	Ekaterina Glebova - ID Number 1296742
Ms Dissertation IDD – CSD course
	60



University of Birmingham
International Development Department
School of Government and Society




To build back better: 
Possibilities of changing attitude towards disabled children 
in a post-conflict reconstruction context
The Chechen Republic case study


A dissertation submitted in partial requirement 
for the degree of Master of Science in International Development 
(Conflict, Security and Development)





Name: Ekaterina Glebova
Student ID: 1296742
Supervisor: David Cobley
Word count 16,499


1 March 2015




ABSTRACT

  War and conflicts, although adversely affecting human life, and especially the lives of children, provide a unique opportunity to transform approaches to those who are most vulnerable, namely disabled children. In a post-conflict environment, while reconstructing ruined buildings and infrastructure, rehabilitating social systems and institutions, actors in the field of development have the opportunity to apply new visions and methods brought to the conflict zone by the influx of international humanitarian agencies. Inclusive education if offered to disabled children with war-related impairments on an equal basis to children with congenital impairments, could in turn stimulate the further inclusion of disabled people into society. 
The thesis aims to explore the relevance of the theory of ‘build back better’ to a case study of the Chechen Republic. In that particular post-conflict environment, favorable conditions as well as serious obstacles to the promotion of inclusive approach to education have emerged. The result of this interaction deserves the due attention of those particularly working in the field of post-conflict development and concerned with a right’s based approach to disability.  
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I. Introduction 

1. Key terms and definitions

Disability is defined by the UN Convention on the Rights of Persons with Disabilities as an evolving concept that “results from the interaction between persons with impairments and attitudinal and environmental barriers that hinders their full and effective participation in society on an equal basis with others” (CRPD, 2006, preamble e). This idea is based on a so-called ‘social model’ of disability that recognizes un-adapted environment, social oppression and discrimination, but not bodily impairments, as the main causes of disability (Oliver, 1983). In contrast, the ‘medical model’ of disability is focused on bodily impairments causing functional limitations that prevent an individual from the full exercise of the usual activities of human beings. It assumes that person with impairment should be placed in a more suitable environment, often isolated from other people, where the limitations of his/her body can be addressed by specialists (Barnes and Mercer, 2003). 
The gradual shift towards recognizing the equal rights of disabled persons has been inspired by their own activists and antidiscrimination movement of Disabled People’s Organizations (DPOs). In many countries, it evolved into the ‘social welfare’ approach, in which disabled people are perceived as requiring specialised medical care, pensions and education in order to exercise their rights to a decent life. In practice, however, this concept still entails the segregation of disabled people commonly in specialised institutions from early childhood (UNICEF, 2005).
In contrast, the UN Convention on the Rights of Persons with Disabilities (2006) promotes inclusion at all levels as the most advanced approach to disability so as to achieve equality and full participation of disabled persons in society. The Inclusive education approach, as defined by the Salamanca Statement, promotes an education system with “a child-centred pedagogy capable of successfully educating all children, including those who have serious disadvantages and disabilities” (UNESCO, 1994, p.6). It aims to provide education for all taking into account individual features, learning styles and interests of everyone. 

The complexity of disability is exacerbated by gender and race, age and social status; in contemporary society, the definition of disability encompasses a wide variety of types and degrees of impairments. In this research the term ‘disability’ is used to describe physical, sensory and mental impairments, which in interaction with physical and social barriers may generate discrimination, inequality and segregation of persons from society. 

2. Research background 

In the Russian Federation, traditionally prevailed medicalised approach to disability, or ‘social welfare’ that was recognized as effective in the collection of data on disabled people for the provision of regular pensions, medical examinations and specialised forms of education adapted to the abilities of disabled children (Fröhlich, 2010).
 Children’s disability was expressed in terms of ‘defectology’ – a specialised discipline that classified disabled children as ‘defective’ from the norm. It was widely perceived that for optimal care, disabled children should be placed in residential institutions (boarding schools or orphanages) according to disability type. Given the lack of community-based care and the absence of appropriate conditions in mainstream educational institutions, parents were usually advised to place their disabled child in an institution from a very young age. A significant number of disabled children consequently grew up in isolation from society, often transiting from children’s institutions to adult residential homes where they spent the rest of their lives. Those children who remained with their families were usually deprived of education and hidden from normal social life (UNICEF, 2005, UNICEF, 2012). 

3. The main concept of research

‘To build back better’[footnoteRef:1] is a concept described and adopted by scholars (Kett, 2007, 2010, Kett, Ommeren, 2009, Trani, 2011, Miles, 2013) as well as organizations (WHO, 2013, WRC 2008) working in post-conflict environments on disability-related issues. It proposes that despite adversity, destruction, devastation and other myriad challenges, conflict and post-conflict reconstruction could become catalysts for positive social, environmental and attitudinal changes in disability-related policy. [1:  Clinton, W. J. 2006. Lessons Learned from Tsunami Recovery. Key Propositions for Building Back Better. A report by the United Nations Special Envoy for Tsunami Recovery. December, 2006. New York: Office of the UN secretary-general’s special envoy for tsunami recovery.] 

In the Chechen Republic at the beginning of the 2000s, almost 10 years of a destructive insurgency and two bloody wars had laid waste to all systems, services and infrastructure. The new Chechen government, with the assistance of the Russian Federal government and in collaboration with UN agencies, local and international NGOs, made significant efforts to rebuild the severely damaged Republic, to re-establish local political, economic and social institutions and to reconstruct public services. 
Tens of thousands of people were victims of the violent conflict; many, including a large number of children, had been maimed. Since such war-related disability did not bear any stigma and was neither a source of shame, it represented a unique opportunity to change attitudes towards disabled children. 
In rebuilding infrastructure, social institutions and public services, the local government had an opportunity to not only make the environment more accessible and friendly to disabled people but to make society more inclusive; they could start from inclusive education for disabled children.  
The presence of international organizations as development partners in the initial stage of the reconstruction period could become a catalyst in the promotion of new vision and approach to reconsider status of disabled children; for emergence of local NGOs of disabled persons and the removal of existing environmental and attitudinal barriers. UN agencies in collaboration with international NGOs (INGOs) had the opportunity to share methods and technics with local NGOs and government authorities and to insist on their implementation in the newly reconstructed schools and institutions.
Interventions and massive investments by the Russian Federal government significantly changed the Chechen Republic’s image for other members of the Federation as well as for the international community. With its recent history of war and large number of disabled children, Chechnya had the chance to become the first region in the Russian Federation that was friendly and non-discriminatory towards disabled people, the first in the removal of barriers and the promotion of their equal rights in society.

4. Research methodology and objective

I work for a Russian Non-governmental Organization of Disabled People (Disabled People’s Organization), Perspektiva, whose mission includes the empowerment of disabled people and the promotion of inclusive education in Russian regions (UNICEF, 2012, p.60). In particular, Perspektiva, in collaboration with UNICEF and local NGOs, concentrated its efforts on the promotion of inclusive education in the Chechen Republic during its reconstruction phase. Its specialists visited the Republic many times, organizing workshops and conferences to enhance the efforts of the local community in changing attitudes and removing barriers.
My dissertation is based on two brief periods of field research in March and July 2014 when I visited the Chechen Republic and conducted interviews with local people, as well as a literature review and thorough research of existing materials, reports of government institutions, UN agencies, international and local NGOs. 
The literature review describes the main concept of changing attitudes towards disabled children in a post-conflict environment. It explores the interaction of government institutions and international and local NGOs in the rehabilitation of disabled children and efforts to promote their integration into society, including associated challenges, failures and achievements. 
In this dissertation, I endeavour to establish which prerequisites existed in the Chechen Republic to change policy towards children with disabilities, how interagency collaboration attempted to enhance endeavours in the promotion of an inclusive society for children in this post-conflict context, what has been done to achieve this goal, which possibilities were missed and why. 
This is a unique exploration since, to my knowledge, no previous research of this sort ever made on the case study of the post-conflict Chechen Republic. It is likely that the results will provide useful information to support the ongoing work of agencies and INGOs with disabled children in post-conflict environment.
 
5. Research Questions
 
The main question: 
How did policy towards disabled children in the Chechen Republic change due to the military conflict and in the post-conflict reconstruction period?
Subsidiary questions:
What prerequisites for the promotion of inclusive education emerged in the Chechen Republic in the post-conflict period; was republican education system re-established as more inclusive and to what extent?
What was the impact of international organizations and local NGOs, which worked as development partners in the post-conflict reconstruction period, in the rehabilitation of disabled children and the promotion of inclusive education?
What kind of pitfalls and impediments has hindered the implementation of inclusive education and changes in attitudes towards disabled children? 
How could these limitations and restrictions be overcome in existing reality?

6. Structure

The first section of the dissertation is a review of literature dedicated to the main theory on which the dissertation is based – ‘to build back better’ - provided by scholars working in disability in the areas of conflict and emergency and their empirical studies. 
The background part describes the environment and situation concerning children’s disability issues on the cusp of the 1990s in the Russian Federation and the Chechen Republic, in particular. 
There will be Methodology chapter describing the methods of the research and data collection, Ethical issues and Limitations. 
Chapter Findings and Analysis consists of results of the research.


II. Literature review

Bearing in mind that this is a case study, the literature review was conducted with the primary aim of developing the dissertation’s theoretical framework (Yin, 1994). It sought to provide background information on the problem, to define the main theory and to reveal pre-existing empirical studies on the topic to support or refute the theory (Blaikie, 2000). The goal was to establish the relevance of this theory to the case study, to identify the existence of any gaps and to determine how the theory could be developed to be applicable to a particular context. 
The justification of the choice of literature was conditioned by these goals.  
Resources of the University of Birmingham on-line library were used together with some books and materials sent from the university as a module pack. Then, a search was conducted along the main theory among the studies and articles of those authors concerned with the issue of disability and development. Materials included books, book chapters and journal articles as well as working papers, reports, and past dissertations found by searching the electronic databases of international agencies, government institutions, NGOs and the media.  


1. The main theory: to build back better

Scholars have noted that little research has been conducted on disability in conflict and post-conflict reconstruction periods; there is little data on the influence of conflict on attitudes towards disabled people and no evidence of their inclusion at any stage of reconstruction phase (Kett 2007, 2010). Similarly there was limited evidence of the inclusion of disabled children in education as part of the process of post-conflict reconstruction (Miles, 2013). 
However these same researchers, and some other authors provide us with an opportunity to explore the main trends in the impact of conflict on disabled people and have defined concepts for consequent changes in a policy towards disability. 

