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Understanding and Applying the INEE Minimum Standards for Education in Emergencies, Chronic Crises and Early Reconstruction

Training of Trainers Workbook

Adapted for INEE Minimum Standards ToT workshop in Guyana, June 2009 
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Foreword: The Inter-Agency Network for Education in Emergencies (INEE) is a global, open network of representatives of NGOs, UN agencies, donors, governments, practitioners, researchers and individuals from affected populations working together within a humanitarian and development framework to ensure the right to education in emergencies and recovery. Based on the principles of information sharing, collaboration, and communication, INEE supports its members and their partners to more effectively provide educational opportunities during times of emergencies and recovery. As a network, INEE brings organizations and individuals together to share resources and experiences that include good practices, tools and research, and, through advocacy, to ensure that institutions and governments more effectively coordinate and collaborate in the field.    

One product of this inter-agency collaboration is the development of the Minimum Standards for Education in Emergencies, Chronic Crises and Early Reconstruction (INEE Minimum Standards) which were launched at INEE’s Second Global Inter-Agency Consultation on Education in Emergencies and Early Recovery in South Africa in December 2004. The INEE Minimum Standards handbook is designed to give governments and humanitarian workers the tools that they need to address the Education for All and UN Millennium Development Goals. It is the first step toward ensuring that education initiatives in emergency situations lay a solid and sound basis for post-conflict and disaster reconstruction. Lessons learned from implementation around the world have revealed a need for training for those working in the fields of education in emergencies, protection and humanitarian response. It is the hope of INEE that the materials included in this Workbook will be a useful tool to enhance your knowledge, understanding and application of the Minimum Standards in the situations in which you work. More specifically we hope that as a result of the training:

The complete INEE Minimum Standards training materials package is available for download at www.ineesite.org/standards.

INEE Secretariat: info@ineesite.org
Allison Anderson, INEE Director

Jennifer Hofmann, INEE Coordinator for Minimum Standards

Marian Hodgkin, INEE Coordinator for Network Services

Elizabeth Sweet, INEE Project Manager

Kerstin Tebbe, INEE Coordinator for Education and Fragility
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INEE Minimum Standards Training of Trainers Workshop focused on Risk Reduction and Prevention

	
	Day 1
	Day 2
	Day 3
	Day 4

	9:00
	Registration
	Applying the INEE Minimum Standards: Emergency Assessment and Design (Hurricane scenario)

	Disaster Risk Reduction through Education: Safe Schools 


	Using the INEE Minimum Standards to Enhance Individual, National and Regional Action Plans

	9:30
	Welcome, introduction, logistics and framing the workshop


	
	
	

	10:30
	Break
	Break
	Break
	Break

	11: 00
	Disaster Risk Reduction and education: Case studies from the region
	Applying the INEE Minimum Standards: Emergency Assessment and Design (continued)


	Disaster Risk Reduction through Education: Safe Schools (continued)

	Using the INEE Minimum Standards to Enhance Individual, National and Regional Action Plans (continued)

	12:30
	Lunch
	Lunch
	Lunch
	END WORKSHOP

	1:30
	Introduction to the INEE Minimum Standards


	Applying the INEE Minimum Standards: Monitoring and Evaluation
	Disaster Risk Reduction through Education: Participation, Policy and Coordination


	

	3:15
	Break
	Break
	Break
	

	3:45
	Applying the INEE Minimum Standards: A Rights Based Approach and Implementation Tools 


	Inter-Sectoral Linkages and Cross-cutting Issues (if training workshop) 

or

Planning and facilitating a training workshop on the INEE Minimum Standards (if ToT workshop)

	Disaster Risk Reduction through Education: Teaching and Learning
	

	5:30
	Questions, Conclusion, Evaluation


	Questions, Conclusion, Evaluation
	Questions, Conclusion, Evaluation
	Conclusion and Evaluation

	6:00
	End of Day 1
	End of Day 2
	End of Day 3
	


Session 1.1:  Introduction to Key Risk Management Concepts
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Session objectives: At the end of this session you will:

· Understand commonly used terminology for education in emergencies, preparedness and disaster risk reduction, including the distinction between these terms.
· Be able to understand the links between disaster risk reduction and education. 

Space for your notes:
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Session 1.2: Presentation of Regional Case Studies

Session objectives: At the end of this session you will:

· Understand how these concepts relate to education and how vulnerability and capacity impacts upon education at individual, community and system levels

· Understand how these concepts of emergency response, preparedness, risk reduction, mitigation and prevention translate into reality with regard to what countries in the region are doing.  

Space for your notes:

	Background Reading 1.1: Disaster Risk Management Terminology


Disaster Risk Reduction and the Hyogo Framework for Action

In January 2005, more than 4000 representatives of governments, NGOs, academic institutes and the private sector met at the second World Conference on Disaster Reduction (WCDR) in Kobe, Japan. It was at this groundbreaking meeting that a 10 year plan known as the Hyogo Framework for Action 2005-2015: Building the Resilience of Nations and Communities to Disasters (HFA) was adopted by 168 states to substantially reduce disaster losses in lives as well as the social, economic and environmental assets of communities and countries by 2015. 

As emphasized in HFA, disaster risk reduction is a central issue for development policies and is of interest to various science, humanitarian and environmental fields. Disasters undermine development achievements, impoverishing people and nations, and without serious efforts to address disaster losses, disasters will increasingly become a serious obstacle to achieving the Millennium Development Goals.

Five specific Priorities for Action were identified by HFA to attain the expected outcome:

1. Making disaster risk reduction a priority 

2. Improving risk information and early warning 

3. Building a culture of safety and resilience 

4. Reducing the risks in key sectors 

5. Strengthening preparedness for response 

Natural hazards are “Natural process or phenomenon that can potentially trigger a disaster if we do not take measures to prevent these impacts. This includes earthquakes, mudslides, hurricanes, floods, volcanic eruptions, tsunamis, drought, etc. Note however that these physical events need not necessarily result in disaster

A disaster is a serious disruption of the functioning of a community or a society involving widespread human, material, economic or environmental losses and impacts, which exceeds the ability of the affected community or society to cope using its own resources

A hazard is not the disaster. For example we can have a drought without it being a disaster. Furthermore, it is becoming more and more difficult to label a hazard as purely “natural”.  For example, deforestation and the “greenhouse effect” may be accelerating changes in weather patterns that will eventually manifest as hazards of “natural” origin.

Many people use the term ‘natural disasters’; however, this is not correct, since all disasters require human beings to make it a disaster. There are theoretically three types of hazard, and these are classified according to their origin: natural, socio-natural and anthropic. (human made) In real life, however, the lines between one type of hazard and another become increasingly blurred, forcing us to concentrate more on understanding processes than on classifying isolated events. Thus, up until recently, hurricanes were viewed as perfect examples of the interrelated dynamics of the atmosphere and the sea and were therefore considered a natural hazard. Today, they have been reclassified on the boundary of socio-natural hazards, as their intensity and frequency, amongst other characteristics, are recognised to be increasingly influenced by climate change (and global warming in particular) - a process which is predominantly provoked by human activity. 

Similarly, some fires play an eminently natural role (as part of the dynamics of an ecosystem), others are socio-natural (because human beings have generated the conditions in which they occur), and others are typically anthropic, caused by fire lovers with the deliberate intention of changing land-use. The same is true for rock falls or landslides and other hazards: these can occur in perfectly conserved ecosystems as a result of an earthquake shaking hillsides saturated with water, for example, but they can also occur as a consequence of poor water management on a highway or in an urban settlement, or by a ‘blast’ or explosion, deliberately engineered to cause the collapse. 

Human-made hazards are conditions that derive from technological processes, human interaction with the environment, or relationships within and between communities, such as hazardous spill, war, radioactive accident or contamination of the environment.

Natural hazards, are those that are predominantly caused by biological, geological, seismic, hydrologic, or meteorological conditions or processes. Examples include: 

· earthquakes

· mud-slides

· floods

· volcanic eruptions

· drought

Risk is the product of hazards over which we have not control; it is generally defined as the expected impact caused by a particular phenomenon.  The potential impact of a hazard on human beings is a function of how exposed, or vulnerable, people are to the effects of that hazard, and their capacity to deal with the situation. Risk elimination, or at least reduction, is a main concern of disaster preparedness. While the hazard may not be possible to predict and prevent, human vulnerability can be predicted and sometimes prepared for. Humanitarian assistance usually presents an important opportunity for risk reduction initiatives.

Vulnerability is the characteristics and circumstances of a community, system or asset that make it susceptible to the damaging effects of a hazard. It is the extent to which an individual, community, sub-group, structure, service or geographical area is likely to be damaged or disrupted by the impact of a particular disaster hazard. There are a number of factors that determine vulnerability, including:

· physical

· economic

· social

· political

· technical

· ideological

· cultural

· ecological

· institutional

· organisational

A school is said to be 'at-risk' or 'vulnerable', when it is exposed to known hazards and is likely to be adversely affected by the impact of those hazards if and when they occur.  It is repeatedly shown that while natural hazards may be disastrous for all races and all social and economic classes, people living in poverty suffer most. They are generally the most vulnerable, the least well equipped, the least protected and the most exposed to potential hazards. 

They live in highly vulnerable conditions and places, for example, on the banks of rivers, on land-fills or on precarious mountain sides. Their physical well-being may already be compromised before any event occurs. Their resources, including health, may be so limited that an event, which would have little or no impact on more wealthy populations, can be catastrophic for people living in poverty.   Most disasters are unsolved development problems.

Conventionally risk is expressed by the notation Risk = Hazards x Vulnerability. Beyond expressing a possibility of physical harm, it is crucial to recognize that risks are inherent or can be created or exist within social systems. It is important to consider the social contexts in which risks occur – such as education-- and that people therefore do not necessarily share the same perceptions of risk and their underlying causes.

Capacity is the combination of all the strengths, attributes and resources available within a community, society or organization that can be used to achieve disaster reduction and prevention.  In this context, capacity refers to the knowledge, skills, human social and political relationships that can be used to reduce vulnerabilities. Risk decreases if the affected populations have greater capacity to cope.  Appropriate disaster prevention and mitigation “builds on people’s strengths and tackles the causes of vulnerability”. 

KEY CONCEPTS OF DISASTER MANAGEMENT

Prevention: The outright avoidance of adverse impacts of hazards and related disasters.

Mitigation: the process of lessoning or limiting the adverse affects of hazards and related disasters

Preparedness: The knowledge, capacities, activities and resources developed by governments, professional response and recovery organizations, communities and individuals to effectively anticipate, respond to, and recover from, the impacts of likely, imminent or current hazard events or conditions. This includes preventing and mitigating disasters as well as preparing to better response to disasters if they occur. 

Response: The provision of emergency services and public assistance during or immediately after a disaster in order to save lives, reduce health impacts, ensure public safety and meet the basic subsistence needs of the people affected.

Disaster Risk Reduction is “the concept and practice of reducing disaster risks through systematic efforts to analyze and manage the causal factors of disasters, including through reduced exposure to hazards, lessened vulnerability of people and property, wise management of land and the environment, and improved preparedness and response for adverse event. 

The aims of disaster risk reduction are:

1. To save children’s lives so they will be there to educate

2. To prevent and reduce injury and disability so they can benefit from their education

3. To safeguard livelihoods and preserve communities that protect children and allow them to participate in education

4. To minimize disruption to education

Note that, in most cases, the humanitarian and education in emergencies communities have focused on emergency response and preparedness but there is growing realisation that mitigation and prevention are essential. It is difficult, if not impossible, to prevent a hazard from occurring, but what we can try to do is to reduce vulnerability and/or the capacity to cope after a disaster.
Complex Emergency: When a number of hazards, natural and/or technological, are combined with social, economic and political factors, complex situations may emerge. Usually complex emergencies present humanitarian workers with the challenges of: 

· forced migration

· violent conflict

· high levels of vulnerability 

· low levels of local coping capacities.

The situation may also be made worse by humanitarians finding it difficult to reach affected populations.  

Example disaster preparedness activities

· Forecasting and taking precautionary measures before an imminent threat when advance warnings are possible.

· Developing and regularly testing warning systems, linked to forecasting systems. 

· Making plans for evacuation or other measures to be taken during a disaster alert period to minimise potential loss of life and physical damage. 

· Educating and training officials and the population at risk.

· Training intervention teams.

· Establishing policies, standards, organisational arrangements and operational plans to be applied following a disaster.
Differences between prevention and mitigation

Prevention requires the elimination of risk, while mitigation is the reduction of risk.  Although technology-based solutions are crucial in eliminating or reducing risk, for example, micro-zoning in seismic areas, early warning sensor systems for volcanoes, human-based solutions are just as important. Human Capacity-Vulnerabilities Analysis or CVA is a central concept in planning disaster prevention and mitigation activities. 

The distinction between mitigation and prevention might be blurred according to one’s perception of both terms. Prevention, aims to eliminate both the hazard (for example, actions to prevent flooding through the construction of dykes) and the vulnerability (for example, actions to help ensure that people are not vulnerable to floods, such as relocating them to safe and dignified housing away from the flood hazard areas), requires long term action and investment (financial, material and societal).  Appropriate prevention and mitigation activities are preceded by:

· hazards identification and mapping

· risk analysis

· Capacities and Vulnerabilities Assessments. 

Mitigation activities aim to reduce the likelihood or impact of future disasters by adopting practices, such as the following:

· Participatory risk and hazard analysis.

· Technology-based solutions such as seismic and volcanic sensor systems for early warning and prediction.

· Geological and topographical mapping and analysis to detect potential hazards for example, of mud-slides.

· Capacity-building in communities, for example public education on nutrition. 

· Concrete measures to reduce vulnerability such as relocation from highly vulnerable areas to safe and dignified housing, under fully agreed conditions.

· Construction of hazard resistant housing, for example hurricane-reinforced houses, or earthquake-reinforced buildings.

Emergency or response preparedness

The Sphere Project makes the following distinction:

	Emergency preparedness
	Disaster preparedness

	All actions taken in order for people and organisations to be ready to react and respond to a disaster situation.
	Encompasses actions not only related to readiness to react, but also a readiness to:

· prevent

· reduce

· mitigate effects.


Some of the activities usually associated with disaster response/ emergency preparedness 
include the following:

· Hazard, vulnerability and risk assessments

· Establishing hazard early warning systems

· Disaster response planning

· Information management systems

· Pre-positioning of relief items, for example making sure that equipment and food stocks are in place

· Worst case scenarios mapping

· Establishing coordination mechanisms

· Developing organisational structures that clearly identify roles and responsibilities of humanitarian actors

· Emergency planning based on the Sphere handbook’s principles and standards
· Stand-by arrangements/agreements between the actors 
Session 2.1:  Introduction to the INEE Minimum Standards

SESSION OBJECTIVES.  At the end of this session you will:
· Be able to describe what education looks like in emergencies, why it is a crucial element of emergency response, and how it links with other humanitarian sectors.

· Understand that the INEE Minimum Standards have been developed as a co-operative exercise by actors in the fields of humanitarian, protection and education in emergency and reconstruction contexts, building upon the example of the Sphere Minimum Standards.

· Understand that acceptance of minimum standards – both Sphere and INEE -- is a commitment to increased humanitarian accountability, transparency and quality.

· Have an awareness of the range of the standards that are relevant to your work and their associated indicators and guidance notes.

Space for your notes:

Exercise 1: Where are you now?

Exercise instructions:

Review the INEE Minimum Standards categories and standards on the next page. In groups of three, discuss the questions below.

1. Which of the standards has your organisation (or programme) achieved? 

2. Which standards are not being met? 

3. What are the obstacles to achieving the standards that are not being met?

4. What must be done in order to meet the standards that are not currently being met? How long will it take? (Consider the resources that are available to your organisation as well as agreements or partnerships that could be effectively used to help meet the standards.)

INEE Minimum Standards: Categories

	Common Category: 
Community Participation
	Category: 
Teaching and Learning

	Standard 1: Participation. Emergency-affected community members actively participate in assessing, planning, implementing, monitoring and evaluating the education programme.

Standard 2: Resources. Local community resources are identified, mobilised and used to implement education programmes and other learning activities. 
	Standard 1: Curricula. Culturally, socially and linguistically relevant curricula are used to provide formal and non-formal education, appropriate to the particular emergency situation. 

