and Jordan 

 

Brief Overview of the Programme:  
UNRWA provides free basic education to over half a million Palestine refugee children in 702 schools in 
Gaza, West Bank, Jordan, Lebanon, and Syria as well as eight secondary schools in Lebanon. Between 2011 
and 2015, UNRWA undertook an Education Reform, designed to bring about transformational change in 
classroom practices and thus improve children’s learning outcomes through a systemic and interrelated 
approach.  

Inclusive education, realizing equal access for all children to quality education regardless of their 
capabilities, ethnicity, religion, gender, socio-economic status, health and psychosocial needs was at the 
heart of this Reform. Inclusive principles and practices are reflected implicitly throughout all the reform 
policies, strategies and tools, and explicitly in the Agency-wide Inclusive Education Policy (2013), Inclusive 
Education Strategy (2013), School Health Strategy (2013) and Teacher Toolkit for Identifying and 
Responding to the Diverse Needs of Students (2013). 

Key to inclusive education and wellbeing of the children is the role of the Counsellors in both counselling 
of groups and individual children, but also in ensuring recreational activities are available for all. 

Building on the Reform, and within the interrelated, systemic approach of the whole UNRWA Education 
Programme, UNRWA produced the Psychosocial Support Framework for UNRWA Schools: A Conceptual 
Framework (2016), to further enhance the ability of UNRWA education staff to identify and address the 
psychosocial needs of all students. The Framework is the focus of this Case Study, but needs to be viewed 
as a key strand within the broader UNRWA Education System and the Inclusive Education approach.  

 
Brief Description of Context: 
UNRWA students and teachers continue to face a range of challenges that can affect their ability to learn 
and teach as reflected by the recent wars for example, the recent wars and ongoing blockade in Gaza, the 
conflict in Syria, and daily turbulence in the West Bank and Lebanon. UNRWA however strives to deliver 
quality education at all times in regular situations and in times of emergency.  
In the context of prolonged conflict, as has often been the case for Palestine refugees in the region, there 
are two situations: chronic emergencies and specific emergencies.  The Psychosocial Support Framework 
for UNRWA Schools: A Conceptual Framework (PSS Framework) identifies a chronic emergency as one 
which is not accompanied by acute life threats, but rather of ongoing tension with permanent fear. 
Whereas during specific emergencies, there is a direct threat to life with ongoing destruction of 
infrastructure while stress and tensions are high.  

As a result of these contexts, UNRWA students may experience: greater difficulties in learning and in their 
concentration, increased aggression, social isolation, somatic complaints and reduced hope for the future. 
As a result of chronic fear, difficult grief processes and trauma may become permanent aspects of 
everyday life.  
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Explanation of the Intervention:  
a. Methodology and Approach 

UNRWA developed the PSS Framework as a specific response to the increasing needs of its students within 
the challenging contexts of its five Fields of operation.   

 
UNRWA’s response to PSS has traditionally been through the provision of individual or group counseling 
on what was known as the “problem-centered school discipline, guidance and counseling approach.” The 
high number of schools and students placed serious constrains on the counselors.  

 
As highlighted, the PSS Framework was developed as part of a holistic education reform process. The focus 
shifted from the old model of counseling for “few” children to a more holistic, comprehensive, rights 
based and child centered approach supporting the PSS wellbeing of “all” children.  
 
The PSS Framework emphasises that schools need to: 
 promote the psychosocial well-being of all children through quality child-centred education in a safe 

and stimulating environment (prevention/ promotion).  
 be able to respond to some student’s additional needs in the regular classroom environment and 

through school based support measures (assessment).  
 recognise that a few children may have extensive needs and may need long term extensive support 

(response and referral).  

 
PSS in emergencies is a scaled-up approach of the regular PSS structure to address the needs throughout 
the three phases of emergencies, preparedness, response and recovery, with a focus on developing 
protective factors, coping mechanisms and emotional resilience.  
 

b. Implementation Process 
The PSS Framework is part of an overall system level intervention with specific capacity building 
workshops for teachers, School Principals, School Counsellors, Education Specialists and Student Support 
Teams. The adoption and use of the PSS Framework is therefore in the process of being successfully 
integrated and institutionalised within the UNRWA Education system.  