Military conflicts increase the risk of injury and impairment and reduce access to healthcare systems, thus directly and indirectly affecting health and producing newly disabled people in the effected region. In a situation when key systems and services are destroyed, any untreated injury could lead to impairment (Kett 2010). Malnutrition, poor sanitation and widespread disease have highly adverse affects on health and enhance chances of irreversible damage (WRC 2008, Rockhold & McDonald, 2009, Miles 2013). 
Notably, there are differences in attitudes towards disabled people whose impairments were due to military action and those who were disabled prior to a conflict or as a result of devastating living conditions.  Indeed, a wide variety of researchers noted that states and humanitarian agencies prioritize those persons injured or impaired by conflict in the allocation of medical care, assistive devices, rehabilitation services and psychological support (Kett, 2010, ICRC, 2007, Rockhold & McDonald, 2009, WHO, 2013). “War wounded and amputees are more visible and attract attention of INGO… The majority of non-war disabled were excluded from these {humanitarian} programmes” (Kett, 2007, p.168).
Taken as a whole, however, during conflict and post-conflict periods, people with disabilities have a low priority and their needs usually overlooked by states and humanitarian workers. In the best scenario, policy towards disabled people in a post-conflict period comprises charitable attitude. They are perceived as one of vulnerable groups and treated with a ‘blanket approach’ without addressing the environment that produced the barriers  (Kett, 2010, Kett, Ommeren 2009). Kett (2007) raised the issue of the equal rights of disabled people in post-conflict or post-emergency situations, starting from humanitarian assistance and aid distribution. “Basic needs are the same for all… It is how they are provided that makes the difference” (p.160). Researcher argues, “Disabled people … are seen as a group in need of specialist expertise or a vulnerable group, not as a group entitled to the same programmes and protected by the same rights as all others” (Kett, 2010, p.347)
At the same time, war and conflict produce some unexpected opportunities: they may be catalysts for the emergence of Disabled People’s Organizations (DPO) or the formation of self-help groups. Initially aiming to provide emergency relief and to satisfy the basic needs of disabled people, DPOs have a potential to grow and to promote equality and non-discriminatory policy on further levels (Kett, 2007, Kett, Ommeren, 2009).
In her own research (2007, 2009, 2010) as well as her contributions to larger studies (ICRC 2007), Kett raised the possibility that an emergency or conflict could be used as a chance for serious changes in disabled people’s lives. According to Kett, conflict, despite its devastating effect, could become an opportunity to re-build infrastructure, making it more accessible for disabled people, and to create more inclusive societies, involving disabled people or DPOs in reconstruction and the long-term development process. 
Researchers of the World Health Organization, for example, applied the ‘build back better’ approach to the transformation of mental health care in post-conflict environments. In their study of 10 countries they noticed that in post-conflict environment the national government, international donors and media express concern regarding psychological response of the affected population to suffering and ongoing tragedy. With the attention of humanitarian agencies and the availability of financial recourses to provide psychological support, all that is needed is to stream these efforts in the right direction:  “the surge of aid, combined with sudden, focused attention on the mental health of the population, creates unparalleled opportunities to transform mental health care for the long term” (WHO, 2013, p.4).
Kett and some other researchers also argue that there is a possibility to reconstruct damaged schools in a more inclusive way, both buildings and programmes, to provide disabled children a chance, together with their non-disabled peers, to use education as a protective mechanism in the situation of post-conflict chaos and trauma (Kett, 2007, Trani 2011, Miles, 2013).

It is estimated that armed conflicts kill and maim more children than soldiers, and that for every child who is killed, three are disabled (UNICEF, 1996, Who & World Bank, 2011). Many children acquire impairments in conflict period not because of military actions but as a result of devastating living conditions, poverty, insecurity, the loss of housing, lack of medical care and vaccinations, malnutrition, the destruction of infrastructure and supportive systems (Kett 2007, 2010, Trani et al, 2012). As disabled adults, children who were impaired before a conflict usually receive less attention than those with war-related disability; they are not a priority among the more urgent tasks in the conflict and post-conflict periods (World Vision, 2007 in Trani et al, 2011). 
Not so long ago, emergency education was recognized as an important element in humanitarian response, protective mechanism and psychological support, providing a sense of normalcy and stability for children caught in military conflict. However, disabled children were again excluded from the education initiatives of international agencies (Kett, 2007, Trani et al, 2011, Albortz et al, 2011, Miles, 2013). They were often overlooked because of their invisibility and extremely low school enrolment prior to the conflict. It is estimated that one-third of out-of-school children are disabled (UNESCO, 2006). 
According to the Save the Children report, half of the world’s out-of-school children live in conflict-affected states; a significant proportion of these children are disabled (2008).
Researchers in the area of disability and conflict note that post-conflict reconstruction could be a unique opportunity to interrupt the status quo and rebuild an education system as more inclusive. A stable political context could in fact make this task more difficult and leave discrimination unchallenged while the need to restore damaged or destroyed systems in war-affected regions could hypothetically facilitate this shift. “The physical reconstruction of schools would involve ensuring physical accessibility; the ideological reconstruction would involve the retraining of teachers so that they teach in more inclusive ways…” (Miles, 2013, p.802). In turn, the reconstruction of the education system could become a chance to “reconsider the way disabled people are treated in society” (ibid). 

2. Empirical studies

Exploring post-conflict environment in different countries through the lens of the theory described above scholars have revealed the main tendencies, pitfalls and possible challenges in promoting inclusive education for disabled children in conflict-affected regions. 
Alborz et al (2011) based on empirical study in Iraq described impediments in the transition from special education to inclusive education in the particular circumstances of a post-conflict environment. According to that study, in the context of a barely finished war, when many schools are destroyed or unsafe and others are overcrowded, when there is a shortage of all teachers not only those specially trained, when there is no transport available for children living in remote areas, the idea of inclusive education contradicts with old-fashioned views about what is best for disabled children. The division of responsibility between different ministries and services and the lack of sufficient investment in teacher training also hinder the promotion of an inclusive approach. The authors’ recommendations include pressure on national government and international aid agencies to promote inclusive education (Alborz et al, 2011). 
However, this kind of approach is questionable and could be hindered by complex political relations. Kett (2010) described the situation in Sri Lanka where political tensions between the national government and international community negatively affected INGOs’ initiatives and financial investments. 
The issue of the interrelationship of external actors, i.e. INGOs or agencies promoting a new rights-based approach, and national or local governments which are often not strong in post-conflict settings and do not have the necessary trust of the population, should be highlighted as one of the main challenges of post-conflict development. Additionally, security considerations may often contradict a human rights agenda, leaving the latter well behind.
Lack of cooperation with the government may, in turn, also raise the question about who owns the new approach and who is committed to implement inclusion, in the possible absence of foreign donors and agencies. Aid agencies at times ‘have been knowing to bypass governments and create parallel systems of mental service delivery… carrying the risk of undermining governments’ ability to function sustainably” (WHO, 2013, p. 98). 
An over-reliance on donors and INGOs was listed among the key challenges of promoting the equality of disabled people in Sierra Leone. Zampaglione and Ovadiya’s report (2009, cited in Kett, 2010) pointed out the importance of the government’s decision to support inclusion, dedicating funding as well as political will to address disability beyond the existing policy framework. At the same time, there is a need to increase the capacity of local civil society organizations to be able to implement projects assisting inclusion and to monitor government policy (ibid). 
“Nothing about us without us” is a well-known slogan of Disabled People’s Organisations. It is therefore vital to increase the capacity of newly created DPOs in conflict-affected states to be able to promote inclusion since other local NGOs could replicate the prevailing charitable approach of INGOs, which leads to the increased aid dependency of disabled people (Charlton, 1998, Kett, 2010). 

Based on studies in Sri Lanka, Darfur and Sierra Leone, researchers note that it is better to introduce a rights-based inclusive approach, inclusive programmes and development in the early stages of post-conflict reconstruction, since they “may be more readily available in the immediate post-conflict phase when many UN agencies, donors, international financial institutions and NGOs are in the field”. It is more difficult to attract attention to inclusion later, when “media glare dies down and global attention moves elsewhere” (Kett, Ommeren, 2009, Kett, 2010, p. 348).
The other challenge is to attract the attention of those present to not only victims of war but to all disabled children in the region, despite the fact that the war-wounded and amputees are more visible (Kett, 2007). It is worth noting that war-related disability could generate negative attitudes among locals based on the perception that victims “deserved what they got” as in the case of former child soldiers in Liberia (ICRC, 2007, p.96). In seeking to promote inclusive education in war-torn societies, one must therefore address the complexity of disability with additional attention to how specific impairments were obtained. 
A large study in Afghanistan revealed that children who were already at school when they became disabled were more likely to remain or to return to school whereas children with a congenital disability who never attended school have a low possibility of starting their education. Within schools, teachers and other children may demonstrate different attitudes towards some of the disabled students based on their type of impairment (Trani et al 2012). 
The same study in Afghanistan revealed that the integration of children with physical impairments was easier then those with sensory or mental disabilities since the physical access of school facilities was the only problem for children with mobility impairments - “once in school the teaching methods are the same as the rest of the children” (Bakhshi, Trani, 2006). 
In Afghanistan, efforts to promote the accessibility of schools were generally focused on building ramps and other special devices for physically disabled children since it was a “simple, one-time investment, and a quantifiable intervention, easily reported to donors” (Trani et al 2012, p. 359). However, universal access to school is not only limited by the physical accessibility of a building, it requires an adapted curriculum, new teaching methods, and an inclusive learning environment, especially for children with sensory and mental disabilities. It “requires more complex analysis, individualised processes and on-going support (material and human) and does not systematically yield similar quantifiable learning outcomes” (ibid). Moreover, learning outcomes are not a suitable measure of inclusion; the development of the personality, socialisation and mutual support are vital in conflict-affected regions. 
Their acceptance in a class, the teachers’ attitudes and prejudice play a very important role in the adaptation of disabled children to mass schools.  Kett (2010), analysing the situation in Darfur, paid attention to common misunderstandings about disability not only among teachers and other students but among the parents of disabled children who had low expectations of them and were reluctant to send them to school. The transition to inclusive education means not only raising awareness and training teachers, but often challenging the prevailing culture, including a school’s organisation and ethos (Alborz et al, 2011). It is questionable to what extent a conflict or emergency could lead to such significant changes, especially in communities with strong traditional and religious values. 
Based on studies in Darfur and Sierra Leone, researchers noted that despite the fact that disabled children were included in national education policies, newly constructed schools were often not accessible to disabled children, were overcrowded and under-resourced and had teachers with poor motivation due to their very low salaries. Many schools were located in remote rural areas with limited transportation, with a subsequent need for family members to bring disabled children to school. Authors claimed that among the factors inhibiting inclusion was a lack of commitment by the international and national organisations involving in the promotion of inclusion. Even those agencies committed to promoting education perceived disabled children as one of many vulnerable groups in need of specific attention, not necessarily in terms of equal access to education  (Trani et al, 2011).   
The opportunity for the application of inclusive policy could be found in refugee camps where disabled children, who were previously hidden due to shame, become visible. Miles (2013) notes that in refugee camps, many international organisations are concentrated their attention on the needs of refugees in a context of less government control and many non-busy adults available as supporters. However, this opportunity is often also missed for the exact same reasons: INGOs and donors provide support for the disabled as one of many helpless and marginalised groups unable to exercise their equal rights. Disabled children are not specifically encouraged to attend mainstream schools, which are usually not equipped with appropriate teaching materials (like textbooks in Brail), specially trained supportive staff or a flexible curriculum (WRC, 2008). Sporadic attempts to pioneer new practices in education are commonly unable to change the system (Oh and van Der Stouwe, 2008, cited in Miles 2013). Nevertheless, Miles, with reference to other researchers, listed some positive changes in policy towards disabled people that were pioneered in refugee camps (Lee 1999, Azimi 2008). 
At the same time, in her study of Iraq, researcher noticed, “number of disabled children living in refugee camps is small compared with those who remain in their home communities in conflict zones”, although the amount of literature dedicated to disabled refugees living in camps is significant (Miles, 2013, p. 804). Usually, there is more information available about refugees concentrated in one place such as an IDP camp with the constant attention of international agencies, than about people left behind at home in war-torn regions. To collect data on these disabled children, the types and causes of their impairments is a complex task for any humanitarian agency. It is therefore difficult and practically unattainable to provide an appropriate response based on an individual assessment of needs and possibilities (WRC, 2008). 