Standard 2: Training. Teachers and other education personnel receive periodic, relevant and structured training according to need and circumstances. 

Standard 3: Instruction. Instruction is learner-centred, participatory and inclusive. 

Standard 4: Assessment. Appropriate methods are used to evaluate and validate learning achievements. 

	Common Category: 
Analysis
	Category: 
Teachers and Other Education Personnel

	Standard 1: Initial assessment. A timely education assessment of the emergency situation is conducted in a holistic and participatory manner.

Standard 2: Response plan. A framework for an education response is developed, including a clear description of the problem and a documented strategy for action. 

Standard 3: Monitoring. All relevant stakeholders regularly monitor the activities of the education response and the evolving education needs of the affected population. 

Standard 4: Evaluation. There is a systematic and impartial evaluation of the education response in order to improve practice and enhance accountability. 


	Standard 1: Recruitment and selection. A sufficient number of appropriately qualified teachers and other education personnel are recruited through a participatory and transparent process based on selection criteria that reflect diversity and equity. 

Standard 2: Conditions of work. Teachers and other education personnel have clearly defined conditions of work, follow a code of conduct and are appropriately compensated. 

Standard 3: Supervision and support. Supervision and support mechanisms are established for teachers and other education personnel, and are used on a regular basis.

	Category: 
Access and Learning Environment
	Category: 
Education Policy and Coordination

	Standard 1: Equal access. All individuals have access to quality and relevant education opportunities.

Standard 2: Protection and well-being. Learning environments are secure, and promote the protection and mental and emotional well-being of learners.

Standard 3: Facilities. Education facilities are conducive to the physical well-being of learners.
	Standard 1: Policy formulation and enactment. Education authorities prioritize free access to schooling for all, and enact flexible policies to promote inclusion and education quality, given the emergency context. 

Standard 2: Planning and implementation.  Emergency education activities take into account national and international educational policies and standards and the learning needs of affected populations. 

Standard 3: Coordination. There is a transparent coordination mechanism for emergency education activities, including effective information sharing between stakeholders. 


Session 2.2: Applying the INEE Minimum Standards: A Rights Based Approach and Implementation Tools
SESSION OBJECTIVES.  At the end of this session you will:
· Use the minimum standards to develop educational responses that reflect a rights-based approach.

· Have an understanding of the broad range of implementation tools to support application of and training on the INEE Minimum Standards
Space for your notes:

Exercise 2:  Foundations of INEE Minimum Standards: A Rights Based Approach 

Read the scenario assigned to your group. Then, in your groups, discuss the scenario and answer the questions. One group member should be designated to write the proposed solutions and the standards and indicators you could use to implement these solutions on flipchart paper.  

Scenario A: Involving Parents
In many countries, Parent Teacher Associations (PTAs) are often considered to be ineffective.  Very often parents are not interested in being members of the PTA as they see it as a situation where the teachers and principal use their authority over the parents to get them to do extra work.  Parents have no say in running the school or in the philosophy of the school and are not usually asked their opinion on educational issues.  As a result, PTAs generally consist of less than 5% of the parenting community.  

Choose one of the following three problems to use for you analysis. Write the problem on your flipchart.

Possible problems

1. Parents think that the school is responsible for educating their children.

2. School system does not respond to what parents say.

3. Parents feel unwelcome in the classroom. Children are punished for things that their parents do; for example, if children are late to school because they must do chores at home, they are punished for being late.

	Standards and indicators that should be met in this context 

	Possible strategies (using a rights-based approach and drawing upon the standards, indicators and guidance notes) to the problem 

	
	


Scenario B: Including Out of School Youth

Because of the poverty, reoccurring disasters and the strength of gangs, there are a large number of out of school youth (mostly boys) in primary school.  Although there are special programmes for accelerated learning, they are too few and they operate only in certain areas.  So the out-of-age students attend regular classes.  Some of these are ex-gang members who have are struggling to overcome the trauma and violence of their lives.  In an effort not to discriminate, these students are brought into the school.  But the presence of so many ‘young men’ means that families are keeping girls, and even some boys of the correct age group, away from school because the school environment is considered unsafe.  

Choose one of the following three problems to use for you analysis. Write the problem on your flipchart.

Possible problems

1. Distrust of out of school youth

2. Educational policies do not meet needs of youth

3. Teachers cannot meet the needs of all the different groups of children.

	Standards and indicators that should be met in this context 

	Possible strategies (using a rights-based approach and drawing upon the standards, indicators and guidance notes) to the problem selected

	
	


Scenario C: Classroom Management

In many countries, teachers use corporal punishment as a classroom management technique.  This includes not only caning, but all sorts of physical punishments, many of which are, in fact, child abuse.  A rights-based approach, which respects the dignity of both teachers and learners, cannot work if corporal punishment is used.  Banning corporal punishment is frequently not considered practical because many people in the community are used to the system (and went through it themselves) and also because the teachers have very few alternatives.  

Choose one of the following three problems to use for you analysis. Write the problem on your flipchart.

Possible problems

1. Societal attitude that corporal punishment in school is acceptable.

2. Lack of enforcement of policy.

3. Teachers are not properly trained in alternative classroom management techniques and do not understand that corporal punishment is ineffective.

	Standards and indicators that should be met in this context 

	Possible strategies (using a rights-based approach and drawing upon the standards, indicators and guidance notes) to the problem selected

	
	


Scenario D: Using Educational Data

Collecting data on enrolment and attendance is very difficult in many post-conflict countries because of the conflict and breakdown of the education infrastructure.  Many school administrators, who cannot collect accurate data, fill in the forms with ‘approximate’ figures.  As a result, much of the data collected cannot be analysed effectively and are therefore a waste of time to collect.  As you answer the questions below, think about the values that are inherent in the collection and analysis of data and the values that could be transmitted through appropriate responses to the data collected.  

Choose one of the following three problems to use for you analysis. Write the problem on your flipchart.

Possible problems

1. Schooling is not valued for all segments of the population.

2. School administrators do not have the time/resources to analyse educational data.

3. Teachers do not know why they are being asked for information and so do not value accurate data collection.

	Standards and indicators that should be met in this context 

	Possible strategies (using a rights-based approach and drawing upon the standards, indicators and guidance notes) to the problem selected

	
	


Background Reading 2.1: Education in Emergencies and the INEE Minimum Standards

· Disasters caused by natural and man made hazards deny generations the knowledge and opportunities that an education can provide. Education in emergencies must be seen in a broad context; it is education that protects the well being, fosters learning opportunities, and nurtures the overall development (social, emotional, cognitive, physical) of people affected by conflicts and disasters.
· The 2007 EFA Global Monitoring Report estimates that worldwide, 72 million children are out of school. While this is an improvement over past years, according to Save the Children, more than half of these children are living in conflict affected fragile stats.  Millions more are in situations affected by natural disasters.  In fact, according to the latest EFA Development Index, out of 129 countries, only 51 have achieved or are close to achieving the four most quantifiable EFA goals of universal primary education, adult literacy, gender and quality of education, while 53 are in an intermediate position and 25 are far from achieving EFA as a whole. The GMR states that the lowest category would be larger still if data were available for a number of fragile states affected by conflict or post-conflict. Thus, we don’t yet know the scope of the problem for a number of fragile states, including countries affected by and emerging from crisis. 
· Education is one of the principle losses in emergency situations, and the lack of that education, too often stretching into the post-conflict phase, endangers well-being and survival. On average, displaced children spend eight years in displacement; their education cannot "wait" until they return home or are locally integrated. 
· All individuals have a right to education, and those affected by emergencies are no exception, even during conflict and natural disasters. In 1948, the Universal Declaration of Human Rights articulated the right to education and declared that primary education should be free and compulsory and that the higher levels of education should be accessible to all on the basis of merit. Since then, numerous international treaties have reaffirmed this right, including the Convention Relating to the Status of Refugees (1951); the Geneva Convention (IV) Relative to the Protection of Civilian Persons in Time of War; the Covenant on Economic, Social and Cultural Rights (1966); the Convention on the Elimination of all Forms of Discrimination against Women (CEDAW, 1979) and the Convention on the Rights of the Child (CRC, 1989). Moreover, many regional human rights instruments as well as major conferences resulting in international declarations also articulate this right, such as the Education For All and Millennium Development Goals. 
· In addition to being a right clearly articulated in numerous international treaties and declarations, education is also an enabling right. Gaining and utilizing the knowledge and skills that a basic education affords permit the exercise of other fundamental rights. 

· Education can play a crucial role in helping children cope with their situation by gaining additional knowledge and skills for survival and to regain normalcy in their lives. Indeed, education can be both life-sustaining and life-saving, providing physical, psychosocial, and cognitive protection to both students and teachers.
One Sudanese refugee in Chad, describing the vital importance of education to refugees in crisis situations, said: In this war, our cattle has been taken by the Janjaweed and we had to flee our land. We had to leave behind all of our possessions. The only thing we could bring with us is what we have in our heads, what we have been taught – our education. Education is the only thing that cannot be taken from us and upon which we can build a better life for our children.

· Education in emergencies provides cognitive protection by supporting intellectual development through the teaching of literacy, numeracy, and study skills. It can also teach peace building and conflict resolution. It can provide essential building blocks for future economic stability. From Sudan to Afghanistan, refugees describe education as a means of bringing light into the darkness of their lives. 
· In providing safe space for learning and socialization, education also gives refugee girls psychosocial protection and support. Recreational activities, such as sport and play, as well as learning opportunities and/or school, can supply essential psychosocial interventions by reestablishing a feeling of normalcy--instilling dignity and a sense of purpose for the future. The psychosocial element reinforces cognitive protection, as a perception of well-being contributes to learners’ successful completion of a formal or non-formal education program. Education, by providing structure and stability, is particularly important for those who are traumatized by conflict and displacement, and can be a critically important step on the road to recovery.  In addition to supporting social development and mitigating the psychosocial impact of the crisis, education programs can facilitate screening for those who need special assistance. Additionally, schools can help bring parents, children, and community leaders together by involving them in the educational program, an activity that creates a sense of accomplishment and hope. In this way, schools can help re-establish community bonds as well as help develop civil society by providing a meeting place for sports, social activities, and community dialogue. 
· In addition to supporting children’s social and intellectual development, education programs can provide physical protection from the dangers of a crisis environment. It can save lives by protecting against exploitation and harm. When a child is in a safe learning environment he or she are less likely to be sexually or economically exploited or exposed to other risks, such as recruitment into or joining a fighting group or a gang. In addition, well-designed education programs can convey life-saving information and essential survival skills on how to avoid landmines; how to protect oneself against sexual abuse, including HIV/AIDS; how to access health care and food distribution; and how to deal with anger and resolve interpersonal conflicts peacefully.
· Education is prioritized by communities and offers a lifeline to them. Communities often start up some kind of education/school themselves during an emergency. However, maintaining this during a crisis is difficult when there is less local capacity and resources. 

· In emergencies, increased assistance and innovative programs offer opportunities to build back better education systems and improve the quality of and access to education. Emergencies can provide opportunities to work with communities for social transformation by creating programs which allow previously excluded groups, like girls, women and disabled children, to attend school. Crises make it possible to teach all members of a community new skills and values, such as the importance of inclusive education and participation, as well as peace, tolerance, conflict resolution, human rights, and environmental conservation. These windows of opportunity should be used to promote more equitable educational systems and structures. 
· Education in conflict-affected and fragile states is grossly underfunded: they receive nearly 4 times less basic education aid per out-of-school primary age child than other lower-income countries. Moreover, effective links between humanitarian and development policy and financing is challenging for donors. As a result, education in emergencies and early reconstruction often falls through the cracks.
· Without the skills that a basic education can provide, societies lack an educated workforce, which is essential for post-conflict reconstruction, poverty reduction, and sustainable development.  Consequently, if refugee, internally displace or crisis-affected children are educated during times of displacement, they are likely to develop the skills they need to make use of the existing economic, social, and political systems upon returning home.
The Inter-Agency Network on Education in Emergencies (INEE) 
The Inter-Agency Network for Education in Emergencies (INEE) is a global, open global network of members working together within a humanitarian and development framework to ensure all persons the right to quality education and a safe learning environment in emergencies and post-crisis recovery.  Since its inception in 2000, INEE’s membership has grown to over 3,500 practitioners, students, teachers and staff from UN agencies, non-governmental organizations, donors, governments and universities and it has successfully created a vibrant and dynamic inter-agency forum that fosters collaborative resource development and knowledge sharing and informs policy through consensus-driven advocacy. 

INEE envisions a world where:

· All people in crisis-affected and fragile states have access to quality, relevant and safe education opportunities;

· Education services are integrated into all humanitarian responses;

· Governments and donors ensure sustainable funding for education preparedness, crisis response, mitigation and recovery;

· All education programs responding to emergencies, chronic crises and reconstruction are consistent with the INEE Minimum Standards and accountable for quality and results.

INEE’s Steering Group is comprised of CARE, Christian Children’s Fund, the International Rescue Committee, Norwegian Refugee Council, Save the Children Alliance, UESCO, UNICEF, UNHCR and the World Bank.

Development of Global Minimum Standards: Building from the Ground Up
In recent years, awareness of the need for non-formal and formal education programmes in emergency situations has increased. Two issues in particular have come to the fore: how to ensure a certain level of quality and accountability in emergency education; and how to ‘mainstream’ education as a priority humanitarian response. In 2002, INEE began looking at the Sphere Project’s example of how to accomplish these two objectives. The Sphere Project was created to improve the quality and accountability of disaster response. It has argued for the universal right of all disaster-affected people to humanitarian assistance. It has achieved NGO agreement on core principles and actions, and collected minimum programming standards for disasters from past lessons and experience. The Minimum Standards represent consensus on key technical indicators and guidance for: Water supply, Sanitation and Hygiene promotion; Food Security, Nutrition and Food Aid; Shelter, Settlement and Non-Food Items; and Health Services. The Sphere handbook, comprised of the Humanitarian Charter and Minimum Standards, does not address education services.
Learning from the example of the Sphere Project, in order to promote education as a key pillar of emergency response as well as develop a tool for effective action to meet the education rights of affected populations, a Working Group on Minimum Standards for Education in Emergencies was constituted in 2003 within INEE to facilitate the development of global minimum standards for education in emergencies. 
In 
 2003, the INEE Working Group began facilitating the development of standards, indicators and guidance notes that articulate a minimum level of educational quality and access in emergencies and the early reconstruction phase. Over 2,250 individuals from more than 50 countries contributed to the development of the minimum standards. The minimum standards were developed, debated and agreed upon through a participatory process of:

1. On-line consultation inputs via the INEE listserv

2. Community-level, national, sub-regional and regional consultations

3. A peer review process

Information gathered from each step was used to inform the next phase of the process.

This model reflects lessons learned from the Sphere Project’s management process and emphasizes broad, transparent, cost-effective and consultative decision-making. One concrete way in which INEE’s Minimum Standards process reflects the lessons learned from the Sphere Project is the inclusiveness of the initiative. While Sphere has been an NGO-led initiative, the Working Group is made up of both UN and NGO organisations. The Working Group made special efforts to ensure that representatives from a variety of levels, including households, schools and communities, local authorities, ministry officials, funding agencies and implementers, were actively involved throughout the consultative process in order to ensure relevance to and buy-in from all education stakeholders.

The handbook of Minimum Standards for Education in Emergencies, Chronic Crises and Early Reconstruction was launched at INEE’s Second Global Inter-Agency Consultation on Education in Emergencies and Early Recovery, in Cape Town, South Africa, from 2–4 December 2004. The handbook was well received by delegates and the consultative process in developing the standards was judged to be as significant as the product itself.

Content of the INEE Minimum Standards 
The INEE Minimum Standards constitute the first global tool to define a minimum level of educational quality in order to provide assistance that reflects and reinforces the right to life with dignity. The INEE Minimum Standards are founded on the Convention on the Rights of the Child, the Dakar Education for All (2000) framework, the UN Millennium Development Goals (MDG) and the Sphere Project’s Humanitarian Charter. In addition to reflecting these international rights and commitments, the standards are an expression of consensus on good practices and lessons learned across the field of education and protection in emergencies and early reconstruction situations. They were developed by stakeholders from a variety of levels and have evolved out of emergency and early reconstruction environments around the world. As such, they are designed for use in emergency response, emergency preparedness and in humanitarian advocacy and are applicable in a wide range of situations, including natural disasters and armed conflicts. 