 
As for the implementation of the PSS Framework in situations of emergencies, the Framework considers 
three main elements; (1) Protective factors and these are external factors that support psychosocial well-
being and these are child-friendly school environments, supportive parents and teachers, opportunities 
to play; (2) Coping mechanisms and these are behavioral and psychological strategies that help reduce or 
bear stress like for example developing students skills in problem solving and life skills in general and (3) 
Emotional resilience and this the ability to adapt to change, cope with difficult. 

 
These elements are then considered in each of the different phases of an emergency: 

1. Preparedness: Focus is on a strong education system with capacity of education staff built with 
inclusive Education (meeting psychosocial needs of all children) at its heart. 

2. Response: Ensure continuity of education through innovative alternative means such as the 
UNRWA Self Learning Programme in addition to scaling up the PSS through hiring more counselors 
and implementing more of structured recreational activities for children.  
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3. Recovery: Re-establish regular education with a phased approach beginning with recreational 
activities to help children adjust and feel safe in school and transitioning to normal education; 
Catch up classes; Acknowledge what has happened and give children a space and opportunities 
to process it. 

 
In addition, in 2017, UNRWA launched the Psychosocial Support Recreational Activities Resource Guide, 
to support and help UNRWA teachers, counsellors and community members to organize creative and fun 
learning and recreational activities for all UNRWA children and youth, especially those living in challenging 
contexts.  

Results & Findings:  
The UNRWA PSS Framework is not a one-off project, but part of, a broader, holistic education system 
transformation which began with the Education Reform 2011-2015. The systemic approach reflects global 
evidence that educational reform cannot be achieved by concentrating on one element only. The Reform 
has already shown impact at all levels, with higher student survival rates, lower student drop out and 
students achieving more. 

 
These achievements and the ongoing education programme are assessed through the Agency-wide 
Common Monitoring Matrix (CMM), which is aligned with Sustainable Development Goal 4. Indicators 
seek to measure level of support and the children’s wellbeing through various instruments related to 
student survival, drop out and learning outcomes. Achievements of children at the system level, which 
their psychosocial wellbeing plays a key role in, are captured through a variety of data measurement tools 
on education across the Agency; including the Perceptional Survey, the Education Management 
Information System, the Monitoring of Learning Achievement tests and the Classroom Observation Study.  

 
In 2013 and 2016, UNRWA implemented an Agency-wide Perceptional Survey (PS) which examined the 
perceptions of different groups of stakeholders on various thematic areas of the UNRWA Education 
Programme, including Inclusive Education.  Within the Perceptional Survey questionnaires, certain 
questions across the different subscales touched areas dealing with PSS, however there was not a specific 
thematic area devoted solely to it.  

Overall the results of the 2016 PS show that stakeholders have more positive perceptions of UNRWA’s 
education provision in 2016 than in 2013. Perceptions of school provision of emotional support are 
positive. There was an increased positive perception towards the inclusion of all students in the classroom, 
with students agreeing to the statement, “My teachers pay attention to all the students in my class, 
including those who need special support.” Overall, the results of the Perceptional Survey show that 
stakeholders are quite positive about the extent to which inclusive education is incorporated in UNRWA 
schools. 

 

Links:  
UNRWA Education Reform Strategy, 2011-2015. https://www.unrwa.org/userfiles/2012042913344.pdf 
UNRWA Education Reform: Final Report, 2015. https://www.unrwa.org/resources/reports/education-
reform-final-report-2015 
UNRWA Annual Operational Report, 2016. 
https://www.unrwa.org/sites/default/files/content/resources/2016_annual_operational_report_web.p
df 
Inclusive Education Policy Brief, https://www.unrwa.org/sites/default/files/2012080243151.pdf 

https://www.unrwa.org/userfiles/2012042913344.pdf
https://www.unrwa.org/resources/reports/education-reform-final-report-2015
https://www.unrwa.org/resources/reports/education-reform-final-report-2015
https://www.unrwa.org/sites/default/files/content/resources/2016_annual_operational_report_web.pdf
https://www.unrwa.org/sites/default/files/content/resources/2016_annual_operational_report_web.pdf
https://www.unrwa.org/sites/default/files/2012080243151.pdf
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GROUP 4 
 