The Inter-Agency Network on Education in Emergencies (INEE) was established in 2000 and now embraces a task group on inclusive education aiming to support the rights of disabled children to be educated in mainstream schools. INEE has produced guidelines on inclusion in emergencies (2009) which listed such measures as the physical accessibility of school facilities, special training for teachers, and raising awareness about disability among teachers, parents, communities, national and local authorities and humanitarian actors (Trani et al, 2011).  However, members of this Task group recognize that it was not sufficient to provide a legal framework and standards to imply inclusion and asked about results, “steps need to be taken to make them a reality” (Pinnok, Hodgkin, 2010, p.34). The reality is generally reluctant: on the way of inclusive education of disabled children is widespread perception that neither the conflict nor post-conflict reconstruction period is a suitable time to practice a new approach and change the system. Since education in emergency is a relatively new humanitarian response, the methods and tools are still in the process of being developed (ibid). At the same time, other scholars are confident that the lack of inclusion of disability in a post-conflict context represents a missed opportunity (Trani et al 2011, Miles, 2013). 


III. Background


A post-conflict environment is not a blank slate. There were institutions and services existed before the war, moreover, the practical experiences, positive as well as negative could not be neglected and forgot.
The pre-war situation of disabled children in the Chechen Republic was tightly intertwined with the situation of disabled children in the entire Russian Federation and the recently collapsed USSR. Given the common history, approaches, rules, and practices, it is therefore relevant to start from a brief overview of disability issues in the Russian Federation.




1. Disability issues in Russia at the turn of 90s: 

1.1 Disabled children and residential institutions
The status of a disabled child (rebenok-invalid) in the USSR was established only in 1979, following the UN requirements. The Soviet government approved ‘The list of medical indicators recognizing a child before 16 years old as disabled and eligible for the special pension’ offered by the Ministry of Health. According to that list, children with very severe and incurable congenital diseases were classified as disabled. The registration and statistical data collection of these children began in 1980, when the medical board for the examination of disabled adults was re-organized to include paediatricians (Shmidt, 2014, Roudik, 2007). 
In 1990, the number of disabled children in Russia was about 155,100 Nevertheless, this estimate was limited since the system reported beneficiaries and not those with physical impairments (UNICEF, 2005). 
The more reliable sources of data considered to be resident institutions with different profiles and subordinations where children with impairments resided long before 1979. These included boarding schools administered by the Ministry of Education, hospitals and children’s homes run by the Ministry of Health, and boarding homes under the supervision of the Ministry of Labour and Social Development (Appendix 2) (Thomson, 2002, Shmidt, 2014, UNICEF, 2005). 
In turn, schools were divided into eight types according to the different types of disabilities. There were schools for the blind, partially-sighted, deaf, and hearing-impaired, for children orthopedically impaired and intellectually impaired but educable and others, all academically supported (Anderson, 1987, Shmidt, 2014). 
Despite the USSR’s long history of universal access to education and its high enrolment rates, the Soviet approach to disability was based on the medical model and its attitude to the education of disabled children determined by ‘defectology’ (Grigorenko, 1998, UNICEF, 2005). Boarding schools concentrated all services at one place and offered rehabilitation together with special profession-oriented education that sought to adapt disabled children to existing barriers in society (UNICEF, 2012, Shmidt, 2014). Critics of this system argued that it focused on “changing disabled individuals rather than their social and physical environments” (UNICEF, 2005, p.39).
The decision about where to place a disabled child was made by the previously mentioned special medical board (an agency of medical-social expertise) that defined the criteria for admission to special schools (Anderson, 1987, Rasell, Iarskaya-Smirnova, 2014, Shmidt, 2014). A common practice was to convince the parents of a child with severe impairments (especially intellectual) to abandon him/her in the maternity clinics (UNICEF 2005). 
Russia’s mainstream education system was not adjusted to the needs of disabled children and did not permit children with specific impairments to be educated in a mass school (Roudik, 2007). Yet, at the same time, the system of special schools was accessible to every disabled child and free of charge, being financed by the government. 
In 1987, the Resolution of the Central Committee of the Communist Party approved the specialised assistance for disabled children by speech therapists, social pedagogues, psychologists and other professionals, who were the only specialists with the right of access to disabled children (Shmidt, 2014). 

In 90s and later in the beginning of 2000, tens of legislative acts at different levels were formally accepted, guaranteeing the equality of disabled children and their right to receive education according to their choice, although there was unfortunately a lack of implementing policy for these legislations. In practice, mainstream schools denied access to disabled children, arguing that special schools were better equipped, with specially educated teachers and specialists (Roudik, 2007).  
The introduction of their legal status provided the families of disabled children with financial support that could make them independent from residential institutions, although inaccessible environments, shame and stigma also inhibited those children from leading a normal life, and specific boarding schools represented the only real possibility to obtain an education (Shmidt, 2014, UNICEF, 2005). 
In 2008 Russia signed the Convention on the Rights of persons with Disabilities although until its ratification in 2012 attitudinal as well as physical barriers remained serious obstacles to the implementation of inclusion. The segregation of disabled children was almost unchanged, and the number of special schools had increased since inclusive approach inevitably contradicted with the strong Soviet system of special education. In addition, the weak social welfare system and the lack of community-based rehabilitation services increased the tendency among parents of disabled children to be resistant to new approaches. Strong traditions, including the unchanged attitudes of teachers, parents and society as a whole, outweighed some attempts of NGOs to promote a new approach (UNICEF, 2012, Rasell, Iarskaia-Smirnova, 2014).

1.2. Disabled people’s organizations 
The first large survey of disabled people conducted by the Soviet Ministry of labour in 1990/91 revealed that about 50 per cent of respondents did not known about the existence of the Non-Governmental Organization of Disabled people (Dobrovolskaya, Shabalina, 1991).
However, at the end of the Soviet era, there was a net of three large national organizations – the All-Russian Society of the Deaf (VOG), the All-Russian Society of the Blind (VOS) and the newly created All-Russian Society of Disabled People (VOI). The creation and development of the VOG and VOS in the 1920s were inspired and supported by the state; they were financed by the government and loyal to its ideas of development. Neither of these non-governmental organizations raised the issues of human rights or discrimination, but instead they initiated and participated in social programmes to provide support and promote employment for disabled people (Fröhlich, 2010, p. 175).  

The All-Russian Society of Disabled People (VOI) represented the interests of physically impaired people. It was created from the bottom, by the disabled people's movement for their equal rights, and registered only in 1988 (Deryugin, 1998). Fröhlich (2010) argued that as VOI has become interconnected with state structures and financed by the government, it stopped focusing on human rights issues and concentrated its efforts on local problems, e.g. employment, social support, the accessibility of public infrastructure.

2. Disability issues in the Chechen Republic on the cusp of 90s 

2.1. Disabled children
It was not possible to estimate the exact number of disabled children in Chechnya due to the limitations described above as well as some other factors. At the beginning of 90s, the Chechen–Ingush Autonomous Soviet Socialist Republic united two neighbouring ethnic formations. Hence, any numbers were related to common data. Additionally, medical statistics of that period were (and still are) classified. Local archives were destroyed by military actions.

There was a special Boarding school for blind and partially sighted children in Grozny, the capital of the republic. It was established in 1936 and designed for 120 students. As one of the oldest teachers recalled, the boarding school was always full, accepting children from neighbouring republics and regions: the republic of Dagestan, the North Ossetia, Stavropol region, since the school was perceived as one of the best in North Caucasus. Local students came from mountain villages and far removed districts, spent the week at school and returned to their families for the weekend. There were a few orphans and it was a common practice for the teachers to take them home at the weekends. The school was administered and financed by the Chechen-Ingush Ministry of education, quite well equipped and staffed. It had a library with textbooks, fiction and non-fiction literature in Brail, including the works of famous classical Russian writers and poets. Almost all of the teachers had a university degree. 
After finishing vocational training at the boarding school, students could attempt to find a job at the enterprises of the local branch of VOS (Zaitov, 2014).

The Boarding school for deaf and hearing-impaired children existed in the republic from 1938.  It was located in a village, Starye Atagi, and later relocated to Grozny. The school was designed for 150 students although there were never more then 137, according to the testimony of one teacher who has worked in the school for more than 50 years. It was well equipped and staffed with teachers who all had special education including sign language. They utilised a special curriculum for deaf students that has been changed only twice in half a century. Nevertheless, the institution was ‘in the good books’ and scientific conferences were organized on the base of the Chechen-Ingush Boarding school for the deaf.
Students enrolled in this school came from local villages and towns as well as from neighbouring regions: Stavropol, Pyatigorsk, and the Republic of Dagestan. The boarding school worked year round without weekends and many students from afar spent weekends and even vacations at school thereby generally detached from their communities. The school offered a complete secondary education and had a kindergarten where children from the age of four years were enrolled to prepare for school. Additionally, the institution had sewing and carpentry workshops in which graduating students could receive a professional licence. They had an opportunity to work in the special enterprises of the local branch of the VOG of in local factories or handicrafts workshops. According to the teacher, students had regular joint meetings and activities with children from mass schools (Paizullaeva, 2014).

The Chechen-Ingush Republic had its own Boarding schools for mentally backward but educable children. The main school, which was designed for 360 students and located in Grozny, was established in the 1930s.  There were three other schools in different districts of the republic, designed for 50-60 students each. 
These schools were administered and financed by the republic’s Ministry of Education and had a special curriculum of ‘auxiliary schools’ for mentally impaired children. There were no children with severe learning difficulties since such children were perceived as uneducable (Thomson, 2002). About 30 per cent of students were orphans (or abandoned children) while the remaining 70 per cent had families in different parts of the republic. Usually, these students spent the weekends at home; the other students lived in the school constantly. According to the headmaster who worked in the school for around 25 years, the school also had its own sewing and carpentry workshops and assigned professional licences to students upon graduation. Despite the large number of low-skilled jobs in local factories, less than 50 per cent of this school alumni were able to find employment (Tohaeva, 2014).

From 1935, the Auxiliary daily school, which was also run by the Ministry of Education, was located in Grozny. According to school’s web-site, in 90s, there were 200 students with mild intellectual impairments, from dyslexia and dysgraphia to other learning difficulties. 