The INEE Minimum Standards present a global framework for coordinated action to enhance the quality of educational preparedness and response, increase access to safe and relevant learning opportunities, and ensure humanitarian accountability in providing these services. They provide good practices and concrete guidance to governments and humanitarian workers to enhance the resilience of education systems and can be used for sector planning. The INEE Minimum Standards are being used in over 80 countries around the world to improve programme and policy planning, assessment, design, implementation, monitoring and evaluation as well as advocacy and preparedness in order to reach the Education for All goals.  

The minimum standards are represented in five categories: 
· Minimum Standards Common to All Categories: focuses on the essential areas of community participation and utilizing local resources when applying the standards in this handbook, as well as ensuring that emergency education responses are based on an initial assessment that is followed by an appropriate response and continued monitoring and evaluation. 

· Access and Learning Environment: focuses on partnerships to promote access to learning opportunities as well as inter-sectoral linkages with, for example, health, water and sanitation, food aid (nutrition) and shelter, to enhance security and physical, cognitive and psychological well-being. 

· Teaching and Learning: focuses on critical elements that promote effective teaching and learning: 1) curriculum, 2) training, 3) instruction, and 4) assessment.

· Teachers and other Education Personnel: focuses on the administration and management of human resources in the field of education, including recruitment and selection, conditions of service, and supervision and support. 

· Education Policy and Coordination: focuses on policy formulation and enactment, planning and implementation, and coordination.

Mainstreaming Disaster Risk Reduction into INEE Materials
While the INEE Minimum Standards were developed to specifically address preparedness, response and recovery programming and policy, the standards can be and are being used to contribute to risk reduction through areas such as assessment, community participation, providing essential survival, school safety and life skills information and establishing a safe and secure environment. An interesting example of the implementation of the standards began in Pakistan after the 2005 earthquake. The IASC Education Cluster built upon the INEE Minimum Standards to develop common contextualized standards, and by providing a common framework, stakeholders were able to identify funding gaps and priorities. Perhaps the most significant accomplishment of the INEE Minimum Standards in the earthquake response was to enforce a holistic approach to emergencies and humanitarian aid, promoting educational responses in the early relief effort that incorporated a view to longer-term reconstruction and development of ‘building back better.’ In the Pakistan Earthquake Reconstruction and Rehabilitation Authority-UN Early Recovery Plan, the document guiding all government, UN and partner recovery interventions in the earthquake areas (2006-2007), the INEE Minimum Standards are named as the guiding framework for all educational interventions. 
The INEE Minimum Standards contain standards, including a range of indicators and guidance notes for each, that directly relate to disaster risk reduction objectives:

Community Participation Standard 1: Participation 

Emergency-affected community members actively participate in assessing, planning, implementing, monitoring and evaluating the education programme. 

Community Participation Standard 2: Resources
Local community resources are identified, mobilized and used to implement education programmes and other learning activities

Analysis Standard 1: Initial assessment 

A timely education assessment of the emergency situation is conducted in a holistic and participatory manner. 

Analysis Standard 2: Response Plan

A framework for an education response is developed, including a clear description of the problem and a documented strategy for action 

Analysis Standard 3: Monitoring 

All relevant stakeholders regularly monitor the activities of the education response and the evolving education needs of the affected population. 

Analysis Standard 4: Evaluation 

There is a systematic and impartial evaluation of the education response in order to improve practice and enhance accountability.

Access and Learning Environment Standard 2: Protection and Well-being

Learning environments are secure, and promote the protection and mental and emotional well-being of learners.

Access and Learning Environment Standard 3: Facilities

Education facilities are conducive to the physical well-being of learners

Teaching and Learning Standard 1: Curricula 

Culturally, socially and linguistically relevant curricula are used to provide formal and nonformal education, appropriate to the particular emergency situation.

Teacher and Learning Standard 2: Teacher Training

Teachers and other education personnel receive periodic, relevant and structured training according to need and circumstances

Teacher and Learning Standard 3: Instruction

Instruction is learner-centered, participatory and inclusive

Education Policy and Coordination Standards 1-3 (Policy formulation and enactment; Planning and Implementation; Coordination)
In a revision of the INEE Minimum Standards, planned for the second half of 2009, risk reduction will be made explicit; in the meantime, INEE is focusing more attention on natural disasters and the risk reduction cycle in its materials and practices through reaching out and linking with the International Strategy for Disaster Risk Reduction (ISDR), the Coalition for Global School Safety and the risk reduction community through using a natural disaster lens to generate case studies and good practices. 
Implementation of the INEE Minimum Standards 
Since their launch, INEE Minimum handbook has been translated into ten languages (Spanish, French, Arabic, Dari, Japanese, Bahasa Indonesian, Portuguese, Bangla, Urdu, Khmer) and they are being used in over 80 countries around the world for programme and policy planning, assessment, design, implementation, monitoring and evaluation as well as advocacy and preparedness. Users relate that the INEE Minimum Standards provide a common language, facilitating the development of shared visions between different stakeholders, including members of affected communities, humanitarian agency staff and governments. They are being used as a training and capacity-building tool: over 200 educational, protection and emergency trainers have been trained on the standards, and are training hundreds of others through a cascade training model. The standards are also being used to promote holistic thinking and response and to frame and foster inter- and intra-agency policy dialogue, coordination, advocacy and action for the provision of quality education in emergencies, chronic crises and early reconstruction.

Training Materials and Workshops: Modular Training Materials, modeled on the Sphere materials, were developed in 2005 and are being used in 2006-2008 in a series of INEE Training of Trainers (ToTs) and Capacity Building workshops (CBWs) on the INEE Minimum Standards, organized regionally and linguistically: Anglophone Africa, Francophone Africa, South Asia, Southeast and East Asia, South America, Central America, the Caribbean, the Middle East and North Africa, North America, the Indian Ocean and Europe. As a result, between January 2006 and November 2008, 10 TOTs and 4 CBWs have taken place globally, training more than 350 participants. Each trainer who is trained at an INEE ToT workshop is required to conduct a minimum of 2 local, national or regional trainings for managers and practioners in education and emergency work in the 12 months after the INEE workshop. Consequently, over 125 follow-up workshops have been carried out as a result of these ToTs, training thousands of humanitarian aid workers, government officials and educationalists, with dozens more planned in 2009. (For more information, please go to: www.ineesite.org/training)

Institutionalisation of the INEE Minimum Standards: www.ineesite.org/implementation
INEE has created a series of Adoption Strategy Checklists for organisations using the INEE Minimum Standards for NGOs, for UN Agencies, and for donor and government agencies (http://www.ineesite.org/page.asp?pid=1056), which articulate a variety of suggested actions that organisations can utilise when applying the standards internally and in bi- and multi-lateral work. 

Dissemination and Utilisation of the INEE Minimum Standards Toolkit: www.ineesite.org/toolkit
In partnership with the IASC Education Cluster, INEE has developed a Minimum Standards Toolkit, containing the INEE Minimum Standards handbook, training and promotional materials (including all translations) as well as a toolkit to help field staff and Ministry of Education officials operationalise the standards. The toolkit contains a select group of the most practical field-friendly tools, guidelines, checklists, case studies and good practices linked to specific standards for help in contextualising the indicators within that standard. INEE worked with the disaster risk reduction community to infuse DRR tools and resources into this toolkit in order to mainstream risk reduction into programmes and policies. These toolkits are being widely distributed and utilized in the IASC Education Cluster as well as four INEE Capacity-Building and ToT workshops, which seek to strengthen regional and national capacity of education and humanitarian workers. Go to www.ineesite.org/toolkit to access the INEE Minimum Standards Toolkit. 

INEE Strategic Plan (2008-2010) and Key Initiatives Moving Forward

In 2007 INEE undertook a strategic planning process to determine the Network’s goals and core initiatives for the next three years. In this process INEE re-committed to the core Mission and Vision of the Network, and has identified three strategic goals, comprising of eight core initiatives, that will further these foundational commitments and the strengthening institutional coordination, enhancing global knowledge and capacity and promoting a dynamic network membership. By 2010 INEE will:

Strengthen institutional coordination to ensure education for all affected by crisis

· Contribute to the work of the IASC Education Cluster

· Facilitate policy development around education and fragility

· Lead inter-agency policy dialogue and advocacy 

Enhance global knowledge and capacity in order to support education in crisis and post-crisis settings

· Deepen the promotion, implementation and evaluation of the INEE Minimum Standards

· Integrate Disaster Risk Reduction into INEE resources and activities

· Shape the research agenda on education in emergencies, chronic crisis and early recovery
Promote a dynamic membership to advance the field of education in emergencies

· Improve the quality of network services through increased opportunities for member collaboration 

· Promote balanced, responsive and sustainable network growth


Reading 2.2: Legal Instruments that Specify the Right to Education

· 1948 Universal Declaration of Human Rights, Article 26, “Everyone has the right to education. Education shall be free, at least in the elementary and fundamental stages. Elementary education shall be compulsory. Technical and professional education shall be made generally available and higher education shall be equally accessible to all on the basis of merit.”

· 1949 Fourth Geneva Convention Relative to the Protection of Civilian Persons During Times of War, Article 24 states that, “The Parties to the conflict shall take the necessary measures to ensure that children under fifteen, who are orphaned or are separated from their families as a result of the war, are not left to their own resources, and that … their education [is] facilitated in all circumstances.” In addition, Article 50 states that, “The Occupying Power shall, with the cooperation of the national and local authorities, facilitate the proper working of all institutions devoted to the care and education of children.”  
· 1951 Convention Relating to the Status of Refugees (which also applies to the 1967 Protocol Relating to the Status of Refugees), Article 22 states that refugees shall be accorded “the same treatment as … nationals with respect to elementary education” and “treatment as favourable as possible, and, in any event, not less favourable than that accorded to aliens generally in the same circumstances, with respect to education other than elementary education …”

· 1966 International Covenant on Economic, Social and Cultural Rights, Article 13 states that, “The States Parties to the present Covenant recognize the right of everyone to education … and with a view to achieving the full realization of this right: primary education shall be compulsory and available free to all; secondary education in its different forms, including technical and vocational secondary education, shall be made generally available and accessible to all by every appropriate means, and in particular by the progressive introduction of free education; higher education shall be made equally accessible to all, on the basis of capacity, by every appropriate means, and in particular by the progressive introduction of free education; fundamental education shall be encouraged or intensified as far as possible for those persons who have not received or completed the whole period of their primary education.”
· 1989 Convention on the Rights of the Child

· Article 28 “States Parties recognize the right of the child to education and with a view to achieving this right progressively and on the basis of equal opportunity, they shall, in particular: (a) make primary education compulsory and available free to all; (b) encourage the development of different forms of secondary education, including general and vocational education, make them available and accessible to every child and take appropriate measures such as the introduction of free education and offering financial assistance in case of need; (c) make higher education accessible to all on the basis of capacity by every appropriate means.” 
· Article 29 “States Parties agree that the education of the child shall be directed to: (a) The development of the child's personality, talents and mental and physical abilities to their fullest potential; (b) The development of respect for human rights and fundamental freedoms, and for the principles enshrined in the Charter of the United Nations; (c) The development of respect for the child's parents, his or her own cultural identity, language and values, for the national values of the country in which the child is living, the country from which he or she may originate, and for civilizations different from his or her own; (d) The preparation of the child for responsible life in a free society, in the spirit of understanding, peace, tolerance, equality of sexes, and friendship among all peoples, ethnic, national and religious groups and persons of indigenous origin; (e) The development of respect for the natural environment. 

“No part of the present article or article 28 shall be construed so as to interfere with the liberty of individuals and bodies to establish and direct educational institutions, subject always to the observance of the principle set forth in [the above paragraph] and to the requirements that the education given in such institutions shall conform to such minimum standards as may be laid down by the State.”
· Article 2 “States Parties shall respect and ensure the rights set forth in the present Convention to each child within their jurisdiction without discrimination of any kind, irrespective of the child's or his or her parent's or legal guardian's race, colour, sex, language, religion, political or other opinion, national, ethnic or social origin, property, disability, birth or other status.”
· Article 31 “States Parties recognize the right of the child to rest and leisure, to engage in play and recreational activities appropriate to the age of the child and to participate freely in cultural life and the arts. States Parties shall respect and promote the right of the child to participate fully in cultural and artistic life and shall encourage the provision of appropriate and equal opportunities for cultural, artistic, recreational and leisure activity.”

· Other relevant international agreements

· Dakar Education for All Framework which specifies six goals to be met by all countries by 2015:

1. Expanded and improved access to early childhood care and education

2. Access to and completion of free and compulsory primary education of good quality

3. Access to appropriate learning and life skills programs

4. A fifty percent improvement in the levels of adult literacy and equitable access to basic and continuing education for adults

5. Elimination of gender disparities in primary and secondary education by 2005 and achievement of gender equality in education by 2015

6. Improvement in all aspects of the quality of education and achievement of recognized and measurable learning outcomes, especially in literacy, numeracy and essential life skills (UNESCO 2000: 43).

· The Millennium Development Goals (MDGs) which also include two education-related goals:

2. Ensure that, by 2015, children everywhere, boys and girls alike, will be able to complete a full course of primary schooling.

3. Eliminate gender disparity in primary and secondary education, preferably by 2005, and to all levels of education no later than 2015  

Reading 2.3: The Sphere Project Humanitarian Charter

Humanitarian agencies committed to this Charter and to the Minimum Standards will aim to achieve defined levels of service for people affected by calamity or armed conflict, and to promote the observance of fundamental humanitarian principles.
The Humanitarian Charter expresses agencies’ commitment to these principles and to achieving the Minimum Standards. This commitment is based on agencies’ appreciation of their own ethical obligations, and reflects the rights and duties enshrined in international law in respect of which states and other parties have established obligations.

The Charter is concerned with the most basic requirements for sustaining the lives and dignity of those affected by calamity or conflict. The Minimum Standards which follow aim to quantify these requirements with regard to people’s need for water, sanitation, nutrition, food, shelter and health care. Taken together, the Humanitarian Charter and the Minimum Standards contribute to an operational framework for accountability in humanitarian assistance efforts.

1 Principles

We reaffirm our belief in the humanitarian imperative and its primacy. By this we mean the belief that all possible steps should be taken to prevent or alleviate human suffering arising out of conflict or calamity, and that civilians so affected have a right to protection and assistance.

It is on the basis of this belief, reflected in international humanitarian law and based on the principle of humanity, that we offer our services as humanitarian agencies. We will act in accordance with the principles of humanity and impartiality, and with the other principles set out in the Code of Conduct for the International Red Cross and Red Crescent Movement and Non-Governmental Organisations (NGOs) in Disaster Relief (1994).

The Humanitarian Charter affirms the fundamental importance of the following principles:
1.1 The right to life with dignity

This right is reflected in the legal measures concerning the right to life, to an adequate standard of living and to freedom from cruel, inhuman or degrading treatment or punishment. We understand an individual's right to life to entail the right to have steps taken to preserve life where it is threatened, and a corresponding duty on others to take such steps. Implicit in this is the duty not to withhold or frustrate the provision of life-saving assistance. In addition, international humanitarian law makes specific provision for assistance to civilian populations during conflict, obliging states and other parties to agree to the provision of humanitarian and impartial assistance when the civilian population lacks essential supplies.

1.2 The distinction between combatants and non-combatants

This is the distinction which underpins the 1949 Geneva Conventions and their Additional Protocols of 1977. This fundamental principle has been increasingly eroded, as reflected in the enormously increased proportion of civilian casualties during the second half of the twentieth century. That internal conflict is often referred to as ‘civil war’ must not blind us to the need to distinguish between those actively engaged in hostilities, and civilians and others (including the sick, wounded and prisoners) who play no direct part. Non-combatants are protected under international humanitarian law and are entitled to immunity from attack.

1.3 The principle of non-refoulement

This is the principle that no refugee shall be sent (back) to a country in which his or her life or freedom would be threatened on account of race, religion, nationality, membership of a particular social group or political opinion; or where there are substantial grounds for believing that s/he would be in danger of being subjected to torture.

2 Roles and Responsibilities

2.1 We recognise that it is firstly through their own efforts that the basic needs of people affected by calamity or armed conflict are met, and we acknowledge the primary role and responsibility of the state to provide assistance when people’s capacity to cope has been exceeded.