CASE STUDY 
Promoting Psychosocial Support to Most Vulnerable Children in 
Postconflict and Areas Affected by Crisis in the Eastern of the Democratic 
Republic of Congo since 2008-2017 

Organization Bureau d’Informations, Formation Echanges et Recherches pour le 
Développement ‘’BIFERD’’/ASBL 

Author/Presenter Jonas Habimana 
Location Democratic Republic of Congo, North Kivu and South Kivu Provinces, in 

areas affected by conflicts and crisis. 

 
Brief Overview of the Programme:  
Since 2008 the NGO BIFERD is implementing psycho social and social and emotional activities in areas 
affected by conflicts and war. BIFERD’s programs are focused on developing creative and recreational 
activities within spaces and child-friendly areas to ensure children can receive support for their traumas. 
BIFERD also does monitoring on child abuse and sexual exploitation of children in post conflict areas. The 
organization engage families in the process of reintegration of most vulnerable children within orphans 
who lost their parents during conflicts, HIV victims and rejected children within abandoned children during 
conflicts and war. BIFERD distribute games materials, pays school fees for most vulnerable children and 
trains teachers through personal and group therapy mechanism. We also educate communities about de-
traumatization mechanism and how to prevent trauma to children during conflicts and disasters. 

Brief Description of Context: 
The Eastern of the Democratic Republic of Congo is victim of war and conflicts there are many years ago. 
As the region has around 29 active armed groups like Mayi Mayi, Nyatura, FDLD, ADEF Nalu, M23 , 
tensions between local communities within Nande and Hutu . This situation has effects on the children’s 
wellbeing as some of children are recruited into armed groups, they are used to assist killings, they are 
living in displaced sites without any hope to go back to school and join their villages and homes . Based to 
UNICEF, UNDP and UNWOMEN reports (2016) around 7000 children who are from armed groups are 
reported in the Eastern of DRC North Kivu. Since 2012 to 2017 we have registered 1500 vulnerable 
children within orphans, abandoned children, and street children. All these children are traumatized as 
they need to be integrated in families and communities. Some children are used in mining areas and are 
doing domestic work without any respect of the ILO convention. Know that in DRC, 70 % of teachers in 
primary schools are not trained on Psycho social and emotional support while the area is facing to war, 
conflicts and disasters. 

Explanation of the Intervention:  
a. Methodology and Approach 

BIFERD has done much in the area of psychosocial support and social and emotional learning by creating 
child-friendly spaces using games activities, creative and recreational activities, carrying out teacher 
training on INEE standards, CPMS standards and the reintegration of vulnerable children in existing 
primary schools. We organize individual and group therapy mechanism trough family visits   and group 
activities. We engage with government leaders, clusters and other organizations during coordination 
meetings, we collaborate with other technical sectors within education, health and trauma healing. 
BIFERD encourages participatory and community methods to ensure the community is involved in the 
process of identification of traumatized children and engaging under psychosocial support through 
community structures. Psychosocial support and response is taken as a cross cutting in our Emergency 
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Responses under education, health, nutrition and protection sectors and activities. We request small 
grants from foundations, international NGOs, we carry out consultancies with humanitarian organizations 
and use our small financial resources for a big impact. BIFERD engages with clusters, child protection 
Alliances   and work with local community volunteers. 

b. Implementation Process 
BIFERD organizes assessments based on the context analysis to identify psychosocial needs in post-conflict 
areas using existing tools from UNICEF, INEE and other partners . After evaluation we design our project 
and mobilize resources locally and internationally. When resources are mobilized we implement our 
activities by involving local authorities, government structures. We exchange our experiences with other 
stakeholders within international NGOs and government structures. To ensure our activities are 
sustainable, we create local community therapy groups and are trained how to continue doing 
psychosocial and social emotional activities after our responses. 
 