Finally, there was an orphanage for disabled children, or Infant House #2 in contrast with Infant House #1 designed for non-disabled orphans. The orphanage was established in 1934 and designed for 100 children, mostly those abandoned in maternity hospitals because of their impairments. It was administered and financed by the Ministry of Health. The school was supposed to keep the children until they were four years of age but often 9 to 10 year old children still lived at the orphanage. As the chief doctor, who worked at the school for a long time, noted, the large proportion of children had cerebral palsy, but later, she accepted children with different intellectual impairments including Down syndrome (Abdulaeva, 2014). There was a polio outbreak in Chechen-Ingush Republic in 1982, after which many children with polio-related disabilities were sent to the orphanage (Russian Information Agency, 2010).

According to the testimonies of specialists working in the area of children’s disability in Chechnya at the turn of 90s, many disabled children, particularly those with intellectual impairments and cerebral palsy, were segregated and hidden by their families who preferred to keep them at home. Some families were ashamed of their intellectually disabled children, while others, especially in mountain villages, were not aware that such children could be rehabilitated, socialized and educated. Some families had a prejudice against institutions, assuming that children could not receive proper care in such places.  

2.2. Disabled people’s organizations
	The Chechen-Ingush branch of the VOS (All-Russian Society of the Blind) was established in 1932. The Society had its own enterprises and a residential institution where blind people could live and work. There was a special club for blind people that offered different activities including sports and tourism, and a library with approximately 200,000 books in Brail (Estamirov, 2012, Lipina, 2007).

The Chechen-Ingush branch of the VOG (All-Russian Society of the Deaf) was established in 1957, when about 2,000 deaf people were identified in the republic. Aiming to provide them with vocational training and employment, in 1972, the local VOG established the Training and Production Enterprise (Grozny Inform, 2013).

The Chechen-Ingush branch of the VOI (All-Russian Society of Disabled People) was established in 1988 and received government subsidies for its activity. In 1992, it started self-financing with the support of the state (Azdaeva, 2014).


IV. Research design and methodology

This thesis was designed as a case study with defined theory applied to the specific place, framework, target group and particular conditions. Living in the Russian Federation, I have chosen the Chechen Republic during it post-conflict reconstruction period, from late 1999 (the end of the active phase of war) to 2012, when the Russian government ratified the UN Convention on the Rights of Persons with Disabilities and positive measures were officially launched towards disabled people from above. 
Using the method outlined by Yin (1994) and Blaikie (2000), I explored, described and analysed the changes affecting a specific group of the population situated in particular circumstances and conditions – namely, the schooling of disabled children in a post-war environment. Both qualitative and quantitative data were collected although the research is based primarily on qualitative information due to the questionable precision of figures.
Both field-based and desk-based research methods were utilised, including journalistic efforts to collect data. Being restricted by employment commitments, I visited Chechnya twice, in March and in July 2014, five days each time. The initial, preliminary visit served to identify a circle of key informants and sources in the Republic. Meetings and interviews helped to direct further research and to guide the configuration of the thesis. 
During the second visit, structured and unstructured interviews with open-ended questions were conducted with key informants in their offices. Due to the lack of available documentation on the functioning of schools in the pre-conflict and conflict periods, a set of standard questions was prepared for the structured interviews with schools’ representatives to elicit statistics and other facts related to the defined timeframes (Appendix 3). Less rigid then a questionnaire, these open-ended questions allowed respondents the freedom to choose their own words (Overton, Diermen, 2014). Other interviews were predominantly unstructured with questions modified according to an interviewee’s responses. As noted by Bernard (2012), these interviews allowed data to be clarified, revealed respondents’ opinions and assumptions, allowing them to narrate their own stories and sometimes led to quite unexpected discoveries. 
Key informants for this study:
Representatives of the Ministry of Education – 2
Representative of the Ministry of Labour (Social welfare Department) – 1
Representative of the Medical Social Board - 1
Schools’ directors or representatives - 4
NGO leaders or representatives – 5
Rehabilitation Centre representative – 1
Centre of Psychological assistance representative – 1
Representative of the Orphanage - 1
Parents of disabled children - 4
Additionally, I received several reports from governmental institutions and NGOs; visited some disabled children in their homes, visited school #18 as well as the Centre of psychological assistance and the Republican rehabilitation centre for disabled children.  
Inevitably, some new questions evolved in the course of exploration and as a consequence, I re-contacted many key informants via telephone and e-mail to gather additional information. 
Apart from facts, the key informants were asked about their opinions, perceptions and views. Recognizing that this data could be biased, it was important to seek alternative ways of interpreting findings and competing explanations of the evidence (De Vaus, 2001)
Desk-based research was therefore vital to crosscheck the information received and to reveal more precise data on Chechnya’s post-conflict reconstruction period. Using the Internet resource Relief Web I downloaded situation reports and donors updates from the UNICEF field office in the North Caucasus region from 1999 to 2007 as well as some reports from the international agencies and non-governmental organisations (INGOs). I also utilized UNICEF and WHO reports   assessing the efforts of their field offices in the region.
Some important data was revealed through such open sources as the web-sites of Chechen ministries, schools, NGOs and rehabilitation centres. Their annual reports, published on the Internet, essentially supported the information provided by their representatives.
Finally, media sources, both official and independent, were utilized to reveal facts.

V. Ethical considerations

Any issue related to disabled people is highly sensitive and should be explored with the use of proper terminology and expressions. Working in a disabled persons’ organization I’m very aware of this issue and able to use the appropriate terms and etiquette in communicating with my interlocutors.
More complicated were discussions of the circumstances of the military conflict since the war remains a raw wound for many Chechens, especially those who were injured or lost family members. As a Russian researcher from Moscow I felt the weight of my country’s gilt. 

VI. Limitations

I would have liked the opportunity to conduct whole scale research using a survey or structured questionnaires in local schools and rehabilitation centres. However this process would require more resources that I had available as a distance learning student. Consequently my study is closer to journalist work in terms of its methods and results.
Scarce data was the most serious limitation. Local archives were destroyed and even the Statistical Service of the Chechen Republic did not retain some information. As a result, the quantitative data collected from different sources was often conflicting and not reliable. 

VII. Findings and Analysis

1. Preconditions for humanitarian intervention

1.1. Insurgency. Military conflicts 
In 1991 Chechnya proclaimed its independence. The following decade, however, plunged the Republic into chaos and instability, interspersed with two bloody wars. 
The economy virtually ruined as were medical and social protection services due to a lack of both finance and qualified personnel, since most non-Chechen specialists left the Republic (Kosikov, Kosikova, 1999). The ethnic Russian population decreased from 269,000 to 60,000 in the 10 years following independence (Forced Migration, 1999). 
A period of instability was followed by the intervention of Russian Federal troops. Grozny and many other towns were severely damaged, almost demolished by bombing and shelling. In 1995, fighting areas moved to the mountains. A peace agreement was signed in 1996 but in 1999, after a series of explosions in Moscow, Federal troops returned to Chechnya. The period between these two active phases of military conflict was characterized by constant violence, theft, banditry, armed robbery and kidnapping. According to the Russian Human Rights commission, at that time, Chechnya was not effectively a subject of the Russian Federation (ibid).  

1.2. Victims
The UN Commission on Human Rights expressed its deep concern over the excessive and disproportionate use of force causing a high number of deaths and injuries among civilians:

“…in Chechnya during the period from September 1994 to February 1995, 4.6 per cent of all civilians wounded were children, while from February through May 1995, children were an appalling 40 per cent of all civilian casualties. Many children reportedly manifested emotional and functional psychosomatic disturbances and other forms of disorder” (UN, 1996, VIII F, 2, 73).

The UN Special Representative for Children and Armed Conflict estimated that 500,000 landmines were placed in Chechnya (Otunnu, 2002, cited in Landmine Monitor, 2003). The most accurate number of mines’ casualties was considered to be 3,132 including 731 killed and 2,401 maimed, 772 of whom were children under 17 years (Voice of the Mountain, 2014).
It was reported that “around 49% of mine/UXO casualties require a lower limb amputation, 26% an upper limb amputation, and 14% suffer a loss of eye sight as a result of their injuries, and the 15 to 29-year-old age group is the most affected” (Landmine monitor, 2003).
As a result of the hostilities and the destruction of housing and civilian infrastructure as a whole, more than 300,000 people (over 30% of the population of the Republic) were displaced internally or to neighbouring republics, living in IDP camps, spontaneous settlements or with ‘host families’. In the early 2000s, there was still a high number of 200,000 IDPs in the Republic of Ingushetia (Broughton, 2003).
These years were characterized by a deterioration in living conditions, the destruction of life-support systems, widespread infectious diseases and malnutrition, the absence of regular health care and consequently, by a high level of children’s mortality and morbidity (Goyet & Phelan, 2002, Kosikov & Kosikova, 1999). A significant increase in pathologies was observed among children born in that period, with a greatest number of congenital impairments occurring among children born during active hostility (Tsybulskaya & Khatsieva, 2009). 
In 1995, due to the lack of vaccinations, the Republic experienced an outbreak of polio, affecting 150 children under seven years of age, six of whom died (Russian Information Agency, 2010).

1.3. Schools, Boarding schools and institutions
The educational system significantly suffered even before the military hostilities: many schools were evicted from their premises, many teachers left while those who remained were not paid for months. During the active phase of war, schools were closed then reopened (Forced migration, 1999). 
By the end of 1999, 325 of 462 schools had been destroyed, 70 almost completely (Borisov & Yachmennikova, 1999).

In interviews, representatives from boarding schools for disabled children reported an outflow of qualified Russian specialists, the termination of funding and the loss of school premises.  The number of students significantly declined and they no longer stayed overnight. Schools received finance for a short period in 1995, after which the funding once again stopped. A few remaining teachers worked for free. The Boarding school for blind children was transferred to a partly destroyed building of a former kindergarten. In 1995, only 20-25 children returned there, in 2000 about 40 children. The Boarding school for deaf children had 56 students in 1995/96 and about 80 students in 2000 (Paizullaeva, Zaitov, 2014). The building of the Auxiliary school in Grozny completely destroyed in 1994 after which the school stopped functioning. 

 “As soon as active hostilities were stopped we resumed functioning. Parents were looking for us and asked to teach their children. We had classes in private houses, other survived buildings. In 1996-1999 transportation was difficult because children with parents were stopped on checkpoints, their documents often were confiscated. Parents brought them anyway wanting children to have education” (Paisullaeva, 2014).

Children from the Boarding school for the mentally retarded were generally taken to their families or relatives. Only 30 orphans remained and survived the heavy bombing of January 1995 by hiding in a cellar. Later, under shelling, they were evacuated to a similar boarding school in the neighbouring Republic of Ingushetia. In 1995, about 90 children returned and the boarding school changed locations several times, functioning without funding through assistance of parents and with scarce humanitarian aid and some donations. After 1996 the number of children again decreased due to the insecurity of transportation. In October 1999, the school was again closed. The children, including new orphans, were taken home by the parents or caregivers (Tohaeva, 2014).  
Children from Orphanage #2 were evacuated to the neighbouring Republic of Dagestan at the beginning of the first war (Abdulaeva, 2014).