2.2 International law recognises that those affected are entitled to protection and assistance. It defines legal obligations on states or warring parties to provide such assistance or to allow it to be provided, as well as to prevent and refrain from behaviour that violates fundamental human rights. These rights and obligations are contained in the body of international human rights law; international humanitarian law and refugee law (see sources listed below).

2.3 As humanitarian agencies, we define our role in relation to these primary roles and responsibilities. Our role in providing humanitarian assistance reflects the reality that those with primary responsibility are not always able or willing to perform this role themselves. This is sometimes a matter of capacity. Sometimes it constitutes a wilful disregard of fundamental legal and ethical obligations, the result of which is much avoidable human suffering.

2.4 The frequent failure of warring parties to respect the humanitarian purpose of interventions has shown that the attempt to provide assistance in situations of conflict may potentially render civilians more vulnerable to attack, or may on occasion bring unintended advantage to one or more of the warring parties. We are committed to minimizing any such adverse effects of our interventions in so far as this is consistent with the obligations outlined above. It is the obligation of warring parties to respect the humanitarian nature of such interventions.

2.5 In relation to the principles set out above and more generally, we recognise and support the protection and assistance mandates of the International Committee of the Red Cross and of the United Nations High Commissioner for Refugees under international law. 

3 Minimum Standards
The Minimum Standards which follow are based on agencies’ experience of providing humanitarian assistance. Though the achievement of the standards depends on a range of factors, many of which may be beyond our control, we commit ourselves to attempt consistently to achieve them and we expect to be held to account accordingly. We invite other humanitarian actors, including states themselves, to adopt these standards as accepted norms.

By adhering to the standards set out in chapters 1-5 we commit ourselves to make every effort to ensure that people affected by disasters have access to at least the minimum requirements (water, sanitation, food, nutrition, shelter and health care) to satisfy their basic right to life with dignity. To this end we will continue to advocate that governments and other parties meet their obligations under international human rights law, international humanitarian law and refugee law.

We expect to be held accountable to this commitment and undertake to develop systems for accountability within our respective agencies, consortia and federations. We acknowledge that our fundamental accountability must be to those we seek to assist.

Sources

The following instruments inform this Charter:

Universal Declaration of Human Rights 1948.

International Covenant on Civil and Political Rights 1966.

International Covenant on Economic, Social and Cultural Rights 1966.

International Convention on the Elimination of All Forms of Racial Discrimination 1969.

The four Geneva Conventions of 1949 and their two Additional Protocols of 1977.

Convention relating to the Status of Refugees 1951 and the Protocol relating to the Status of Refugees 1967.

Convention against Torture and Other Cruel, Inhuman or Degrading Treatment or Punishment 1984.

Convention on the Prevention and Punishment of the Crime of Genocide 1948.

Convention on the Rights of the Child 1989.

Convention on the Elimination of All Forms of Discrimination Against Women 1979.

Convention relating to the Status of Stateless Persons 1960.

Guiding Principles on Internal Displacement 1998.

Reading 2.4. What is child rights programming?

Child Rights Programming (CRP) is a child-focused version of rights-based approaches to development. CRP applies rights-based approaches specifically to work to realise the rights of boys and girls under the age of 18. The reason for having a specific approach like this is that children have their own special needs and vulnerabilities.  In other words, children are like adults in some respects but also different from them in other ways. This is why there is a special international convention on the human rights of children and why development organisations working with girls and boys need a rights-based approach that is adapted to the special situation of children.

The key components of CRP all draw upon the general principles of the Convention on the Rights of the Child (CRC), as well as other fundamental human rights principles. One useful way of thinking about CRP is to consider the definition of its three component words:

· Child – every boy and girl under the age of eighteen years of age, a period of childhood accorded special consideration in human rights terms (Universal Declaration of Human Rights Art 26b), characterised as a period of evolving capabilities and of vulnerabilities relative to those of adults. 

· Rights – defined as international human rights applicable to children, set out primarily in the CRC but also to be found in all other human rights conventions.

· Programming – management of a set of activities, including analysis, planning, implementation and monitoring, towards a defined goal or objective, involving good development practice.

The combination of these three definitions provides an overall working definition of CRP:

“Child rights programming means using the principles of child rights to plan, implement and monitor programmes with the overall goal of improving the position of children so that all boys and girls can fully enjoy their rights and can live in societies that acknowledge and respect children’s rights."
Child Rights Programming brings together a range of ideas, concepts and experiences related to child rights, child development, emergency response and development work within one unifying framework. It is primarily based on the principles and standards of children's human rights but also draws heavily on good practice in many areas of work with children as well as lessons learnt in relief and development.  

Key components in CRP 

Some of the key components of CRP include:

1. Focus on children: a clear focus on children, their rights and their role as social actors.

2. Holistic view of children: considering all aspects of a child while making strategic choices and setting priorities.

3. Accountability: a strong emphasis on accountability for promoting, protecting and fulfilling children's rights across a range of duty-bearers from the primary duty bearer - the state (e.g. local and central government) to the private sector, the media, child-care professionals, and other individuals with direct contact with children.

4. Supporting duty bearers: consideration of the ways in which duty-bearers could be helped to meet their obligations through technical assistance, budget support and other forms of partnership. 

5. Advocacy: the importance of advocacy, public education and awareness raising as programming tools in order to ensure that duty bearers are held accountable.

6. Participation: the promotion of children's effective participation in programming (and beyond), according to children's evolving capacities.

7. Non-discrimination: a commitment to the inclusion of the most marginalized children and to challenging discrimination on such grounds as gender, class, ethnicity, (dis)ability, etc.

8. The best interests of children: consideration (with children) of the impact on children of all programme choices.

9. Survival and development: a focus on both the immediate survival of children as well as a commitment to ensuring the development of their full potential.

10. Children as part of a community: an understanding of children's place in their families, communities and societies and the role that their parents and other carers have in defending their rights and guiding children's development.

11. Root causes and broad issues: a focus on the underlying causes as well as immediate violations.

12. Partnerships: building partnerships and alliances for the promotion, protection and fulfilment of children's rights. 

13. Information, and knowledge. Facilitating access to and understanding of children’s rights for children themselves, their communities and key duty bearers, including government.

Understanding the implications of the general principles of the UN CRC is a key step in beginning to apply the CRP approach. For example, all work carried out within the framework of CRP needs to be based on an assessment of children's best interests and the promotion of their survival and development.  Similarly, all decisions about children must always consider their opinions and make efforts to avoid missing out often excluded or marginalized groups. 

Reading 2.5. Implications of a child-focus

Understanding the evolving capacities of children

Rights-based approaches to programming are rooted in principles of participation, empowerment and inclusion. These are concepts that have developed in the adult world, and have been adapted by Save the Children in its Child Rights Programming approach. The difference between adults and children in respect of participation is not that adults are capable, and children are not. All children can express views on issues of concern to them. However, the extent to which they can exercise informed judgment and choice will necessarily vary. A child rights based approach to programming will therefore need to take appropriate account of children’s evolving capacities when constructing opportunities for participation.  Understanding of the evolving capacities of children encompasses two dimensions
: 

· recognition of and respect for the competencies which children have to make informed choices and decisions. Too often adults under-estimate children’s capacities, or fail to appreciate the value of their perspectives because they are not expressed in ways which would be employed by adults. Furthermore, age is not necessarily a useful proxy for competence. Other factors – cultural expectations, personal experiences, degree of adult support, social acceptance, the degree of agency experienced by the child and the child’s own personality and strengths will all influence their capacities.  Research with children consistently highlights the extent to which they have more confidence in their own abilities than have the adults with responsibility for them
. Many children also argue a need for less protection than the levels deemed necessary by parents
.  

· recognition of the right to respect for children’s ‘unevolved capacities’. In other words, childhood is a period of entitlement to additional protections, in view of children’s youth and vulnerability. Many of these protections are designed to prevent children being inappropriately exposed to situations likely to cause harm. It can, for example, be as harmful to make excessive or inappropriate expectations of children, as to deny them the right to take part in decisions they are capable of making
. However, it is essential to recognise the contribution that children, themselves, can make towards their own protection
.  It is also worth bearing in mind that the vulnerability of children derives, in some part, not from their lack of capacity, but rather, from their lack of power and status with which to exercise their rights and challenge abuses.  

One of the most fundamental challenges posed by the Convention on the Rights of the Child is the need to balance children’s rights to adequate and appropriate protection with their right to participate in and take responsibility for the exercise of those decisions and actions they are competent to take for themselves. There is no simple formula for assessing when that competence arises, but following considerations can be brought to bear in making assessments:

· Much research that testifies to the failure of many adult-designed strategies for protecting children that deny children opportunities to contribute towards their own welfare
. 

· There is growing evidence that children are capable of exercising agency and utilizing their own resources and strengths in developing strategies for their protection. Furthermore, active recognition of and support for children’s engagement enhances their developmental capacities. 

· Over-protection can serve to increase vulnerability by failing to equip children with the information and experience they need to make informed choices in their lives.

· Protective approaches that make children dependent on adult support leave children without resources when those adult protections are withdrawn.
 

· The scale of many national crises is undermining traditional family and community networks that served to protect children’s well-being and development. In these environments, there is an acute need to harness children’s own potential strengths in order to maximise their opportunities for survival and development.

Internal Reflection: Integrating Learning into One’s Own Work 

Please reflect individually upon the discussions and activities of the day and note at least one thing that you learned today (this could be in terms of programming /policy content or training methodology) and you will take back with you and integrate into your work? 

DAY 1: 

DAY 2: 

DAY 3: 

Session 2.3: Designing a holistic response that builds back better: Disaster in Zambora 


On 2 September, hurricane Severine – a category 3 hurricane-- reached the coast of Zambora. Initial government and national Red Cross/Red Crescent reports indicate that some 500,000 people were affected by the hurricane. An area of disturbed weather, including some of the remnants of tropical storm Anita, is located a couple hundred miles northeast of the larger region. Slow development of this system is possible over the next days as it moves west-northwestward.

The vulnerability throughout the region has increased dramatically with another 3 months left before the end of the hurricane season. The region has been affected since 1 August successively by tropical storm Judy, hurricanes Pilar, Nancy and Beverly claimed more than 500 lives in the region so far, affecting more than 1 million persons and damaging more than 200,000 houses- while assessments are still on going.

General Situation

· Official casualty estimates say that there have been over 300 deaths as a result of the hurricane Severine, some 200 people are missing and over 1,000 are injured. An estimated 200,000 families are affected and some 150,000 are in temporary shelters.

· Substantial relief supplies are being mobilized, but heavy rains over the last 24 hours are hampering emergency operations.

· The government and relief partners are challenged with trying to reach thousands of survivors in desperate conditions, particularly those scattered in some 200 remote villages and settlements in mountainous areas.

· With hundreds of hospitals and clinics damaged destroyed, there are critical concerns that the lack of treatment for many of the injured, combined with shortage of water and sanitation facilities will increase fatalities.  

· Given the increasing number of aid agencies, the Government is nominating counterparts within all line Ministries to ensure a fully integrated and coordinated response between national and relief actors.

Education

· The Ministry of Education reports that the hurricane has inflicted heavy damage on the education system and infrastructure. Moreover, the schools that are still intact are being used as shelter for communities. 

· More than 10 school children and 6 teachers died, and the psychosocial well-being of tens of thousands have been affected. 

· The civil servants responsible for the planning and management of the education system themselves suffered the loss of relatives, colleagues, homes and offices.

· As a result, schools are not functioning. The back to school official date is still October 6 which is of concern as it is estimated that schools represent almost half of the shelters in departments affected. 
Based on the initial assessment, the following has been ascertained about the pre-crisis factors affecting the provision of quality education: 

· Only half of the population is literate, with men almost twice as likely to be literate than women.  Due to cultural mores, many girls do not have access to formal education, nor do disabled children.  This situation is most severe in rural areas, where only one in five girls complete primary education, compared with nearly half of boys.

· While there are national building codes, schools have not been constructed safely, nor have they been located in safe areas, as evidenced by the destruction of so many schools. 

· Community participation in school safety, preparedness planning and risk assessments, such as evacuation drills and planning for safe reunification, is not uniform; it is strong in some districts and non-existent in others. 

· While there are some community education committees, they are strong in the districts where community participation in school safety is strong (see bullet above); overall, there has been little capacity building or training that builds upon their strengths and knowledge. 

· While teachers have been told to integrate hurricane preparedness into the curricula, there has been little support for large-scale teaching of disaster risk reduction, including training and capacity building. In addition, teachers been not been trained to address the psychosocial well-being needs of learners.

· While the government has a policy toward school safety, it is focused on school construction standards (which as this emergencies shows, have not been enforced) and training teachers.

Instructions for group work:

In its response to the disaster, the government has pledged to ‘build back better’. For the education sector, this includes: 

· Creating and maintaining safe learning environments with safe-construction and school disaster management

· Protecting access to education with continuity planning

· Teaching and learning disaster preparedness and prevention

· Building a culture of access and safety

Use the template to develop an integrated, holistic response plan that builds back better. 

1. Prioritize at least two standards (and associated indicators) to guide your design and fill out the Response Plan matrix; appoint a note taker to develop the Response Plan on a flip chart. Do NOT use the Common Standards (Community Participation and Analysis); those should be incorporated into each strategy that you develop. 

2. Use the following guiding questions to help you develop your plan and fill out the Response Plan matrix:

a. For each of the INEE Minimum Standards that you prioritised, what response strategies do you suggest to meet these priority standards? Be sure to consider the guidance found in the INEE indicators, guidance notes and appendices 

b. How do these strategies link to and incorporate disaster risk reduction (preparedness, mitigation, prevention)?

c. Who are the key stakeholders that you will need to work with in order to carry out these priority strategies? 

d. What potential risks and opportunities might be associated with these strategies? What capacities – within individuals, communities or the education system – can you build upon?

	Priority standards and indicators 
	Strategies for meeting standards and indicators (look into indicators, guidance notes)
	How do these strategies incorporate DRR?
	Potential Risks, Opportunitites, Capacities 
	Key stakeholders to 

work with

	1)

2)


	
	
	
	


Session 2.4: Applying the INEE Minimum Standards: Monitoring and Evaluation


Space for your notes

Monitoring Exercise: 

How will you contextualise your indicator within the INEE Minimum Standards? 

How is your indicator(s) SMART?

· Specific

· Measurable

· Achievable

· Realistic

· Timely
Reading 2.6: Using the INEE Minimum Standards to monitor education in emergencies programs
The INEE Minimum Standards for Education in Emergencies, Chronic Crises and Early Reconstruction are the first global tool to provide guidance on safe, quality and relevant education programs and policies in emergency and post-crisis recovery contexts. They are currently being used in over eighty countries for policy development, advocacy, research, financing, and program management, including monitoring. 
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Guidance on WHAT to monitor

The INEE Minimum Standards represent a holistic framework for quality education in emergencies and post-crisis recovery. They are articulated in five categories:

· Minimum Standards Common to All Categories: focuses on the essential areas of community participation and utilizing local resources, as well as ensuring that emergency education responses are based on ongoing analysis. 

· Access and Learning Environment: focuses on partnerships to promote access to safe learning opportunities as well as inter-sectoral linkages to enhance security and physical, cognitive and psychological well-being.

· Teaching and Learning: focuses on critical elements that promote effective teaching and learning including curriculum, training, instruction, and assessment.

· Teachers and other Education Personnel: focuses on the administration and management of human resources in the field of education, including recruitment and selection, conditions of service, and supervision and support.

· Education Policy and Coordination: focuses on policy formulation and enactment, planning and implementation, and inter-agency coordination. 

Guidance on HOW to monitor 

On page 25 of the INEE Minimum Standards Handbook, “Standard 3: Monitoring” in the Analysis category states: “all relevant stakeholders regularly monitor the activities of the education response and the evolving education needs of the affected population”. This standard is accompanied by key indicators and guidance notes providing additional information and strategies on monitoring processes, education management information systems (EMIS), monitoring of learners, and validity of data. 

Other standards, such as community participation and coordination, also provide helpful advice on the processes to follow during the ongoing collection of education data to monitor and reflect on the wok being carried out. 