During implementation process, regular monitoring is organized. In addition, quarterly and semi-annual 
reviews are organized to lean how we are progressing in the program and project implementation. Final 
Evaluations are organized to learn how the projects are Implemented. Since August 2017, we trained 10 
local volunteers in alerts management and are reporting about child abuses and Violence against children 
in their communities. 

Results & Findings:  
1. 1.500 most vulnerable children received a pyscho social support trough post conflicts areas within 

those living in IDPS sites, returned areas   and host communities. 
2. Constructed 200 houses to families who are keeping children whose parents are killed during 

conflicts and war in Rutshuru and Masisi Territories Since 2008-2016. 
3. Created games and creative activities in 10 primary schools in the Eastern of Congo DR. 
4. Constructed 1 primary school to children who didn’t have chance to finish the school program 

according to conflicts and war. 
5. Paid school fees to 150 most vulnerable children within orphans, HIV victims, children born from 

wrapped women, 
6. Trained 75 teachers of primary schools on psychosocial   support and trauma healing 
7. Trained 200 teachers of primary schools on INEE Minimum Standard in the Eastern of DRC North 

Kivu. 

Challenges:  
A big challenge BIFERD faces is funding mobilization as the Government of Congo and humanitarian 
partners in the DR Congo don’t have strong strategies to partner and empower the work of national 
organizations.   

Recommendation: A specific funding mechanism should be defined to help BIFERD which is doing strong 
and powerful work in the Eastern of DRC. During this round table, BIFERD recommends participants to 
note an action point about deciding on a specific funding strategy to support education and PSS responses 
to 17,650 most vulnerable children in North Kivu/DRC who will miss out on school during 2017-2018 
education phase as there is no infrastructure, access, bad learning environment, no education kits.  

Links: For more information about BIFERD’s work, please visit: http://www.biferdong.blogspost.com/  
 
 

http://www.biferdong.blogspost.com/
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CASE STUDY 
The Education in Emergencies - Evidence for Action (3EA) Initiative - 
“Learning in a Healing Classrooms” and Social-Emotional Learning Year 1 
Impact and Implementation Findings 

Organization International Rescue Committee & Global TIES NYU 
Authors/Presenters Ha Yeon Kim (NYU) and Jamie Weiss-Yagoda (IRC) 

Location Lebanon & Niger 
 
Overview of the Programme:  
Education in Emergencies: Evidence for Action (3EA) combines rigorous research with high-quality 
programming to generate evidence needed for program and policy decision-making. In 2016-2017, 3EA 
addressed two critical evidence gaps. First, while evidence is accumulating around the impact of non-
formal education and improving the quality of formal education in crisis contexts, little rigorous research 
has examined how non-formal education can support children’s retention and learning in formal schools. 
Second, research from high-income countries indicates that social-emotional learning (SEL) programs 
significantly improve children’s SEL skills (Effect Size (ES) = .62), positive social behaviors (ES = .26), 
emotional distress (ES = .25), and academic performance (.34). Yet we know very little about whether this 
holds true for conflict and crisis settings. 

During the 2016-2017 school year, 3EA delivered a Learning in a Healing Classroom (LIHC) tutoring 
program to 6400 children in Lebanon and Niger, which provided reading and math courses in safe, positive 
learning environments. Children were randomly selected to receive low-cost, targeted (LCT) SEL 
interventions, mindfulness activities and “Brain Games”.  The program aims to build children’s academic 
and social-emotional skills and evaluate their outcomes.   

Context: 
The Syrian civil war has caused an unprecedented humanitarian crisis in Lebanon. As of July 2015, refugees 
comprise more than 25% of Lebanon’s total population. The under-resourced public school system has 
been significantly impacted by the Syrian crisis.  Among Syrian refugee children aged 3-18, nearly 59% 
remain out of school in Lebanon. 

In 2015, Boko Haram attacks caused approximately 213,000 Nigerian refugees, Niger returnees, and 
internally displaced persons (IDPs) to seek protection in Niger’s Diffa region. Most are living in Diffa host 
communities; however, their access to basic services and economic opportunities is minimal. The violence 
has also caused 121 schools to relocate and 30 schools to close permanently, leaving an estimated 1,300 
children without access to education. 