1.4. Emergence of local NGOs and DPOs
Researchers from the Watson Institute reporting from Chechnya, noted, that after 1995, humanitarian agencies were located in the neighbouring republics of Ingushetia, North Ossetia and Dagestan but not in Chechnya. Other sources remarked that movement within the borders of Chechnya was limited by insecurity and the complicated procedures to obtain travel documents. From April 1995 to July 1999, 52 Russian and expatriate aid workers were kidnapped, with 10 killed.  The increased military clashes forced many international organizations working in the Republic to curtail their activities and withdraw staff (Hansen & Seely, 1996, Broughton, 2003, Diallo, 1999).  
Combatants, the authorities and even the suffering people themselves poorly understood the mission and benefits of humanitarian operations generally perceiving INGOs as spies and therefore with hostility (Hunsen & Seely, 1996).  
In these circumstances, local NGOs, previously existing or newly created, had a comparative advantage and performed the vast majority of field operations in Chechnya.  
The Russian Children’s Foundation (RCF) launched the programme ‘Front-line Children of Chechnya’, aiming to find seriously injured and maimed children and to provide them with highly qualified medical assistance, rehabilitation and prosthetics, if needed, as well as psychological assistance and social adaptation. According to the coordinator of this programme, more than 1,000 wounded children were located: 585 were hospitalized in clinics, 89 received high quality prostheses, 220 were provided with skilled medical consultations. Personal banking accounts were opened for 72 disabled children and a fundraising campaign successfully filled them with money (RCF, 2006). Many Russian philanthropists and wealthy Chechens living abroad made considerable donations to assist maimed children (Diallo, 1999). 
The leader of the NGO ‘Voice of the Mountain’ stated that it began collecting data on mine victims from 1998, participated in special trainings under the UNICEF umbrella and in 2002, became its main partner in the Mine Programme in Chechnya, assisting mine survivors younger than 20 years of age.
Another prominent Chechen NGO, ‘Let’s Save the Generation’ (LSG), also worked with UNICEF, Handicap International and others focusing on psychological assistance for landmine victims, for which it established a specialised rehabilitation centre (Roberts, 2002).
The NGO Serlo searched for homeless children in the ruins of demolished city and organized their social and psychological rehabilitation; it later worked also with young landmine survivors (Serlo, 2014).

There were tens of other NGOs, Chechen and Ingush, ‘mushrooming’ in these highly complex conditions, often “relying on one-person’s dedication or ‘interest’ and therefore short-lived. Many of them concentrated on providing psychological support since it didn’t require special qualifications or equipment” (Goyet & Phelan, 2002, p.9). 

2. Post-conflict reconstruction

2.1. Political situation and security 
In 2000 the war was formally over although the situation in the Republic remained tense. Regular situation reports from UNICEF included risk assessments indicating that the power of the interim government was being challenged by sporadic violence, the murder of officials and members of the new law enforcement structures, terrorist attacks on government buildings and ambushes on Federal troops and authorities. The first elected president was killed by an explosion. All state services were closed for months during election campaigns (UNICEF, 2000-2005). The Chechen authorities had to find a balance between seeking the support of the population and demonstrating their loyalty to Federal authorities to gain trust and attract investment for the Republic’s reconstruction. The activity of humanitarian organizations in the region was also restrained, sometimes hampered and even blocked. After some of the attacks in 2004 international staff were temporarily relocated even from the neighbouring republic of Ingushetia, while local staff stopped working (European Commission, 2004b, UNICEF, 2004e). 
Due to the high level of insecurity United Nations’ agencies in the region were located on the other side of the Republic’s borders and heavily relied on their counterparts in local civil society (UN, 2000). 
In the autumn of 2003, the local authorities of Ingushetia temporarily confiscated several computers from international agencies allegedly to check the legality of software (PINF, 2003a). In May 2004, as a result of an incident in IDP camp,  the Saudi Red Crescent did not renew its registration and stopped all of its activities in Chechnya (European Commission, 2004a).


2.2. Schooling in the post-conflict environment
In Chechnya’s post-conflict reconstruction period UNICEF became the leading agency in the education sector and provided coordination, information and assistance to other organizations, including international and local NGOs working in this area.  Its offices were deployed in the republics of North Ossetia and Ingushetia from the autumn of 1999 (UNICEF, 2003d, 2007b).
One of the tasks was the reconstruction and rehabilitation of school buildings in the Republic. Thousands of school-aged children in IDP camps and settlements in Ingushetia also required facilities for study since local schools were not able to accept the huge number of additional students. According to UNICEF’s reports, initially, there was a network of 59 tented and wooden schools for IDP children in Ingushetia equipped with special ‘school-in-a-box’ kits and other necessary supplies. In Chechnya, most children attended classes in alternative, often unsuitable premises (rented private houses or module constructions) and were without textbooks, school furniture and supplies. Nevertheless, in 2002, 72% of school-age children in Chechnya were enrolled in regular or NGO-run schools although the level of enrolment was higher in IDP camps (Broughton, 2003, UNICEF, 2002a, 2003a). 
The gradual return of IDPs to Chechnya in 2003-2004 and the increasing school-age population overburdened the capacity of the already insufficient schools, where the lack of physical infrastructure was the main constraint. Classes were overcrowded, children studied in three shifts and the shortage of teachers and textbooks significantly hampered the educational process (Broughton, 2003). Reports from UNICEF and the Ministry of Education (MoE) indicate that in 2006, 343 of 456 schools operated in two shifts, 92 schools – in three shifts. (UNICEF, 2006a). 

Teachers for temporary schools in Ingushetia were found among the IDPs. Despite the difficult and stressful conditions, the quality of teaching was reasonably good thanks to the highly motivated teachers and school staff. At the same time the scarcity of teaching guides and manuals was reported and special trainings organized to update teachers in the latest methodologies and skills. At the end of March 2003, in Nalchik (Republic of Kabardino-Balkaria) Caritas International convened a seminar for administrators and 300 teachers working in Grozny. In particular, they received guidelines in approaches to vulnerable children. Later, UNICEF in cooperation with several NGOs introduced teachers of Chechnya, Ingushetia and Dagestan to child-centred teaching methodologies, which aimed to take into account individual features, learning styles and interests of everyone. 40 training events were organized to raise the quality of schooling (UNICEF, 2002d, 2003c, 2004a, 2004b, 2005b). In the Achkhoi-Martan district of Chechnya, a series of trainings was held to raise awareness among the 72 participating teachers of the Convention of the Rights of the Child (UNICEF, 2004d). 

As early as 2002, UNICEF noted that several thousand children in IDP camps did not attend school for numerous reasons. There were children engaged in bread-winning activities for their families as well as those who “have been affected by repeated displacements and missed many school years, or children with physical or mental problems whose parents were embarrassed to send them to school. The majority were adolescents” (UNICEF, 2002b). Later, UNICEF reported that it had encouraged the reintegration of out-of-school children and adolescents into the educational system or vocational trainings. 65% of such children in IDP camps attended supplementary classes to catch up with their peers. Some other school ‘drop-outs’ were offered vocational trainings and sports activities. However, the reports did not specify if there were previously hidden children with physical or mental problems among them (UNICEF, 2003b, 2005b).



2.3. Mine survivors and other war victims
From the very beginning of the humanitarian response, UNICEF as well as other international agencies and organizations, placed at the centre of their agenda the needs of children who were victims of landmines or unexploded ordnances (UXO) or who were maimed due to active military actions. Many children were transported to Vladikavkaz (North Ossetia) for highly skilled surgery or prosthetic assistance. UNICEF and WHO supported a prosthetic workshop in Vladikavkaz, providing logistical and technical equipment (UNICEF, 2001b). Later with the support of UNICEF and funding by DFID, the prosthetic workshop in Grozny was reconstructed and treatment provided annually to 200-250 disabled people (UNICEF, 2007a). Handicap International provided individual support to 63 beneficiaries in Ingushetia and Chechnya, delivering wheelchairs, walking frames and crutches for allocation among hospitals and NGOs working with disabled people.  Assistive devices for mine victims were provided by many other NGOs through their local counterparts (WHO, 2003).
The personnel of the NGO ‘Voice of the Mountain’ (VoM) was trained to manage the UN International Management System for Mine Action database and worked for several years on gathering information about UXO/mine incidents in Chechnya. According to their findings, a significant number of victims were children of school age. Further assessment revealed the very poor mental health of mine victims that required an immediate response. The leader of this NGO said that, in cooperation with the computer college of Grozny, VoM organized courses for mine victims where they received psychological assistance and had the opportunity of developing computer skills and studying English. Graduates of these courses were accepted to the college without entrance exams. According to the college’s former director,
 
“there were children maimed by war: amputees, burnt, with post-traumatic syndrome. It wasn’t easy to convince them and their parents not to hide at home. UNICEF put a condition for these courses - indispensable participation of non-disabled children, to place our amputees in normal environment for social and psychological rehabilitation”.

The People in Need Foundation (PINF) in cooperation with the local NGO ‘Mountain Spring’ launched a UNICEF-funded carpentry workshop for mine survivors living in IDP camps in Ingushetia (PINF, 2003b). Local branch of VOI, with financial support form the German government and USAID, ran a workshop for disabled girls to acquire tailoring skills and, for disabled boys, training in carpentry, funded by the Dutch National Committee and DFID (UNICEF, 2005c, VOI, 2006). The chief of VOI recollected:

“We taught girls who were victims of mines together with others including some girls with hearing impairments. They understood each other very well and at the end of courses many girls could use sign language”. 

The NGO Serlo ran similar vocational trainings in tailoring, carpentry and accounting with financial support from European Commission Humanitarian Aid & Civil Protection (ECHO) (UNICEF, 2006b). A Serlo leader recounted that generally, vocational trainings and classes were widespread in Chechnya supporting mine survivors, war victims and children who had missed several school years because of constant displacement. 
Many amputees returned to school or were assigned to school and received education at home. In a meeting of UNICEF representatives with the Chechen Ministry of Education, directors of high schools were advised to assist landmine survivors in seeking access to higher education. Later, universities of Chechnya provided a 3% entrance quota for disabled students (UNICEF, 2003e, VOI, 2006).

2.4. Psychological assistance
Even without precise data it was estimated that about 80-90% of children in Chechnya required psychological assistance due to the trauma of living through years of insecurity and war (PINF, 2002).
CARE International with the NGO ‘New Education’ worked with children from IDP camps, visiting the Psychological Centre in Vladikavkaz. Children’s parents were simultaneously enrolled in the programme to achieve comprehensive family coverage (UNICEF, 2002c). 
Initially, in Chechnya, adequate psychological and psychiatric assistance was not available due to the lack of appropriate professionals and training to upgrade the skills of the few existing psychiatrists. Geographical remoteness also hindered the provision of assistance to victims. Handicap International (HI) organized a special workshop for psychologists, social- and NGO-workers “Psychological support of people with war injury and disability”. HI also regionally distributed posters aimed at promoting the social inclusion of disabled people (WHO, 2003). 