Therefore, the INEE Minimum Standards can be used as a tool or a framework to improve monitoring activities in the field of education in emergencies. In turn, an effective monitoring system based on the INEE Minimum Standards can help identify forward-looking strategies needed to reach the targeted project objectives and inform policy-making decisions.

Based on document analysis
 and interviews with INEE members
, this brief highlights concrete examples of how the INEE Minimum Standards have been used in monitoring education programs, in particular to develop indicators and to developing tools.

DEVELOPING INDICATORS

The indicators within the INEE Minimum Standards Handbook are qualitative and should be contextualized to create tangible, locally relevant, monitoring criteria.  

· In Afghanistan, the consortium led by CARE working on community-based education (CBE) adapted the indicators within the INEE Minimum Standards Handbook to maximize their relevance for the specific country context at hand and to support the Ministry of Education monitor the work of CBE providers. The consortium developed comprehensive but easy-to-use matrices to facilitate discussion, reflection and consensus on the contextualized indicators (see example below). The consortium also developed monitoring forms to be used as checklists to ensure the quality and safety of community-based schools.

· National systems: In Colombia, NRC introduced the Ministry of Education to the INEE Minimum Standards to assist it in the development national education standards and indicators, which led to the creation of a national monitoring tool for education policies, programmes and projects.
DEVELOPING MONITORING TOOLS 

The INEE Minimum Standards have also been used effectively to design tools and templates to help guide monitoring of field interventions.  

· Checklists: As part of its Refugee Camp Management Toolkit, the Norwegian Refugee Council developed various assessment checklists founded on the INEE Minimum Standards. These checklists include a School Site/Environmental Assessment Checklist based on the Access and Learning category INEE Minimum Standard 3: Facilities as well as an Assessment of Teacher/Facilitator Availability, Capacity and Selection Checklist, based on the Teachers and Other Education Personnel category INEE Minimum Standard 1: Recruitment and Selection.
· Tables: The European Commission’s Directorate-General for Humanitarian Aid (DG ECHO) created a monitoring template for education that allows field agencies to rate themselves from 1-5 depending on their respective achievement of the INEE Minimum Standards in their field program. The template also includes an “action required” space where implementing staff can make notes on how to fill the gaps needed to fully achieve that particular INEE Minimum Standard. 
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Education facilities are conducive to the physical well-being of 

learners.

The learning structure and site are accessible to all, regardless of

physical ability.

The learning environment is marked by visible boundaries and

clear signs, as appropriate.

The physical structure used for the learning site is appropriate

for the situation and includes adequate space for classes and

administration, recreation and sanitation facilities (see INEE

guidance note 1).

Class space and seating arrangements are in line with an agreed

ratio of space per learner and teacher, as well as grade level, in

order to promote participatory methodologies and learnercentred

approaches (see INEE guidance note 1).

Basic health and hygiene are promoted in the learning

environment.
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including access for persons with disabilities (see INEE guidance

note 3).

Adequate quantities of safe drinking water and water for

personal hygiene are available at the learning site (see INEE
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The INEE Minimum Standards can be used either towards developing monitoring indicators or towards creating monitoring tools but these are not mutually exclusive. For example, in Afghanistan, the Community-Based Education Consortium led by CARE first used the INEE Minimum Standards to identify contextualized program indicators, after which it developed a social audit guide for monitoring their Community Based Education interventions. 

Session 3: Disaster Risk Reduction through Education: InterSectoral Linkages and Cross Cutting Issues

At the end of this session participants will:

· Have an enhanced understanding of the critical linkages and the need for coordination between education and other preparedness, contingency planning and emergency response sectors (protection, water/sanitation, shelter, health, food aid, etc).
· Be aware of the INEE – Sphere Companionship agreement and inter-agency tools for integrating cross-cutting issues into mitigation, preparedness and response
· Be aware of programs being implemented within the region to ensure inter-sectoral linkages and the integration of cross-cutting issues
Space for your notes

Reading: Education within InterSectoral Response: Core response priorities
The immediate priority is the rapid organization of structured activities and restoration of education in the broad sense for all displaced children in temporary shelter, in camps, and in existing/adapted facilities, in order to provide safety and security to all affected children and adolescents, as well as to ensure they can have access to essential supplies and services for survival and normalcy as well as for learning. Typical activities include:
· Rapid needs assessment, design of the response, with emphasis on establishing structured activities for children

· Set up of “emergency spaces for children” providing security and protection for children and adolescents, psychosocial support, ensuring community engagement and involvement

· Non-formal education activities including essential life skills (e.g. health/hygiene promotion, UXO awareness), recreational activities, and making inter-sectoral linkages (e.g, ensuring water and sanitation at safe spaces/schools)

· Restart schooling in temporary shelters such as tents, start reintegration of children and teachers

· Provide essential teaching and learning materials, return to normalcy and learning

Beyond the initial response, focus is on scaling up as well as on pedagogical issues in order to promote a resumption to quality learning, with additional training for teachers and school managers, provision of textbooks and teaching equipment, as well as revising the curriculum where necessary, to meet the needs of all children and adolescents. Activities may include a more comprehensive needs assessment, examining in more detail the impact of the emergency on education, needs of the affected population, and longer-term actions required to rehabilitate the education system; return to areas of origin, support to education structures and facilities, clearing of school grounds; providing school feeding programmes, etc. 

Education’s Crucial Inter-Sectoral links with other Emergency Sectors 

For an effective education response that addresses children’s holistic needs, coordination and close collaboration between education and other clusters/sectors is required. An inter-sectoral approach to education is even more vital in emergency contexts than in normal situations, where education in emergency spaces for children offers a means of providing a sense of normalcy, psychosocial support, and protection of children against harm, and a place for delivery of other vital services.  It is important to ensure that linkages are made at the outset of an emergency through multi-sectoral needs assessments, followed by joint planning. 

Protection: Education in emergency spaces for children/learning environments provides psychosocial support and protection by establishing daily routines and a more stable sense of the future; reduces vulnerability to trafficking, exploitation and child labour; engages children in positive alternatives to military recruitment, gangs and drugs; provides a means to identify children with special needs, such as experience with trauma or family separation; facilitates social integration of vulnerable children. 

Camp management: Education in camp environments helps to re-create elements of a social structure and a sense of normalcy in the lives of children, their parents and their communities.  In collaboration with the camp management cluster, school areas, child friendly spaces, play and recreational areas can be planned jointly within a camp setting at the outset of an emergency with guidance on standards provided to ensure safe and protective environments (e.g. safe distances, adequate latrine and sanitary conditions). 

Shelter: School shelters (tents, temporary structures, reconstruction of education infrastructure) will be jointly planned to ensure that minimum standards for schools and classrooms are applied (e.g. size, construction, distance, and lighting). 

Water and Sanitation: Safe water and gender-segregated and appropriate sanitation facilities for learning spaces and schools. Another important area for collaboration is hygiene promotion. 

Health: Schools and temporary learning spaces provide an environment in which children can have safe and reliable access to various health services, be provided with basic knowledge on health and hygiene, and urgent life-saving health information. 

Nutrition: Children’s nutrition can be improved by the provision of meals or nutritious snacks as part of school feeding programmes
Logistics: Logistics support for provision of educational materials, which is a key part of education response.

INEE – Sphere Companionship: In October 2008, the Sphere Project and INEE announced the signature of a “Companionship Agreement” between the Sphere Project, Humanitarian Charter and Minimum Standards in Disaster Response (the Sphere Handbook) and the INEE Minimum Standards for Education in Emergencies, Chronic Crises and Early Reconstruction (INEE Minimum Standards). By this agreement, the Sphere Project acknowledges the quality of the INEE Minimum Standards, and of the broad consultative process that led to their development. As such, the Sphere Project recommends that the INEE Minimum Standards be used as companion and complementing standards to the Sphere Humanitarian Charter and Minimum Standards in Disaster Response. This companionship agreement is an important achievement toward one of the main objectives of the network itself -– that education services are integrated into all humanitarian response. For an effective education response that addresses children’s holistic needs, coordination and close collaboration between education and other sectors is essential - particularly Water and Sanitation, Shelter, Camp management, Health and Hygiene, Protection, Food aid and Nutrition. An inter-sectoral approach to education is even more vital in emergency contexts than in normal situations. Education in safe spaces provided for children in an emergency context, offers a means of providing a sense of normalcy, psychosocial support, and protection against harm, as well as a place for delivery of other vital services. The use of the INEE Minimum Standards as a companion to the Sphere Handbook will help to ensure that these crucial linkages are made at the outset of an emergency - through multisectoral needs assessments, followed by joint planning and holistic response. Used together, the Sphere Humanitarian Charter and Minimum Standards in Disaster Response and the INEE Minimum Standards for Education in Emergencies, Chronic Crises and Early Reconstruction will improve the quality of assistance provided to people affected by crisis, and enhance the accountability of disaster preparedness and response.


The INEE Minimum Standards represent a global framework for coordinated action to enhance the quality of educational preparedness and response, increase access to relevant learning opportunities, and ensure humanitarian accountability in providing these services. These tools on the issues of Protection, Gender-based Violence, HIV/AIDS, Health and Hygiene, Nutrition, Wat/San, Camp Management, Shelter and Logistics are a selection from the INEE Minimum Standards toolkit, which has been developed in response to a growing need for clear, practical tools to guide humanitarian aid workers, government officials and educationalists in implementing the INEE Minimum Standards. The tools will help users of the INEE Minimum Standards adapt the indicators to their local setting and contextualise the guidance notes, good practices and lessons learned that are codified within the handbook in order to realize the standards. 

For more information, go to: www.ineesite.org
	Protection


Education Under Attack (UNESCO, 2007) pp 32-43

( This global study on targeted political and military violence against education staff and students includes a section on Prevention and Response, which surveys the following strategies: armed protection, community defense, promoting resilience, international pressure and safe sanctuaries, and ends with a series of recommendations and conclusions in order to reduce violence against schools and school staff.

Safe Schools and Learning Environments: Suggested Activities and Indicators for Programme Officers [Safe Schools and Learning Environments: How to Prevent and Respond to Violence in Refugee Schools, UNHCR, 2007], Pages 38-41

( This matrix of suggested activities and indicators for programme officers articulates objectives related to safe schools and learning environments as well as corresponding expected outputs and performance targets.

Safety and Security Measures INEE Good Practice Guide [INEE, 2003] 

( This INEE Good Practice Guide provides a series of practical strategies, checklists and resources for ensuring that programs implemented in emergencies protect learners, such as ensuring that the school and surround area are safe, minimizing schools as targets or as centers for recruitment and ensuring safety coming to and from school. 

Child-Friendly Spaces:
 INEE Good Practice Guide [INEE, 2007]

( This INEE Good Practice Guide provides a series of practical strategies, checklists and resources for creating Emergency Spaces for Children with communities to protect children through structured learning, play, psychosocial support and access to basic services.   


Child Friendly Spaces
 [Education in Emergencies: A Resource Tool kit, UNICEF, 2006], pp. 38-40

( This brief articulates the main principles of Child Friendly Spaces, details main educational activities in operationalising them, including key issues to consider.

Safe Schools and Learning Environments: Key Steps and Actions to Remember for Multi-Functional Teams [Safe Schools and Learning Environments: How to Prevent and Respond to Violence in Refugee Schools, UNHCR, 2007) pages 36-7

( This brief lays out key steps and actions to follow in order to create safe school and learning environments when carrying out situational analysis, prevention and response and monitoring and evaluation. 

Safe Spaces [Education in Emergencies: A Tool kit for Starting and Managing Education in Emergencies, Save the Children, 2003] p. 84-91] 

( This brief provides a definition of safe spaces and strategies for ensuring a safe school building (community responsibility, classrooms, furniture, drinking water, latrines), safety around the school (routes to and from school, UXOs, sanitation, recreation space) and in the school (food for education, health promotion and care, walls and décor) and in the classroom, in terms of avoiding politicization of what is taught and in the way in which a teacher disciplines the students. 

Child Protection Monitoring Tool for Communities [Save the Children] 

( This Child Protection Monitoring Tool provides a framework work for listening and watching for and reporting evidence of child protection concerns while working with children and the community. 
Child Friendly School and Protection Assessment Tool [UNICEF Thailand] 

( This Child Friendly School and Protection Assessment tool, from UNICEF Thailand, provides a framework for assessing protection and school children friendliness and should be adapted to the local context.

Preventing and Responding to Gender Based Violence In and Through Education [INEE Gender Task Team, 2006] 

( Using the INEE Minimum Standards as a framework, this tool provides a series of concrete and practical strategies and promising approaches for preventing and responding to gender-based violence in and through education

IRC Child Protection Reporting Form for Teachers, within: The role of education in protecting children in conflict [Humanitarian Practice Network Paper, written by Susan Nicolai and Carl Triplehorn, 2003] 

( Annex 2 (pages 33 and 34) in the ODI/HPN paper is a child protection reporting form for teachers to complete, collecting information on possible protection problems and an a matrix of protection problems, descriptions and the relevant articles that those protection problems violate within the Convention on the Rights of the Child. 
The role of education in protecting children in conflict [Humanitarian Practice Network Paper, written by Susan Nicolai and Carl Triplehorn, 2003] 

( This paper explores the links between education and the wider protection needs of the children it assists. Of particular note is table 2 (page 10) which details the potential physical, cognitive and psychosocial protective elements of education in emergencies, including the article within the Convention on the Rights of the Child that they such protection corresponds to. 

Gender-based Violence

Guidelines on Gender Based Violence Interventions in Humanitarian Settings: Sheet 9.1: Ensure girls' and boys' access to safe education 

http://www.rhrc.org/pdf/GBV_guidelines_Eng_09_13_05.pdf 

[UN Inter-Agency Standing Committee, 2005] 

Pdf pages 83-84 / Document Pages 73-74 

( The Education Action Sheet within these guidelines articulate a series of key minimum prevention and response actions to ensure girls’ and boys’ access to safe education and protect them from gender-based violence. 

Gender Strategies for Education in Emergencies: Preventing and Responding to Gender Based Violence In and Through Education 

http://ineesite.org/uploads/documents/store/doc_1_58_Gender_Strategies_in_Emergencies_GBV.doc 

[INEE Gender Task Team] 

( Using the INEE Minimum Standards as a framework, this tool provides a series of concrete and practical strategies and promising approaches for preventing and responding to gender-based violence in and through education. 

Gender Equity Strategies: Mentors for Girls in School 

http://ineesite.org/uploads/documents/store/doc_1_89_mentors_for_girls.doc 

[Jackie Kirk, SoE/SBEP Gender Equity Support Program, September 2004] 

( This one-page strategy sheet articulates the reasons why the presence of a woman teacher is important for girls and focuses on the benefits and challenges, when it is impossible to recruit a woman teacher, of hiring women ‘mentors’ to lead particular activities and discussions with female students. 

Gender Equity Strategies: Girl Friendly Teaching Checklist 

http://ineesite.org/uploads/documents/store/doc_1_89_Girl_Friendly_Teaching_Checklist.doc 

[Jackie Kirk, SoE/SBEP Gender Equity Support Program, September 2004] 

( This one-page strategy sheet offers a series of girl-friendly teaching actions that teachers can take to make sure their teaching is gender equitable and that the classroom experience is equally empowering for boys and girls. While it was developed for South Sudan, the information in universally useful. 

Gender Equity Strategies: Comfort Kits for Female Learners 

http://ineesite.org/uploads/documents/store/doc_1_89_Comfort_Kits.doc 

[Jackie Kirk, SoE/SBEP Gender Equity Support Program, 2004] 

( This one-page strategy sheet articulates the ways in which insufficient or inadequate sanitary protection can prevent girls from accessing education and describes ‘comfort kits’ used in to increase access in Sudan, containing: a bar of soap, four pairs of underwear and six reusable sanitary pads. 


Gender Strategies in Emergencies, Chronic Crises and Early Reconstruction Contexts: Recruiting and Supporting Women Teachers 

http://ineesite.org/uploads/documents/store/doc_1_58_Gender_Strategies_in_Emergencies.WT2.doc 

[INEE Gender Task Team, 2006] 

( Using the INEE Minimum Standards as a framework, this tool provides a series of concrete and practical strategies and promising approaches for recruiting and supporting women teachers. 
Looking at Textbooks from a Gender Perspective: A Framework for Analysis 

http://ineesite.org/uploads/documents/store/doc_1_89_Text_book_analysis_Gender.doc 

[by Jackie Kirk, IRC Healing Classrooms Initiative] 
( This tool provides a framework for analysizing textbooks from a gender perspective.