Both groups of displaced children have experienced prolonged, extreme adversity such as violence, 
poverty, displacement, and neglect. Brain and behavioral science research has shown that children 
exposed to these kinds of adversities have a physiological “toxic stress” response that can alter brain 
development in a way that negatively impacts their health, behavior and ability to learn. 

Intervention:  
a. Methodology and Approach 

In implementing the interventions, we aimed to provide evidence of impact necessary for program and 
policy decision-making by experimentally evaluating educational programs for refugee children in two 
countries in order to determine if: 
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1. LIHC in Lebanon: 

a. Access to LIHC tutoring programs improves Syrian refugee children’s academic and social-
emotional learning; and 
b. Additional LCT SEL programs— mindfulness, Brain Games—in remedial support improves 
Syrian refugee children’s academic and social-emotional learning.  

 
Figure 1 below presents the design of randomized control trial evaluation in Lebanon. 

 

 
 

Figure 1. 3EA Lebanon 2016-2017 Randomized Control Trial Design 

 
2. LIHC in Niger: 

a. Access to LIHC tutoring programs improves Diffa children’s academic and social-
emotional learning; and 
b. Additional LCT SEL—Mindfulness, Brain Games—in tutoring support improves Diffa 
children’s academic and social-emotional learning.  

 
Figure 2 below presents the design of randomized control trial evaluation in Niger.  
 

 
 

Figure 2. 3EA Niger 2016-2017 Randomized Control Trial Design 
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b. Implementation Process 

Students in Niger and Lebanon received the following services, delivered by tutors who were provided 
comprehensive teacher professional development before and during 3EA project implementation. 
Students were placed into the following randomized groups: 

(1)   Waitlist-control: no LIHC tutoring support 
(2)   LIHC tutoring support (LIHC): Three days/8 hours per week of remedial math, literacy, 
and second language classes  
(3) LIHC tutoring + LCT SEL, either mindfulness or Brain Games: Three days (6-8 hours) per 
week of remedial/tutoring classes (math, literacy, and in Lebanon only: second language), 
plus an additional 60-90 minutes of SEL activities (mindfulness/Brain Games) per week 

Students were individually assessed three times across the academic year at 3-month intervals using local 
assessors trained by NYU research staff.  

 
Results & Findings 
Lebanon 
The initial findings in Lebanon after 1 cycle (3 months) of LIHC and LIHC plus mindfulness (LIHC+MI) 
program impacts are available. We hypothesized that LIHC will increase students’ academic outcomes 
(literacy and numeracy) and provide a safe and positive classroom environment for children to feel 
comfortable to express their feelings. We also hypothesized that mindfulness programs will reduce 
children’s maladaptive stress reactions, and help students better regulate their attention, emotions, and 
behaviors.  
On average, students attended less than half of the full program offered in Cycle 1 in the LIHC (47%) and 
LIHC+MI program sites (43%). Despite the low attendance, the results indicate that Syrian refugee 
students who received IRC LIHC tutoring support had higher literacy and numeracy skills compared to 
peers only had access to Lebanese public schools. We also found that access to LIHC tutoring significantly 
reduces Syrian children’s tendency to interpret ambiguous social situations in school settings as hostile, 
and more freely express their emotions. However, we have not found an evidence that additional LCT SEL 
program (in this case, mindfulness) improve children’s academic and social-emotional learning more than 
LIHC tutoring support alone.  
Table 1. Lebanon 3EA Cycle 1 Program Impacts on Academic and Social-Emotional Outcomes 

  Program Impacts 

  
LIHC vs. Control 

LIHC + MI  
VS. Control 

LIHC + MI  
VS. LIHC  

Academic Outcomes       
Literacy (EGRA) + + o 
Numeracy (EGMA) + + o 

Psychological/Emotional Processes 

Internalizing Symptoms o o o 
Perceived School Stress - o o 
Involuntary Stress Reaction o o o 
Teacher report Executive Function o o o 
Hostile Attribution Bias + + o 
Anger Dysregulation - - o 
Sadness Dysregulation o o o 
Aggression o o o 
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Note: 
+                      = Positive impact (increase in positive outcomes) 
0                      = No impact 
-                       = Negative impact (increase in negative outcomes) 