In 2002, PINF began rehabilitation of special school in Grozny for children with intellectual problems. At that time, only 24 of 450 students attended classes in a private apartment and among them were children who were not mentally disabled but were suffering from with post-traumatic syndrome. PINF noted that school developed capacity for covering special needs of any children and could be included into the regular educational scheme with the support of international humanitarian community. At the end of that year, in five schools rehabilitated by PINF, psychosocial centres operated where professional psychologists conducted therapeutic sessions and individual consultations for children, parents and teachers (PINF, 2002). 
CARE Canada conducted groups for highly traumatized children and their parents providing them with psychological counselling at the library of VOS. CARE, with financial support from DFID and the US Bureau of Population, Refugees and Migration (BPRM), established the ‘Believe in you’ Centre encouraging the participation of disabled children to increase their self-esteem  (UNICEF, 2003f, 2004c). 
Many local NGOs implemented projects for the psychological rehabilitation of children, organizing sport, cultural, social and recreational activities in IDP camps with support of UNICEF and other humanitarian organizations (UNICEF, 2000). VoM established a football team for amputees, reported an NGO’s leader:

“At first we barely convinced 3-4 boys to participate in the training. They were 10-12 years old and didn’t want to be seen. We invited them with parents, and psychologists worked with them. Gradually they got carried away and we formed two football teams of amputees in Chechnya”.

Later amputees from this team graduated from colleges or vocational courses; approximately one third went to university. 
 However, not all children managed to overcome the psycho-trauma related to disability. As a representative from RCF informed, 

“Marha was 2 years old when as a result of shelling she lost both legs. Her mother was killed at the same instant. Father and brothers brought her up. Marha received schooling at home. Anyway girl remained deeply depressed and cut off from the community”.

Meanwhile UNICEF experienced a shortage of funding. In 2001, 60% of its requirements were unfunded; in 2006, agency reported that as most of its financial requirements were unmet, some projects would remain on hold, including financial support to LSG’s rehabilitation centre  (UNICEF, 2001a, 2006a).

2.5. Pensions and benefits 
 
From 1995 to 2000, disabled people in Chechnya were generally deprived of Russian pensions and benefits established according to Federal laws #181 and #199 of 1995 and 1999, respectively. In 2000, pensions were resumed although the issue of benefits remained unresolved long-term. One problem was the absence in the Republic of a legislative branch until 2005. Moreover, during two election campaigns, most government structures and institutions ceased operations for months (VOI, 2006). 
Based on the relevant legislation of neighbouring republics, the Department of Social Welfare of the Chechen Ministry of Labour (MoL) developed a programme, ‘Children of Chechnya’, which was accepted by the Republic’s government although without defined financial sources for implementation (Gagalov, 2014, VOI, 2006). 

For some years, pensions remained one of the most important if not the only source of livelihood in the ruined Republic whose poverty threshold was US$ 0.70-1.10 per person per day (UNICEF, 2004e). However, the pension received by disabled children was comparatively low.

Magomed was 9 years old when in 2004 he lost his leg because of a mine explosion. The only livelihood of his family of 7 was Magomed’s pension of US$ 150 per month (Dosh, 2008).

Those children disabled by military conflicts were not officially recognized as ‘victims of war’, which entitled them to a higher pension. All such children received certificates stating ‘common disease’ as the reason for their impairments. The families of disabled children complained that they were forced to wait for years to receive the certificate and sometimes needed to bribe the medical board responsible for the diagnosis of disability and distribution of relevant documents. Among other problems was the absence of medicine, the low quality of the prosthetics produced by the Grozny workshop and the difficulties in receiving replacement prosthetics (Gagalov, 2014, Dosh, 2008).

2.6. Rehabilitation institutes
 In 2006 UNICEF launched the process of the de-institutionalisation of children living in orphanages and rehabilitation centres. In accordance with Federal law #207, foster families received a one-time payment of US$260 and a monthly allowance of about US$216 per child (UNICEF, 2007a). This financial incentive, together with the mono-ethnic structure of the population led to a significant decrease in the number of orphans placed in institutions. Almost all interviewees confirmed that according to Chechen tradition, a child who lost his/her parents stayed with his extended family. The high level of unemployment meant that family members were available to care for such children as well as for their own. 
Nevertheless, open sources indicate that some disabled children remained institutionalised, living months or years in rehabilitation centres, run by the Ministry of Labour and Social Welfare. 
Before the conflict there was a large residential institution (Psycho-neurological) in Chechen town Shali designed for 430 adult patients (Lipina, 2007). In 2012, the institution received eight new buildings and was divided (by a fence) into a Rehabilitation centre for children with special needs (SRC)  (designed for 100 patients) and a rehabilitation centre for 350 adults. The director of Orphanage #2 and a representative of the MoE confirmed that children aged 10 years and older were transferred from Orphanage to SRC, with many of them remaining there for years (SRC, 2014). 
The Children’s Social Rehabilitation Centre (SSRC) located in Shali on the neighbouring street was opened in 2001 and designed to treat 100 children with psycho-neurological problems. The centre’s annual report informed that most of the contingent (88 of 98 in 2014) consisted of ‘social orphans’ whose parents were deprived of their parenting rights or who had officially abandoned their children (SSRC, 2015).  
The Medical Social Rehabilitation Centre for children with special needs in Argun (AMSRC) was opened in 2003 and, according to its website, treated 90 children with cerebral palsy, nervous system problems and underdeveloped speech abilities. It was assumed that children received special treatment and then returned home although treatment could last several months (AMSRC, 2014).
The only Centre designed to keep children with one of parents is the newly built and perfectly equipped Republican Rehabilitation Centre (RRC) for Disabled Children, which was opened in 2012. Its representative stated that it is capable of treating 220 patients. 170 children and their parents live in the centre for 3-4 weeks according to the necessary procedures, 50 patients visit the Centre daily and about 170 are treated at home.  Rehabilitation can be repeated every two months. Aside from medical procedures, children receive psychological and social rehabilitation and are encouraged to attend classes located at the Centre (Yusupova, 2014).
All of rehabilitation centres’ reports claim that school is organised according to children’s abilities and health conditions. Children staying at the Argun Rehabilitation Centre could attend neighbouring mainstream school #10 if the specialised medical-pedagogical-psychological board allows them such a level of education (AMSRC, 2015).

Finally, the Orhanage #2 run by the Ministry of Health received a new building in 2010 for 120 children. The orphanage accommodates 100 infants and children with Down syndrome, cerebral palsy, epilepsy and other impairments. It is well equipped, like all rehabilitation centres and boarding schools, and staffed with specialists educated and certified to work with such children. Upon reaching 10 years of age, children were transferred to Rehabilitation centre in Shali (Press office of the government, 2010, Abdulaeva, 2014).

2.7. Boarding schools and education of disabled children 
As the representative of the MoE recounted, in the early post-conflict reconstruction phase, some disabled children from Chechnya were accepted by the special boarding schools of neighbouring republics, e.g. about 20 deaf children studied at the Boarding school for the Deaf in the Republic of Adygea, with many graduating from that school.
According to a representative of the MoE and directors of the Republic’s boarding schools for deaf, blind and mentally retarded children, they worked as day schools in unsuitable premises or rented private homes similar to Chechnya’s mainstream schools. Parents brought children to school from remote villages or IDP camps and waited for them outside of congested premises for several hours. The other serious problem was the shortage of specialists. 
Nevertheless bad roads, insecurity and the lack of public transportation were obstacles to attending special schools located in Grozny.  A representative of the MoE claimed that in accordance with the wishes of parents or caregivers, some children were registered at mainstream schools and received education at home. In a few cases, children with light visual impairments visited mainstream classes sitting in the first row, and teachers wrote on the blackboard with large letters (Ashadova, 2015).
Children with mental problems whose parents were ashamed to send them to mainstream schools had a chance for education when the local NGO Sozidanie (Creation), with the financial support of Caritas International and later the European Commission, implemented a project to educate adolescents in mountain villages.  According to the NGO’s leader, 240 children aged 10-23 years from five remote districts attended 12 classes, each of 20 students, with a teacher and teacher’s assistant. About half of these children were mentally retarded while others had missed several years of schooling because of warfare. The project stopped when funding dried up although Caritas continued assisting disabled children for several more years, establishing home schools for the disabled, programmes for blind children, and financing psychologists (Usupova, 2015, Fedorova, 2004).

There were also attempts to involve the local community in addressing the educational needs of Chechen children. UNICEF and WFP organised a workshop on ‘Community support to education’ with the participation of World Vision, the People in Need Foundation, Caritas, IMC, Islamic Relief, other NGOs and the Chechen Ministry of Education. UNICEF reported that ‘participants agreed on the importance of a thorough community involvement and ownership… a working group has been established to develop methodology for a greater community involvement’ (UNICEF, 2003f). Nothing else on this matter was found in other reports or sources. However, the chief of the Department of Welfare of the MoL stated, that its branches exist in 20 districts of Chechnya, providing disabled people with pensions, special devices to compensate for their impairments, access to medical treatment and assisting with employment. The chief of VOI confirmed it also has branches in districts assisting the MoL in its activities. However, none of these institutions was reported as promoting education to disabled children in local schools.


2.8. Inclusive Education
The concept of an inclusive approach to education was introduced in Chechnya in late 2006 by Moscow’s DPO Perspektiva. With the support of UNICEF, Perspektiva conducted the project, ‘Development of inclusive schools’, in Chechnya and Ingushetia. In its framework, Moscow’s DPO carried out a series of seminars for administrators, school directors, teachers and NGO-workers, presenting the concept and practice of inclusive education and developing a strategy for its implementation in local schools, with the particular involvement of teachers, parents, NGOs and society.  The local NGO ‘Lets Save the Generation’ (LSG) became Perspektiva’s implementing partner with financial assistance from Germany (UNICEF, 2006c, 2006d, Perspektiva, 2006). 
Perspektiva’s Reports reveal that in 2007, together with LSG, it organized a seminar for the local media in Grozny.  Journalists learnt how to present disability issues, including stereotypes, prejudices and terminology for articles on disabled people (Perspektiva, 2007). 
Simultaneously, another project was implemented in the region.  It was aimed at the creation of teams of young disabled leaders to promote tolerance and raise awareness of disability issues. LSG organized the participation of disabled youth and adolescents from Chechnya in this project and specially trained young leaders visited mainstream schools conducting lessons of awareness for non-disabled Chechen children. More than 2,000 children and teachers took part in those lessons that became very popular in post-conflict Chechnya and persisted until March 2011. The local media published more than 100 articles and made five documentaries dedicated to disability issues. The Moscow International Film Festival of Disabled People, ‘Breaking Down Barriers’, sent several films to Chechnya for public previews (Perspektiva, 2009, 2011).
In 2007, UNICEF and the local NGO Denal identified seven schools in different districts of the Republic to participate in a pilot project on Inclusive Education (IE). Schools were selected on the basis of the high number of disabled children living in those areas. Perspektiva conducted training for trainers on IE to disseminate knowledge among teachers, parents and administrators to facilitate the process (UNICEF, 2007a). 
With the support of UNICEF, in 2008, school #18 in Grozny was equipped with ramps and special chairs for the specialised class for children with cerebral palsy (Appendix 4). In 2011, there were three disabled children in this class, and, as the school director later confirmed, there were two girls with cerebral palsy and one boy with autism. Despite attempts and numerous discussions about the need to promote IE, all stakeholders recognized that this school has remained the only such school in the Republic (Press-office of the government, 2009, Betieva, 2009a, Magadaeva, 2011). The director of this school shared her opinion on this matter:

“After the war many parents of disabled children wanted to enrol them in school, even those I hadn’t known they had such children. Due to difficulties with transportation generally they agreed on education at home. Our classes were overcrowded, it was a problem to pay enough attention to a disabled student, and the curricula wasn’t adapted… If a student had a physical impairment but no intellectual problems he could try to study at mainstream school although for children with sensory or mental problems it was better to attend special schools”.