Gender Strategies in Emergencies, Chronic Crises and Early Reconstruction Context: Gender Responsive School Sanitation, Health and Hygiene 

http://ineesite.org/uploads/documents/store/doc_1_58_Gender_Strategies_in_Emergencies1_sanitation2.doc 

[INEE Gender Task Team, 2006]

( Using the INEE Minimum Standards as a framework, this tool provides a series of concrete and practical strategies and promising approaches for providing gender responsive school sanitation, health and hygiene. It also contains a case study of an IRC program in Ethiopia that provided an integrated approach to addressing sanitary protection needs.

Gender Equality / Girls and Women's Education: INEE Good Practice Guide 

http://www.ineesite.org/uploads/documents/store/doc_1_Gender_Equality_-_Education_of_Girls_and_Women.pdf 

[INEE, 2003]

( This INEE Good Practice Guide provides a series of practical strategies, checklists and resources for ensuring gender equality and girls and women’s access to education in education in emergency and reconstruction programmes. 

Education Action Sheet from the Gender Handbook in Humanitarian Action 

http://www.ineesite.org/minimum_standards/genderhandbook.pdf 

[UN Inter-Agency Standing Committee, 2006]
( The Gender and Education in Emergencies section of this handbook contains an overview of the gender dimension of education, talks about how to use a gender lens when planning education, and through a series of check lists, articulates what we need to know to design and implement gender-responsive education in emergencies. It also contains a list of key actions to ensure gender equality programming in education and a checklist for assessing gender equality programming. 

Strategies and Tools for Gender: Access and Inclusion Section 

http://www.unesco.org/iiep/eng/focus/emergency/guidebook/Chapter6.pdf 

[Guidebook for Planning Education in Emergencies and Reconstruction, Section 3: Access and Inclusion, Chapter 6: Gender, UNESCO IIEP, 2006]
( This chapter contains a list of practical strategies to achieve gender parity, equality and equity in education (pages 5-13) during emergencies and early reconstruction. It provides a Chart of Examples to Barriers to Girls Education and Possible Responses (p.14-15) and a chart of common interventions to assist girls’ and women’s participation in emergency situations (p. 16). It also contains a tool on Partnership and Social Mobilization (p. 17), which specifies key actions for a broad coalition of partnerships to undertake on behalf of gender equality in order to create a national movement from the community grassroots level to the political leadership. 

Strategies and Tools for Learning Spaces and School Facilities 

(http://www.unesco.org/iiep/eng/focus/emergency/guidebook/Chapter10.pdf) 

[Guidebook for Planning Education in Emergencies and Reconstruction, Section 3: Access and Inclusion, Chapter 10: Learning Spaces and School Facilities, UNESCO IIEP, 2006] 
(This chapter contains a series of strategies to ensure access to safe learning spaces and provide for children’s daily basic needs during school hours (pages 3-14) as well as an excerpt of the Immediately, Sooner, Later Matrix of Response focused on site selection, shelter and furniture (page 16). 

The Impact of Women Teachers on Girls Education 

http://unesdoc.unesco.org/images/0014/001459/145990e.pdf 

[Advocacy Brief, UNESCO Bangkok 2006] 

( This Advocacy Brief presents arguments for the positive impact women teachers have on education, and girls’ education in particular, and articulates a series of specific strategies (pages 4-6) for recruitment; for women-centered, professional development; and for policy development. 

Sample Code of Conduct for Teachers 

http://www.ineesite.org/minimum_standards/MSEE_report.pdf 

[INEE Minimum Standards Handbook, adapted from UNHCR Eritrea, 2004] 

page 70 in pdf and document

( This code of conduct can be used as a model, which schools can adapt in a participatory manner for the local context.
Codes of Conduct for Refugee Schools 

http://www.unhcr.org/cgi-bin/texis/vtx/refworld/rwmain?docid=469200e82 

[Safe Schools and Learning Environments: How to Prevent and Respond to Violence in Refugee Schools, UNHCR, 2007] 

Pages 32-33 in pdf and document

( This code of conduct for a refugee school can be adapted and designed, in a participatory manner, for the local contexts, making reference to existing rules, policies and the issues within this framework. 
	HIV/AIDS


Sphere Control of Communicable Diseases Standard 6: HIV/AIDS 

http://ineesite.org/uploads/documents/store/doc_1_89_Sphere_Handbook_Full.pdf 

[Sphere Humanitarian Charter and Minimum Standards in Disaster Response, The Sphere Project, 2004]

Pdf pages / document pages 283-284

( The Sphere Humanitarian Charter and minimum standards are aimed at improving the quality of assistance provided to people affected by disasters and improving the accountability of states and humanitarian agencies. This standard articulates the need for access to the minimum package of services to prevent transmission of HIV/AIDS and includes an indicator that articulates the need for relevant information and education so that individuals can take steps to protect themselves against HIV transmission. 
Guidelines on HIV/AIDS, Action Sheet 8.1: Ensure children’s access to education 

http://www.humanitarianinfo.org/iasc/content/products/docs/FinalGuidelines17Nov2003.pdf 

[UN Inter-Agency Standing Committee, 2003] 

Pdf pages 92-93 / document pages 90-91 

( The Education Action Sheet within these guidelines lay out a series of key actions to ensure children children’s access to education in order to prevent the spread of and protect themselves from HIV/AIDS. 

HIV/AIDS and INEE Minimum Standards matrix 

http://www.ineesite.org/minimum_standards/HIV_AIDS_tool_jso.pdf 

[Joan Sullivan-Owomoyela, Creative Associates International, Inc., 2006] 

( This Matrix links the Inter-Agency Standing Committee Guidelines for HIV/AIDS interventions to the corresponding INEE Minimum Standards, including indicators, across the sectors of coordination; assessment and monitoring; protection; water and sanitation; food security and nutrition; shelter and site planning; education; behavior change, communication and information education communication; and HIV/AIDS in the workplace.

Educational Responses to HIV and AIDS for Refugees and Internally Displaced Persons: Discussion Paper for Decision-Makers 

http://unesdoc.unesco.org/images/0014/001493/149356e.pdf 

Also available in French (http://unesdoc.unesco.org/images/0014/001493/149356f.pdf ) and Arabic (http://unesdoc.unesco.org/images/0014/001493/149356a.pdf) 

[UNESCO and UNHCR 2007]

( This paper focuses on the education sector’s responses to HIV/AIDS regarding prevention, treatment, care, and support needs of refugees and internally displaced persons. It is intended for policy-makers and implementers in ministries of education, civil society organizations, and donor and development agencies involved in emergency, reconstruction, and development responses. A tool specifying the Key Components of Educational Responses to HIV and AIDS for Refugees and IDPS can be found on pages 16-24.

Five Essential Components for a Comprehensive Education Sector Response to HIV/AIDS 

http://www.ibe.unesco.org/AIDS/doc/Educaids.pdf 

[EDUCAIDS Towards a Comprehensive Education Sector Response: A Framework for Action, UNAIDS/UNESCO, 2007] 

pdf page 12 / document Page 14

( This tool offers guidance on five essential components for a comprehensive education sector response to HIV/AIDS. 

Strategies and Tools for HIV/AIDS Preventive Education 

http://www.unesco.org/iiep/eng/focus/emergency/guidebook/Chapter22.pdf 

[Guidebook for Planning Education in Emergencies and Reconstruction, Section 5: Curriculum and Learning, Chapter 22: HIV/AIDS Preventive Education, UNESCO IIEP, 2006] 

( This chapter presents a series of strategies and guidance notes for implementing HIV/AIDS Preventive Education (pages 5-12) and also contains advice on the activities and methods used for teaching about HIV/AIDS (page 17). It presents a chart examining where to place life-skills-based education, including HIV/AIDS, within the curriculum (as a ‘carrier’ subject (alone); as a separate subject; integrated/infused across subjects) and articulates the advantages and disadvantages of each approach (pages 17-18). 

Characteristics of Successful Health Education Programmes to Prevent HIV/AIDS

http://portal.unesco.org/education/en/file_download.php/40bfb129e1669a5a5432c7ef8687c974ppeFINAL+cc3-hivt02successprogs.doc 

[FRESH Tools for Effective School Health, UNESCO 2004]

( Based on reviews of 113 evaluated programmes, this tool lists the common elements of successful HIV prevention skills-based health education programmes.

Universal Precautions to Prevent the Transmission of HIV 

http://portal.unesco.org/education/en/file_download.php/c7ddd3b945e4e9996bf4c627971ae84eFINAL+cc4-hivt01precaution.doc 

[FRESH Tools for Effective School Health, UNESCO 2004]

(This tool describes the standard precautions to be taken in schools to prevent HIV transmission, along with a list of the supplies that the school will need in order to apply them. 

Making Effective Referrals for Students at Risk of Infection with HIV 

http://portal.unesco.org/education/en/file_download.php/25604e493b6e0a7873dd919887f1f411FINAL+cc4-HIV-Making+Effective+Referrals+for+Students+at+Risk+of+Infection+with+HIV.doc 

[FRESH Tools for Effective School Health, UNESCO 2004]

(This tool is designed for school staff and school-based service providers responsible for students’ health care needs. It provides guidelines for assessing an individual’s risk for HIV and other sexually transmitted infections, for making referrals to needed services, and for assuring the quality and efficacy of referral services. 

Getting Started: HIV/AIDS Education in School Feeding Programmes 

http://ineesite.org/uploads/documents/store/doc_1_89_HIV-AIDS_in_SF.pdf 

[World Food Programme] 

(This document includes sections on basic actions to integrate HIV/AIDS into school feeding programmes; key questions to ask; specific partners to approach; guiding principles; and examples of best practices. Also included are suggestions for taking on this new task, a glossary to give familiarity with and understanding of new terms, and additional HIV/AIDS resources.

Monitoring and Evaluation matrix: Selected Indicators for School-Based Integrated Monitoring of Quality in Education and Child-Friendliness of Schools in HIV Impacted Schools and Communities  

http://www.ineesite.org/minimum_standards/zimbabwe_tool.pdf 

[UNICEF Zimbabwe, 2005] 

( This monitoring and evaluation matrix, developed by UNICEF Zimbabwe, provides an example of how programmes can be guided by the INEE Minimum Standards and how the indicators can be adapted for the local context, in this case, for school-based integrated monitoring of quality and child-friendliness of schools in HIV impacted schools and communities. 

	Camp management, shelter and logistics


INEE Good Practice Guide: Shelter and School Construction: INEE Good Practice Guide [INEE, 2003]

( This INEE Good Practice Guide articulates a series of practical strategies, checklists and resources for providing immediate shelter and school alternatives during an acute emergency as well as for constructing new shelters, including the planned sequence from temporary to permanent structures.


Learning Spaces and School Facilities Chapter

 [Guidebook for Planning Education in Emergencies and Reconstruction, UNESCO International Institute for Educational Planning (IIEP), 2006] Section 3: Access and Inclusion, Chapter 10: Learning Spaces and School Facilities

(This chapter contains a series of strategies to ensure access to safe learning spaces and provide for children’s daily basic needs during school hours (pages 3-14) as well as an excerpt of the Immediately, Sooner, Later Matrix of Response focused on site selection, shelter and furniture (page 16). 


INEE Good Practice Guide: Student Seating and School Furniture
: INEE Good Practice Guide [INEE, 2003]

( This INEE Good Practice Guide provides a series of practical strategies, checklists and resources for creating an appropriate and conducive learning environment through ensuring student seating, blackboards and school furniture. 


INEE Good Practice Guide: School and Educational Equipment
: INEE Good Practice Guide [INEE, 2003]

( This INEE Good Practice Guide provides a series of practical strategies, checklists and resources for procuring local electrical and mechanical equipment and hand tools that are necessary to run a school efficiently, training staff how to use and maintain the equipment and maximizing the use of the equipment. 

Temporary Learning Spaces [Education in Emergencies: A Resource Tool kit, UNICEF, 2006]pp. 37-38

( This brief gives an overview of things to remember and what to do when selecting and planning a safe, secure site, including planning for, ordering and using tented schools. 

Specifications for School Tents [Education in Emergencies: A Resource Tool kit, UNICEF, 2006]pp. 42-44] 

(This tool provides the specifications for school tents, including length, width, height and details/guidance regarding frame, topfly/tarpaulin sheet, outer tent, inner tent, insulation layer, ground sheet and accessories.  

Sphere Shelter and Settlement Standard 4: Design, from the Sphere Humanitarian Charter and Minimum Standards in Disaster Response [The Sphere Project, 2004], p. 221-224

(The Sphere Humanitarian Charter, which describes the core principles that govern humanitarian action and asserts the right of populations affected by emergencies to protection and assistance, and minimum standards are aimed at improving the quality of assistance provided to people affected by disasters and improving the accountability of states and humanitarian agencies. This standard articulates the need for a shelter design that is acceptable to and protective of the affective population and provides a series of indicators and guidance notes on how to achieve this standard, including advice on materials and construction in warm, humid climates (guidance note 4), in hot, dry climates (guidance note 5) and in cold climates (guidance note 6).

Sphere Shelter and Settlement Standard 5: Construction, from the Sphere Humanitarian Charter and Minimum Standards in Disaster Response [The Sphere Project, 2004], p. 224-226

(The Sphere Humanitarian Charter, which describes the core principles that govern humanitarian action and asserts the right of populations affected by emergencies to protection and assistance, and minimum standards are aimed at improving the quality of assistance provided to people affected by disasters and improving the accountability of states and humanitarian agencies. This standard asserts the need for a construction approach in accordance with safe local building practices that maximize local livelihood opportunities and provides a series of indicators and guidance notes on how to achieve this standard, including guidance notes on construction standards (3) and disaster prevention and maintenance (4).

	Health and Hygiene 


Strategies and Tools for Health and Hygiene Education  [Guidebook for Planning Education in Emergencies and Reconstruction, UNESCO International Institute for Educational Planning (IIEP), 2006] Section 5: Curriculum and Learning, Chapter 21: Health and Hygene Education

( This chapter provides a series of strategies and guidance notes for equipping students and teachers to prevent disease through conducting a review of health-education programming in order to prepare best practice guidelines for health education providers; assessing health education needs and developing curricula/programmes using the results; conducting health education campaigns; and developing an education strategy for security, protection, administration and other personnel who come into contact with youth (pages 3-9). It also contains a list of critical health messages to incorporate into education in emergency situations and suggestions as for communication strategies (page 10). 


INEE Good Practice Guide: Clothing and Hygiene
: INEE Good Practice Guide [INEE, 2003]

( This INEE Good Practice Guide provides a series of practical strategies, checklists and resources for ensuring all teachers and students have acceptable clothing to attend school and supporting basic hygiene among students. 

Gender Strategies in Emergencies, Chronic Crises and Early Reconstruction Context: Gender Responsive School Sanitation, Health and Hygiene [INEE Gender Task Team, 2006]

( Using the INEE Minimum Standards as a framework, this tool provides a series of concrete and practical strategies and promising approaches for providing gender responsive school sanitation, health and hygiene. It also contains a case study of an IRC program in Ethiopia that provided an integrated approach to addressing sanitary protection needs.

Gender Equity Strategies: Comfort Kits for Female Learners [Jackie Kirk, SoE/SBEP Gender Equity Support Program, 2004] 

( This one-page strategy sheet articulates the ways in which insufficient or inadequate sanitary protection can prevent girls from accessing education and describes ‘comfort kits’ used in Sudan, containing: a bar of soap, four pairs of underwear and six reusable sanitary pads. 

School based Deworming Interventions: An Overview [FRESH Tools for Effective School Health, UNESCO 2004]

(This tool summarizes why and how schools might go about providing deworming interventions.

Dos and Don'ts in School Worm Control [FRESH Tools for Effective School Health, UNESCO 2004]

(This tool provides basic recommendations for the planning and implementation of school-based treatment of heminthiasis. 

Local Action: Creating Health Promoting Schools [World Health Organisation, 2004) 

This document is a practical "how-to" guide for work at the local level to establish school health programs. It offers organizing ideas and activities to identify health issues in the school and community and take steps such as establishing a planning team, gathering information, and developing an action plan to improve health and learning. This document includes many case studies, tools, handouts and masters for transparencies, which can be adapted to the cultural context and the resource base of the school. 