 
Niger 
Currently, the one-year LIHC  and LIHC + LCT SEL program impacts on literacy, numeracy, and average 
school grades are available. We hypothesized that both LIHC and LIHC + LCT SEL programs will increase 
students’ literacy and numeracy skills through additional direct instruction over and above public school 
only condition. We also expect LIHC + LCT SEL program students are more likely to show improvement on 
average school grades across all subjects, i.e., beyond reading and math, with additional support for social-
emotional skills provided in mindfulness and Brain Game activities that facilitate students’ classroom 
learning in general. 

On average, students who were randomly selected to participate in the LIHC tutoring programs attended 
64% of the full program sessions offered in the 2016-2017 academic year (Cycle 1 and 2). As expected, the 
findings show that additional LIHC  tutoring programs (both LIHC only and LIHC + LCT SEL) improved 
children’s French literacy and math competence about 1.5 times more than public schooling alone did. 
We also found that students in LIHC + LCT SEL (mindfulness + Brain Games) program showed about 8% 
higher average school grades (.82, out of on a 0-to-10 scale) compared to those in LIHC only.  

 
Table 2. Niger 3EA Cycle 1 Program Impacts on Literacy, Math, School Grades 

Outcome 

LIHC + LCT SEL 
vs. 
Control 

LIHC Only 
vs. 
Control 

LIHC + LCT SEL 
vs. 
Tutoring only 

French Literacy (ASER) + + o 

Math Competence (ASER) + + o 

Avg. School Grades + o + 

 
Implications: 

 For the 3EA Program in Lebanon & Niger 
 Year 1 implementation and research findings demonstrated the need to focus on ensuring 

more regular student attendance.  Year 2 of 3EA will look at employing continuous quality 
improvement and behavioral nudges to help make quick programmatic decisions to 
promote and boost attendance to ensure that students are exposed to more of the LIHC 
and SEL interventions. 

 Magic bullets to ensure the complex processes of children’s holistic learning and 
development do not exist. SEL impact evidence from other contexts suggests that 
comprehensive SEL that exposes children to the variety of SEL competencies is effective 
at increasing children’s well-being and academic outcomes.  Year 2 of 3EA in Lebanon, 
given the null findings on many SEL outcomes, will deploy the IRCs core SEL program 
which focuses on five comprehensive SEL domains (brain building, emotion regulation, 
positive social skills, conflict resolution, and perseverance) 
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 For the NGO Community 

 Commit to designing, implementing, and learning from outcomes-based education 
programming that is based on the best available evidence in the education in emergencies 
sector. 

 Develop education research agendas and share with the wider EiE community in order to 
share research and evaluation endeavors, share findings, and also coordinate on different 
types of applied implementation and research endeavors to ensure that the limited 
amount of funds to education in emergencies are leveraged throughout the community; 

 Recognize that doing rigorous research and evaluation in emergency contexts is 
complicated; therefore, share practices and lessons learned as a community as well as 
share the different types of research endeavors being used; 

 Test curricular proofs of concepts using a small-scale approach before embarking on a 
large scale research initiative in order to understand how they are implemented, what 
works, and what needs to be modified; 

 When going to scale for research, map out all the necessary human resource surge 
support needed to get the program and research off the ground and moving as well as 
ensure that the necessary resources are in place to do so; 

 Test ways for technology enhanced data collection and data analysis to lift the data 
burden from program colleagues shoulders that also help to quickly analyze and course 
correct implementation challenges (for example, using behavioral nudges to promote 
regular attendance) 

 Keep the program and research design simple. 

 
 For International Donors: 

 Require the programs that they fund to seek education outcomes, and invest in building 
actors’ capacity to collect and share data on outcomes. 