2.9. Obstacles on the way to IE
At the same time in 2007, new premises for the Boarding school for deaf children were re-built designed for 135 students, said its director. Later, this school received an additional building allowing it to cater for 240 students (Press-office of the government, 2014). 
According to schools’ directors and MoE representative, the Boarding school for blind children received a new building in 2007 and three additional buildings in 2010, so it could cater for 135 students. The Boarding school for mentally retarded children received a new building in 2009 and in 2011, another one, designed for 135 children. Its branches in two districts of the Republic were closed and the institution was transformed into a Primary Boarding school for children with behavioural problems and poor concentration (Ashabova, 2015, Press-office of the government, 2009b). 
The only day school for children with mental impairments (including Down syndrome, some cases of cerebral palsy) became Grozny’s municipal day school of 8th type catering for 120 children including 20 orphans, according to school web-site (Auxiliary school, 2014). 
In 2010 the MoE established the Centre of Distance Learning aiming to cover the educational needs of disabled children, especially in remote areas. It was available to all children in need who had no contra-indications to work with a computer. The equipment provided by the centre was free of charge. In 2011, there were 245 students participating in distance learning, in 2013, 557 such students (Islamov, 2011, MoE, 2013). 
Meanwhile, in 2009-2012, it was estimated that in the Republic, there were more than 800 children with hearing impairments, 2,500 with visual impairments, about 500  with intellectual disability and about 800  with cerebral palsy. (Press-office of the government, 2009b, 2009c, Kashtarova, 2012).

In 2009-2011, several round table discussions took place in the Republic where representatives of the MoE and NGOs together with parents and journalists expressed disappointment that the promotion of inclusive education remained on hold. Among the reasons listed was a lack of awareness among parents. The NGO Serlo conducted a survey and found that 50% of the parents of disabled children knew nothing about IE and preferred home education (Serlo, 2014).   
Many parents expressed concerns regarding difficulties with the transportation of disabled children to schools. According to some participants, the common prejudice that only marginalized parents give birth to children with some type of impairment inhibited parents from bringing children to school via public transport (Perfiljeva, 2015). 
However, above all, buildings, roads and transport remained inaccessible to disabled people.  As the MoL and VOI reported, the local government programme ‘Accessible environment’ was launched in 2007 after some buildings, schools and infrastructure were renovated or re-built without considering the needs of disabled people. Representatives from the Social Welfare Department of the MoL and VOI said that they tried to control renovation and construction processes although their efforts were often ignored.  Some municipal and government buildings were equipped with ramps, but apartment buildings, schools, ambulances and even mosques were not. In several cases, constructors tried to ‘create accessibility’ but neglected to consult with disabled people so the outcome was typically poor (Appendix 6). Schools were reconstructed in an inaccessible fashion since inclusive education was often mistakenly considered to be the education of disabled children at home (VOI, 2011).

The shortage of devoted actors also adversely affected the promotion of IE. 
In 2009, the leader and initiator of LSG was killed and the task of implementing IE was transferred to Serlo, which had previously worked with the film festival and journalists’ trainings, as recounted by the representative of Perspektiva. With the assistance of Perspektiva’s lawyers, Serlo prepared and submitted a draft of the Chechen Republic’s law ‘Of Inclusive Education’ although, as chief of Serlo said, this was never accepted or even discussed by the Chechen Parliament. As Perspektiva’s representative recognized,

“We could not push them with the legislation issues since until 2013 the Federal Law ‘About education’ didn’t mention inclusive education at all. Despite the fact that some regions practiced inclusion as an experiment Moscow was the only subject of the Federation that managed to adopt its own legislation on that matter”.

Gradually, the activity of local NGOs dedicated to disabled people’s rights declined. The LSG stopped working after the murder of its leader, Serlo, when, according to its director, it lost financial support. In 2006, Russian authorities restricted the activity of foreign donors in Russia and later adopted a law aimed against human rights organizations supported from abroad. Later many international organizations and agencies, including UNICEF, left Russia or were forced to leave. Among NGOs working with disabled people those that channelled activity towards social support, sport and cultural events were prioritized and received government support (Fröhlich, 2010). 
As VOI’s chief commented, the organization with its scarce resources, based on funding from the Moscow office, concentrated its efforts on the social support of disabled adults and children and the promotion of accessible environment. 
The football team of amputees ‘Laman Az’ (Voice of the Mountain) survived and flourished with government support. As the leader of VoM said, the team was registered as a sport club and, in 2014, became the World Champion (Laman Az, 2014).


3. Analysis 

Based on the findings expounded above it is possible to state that the theory ‘build back better’, in its main features, is applicable to the Chechen Republic case study, containing the favourable conditions and main impediments to promotion of an inclusive approach to disabled children. 

In accordance with tendencies described by Kett (2007, 2010) and Miles (2013), as a consequence of the military conflict, devastating living conditions and shortage in health care services the number of disabled children in the Chechen Republic significantly increased (1.2)[footnoteRef:2].  At the same time, disabled children had a low priority, and their needs were generally overlooked by the state: they experienced difficulties obtaining pensions, medicines and rehabilitation services (2.5). Opportunities for education, even in segregated institutes, were also limited: boarding schools lost their premises and could not accommodate students overnight, many specialists and teachers left the Republic or were no longer paid (1.3). [2:  It refers to the relevant paragraph of chapters 1 and 2 in Findings and Analysis] 


However, in post-conflict Chechnya, favourable conditions emerged for changing the education system and making it more inclusive of disabled children. 
The lack of teachers and specialists in the post-conflict period has been compensated for by the high motivation and dedication of those who continue to work. The humanitarian crisis attracted considerable resources from the international community to the region, and with new methods and approaches as well as funding for trainings and workshops in neighbouring republics. Teachers became aware of a child’s cantered approach to education, children’s rights and vulnerable children’s needs (2.2). 
In the framework of the Inclusive Education project promoted by UNICEF and the Moscow’s NGO Perspektiva, administrators, school directors and teachers were informed about the inclusive approach in particular, including its advantages and possible problems, and were inspired to practice inclusion in their schools (2.8).
During the initial post-conflict years, many temporary schools were run by INGOs or local NGOs, with significant number located in IDP camps outside of Chechnya under the supervision of UNICEF, thereby providing an opportunity to implement new approaches and methods of schooling  (2.2). With the high level of unemployment, (2.6) there were also sufficient idle adults, including parents, who were able to assist teachers working with disabled students.
A large number of children in need of psychological and psychiatric care in a post-conflict environment led to the emergence of the strong chain of psychological and psychiatric rehabilitation centres (2.4). Since almost everybody was in need of psychological assistance, it became commonplace. Previously segregated children with light or mild intellectual impairments were therefore able to participate in rehabilitation activities with other children and gradually become adapted to a mainstream school environment, and it confirms the similar conclusion of the WHO researchers (2013).
Special schools for disabled children as well as mainstream schools were destroyed, some almost completely. The reconstruction and rehabilitation of school buildings were implemented with the assistance and financial support of international agencies and donors (2.2). This provided the chance to initiate changes in design to make buildings more accessible. Later, in the framework of the Inclusive Education project, several schools were selected for the inclusion of such equipment as ramps and special appliances to create an accessible environment, and some changes were made in one of these schools (2.8).
Meanwhile, as Kett (2007, 2010) noted in her studies, war victims and landmines survivors of young age were more visible and therefore attracted more attention from humanitarian agencies and NGOs, international and local, than children whose disabilities were not war-related (2.3).    
UNICEF, UNESCO, ECHO, ICRC, Handicap International, World Vision, Caritas, CARE, Danish Council, and many other international organizations focused their efforts on assisting Chechen children suffered as a result of the war (2.2–2.4).  The urgent need for the medical, psychological and social support of war victims and restricted movements of expats in the Republic triggered an emergence of local NGOs concentrating their assistance on disabled children. Voice of the Mountain, Let’s Save the Generation, Serlo, and some others became the development partners of international agencies (1.4). They willingly grasped the new values and ideas brought by their partners from abroad and outside Chechnya. The concept of the inclusive education was introduced to local NGOs by UNICEF, Caritas and the Moscow’s DPO Perspektiva. In the first stage, local organizations actively worked in raising awareness about disability issues among teachers, parents, school administrations and officials. Later, LSG and Serlo took over the responsibility for the promotion of IE in the Republic (2.8)
International actors, e.g. UNCEF and Caritas, specifically stressed the importance of the inclusion of children with war-related impairments in mainstream schools and colleges (2.3). The results of these efforts could be evaluated as successful. Children, mostly boys, with physical impairments but unchanged mental abilities, who had previously attended school, have managed to return to school or to receive vocational education alongside their non-disabled peers (2.3, 2.4). Similar results were described in Afghanistan by Bakhshi and Trani et al (2006).

Disabled children with impairments unrelated to war, however, have received less attention. UNICEF’s attempts to encourage them to visit mainstream schools in IDP camps were accomplished with unknown results (2.2).  Security reasons, problems with transportation and the destruction of boarding schools forced some children with light and mild disabilities to attend mainstream schools in their communities although only one testimony in this regard was received so it cannot be characterized as a tendency  (2.7). There were projects by international and local NGOs promoting inclusive education for disabled children in remote areas (2.7), in a special school for children with intellectual impairments (2.4) and in one mainstream school, which was seen to be an example of successful inclusion (2.8).  All projects incorporated a limited number of children and did not expand.

At the same time the Republic’s three types of boarding schools specializing in particular forms of disability remained segregated and were reconstructed on larger premises to be able to accept more disabled children (1.3, 2.7, 2.9). Hence, the approach based on ‘defectology’ and the need to fix the ‘defects’ of disabled children to adapt them to the existing environment remained principally unchanged. Residential institutions for children with severe physical and intellectual impairments were re-built, reconstructed and re-named as rehabilitation centres, retaining their main purpose of creating special conditions for children with special needs (2.6). Hence, it could be said that the ‘medical model’ of disability, which focuses on bodily impairment, continued to prevail with a significant proportion of disabled children remaining isolated or segregated in institutions. 
In some cases a wrong interpretation of inclusive education rose when disabled children living with their families were formally enrolled in school but provided with education at home or distance learning (2.8, 2.9).  They were not deprived of education but, at the same time, not included in the environment of their peers or in community life. 
Therefore despite significant efforts to promote inclusive education, and sporadic successful examples of inclusion, the Republic’s education system remained generally unchanged.