Psychosocial Checklist [UNICEF, adapted from Refugee Children: Guidelines on Protection and Care, 1994; reproduced within the INEE Minimum Standards] p. 49 in INEE Minimum Standards Handbook] 

( This checklist can be used to for addressing issues of psychosocial well-being and recovery, which contribute to learners’ security, protection, quality of service, happiness and warmth in the relations between education providers and learners. Specific survey methods will depend on the local situation and culture. 

Education Action Sheet from the Task Force on Mental Health and Psychosocial Support in Emergency Settings (UN Inter-Agency Standing Committee, 2007) 

( This Action Sheet articulates key actions and immediate steps for minimum response in providing and strengthening access to safe and supportive education, through re-establishing a safe learning environment, making formal and non-formal education more supportive and relevant, strengthening access to education for all, supporting educators to provide psychosocial support to learners, and strengthening the capacity of the education system to provide mental health support for learners experiencing particular difficulties. The Action sheet ends with three indicators and a series of key resources. 

Psychosocial Support to Learners – Strategies and Tools [Guidebook for Planning Education in Emergencies and Reconstruction, UNESCO International Institute for Educational Planning (IIEP), 2006], Chapter 19: Psychosocial Support to Learners

( This chapter contains a summary of suggested strategies and guidance for implementing those strategies, to provide psychosocial support to learners (page 5), a matrix of symptoms of distress (page 10), a series of best practices in providing psychosocial support (page 11).

 

Evaluating the Psycho-Social Environment of Your School [FRESH Tools for Effective School Health, UNESCO 2004]

( This tool contains a Psychosocial Environment Profile questionnaire, developed by the World Health Organization, to evaluate the extent to which a school’s environment contributes to the social and emotional well-being of its students and staff. It includes instructions for scoring the questionnaire, and for using the findings to plan and undertake corrective actions. While this tool may be useful to district and national level staff who make decisions on behalf of local schools, it is primarily intended for school administrators, teachers, community leaders and members of school health teams. 

	Water and Sanitation


INEE Good Practice Guide: Water and Sanitation: INEE Good Practice Guide [INEE, 2003]

( This INEE Good Practice Guide provides a series of practical strategies, checklists and resources for ensuring adequate water and storage for school needs, properly placed and sufficient toilets for students and teachers and a clean and hygienic school and learning area. 

Water and Sanitation: A Checklist for the Environment and Supplies in Schools [FRESH Tools for Effective School Health, UNESCO 2004]

(This tool sets out strategies that will help ensure that schools and educational facilities have adequate water, sanitation and hygiene facilities to guarantee the health of their students and staff. 

Guidelines for the Provision of Safe Water and Sanitation Facilities in Schools [FRESH Tools for Effective School Health, UNESCO 2004]

(This tool sets out guidelines and optimal and minimal acceptable standards for the provision of safe water and sanitation facilities in schools. 

Simple Technology for Filtering and Disinfecting Water at School [FRESH Tools for Effective School Health, UNESCO 2004]

(This tool describes a simple method schools can use to disinfect water to make it safe for drinking and using in food preparation. 

Selecting an Appropriate Technology for Water Supply Projects [FRESH Tools for Effective School Health, UNESCO 2004]

(This tool provides information that could help schools seeking to develop or improve their water-supply facilities to choose suitable and sustainable technologies. A number of water-supply technologies are described, with particular emphasis on the operations and maintenance requirements of each, as experience has shown this to be a key factor in determining long-term project success. 

Sphere Planning Guidelines for Minimum Water Quantities for Institutions, from the Sphere Humanitarian Charter and Minimum Standards in Disaster Response [The Sphere Project, 2004], p. 93

(The Sphere Humanitarian Charter, which describes the core principles that govern humanitarian action and asserts the right of populations affected by emergencies to protection and assistance, and minimum standards are aimed at improving the quality of assistance provided to people affected by disasters and improving the accountability of states and humanitarian agencies. This chart provides planning guidelines for minimum water quantities for institutions and other uses, including schools: 3 liters/pupil/day for drinking and handwashing, and public toilets: 1-2 liters/user/day for handwashing, 2-8 litres/cublicle/day for toilet cleaning. 

Planning Guidelines for Minimum Numbers of Toilets at Public Places and Institutions in Disaster Situations, from the Sphere Humanitarian Charter and Minimum Standards in Disaster Response [The Sphere Project, 2004], p. 94

(The Sphere Humanitarian Charter, which describes the core principles that govern humanitarian action and asserts the right of populations affected by emergencies to protection and assistance, and minimum standards are aimed at improving the quality of assistance provided to people affected by disasters and improving the accountability of states and humanitarian agencies. This chart provides planning guidelines for minimum numbers of toilets at schools: 1 toilet to 30 girls and 1 toilet to 60 boys. 

Sphere Excreta Disposal Standard 1: Access to, and Number of, Toilets, from the Sphere Humanitarian Charter and Minimum Standards in Disaster Response [The Sphere Project, 2004], p. 71- 73

(The Sphere Humanitarian Charter, which describes the core principles that govern humanitarian action and asserts the right of populations affected by emergencies to protection and assistance, and minimum standards are aimed at improving the quality of assistance provided to people affected by disasters and improving the accountability of states and humanitarian agencies. This standard articulates the need for an adequate number of toilets and provides a series of indicators and guidance notes on how to achieve this standard, including a specific ratio of communal toilets, such as in a school, in guidance note 4, and advice on the disposal of children’s feces in guidance note 6.

Sphere Excreta Disposal Standard 2: Design, Construction and Use of Toilets, from the Sphere Humanitarian Charter and Minimum Standards in Disaster Response [The Sphere Project, 2004], p. 73-75

(The Sphere Humanitarian Charter, which describes the core principles that govern humanitarian action and asserts the right of populations affected by emergencies to protection and assistance, and minimum standards are aimed at improving the quality of assistance provided to people affected by disasters and improving the accountability of states and humanitarian agencies. This standard articulates the need for toilets to be sited, designed, constructed and maintained so as to be comfortable, hygienic and safe to use and provides a series of indicators and guidance notes on how to achieve this standard, including a specific indicator and guidance note ensuring that toilets are sited in a way to minimize threats to users, especially girls and women (guidance note 2). 

Sphere Water Supply Standard 1: Access and Water Quality, from the Sphere Humanitarian Charter and Minimum Standards in Disaster Response [The Sphere Project, 2004], p. 63-66

(The Sphere Humanitarian Charter, which describes the core principles that govern humanitarian action and asserts the right of populations affected by emergencies to protection and assistance, and minimum standards are aimed at improving the quality of assistance provided to people affected by disasters and improving the accountability of states and humanitarian agencies. This standard articulates the need for safe and equitable access to a sufficient quantity of water for drinking, cooking and personal hygiene and provides a series of indicators and guidance notes on how to achieve this standard, including a chart of basic survival water needs in guidance note 1. 

	Nutrition


Emergency School Feeding Programme Guidelines [UN World Food Programme, Northern Sector OLS, 2002]

( These guidelines provide eligibility criteria for Emergency School Feeding and provide guidance on beneficiaries, ration size, programme objectives, gender-sensitive strategies, food management and preparation, health hygiene considerations, water and sanitation, parental and pupil involvement, and duration of support.

WFP Emergency School Feeding Guidelines [UN World Food Programme], pages 27-35

( Within these guidelines, there are the following particularly useful tools: a Situation Analysis for Planning for School Feeding in an Emergency Setting (pages 27-29), a checklist for designing a school feeding program (pages 30-32) and an implementation checklist (pages 33-35). 

School Feeding Programme Indicators [in Indicator Compendium, UN World Food Programme, 2005] pp. 11-12

( Pages 11-12 of this compendium of indicators contains output and outcome indicators for in-school feeding, school feeding take home rations and food for training, including literacy and numeracy programs. 

School Feeding Programme Checklist [Adapted from Planning for School Feeding in the Emergency Setting, [World Food Programme, 2004 and Checklist: Determining Whether to Use Food as a Resource, Catholic Relief Services – also reproduced in the INEE Minimum Standards Handbook, p 51] 

(This checklist provides a series of questions that are important to ask if food is being considered as a resource for education interventions.

HIV/AIDS Education in School Feeding Programmes [in Getting Started: HIV/AIDS Education in School Feeding Programmes, World Food Programme,] 

(This document includes sections on basic actions to integrate HIV/AIDS into school feeding programmes; key questions to ask; specific partners to approach; guiding principles; and examples of best practices. Also included are some suggestions

for taking on this new task, a glossary to give familiarity with and understanding of new terms, and additional HIV/AIDS resources.

School Feeding Handbook [World Food Programme] 

( Within these guidelines, there are the following particularly useful tools: School Feeding Monitoring and Analysis Tool [Annexs 4 and 5 pp. 35-53], Guidance on Rations [pp.102-175], Example of Locally Manufactured Biscuits [pp.195-6], Food Consumption Patters in Africa: A Quick Reference [pp.196-201], Micronutrient Content of Selected Food Aid Items [pp. 201-203], Examples of Traditional African Dishes prepared with Food Aid Commodities [p. 204-207] and a Checklist for the Safety of Food Preparation [pp. 230-2]. 


Guidelines to Develop and Implement School Feeding Programmes that Improve Education 
[FRESH Tools for Effective School Health, UNESCO 2004]

( This tool sets out seven step-by-step guidelines that will enable teachers and administrators to enhance the impact of School Feeding Programmes (SFPs) on education. 


Nutrition Services Questionnaire/Checklist
 [FRESH Tools for Effective School Health, UNESCO 2004]

( Intended for schools which already have a meal or food service programme in place, this tool will help the appropriate school staff, including service providers, to improve their services and assure effective implementation. 


INEE Good Practice Guide: School Feeding
: INEE Good Practice Guide [INEE, 2003]

( This INEE Good Practice Guide provides a series of practical strategies, checklists and resources for school feeding programs during a crisis, including ensuring high health standards during preparation and storage, maximizing nutritional inputs and anticipating the effects of school feeding on education and the community.

Session 3.1: Planning and Facilitating a Training workshop on the INEE Minimum Standards


As trainers will need to make modifications to INEE Minimum Standards training design and materials in order to maintain relevance to their local context, below are tips for ensuring the relevance of the INEE Minimum Standards training to your audience. For more helpful workshop hints focused on facilitation methodology and planning, please see the list of BASIC TRAINING TIPS in the INEE Minimum Standards Training Guide. 

 1) Can I make changes in the Training Methods?

Yes, you will likely need to make changes in the session methodology to suit your participants’ local context. In advance of making changes, please ask yourself the following questions:

· Who are the participants for this workshop?

· What kind of context are they working in? 

· Will the method applied in this session help the participants to understand, analyse and connect in a comfortable environment? 

(For more information, see the BASIC TRAINING TIPS section in the INEE Minimum Standards Training Guide).

2) The case study of Zambora is different from the situation my country is dealing with. Can I conduct the simulation using a more relevant case study?

The simulation and resulting group work on the Zambora case study aim to familiarize participants with the different categories of standards and their corresponding indicators and guidance notes. Given that participants in different countries work with diverse emergencies/chronic crises/reconstruction contexts, the case study of Zambora might not be relevant to all contexts. You can adapt it by substituting details that are more relevant to your context or change the scenario into something more applicable. In doing this, you must take care to ensure that the case study represents the complexity of the situation. Please share alternative case studies with INEE by sending them to: minimumstandards@ineesite.org.

3) Can I change the duration of the workshop? 

Some trainers prefer to leave out some elements or at least cut down on some activities in order to focus in on one or two issues that are particularly relevant to their audience. Others have wanted to expand the training with more or less days. In order to be flexible and make the training relevant you may alter the duration of the workshop. At the least, the INEE Working Group on Minimum Standards recommends that every INEE Minimum Standards training workshop prioritize the following modules: 

· Session on Disaster Risk Reduction 

· Session introducing the Minimum Standards, with an additional 20 minutes added on about the rights foundation 

· Sessions on Assessing, Designing, Monitoring and Evaluating Education Programmes (Zambrra case study)
· Session on the Application and Synthesis of the INEE Minimum Standards – the quiz and the policy briefing, which should be adapted to an appropriate type of briefing (for communities, for colleagues, for government partners, etc) that is relevant for participants

Lessons learned from follow-up training workshops on the INEE Minimum Standards 

Preliminary planning:

● Start planning the workshop a minimum of two months in advance

● Send invitation letters to heads of identified NGOs, UN agencies, government departments, etc. to nominate people within their departments whom they consider suitable for training on the INEE Minimum Standards

● Once training participants are confirmed, send information about the date, time, venue, how to get there and any advance preparation at least four weeks in advance

● Research audience to be sure to have an appropriate design and content 

· Reconfirm with participants 3-5 days before the workshop

● Keep a “waiting list” of interested participants in case others are not able to come

● Prepare as much of the materials in advance (training guide, workbooks, powerpoint, certificates, etc)

● Ensure logistical support from field office, i.e. make sure someone can take care of food, coffee, copying materials, etc. 

● Know the venue and resources available on site

● Adapt training materials for each specific audience to ensure relevance. For example, adapt case study scenario details to national/regional realities.

Workshop delivery: 

● Work in partnership with other trainers/facilitators; each workshop should have at least two facilitators

● Trainers should alternate taking the lead of different sessions and serving as support for each other. 

● Training team should meet in advance and during breaks to coordinate transitions, check time, clarify support tasks needed, etc.

● While one trainer is conducting a session, the other should be supporting by tending slides, recording on flip charts, setting up break out spaces, distributing materials, etc. 

· The training team should meet daily to review progress and feedback and discuss adjustments for the next day. 

Helpful Workshop Hints:

● Group participants who speak the same language at the same table so that they can deliberate together and support plenary by interpretation. 

● Consider giving numbers or names to the tables if there are several tables

● Begin with a “stand-in-place” or “stand up if” exercise to help trainers and participants clarify their collective experiences, backgrounds and interests

● Apply the INEE Minimum Standards to participants’ situations and work as much as possible and allow for participants to share relevant experiences using the standards

Reflection Exercise (plus space for your notes): 

What are my preliminary plans for follow-up training? 

· Who are the participants for this workshop?

· What kind of context are they working in? 

· Will the method applied in this session help the participants to understand, analyse and connect in a comfortable environment? 

Who might I co-faciltate a training with?

Session 4.1: Disaster Risk Reduction through Education: Safe Schools 


At the end of the next this exercise, you will:
· Understand how the INEE Minimum Standards categories relate to safe schools and be aware of the range of mitigation, preparedness and response strategies and activities that are needed to ensure safe schools 

· Review good practices and lessons learnt from the region that can be utilized to minimize the negative impact of the use of educational institutions as shelters and formulate concrete advocacy messages and strategies for moving this issue forward in the country in which you work, in the region and globally 
· Understand that safer school construction is both critical and possible, and be able to utilise the INEE Guidance Notes on Safer School Construction and access additional references to enhance and strengthen existing programmes and policies.

· Be aware of the good practices and concrete strategies for the integration of disaster prevention and preparedness and principles of environmental protection inside and outside the curriculum and for training teachers in adapting and teaching risk reduction education
Space for your notes

Exercise 4.1: Schools as Shelters

Within groups, review the guidance within new tools on minimizing the negative impact of the use of educational institutions as shelters plus the good practices and lessons learnt brainstormed earlier (on the flip chart) and discuss: 

1. Are there points of good practice / guidance within these lists or that your organization is already meeting? 

2. Are there points of good practice / guidance within the document that your organization could incorporate into its work in order to better minimise the negative impact of the use of educational institutions as shelters? How will you work to integrate them into your work?

3. What advocacy messages would be effective in moving this issue forward in the country in which you work? Who would you need to target and how would you do this? In the region and globally? 
Exercise 4.2: Safer School Construction
Within groups, review the guidance on one of the following two areas, discussing the content and identifying good practices within the tool that you can utilise to enhance the work that you are already doing within your country or the region: 

· Identifying key partners and setting up a coordination group (pages 14-18)

· Determining risk (pages 19-24)

Be prepared to summarise your discussion with regard to the following 3 questions: 

1. Are there guidance points within the document that your organization is already meeting? 

2. Are there guidance points within the document that your organization could utilize to strengthen Safer School Construction? How will you work to integrate them into your work?