 Recognize the value and importance of non-formal and complementary learning 
opportunities for refugee children to catch-up, learn and ultimately thrive in host country 
formal education systems; invest in these programs; incentivize governments to remove 
barriers to these opportunities; and allow trusted NGO partners to implement them. 

 Given what we know from education research about how outcomes influence each other, 
direct resources to programs that seek a balance of academic, social-emotional, safety 
and access outcomes. 

 Invest in education programs in crisis settings that are based on the best available 
evidence—even if in stable contexts—and show a commitment to learning how to 
achieve these outcomes. 

 Dedicate 10% of all funding towards research/practice partnerships and learning that will 
provide the sector with a strong evidence base on the best ways to improve programs 
and to achieve outcomes. Commit to multiyear funding for research/practice 
partnerships that generate rigorous evidence on what works, where, for whom, under 
what conditions and at what cost. 
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Scientific Approach  
This case study supports evidence based approaches to the connection between psychosocial wellbeing 
and learning outcomes in the context of non-formal education. Within the area of psychosocial wellbeing, 
we focus on two interrelated constructs: emotional literacy/intelligence and critical thinking as important 
life skills as well as skills that promote academic success. We define critical thinking as the ability to use 
logic, to access and evaluate information, provide arguments and problem solve, and creative thinking. 
Emotional literacy is intimately related to critical thinking, in our approach, as it requires creativity and 
problem solving. Thus we define emotional literacy as the ability to understand and read one’s own 
emotions and those of others. It also means a person has the self-confidence to regulate his or her 
emotions and problem solve when emotions take over by using logical thinking and problem solving 
(Nasser, Abu-Nimer, Drane, Robinns, 2016). The goal of the case study is to compare an existing (Standard) 
curriculum used to strengthen critical thinking and emotional literacy in various contexts around the world 
with a new one designed specifically to incorporate local knowledge. In Lebanon, we trained teachers / 
trainers on the use of the existing curriculum and measured students’ critical thinking and emotional 
literacy skills immediately before and after the curriculum was implemented to account for the gains 
youth made as a result of the program. The data, in this case study, is derived from the baseline measures 
of students’ learning from a critical thinking and emotional literacy curriculum that is not fully 
contextualized. In the next phase, we will take the results and feedback from teachers and students and 
revise the curriculum to create an improved one tailored to the local cultural context and based on 
feedback from implementing partners. We will implement the new curriculum and measure students’ 
critical thinking and emotional literacy skills at the beginning and end of the program once again. Then 
compare the learning gains from the existing curriculum with those from the new curriculum.  

Gaps in Literature 
This study seeks to address gaps that have been identified in recent literature on education and its 
correlates to psychosocial wellbeing especially amongst refugees. For example, a UNICEF report (March, 
2015) on out-of-school suggests Syrian refugees face significant psychological issues that can limit their 
ability to succeed in education or in life. Thus, the report recommends developing curricula that can 
promote peace-building for these students. Our curriculum’s focus on emotional literacy and critical 
thinking can help address this gap in current programming. Although we test the effectiveness of our 
curriculum outside the formal system, its design means it could be implemented in a variety of settings, 
including the formal system, and tailored to a number of specific circumstances. In Lebanon, participants 
in the program were teachers and trainers, members of local non-governmental organizations working 
with Syrian and Palestinian refugees and local Lebanese youth. The critical thinking and emotional literacy 
curriculum used previously in other countries was implemented by the trainees with the above 
communities as part of a life skills program. The goal of the training was to enhance teachers’ 
understanding of the constructs of critical thinking and emotional literacy, familiarize them with the 
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curriculum and instruct them in strategies for leading the training sessions on addressing these topics and 
promoting the related skills. 

There is a significant body of literature linking the development of skills in both areas mentioned above 
to academic outcomes. Students who are better able to process complex information by examining a 
problem critically are more likely to succeed in both their studies and later in their careers (Rae 2013; 
Stationary Office 2000). Similarly, those who are more tolerant and better equipped to handle differences 
are expected to be better prepared to deal with differences of opinion in the classroom and in life (Bobo 
and Licari 1989; Lancee and Sarrasin 2015). Moreover, (Knowler and Frederickson 2013) have found that 
these gains can be realized over the course of a short school course (12 weekly sessions), like that which 
we piloted and are planning to implement. We hypothesize that because the new and modified curriculum 
includes cultural knowledge and contextual information, students (ages 12-16) will learn more from it 
than from the standard curriculum. 
 