Among the impediments affecting the promotion of inclusive education include physical and attitudinal barriers, the strong system of boarding schools, the lack of commitment of international organizations and the instability of local NGOs, the lack of cooperation with government and the absence of political will. 

The situation in the Republic remained tense, with a constant threat of violence and the resurgence of conflict persisting for several years (2.1). It limited movement inside Chechnya and forced international actors to locate their offices in neighbouring republics losing control over the implementation of many programmes (1.4, 2.1). It also delayed the emergence of local institutions responsible for the legislative and financial basis for the rehabilitation of disabled people (2.5).
Apartment buildings, schools, the public transportation system and general infrastructure were generally reconstructed without considering the needs of disabled people therefore physical barriers were not removed. Where this was done, usually without consultation with disabled people, the results were poor. Parents commented that this factor significantly hampered the transportation of their disabled children to school (2.9).
Representatives of the educational system expressed their concern about the overcrowded classes and unsuitable premises of mainstream schools, the lack of specialists even in specialised educational institutes to appropriately teach disabled children (1.3, 2.8). At the same time, they were of the opinion that inclusive education was not for children with sensory and intellectual impairments (2.8). Prejudices regarding congenital disability remained unchanged. Attitudes to disabled children thus depended on the types and causes of disability (2.9). The same tendencies were described by researchers worked in Darfur, Afghanistan and Sierra Leone (Alborz et al, 2011, Trani et al, 2011). 
Despite the efforts of the DPO Perspektiva to promote new approaches to disability through local media (2.8), a significant number of parents remained unaware of inclusion, and the opportunities and rights of their children, having comparatively low expectations in that regard (2.9). On the other hand, the tradition of extended families living together guaranteed care for a disabled child or adolescent, making his/her chances to lead an independent life questionable (2.6). Parents therefore often lacked the motivation to support the inclusive education.
It was considered safer to educate disabled children in special institutions or at home especially when distance learning became available. The significant role was played by the existing strong system of boarding schools that remained habitual, having proven its effectiveness as an educational institution working in the complex circumstances of war and instability (1.3, 2.7, 2.9). The newly created rehabilitation centres also played their role offering specialised medical care and education at a relevant level for children with severe impairments (2.6). However, this service was not available at a community level, and as rehabilitation centres were located in only three cities, children became isolated from their family and community for long periods (2.7).  

The lack of actors’ commitment and a shortage of funding also undermined the promotion of inclusion in the Chechen Republic. International agencies were overloaded in implementing many other projects and tackling other priorities (2.2), the funding of many UNICEF projects was limited (2.4), relations with local authorities were complicated, due to security reasons field offices were located outside of Chechnya, thereby hampering control (2.1). Finally, as stated in UNICEF’s Report evaluating the efforts of its local office,   “field staff although excellent were not sufficiently familiar with UNICEF policies and approaches, including Child Cantered Teaching and Learning” (Broughton, 2003, p.20). 
Active and devoted, however, local NGOs experiencing financial instability and lack of government support over-relied on international donors and INGOs (2.9).  Many came into existence to assist disabled people as a helpless vulnerable group and did not accommodate a rights-based approach (1.4). Later, some NGOs invited their clients to participate in activities and to promote inclusion (2.8) although the actual degree of participation remained questionable since the leaders were not disabled and when the leader was killed or funding came to an end, the NGOs were forced to halt their activities (2.9).  As Kett noted (2010), war became catalyst of emergence of NGO dealing with disability issues although in the Chechen Republic they did not grow into DPOs.

In addition, the promotion of inclusive education was hampered by circumstances, which could be characterized as ‘local context’. The idea of IE was neither rejected nor actively supported by local authorities. They participated in discussions and workshops with international and Moscow organizations, although attempts by a local NGO to introduce new legislation on inclusive education brought no results  (2.9).  The Chechen Republic, as part of the Russian Federation, had to follow Federal rules, regulations and common practices, which did not incorporate the inclusive education of disabled children. In the situation of a barely suppressed insurgency (2.1), the main goal of local authorities was to retain power and to trample the last pockets of resistance, proving their loyalty to Federal authorities. The mere idea of independent development of any kind or of alternative legislation could be seen as rather unpopular. 


In the context of a legal vacuum, the efforts of international and local organizations could be directed to the practical implementation of inclusion. As Miles (2013) supposed, in IDP camps where disabled children who had been previously hidden and not attended school, became visible, and the control of the Chechen authorities was relatively weak, temporary schools run by NGOs could become the pilot examples necessary to convince representatives of the educational system that successful inclusion is possible. 
Children without war-related impairments, especially those who had previously not attended schools, need to be included in programmes developed for war victims, and experience of several INGOs implementing such policy in the Republic should be systematized and supported by leading international agency. This point of view is supported by Moscow DPO Perspektiva, which tried to promote rights of all disabled children on equal basis. 
With the support of branches in the Department of Social Welfare and the local VOI located in all districts of the Republic, community-based rehabilitation could be focused not only on the provision of pensions and prosthetics, but on the promotion of equal educational options for disabled children living in the community. 
An important task is to strengthen and increase the capacity of local NGOs working with disabled children to ensure they will be able to assume ownership of the new approach, and representatives of these NGOs expressed their concerns on this matter. Moscow DPO Perspektiva pointed out that the participation of disabled youth in these organizations should not be superficial, or reliant on non-disabled leader.  
Finally, the inclusive education of disabled children needs to be perceived by all actors not as an opportunity for suitable schooling but in accordance with a rights-based discourse. 

VIII. Conclusion

Based on the findings and analysis of this research thesis, it is reasonable to state that its main theory – ‘build back better’ - is plausible in the case study of the Chechen Republic during its post-conflict period.  
With a decade of violent military activities and the devastation of living conditions, the number of disabled children in the region significantly increased, with more visible war-related disability, attracting the attention of international organizations and local civil society groups.
The presence of international actors brought new approaches, particularly in terms of the rehabilitation and education of disabled children. 
The destruction of schools and the despondency of the local education system provided the opportunity for positive changes to make them more accessible and friendly to disabled children. 
As a consequence of the shared efforts of the international and local community, some positive examples of inclusion occurred, although these were generally focused on the physically disabled victims of war. Other disabled children were left behind – some returned to segregated institutions, while others received education at home. They were not deprived of education but remained disadvantaged by their lack of social inclusion.  
The essential role played by the strong system of boarding schools, staffed and equipped according to disabled children’s needs, and survived during wartime. The Republic’s general insecurity and the unsuitable environment of mainstream schools inhibited the inclusion of disabled children. While seriously shaken, physical and attitudinal barriers also persisted. 
International actors had neither sufficient funding nor staff committed to promoting the new approach. Local NGOs have over-relied on international support and neglected the importance of the participation of disabled people perceiving them as a vulnerable group in need of assistance. The local government restrained from activity that was not approved by the Federal government and has not utilized its own resources to create community-based rehabilitation.  

Finally, as a whole, it could be said that attitude towards disabled children in the Chechen Republic in its post-conflict period have not changed significantly but continue to balance between ‘medical’ and ‘social welfare’ approaches assuming that it served for better protection and adaptation of disabled children. Inclusive education is still not being considered within a human rights framework, and it is the main failure of this approach.
To be fair, at the beginning of the 21st century, the promotion of inclusive education for disabled children in a post-conflict environment was not well developed theoretically, nor widely implemented in practice. This Chechen Republic case study has revealed and explored prerequisites for the promotion of inclusion, the methods necessary to implement a more inclusive approach and some of the common mistakes along the way, described by other researchers. 

Based on this research, it can be concluded that development actors working in a post-conflict environment should pay more attention to possibilities for the promotion of an inclusive approach to the education of disabled children in IDP camps and temporary settlements under the supervision of international agencies. Moreover, all programmes developed for children injured and maimed by conflict should also include opportunities for the participation of children with non-war related impairments. Positive practical examples of inclusive education play an essential role for teachers and administrators in the local education system.
Building a community-based rehabilitation system is an important condition for the provision of access to schooling according to the needs of disabled children, especially those living in remote areas, and there is still the chance for this to be achieved in the Chechen Republic. Strengthening the capacity of local NGOs, and especially DPOs, remains one of the important tasks in Chechnya. The participation of disabled people in decision-making processes provides a tangible opportunity to take their interests into serious account. However, to be truly successful, discussions need to move beyond an emphasis on ‘defects’ to an approach that is rights-based.
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APPENDIXES 
Appendix 1.
Map of the Chechen Republic showing neighbouring republics and cities where rehabilitation institutions are located (OSCE, 2000, available at ReliefWeb).
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Appendix 2. 
Disabled children in special schools, kindergartens and orphanages in Russia, 1996. (Galaguzova, Mardahaev, 2004, Metodika i tehnologija raboty social'nogo pedagoga [Methodic and technic of social teacher’s work]  M.: Akademija)

	Administered by

	Profile of school

	Num.
of schools
	Number of children


	
Ministry of Labor
and Social
Development

	Boarding schools for mentally retarded and uneducable 

	159
	35,300

	
	Boarding schools for children with physical impairments

	
 6
	
900 

	
Ministry of Health

	
Orphanage for disabled
	
252
	
18,300

	


Ministry of
Education



	Boarding schools for children with physical and mental impairments

	
1437
	
199,500

	
	‘Auxiliary schools’ for mentally backward children
	
1871
	
271,000

	
	Orphanage
	
	28,000














Appendix 3. 
Questionnaire for the heads or representatives of boarding schools, rehabilitation centres, the orphanage

1. How long do you work in the school/centre/orphanage?
2. What is your position now? What was your position in 1990?
3. How long does this school exist? When was it opened?
4. Which ministry is in charge? Who financed the institution?
5. For how many students it was designed? How many of them usually attended the school?
6. Were they orphans? Were they social orphans? 
7. Did the students stay at the institution year around or had any vacations?
8. Were they all from Chechnya? From which of the neighbouring republics?
9. Was this school/centre/orphanage the only one in Chechnya?
10. What kind of curricula was utilized? Was it adapted curricula of the mainstream school? 
11. What kind of special equipment the school had? Did it have a library or workshop?
12. How many grades the school had? At what age children were transferred/graduated?
13. Whether joint activities with mainstream schools took place?
14. What had happened with the institution in 1991-1994?  1994-1995?   1996-1999?  2000-2012?
a) Was it destroyed? Was it occupied? By whom? 
b) Who financed? Who assisted?
c) How many children have left? How many children have returned?
d) Were children evacuated? Where?
15. Was the institution rebuilt of the same capacity?  
16. What is your own opinion regarding the inclusive education? What are the benefits of the institution?  

Appendix 4.

School # 18, the pilot project of the inclusion in the Chechen Republic
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 Appendix 5.

The programme ‘Accessible Environment’ in the city: changes were made without consultation with disabled people. Prospekt Putina St., Grozny
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