The Study 
The educational curriculum we developed consisted of a series of short lessons (90 minutes’ modules) 
that can be implemented in low-resource settings outside of the formal system either individually as 
stand-alone lessons or in a series. Each lesson involves active learning pedagogies with developmentally-
appropriate and differentiated lesson plans targeting various aspects of emotional intelligence and critical 
thinking for students 12-16. The curriculum begins with understanding self, feelings, and decisions based 
on that to more complex skills such as comprehension and logical thinking. All necessary skills for success 
in school and in life. Emotional literacy was assessed using 14 Likert-scale items from the Developmental 
Asset Profile3 (DAP; Dubois et al, 2011) and 10 multiple-choice items from Wong’s Emotional Intelligence 
Scale (EIS; Wong et al, 2007). Perceptions of use of critical thinking in everyday life were assessed using 
14 Likert-scale items (Mincemoyer, Perkins & Munyua, 2001). Critical thinking skills were assessed using 
10 multiple-choice and short-answer questions based on the Critical Thinking Assessment Test (Stein et 
al, 2007).45  
 
Participants took the surveys before and after the ten sessions. One-hundred-seventy-five students 
completed the pre-program test. 59% were Lebanese, 27% were Syrian, 9% were Palestinian and 5% were 
other/missing. One-hundred-fifty-two students completed the postprogram test. Students made 
statistically significant gains on 6 of the 14 DAP items. For example, on the pre-test, 38.8% of students 
selected “often” or “always” for “I deal with frustration in proper ways”, compared to 65.5% on the post-
test (p<0.001). Statistically significant gains were made on; feeling good about myself, dealing with 
frustration, overcoming challenges, accepting others, feeling in control of my life and avoiding things that 
are dangerous/unhealthy. No statistically significant changes were made on the EIS.  
 
Students reported using critical thinking in their everyday lives more frequently on the post-test than the 
pre-test. For example, on the pre-test, 52.0% reported that they compare ideas when thinking about a 
topic compared with 75.8% on the post-test (p<0.0001). Gains were statistically significant on 12 of the 
14 items; think about possible results before taking action, identify options when facing a problem, listen 
to someone even though you disagree with them, have more than one source of information before 
making a decision, express your thoughts on a problem, give reasons for opinions. Differences were found 

                                                           
3 http://www.search-institute.org/surveys/dap  
4 https://www.tntech.edu/cat/reports 
5https://www.tntech.edu/assets/userfiles/resourcefiles/8783/1454517036_CAT%20Technical%20Information%20
V8.pdf  

http://www.search-institute.org/surveys/dap
https://www.tntech.edu/cat/reports
https://www.tntech.edu/assets/userfiles/resourcefiles/8783/1454517036_CAT%20Technical%20Information%20V8.pdf
https://www.tntech.edu/assets/userfiles/resourcefiles/8783/1454517036_CAT%20Technical%20Information%20V8.pdf
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by gender for both the emotional intelligence and critical thinking results. Critical thinking skill tests are 
currently being scored and will be available for the meeting.  
 
Implications for Policy and Research  
The existing curriculum we implemented on critical thinking and emotional intelligence proved to be 
beneficial in few areas especially those related to taking decisions and problem solving. This is good news 
for the research team as it suggests the following: 
 

1. The teaching of life skills to maintain psychosocial wellbeing is possible and can be done in non-
traditional and active methods that engage youth in non- academic and fun setting.  
2. The curriculum has the potential to yield even more gains once it is tailored to the populations’ 
needs and once we revise based on results and teachers’ self-reports.  

 
It is true that the results apply to non-formal education in this case but we know they also apply to formal 
education based on the same study where we implemented the curriculum in the formal system in Jordan. 
Further research is needed to examine the direct links to academic outcomes of youth who participated 
in the program. 
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