3. Are key questions or tools missing from the document? If so, what are they? 

Exercise 4.3: Incorporating Risk Reduction within Teaching and Learning

How can you better incorporate risk reduction into teaching and learning work?

Consider the good practices, materials (Riskland), etc that have been shared in this session and discuss:

· How can risk reduction be better incorporated into the formal curricula? Within this, how can it be ensured that instruction is learner-centered, participatory and inclusive?
· How can risk reduction be better incorporated into the non-formal curricula? Within this, how can it be ensured that instruction is learner-centered, participatory and inclusive?
· How can risk reduction and other essential skills to promote learners’ physical and emotional well-being be better incorporated into training for teachers and other education personnel?

Exercise 4.4: Participation, Policy and Coordination 
For groups working on School Disaster Management plans, see Annex 1 (pages 91-102) of the Safe Schools in Safe Territories document. 

· Are there points of good practice / guidance you could incorporate into existing plans and/or policies? How will you work to integrate them into your work? How will you do this? Who do you need to work with? 

· What advocacy messages would be effective in moving this issue forward within your school and/or community? Who would you need to target and how would you do this? 
For groups working on Country Education Preparedness and Response Plans, see the guidance on System Disaster Management in reading 4.1 (below). 

· Are there points of good practice / guidance you should incorporate into existing plans and/or policies? How will you do this? Who do you need to work with? 

· What advocacy messages would be effective in moving this issue forward in the country in which you work? Who would you need to target and how would you do this? In the region and globally? 
Reading 4.1:  Disaster Risk Reduction through Education for Safe Schools

The INEE Minimum Standards categories are directly relevant to disaster risk reduction activity areas: 

Create safe learning environments with safe construction and retrofit

• Select safe school sites and design and build every new school a safe school.

• Prioritize replacement and retrofit of unsafe schools.

• Minimize non-structural risks from all sources.

Maintain safe learning environments with school disaster management

• Engage school administrators, staff, students and parents in ongoing school community disaster

prevention activities.

• Practice simulation drills for expected and recurring disasters and planning for safe reunification.

• Maintain building structural and non-structural safety measures.

Protect access to education with educational continuity planning

• Develop school and national contingency plans in advance.

• Learn and implement “Minimum Standards for Education in Chronic Emergencies and Disasters”.

• Incorporate the needs of children not-yet-in-school, children with disabilities, girls.

Teach and learn disaster prevention and preparedness

• Disaster prevention and preparedness and principles of disaster-resilient construction and

environmental protection inside and outside the curriculum.

• Engage teachers and students in adapting, developing and testing strategies and materials for risk reduction education.

Build a culture of access and safety

• Develop and support training programmes for safe school construction and maintenance.

• Incorporate this content into the curricula of pedagogic institutes and post-secondary trade schools.

• Reach out to and involve school communities through non-formal education.
The School as Shelter: The following is good practice guidance drawn from the document: Safe Schools in Safe Territories (UNICEF 2009)
 to minimise the negative impact of the use of educational institutions as shelters: 

• Prior identification of alternative locations to be used as shelters in the event of an emergency or disaster, such that schools and educational institutions in general are only used for this purpose as a last option when there are no other or insufficient other alternatives available. 

• Avoid as far as possible, the coexistence of school activity with other uses. This implies predefinition of where the schools should go (including recreational spaces) should it become impossible to avoid using the building as a shelter. 

• If coexistence cannot be avoided, there must be a separation between the places where schooling activities occur and those used as shelters or storage, always bearing in mind, as a priority, the safety of the educational community (including environmental sanitation). New and serious threats can arise for the educational community, and particularly for the child population, from the coexistence of other activities. Prompt and adequate risk management must be exercised in order to prevent further damage. 

 School property must be protected, including libraries, files, laboratories, and recreational and sport facilities and equipment, etc. 

• If it has become impossible to avoid using the school as a shelter, guarantees must be in place that it will be in a reasonable state when returned to habitual use, and, wherever possible the opportunity should be taken to improve deficiencies that existed prior to use as a shelter (for example: extending and improving sanitary provision, reinforcing structures, improving playgrounds and pitches). Ideally, the inconveniences arising from the use of the school as a shelter should be compensated for with tangible benefits for the educational community and facilities at the school, such as additional water tanks, water 

purification systems, and waste management systems. 

• In the same event, deadlines for returning the educational establishment to its original function must be established and fulfilled as far as possible, avoiding the situation (as has sometimes occurred) of entire families remaining indefinitely at the school long after the disaster has occurred. 

• If suitable conditions exist, the educational community must be involved in administration of the shelter, and to activities that aim to provide a greater quality of life for users of the shelter in general, as long as they remain in the school. This will not only permit the educational community to exercise a degree of control over school facilities and property, but will encourage the formation of links with protection and recovery efforts for communities most affected by the disaster. There are remarkable examples of such 

programmes in Cuba, where some educational institutions have groups of children and young people as cultural and recreational volunteers, using their talents to lead activities that make the lives of people evacuated to temporary shelters more bearable. 

Safer School Construction

What are the INEE Guidance Notes on Safer School Construction?

At a time when the frequency and magnitude of extreme climatic events is rising, a growing number of the world’s school-going children are increasingly exposed to earthquakes, wildfires, floods, cyclones, landslides and other natural hazards. Indeed, although children spend up to 50 percent of their waking hours in school facilities, all too often schools are not constructed or maintained to be disaster resilient. The death of children and adults in these schools causes irreplaceable loss to families, communities and countries and life-long injury to millions of children around the world. The time to say NO MORE to these preventable deaths is NOW; every new school must be constructed as a safer school and existing unsafe schools must be retrofitted to be disaster resilient. The EFA and MDG goals will not be achieved without the construction of safer and more disaster resilient education facilities. 

Therefore, INEE and the Global Facility for Disaster Reduction and Recovery (GFDRR) at the World Bank, and in partnership with the Coalition for Global School Safety and Disaster Prevention Education, the IASC Education Cluster and the International Strategy for Disaster Risk Reduction, has developed a set of Guidance Notes on Safer School Construction, which provide a framework of guiding principles and general steps to develop a context-specific plan to address a critical gap to reaching the Education for All and Millennium Development Goals through the disaster resilient construction and retrofitting of school buildings. The guidance notes briefly address the need and rationale for safer school buildings; recommend a series of suggested steps that highlight key points that should be considered when planning a safer school construction and/or retrofitting initiative; and identify basic design principles and requirements a school building must meet to provide a greater level of protection. Finally, the Guidance Notes provide a list of key resources for more detailed, technical and context-specific information. 

These Guidance Notes can be adapted to the local context and used to:

· Guide discussion, planning and design, implementation, monitoring and evaluation of school construction, including strengthening Education Sector Plans and to develop National Action Plan for Safe Schools
· Inform the design of training and capacity building on safer school construction

· Inform collaborative advocacy on issues related to safer school construction
This is an evolving document that will be revised to include new and appropriate research, insights and practices, thereby maintaining its relevancy and usefulness. INEE requests feedback on the relevance and applicability of these Guidance Notes in order to inform a future update; see the Feedback Form at www.ineesite.org/saferschoolconstruction.

School and System Disaster Management
School Disaster Management: The purpose of school disaster management is to protect the lives of students and staff, and to ensure educational continuity for students. Administrators, teachers and staff act “in loco parentis”, taking the place of parents and bearing both moral and legal imperatives to stay with and to protect children. All are expected to serve as “disaster services workers” during times of emergency, and are responsible for safely reunifying children with their families. This responsibility makes school disaster management planning a necessity for every school system and school site.

School disaster management planning is an ongoing and participatory process that involves

administration, faculty, students, local community & parents in three primary activities to empower them as agents in the development of a culture of safety:

• Assessment and Planning moves from identification of hazards, vulnerabilities and risks as

well as resources and capacities to an active plan to reduce these risks and an operational plan

that describes the moves, procedures and reflexes needed for disaster response. Schools must

plan for the safe reunion of students and families as well as for educational continuity and

recovery.

• Risk Reduction involves taking preventative and precautionary measures against fire, flood, wind,

ground-shaking and other dangers. The measures may focus on the building itself, the contents

and use of the building, the surrounding environment, education, the ability to respond to early

warning signs and communication.

• Response Capacity Development addresses the skills and provisions to be able to organize

effectively in response to emergency to minimize remaining disaster impacts.

School disaster management plays an important part in child protection, as well as an important role in overall community disaster risk reduction. When children rely on public or special transportation to and from school, transportation planning becomes an important part of disaster management. Following an emergency, children cannot be safely sent home by the usual means of transportation. Urban school authorities even have to develop plans and train transportation personnel what do if a disaster were to occur during the period of a school commute 

System Disaster Management: Education Preparedness and Response Plans (from Safe School in Safe Territory, UNICEF, 2009)
The issue of children’s access to education following a disaster is fundamentally the same as access to education at any time. It is incumbent upon education authorities to “expect the unexpected” and to have adequate contingency plans for educational continuity in the face of a variety of known hazards. School interruption makes milestones extremely challenging to reach and standards difficult to achieve and enforce. Disasters prematurely end the education of many students for several interrelated reasons:

• school does not quickly resume

• students fall behind and cannot catch up

• economic disruption to families forces students to help at home or join the workforce.

• life continuities are disrupted, many students find it difficult to relate to their previous plans or to

the visions they had for their futures.

The key features of continuity planning for schools involves:

• alternative school locations identified in advance.

• off-site back-up kept of key student records.

• plans for continuity of student learning in the event of school closures (e.g. instruction via local

radio or television, distance instruction, telephone trees, mailed lessons and assignments).

• plan for continuity of core operations: staffing and communications.
Checklist: Education authorities must establish contingency plans including strategies to: 
· Rapidly identify and equip alternate facilities where the school can continue to function if its 
buildings are affected or are commandeered for use as shelters or other purposes. 

· Create and train ad hoc or ‘emergency’ teams of directors and teachers to support the educational institution where their own staff are affected or cannot continue to perform their duties normally. Teams of teachers can be formed from members of the community who have undergone previous training and who have been identified for this purpose, or with teachers from other places, or a combination of both options. 

· Integrate the INEE Minimum Standards 

· Pre-design specific training and rapid in situ methodology for these ‘emergency’ teaching teams. 

· Adapt timetables and the intensity of use of available spaces, taking into account the level of impact and the time at which the disaster strikes in the school year, the situation of the community and the school, and the real possibilities of normalisation in the affected area. 
· Adjust content and method to the situation experienced in the affected communities. This includes the creation and training of advisory teams who can be transferred to the disaster zone to support directors, teachers, parents, administrators and workers within educational institutions and the student population, in order to provide teaching and administrative support. 
· Define, in conditions of ‘normality’, which priorities and objectives of the educational process should remain unchanged, and which can be modified or even eliminated in the event of a disaster. The outcome of this definition will form a compass to guide the teams referred to in the previous point. 
 Session 5:  Using the INEE Minimum Standards to Enhance Individual, National and Regional Action Plans

At the end of this session you will:
· Have developed a strategy for briefing (+ advocating to, influencing) a decision-maker on the application of the INEE Minimum Standards and/or other tools within disaster risk reduction: prevention, mitigation, preparedness and response

· Have identified areas within your national and / or regional action plan to enhance holistic risk reduction through the application of the INEE Minimum Standards and other tools
· Have discussed opportunities to promote the INEE Minimum Standards at the national or regional levels
· Have discussed ways in which they can use the INEE Minimum Standards in their collective work at the national or regional levels
Exercise: Individual Advocacy Strategies and Preparation for Executive Briefings
Please reflect upon a senior decision maker that you will want to brief – and advocate to—following this workshop on the INEE Minimum Standards and their uses for holistic and quality prevention, mitigation, preparedness and response. Develop a presentation (or at least an outline for a presentation), including a strategy for when and how you will present it for your senior policy makers. Your presentation should be 5-7 minutes long. After 20 minutes, you will present your strategy and presentation to your colleagues within your subgroup; subgroup members should offer constructive feedback on the content, strategy and structure of each presentation.

Space for your notes

Exercise: National/ Regional Action Planning
Form groups according to national, regional or cross-border initiatives. Discuss how you can use the INEE Minimum Standards as an inter-agency group:

· What are some initiatives or opportunities to work collaboratively at the national/regional level in the coming year?  Eg.: Global Education Campaign, Global Action Week, Back to School Campaign, Education Cluster, Education Working Group, etc. 

· How can the INEE Minimum Standards and associated tools (coordination checklist, talking points, etc.) assist you in these collective initiatives?

· In addition, what are some other plans to collectively promote the INEE Minimum Standards? Eg.: conduct joint trainings, joint presentations, etc. 
Space for your notes

Session 12:  Conclusion and Evaluations


Education in emergencies is a relatively new area and one that is not universally endorsed by agencies and organisations working in emergencies.  To help education genuinely become one of the pillars of emergency response the minimum standards were developed.  They have been designed as a tool to enhance accountability and quality so that we can be more effective educators even in very difficult circumstances. The development process of the minimum standards created local and regional networks that, while not necessarily part of the objectives of the minimum standards, have nevertheless supported the process of implementation.  Through this training workshop you have been given the opportunity to understand the breadth and depth of the standards and their accompanying indicators and guidance notes.  With this knowledge and the skills enhanced through this training process, it is hoped that you can further support the implementation process.

Participant Evaluation Form: INEE Minimum Standards Training

	Understanding and Using the INEE Minimum Standards 



	Trainers: 

Location: 

	Please complete and return this form to the facilitators.

Please do not put your name on the form. Please be open and honest in your evaluation.

Check ( () the most appropriate box.

Please rate the following categories on a scale of 1 – 4, where 1 = strongly disagree, 2 = disagree, 3 = agree, 4 = strongly agree.

1

Strongly disagree

2

Disagree

3

Agree

4

Strongly agree

The workshop achieved its aims and objectives.

The content of the workshop is relevant to my work.

What I have learned will impact on the way I work.

The methodology used in the workshop helped me to understand how the INEE Minimum Standards can be applied.

The quality of the learning materials and aids was useful.

The facilitation and presentation during the workshop were open and helped me to learn.

The venue and accommodation were appropriate.




	What parts of the workshop were most useful for you?



	What improvements/changes would you suggest for similar workshops?



	Do you think you will use the INEE Minimum Standards and other INEE resources in your work? If so, how?



	Please give any other comments/suggestions. 




Thank you for taking the time to fill in this form!
Tools for Humanitarian Response Workers: 


Integrating Education into Emergency Response and Preparedness








INEE encourages all organizations and individuals to be involved in the promotion and implementation of the INEE Minimum Standards. INEE’s website and listserv present a forum for communication and networking, facilitating members’ access to a clearinghouse of relevant publications, training materials, good practice guides, lessons learned, case studies, policy briefs, country profiles and other helpful links. While the main language of network is English, INEE posts materials in all languages and its members communicate in Spanish, French and Portuguese via Language Communities, which establish mechanisms for information-sharing, feedback and collaboration across different linguistic groups. To become a member of INEE and receive bi-monthly resource updates and contribute to our community go to: www.ineesite.org











� Women’s Commission for Refugee Women and Children interview in Breijing refugee camp, eastern Chad, 2005.


� Excerpted from The Sphere Project Humanitarian Charter and Minimum Standards in Disaster Response, 2004 edition.


� Articles 3 and 5 of the Universal Declaration of Human Rights 1948; Articles 6 and 7 of the International Covenant on Civil and Political Rights 1966; common Article 3 of the four Geneva Conventions of 1949; Articles 23, 55 and 59 of the Fourth Geneva Convention; Articles 69 to 71 of Additional Protocol I of 1977; Article 18 of Additional Protocol II of 1977 as well as other relevant rules of international humanitarian law; Convention against Torture and Other Cruel, Inhuman or Degrading Treatment or Punishment 1984; Articles 10, 11 and 12 of the International Covenant on Economic, Social, and Cultural Rights 1966; Articles 6, 37 and 24 of the Convention on the Rights of the Child 1989; and elsewhere in international law.


� The distinction between combatants and non-combatants is the basic principle underlying international humanitarian law. See in particular common Article 3 of the four Geneva Conventions of 1949 and Article 48 of Additional Protocol I of 1977. See also Article 38 of the Convention on the Rights of the Child 1989.


� Article 33 of the Convention on the Status of Refugees 1951; Article 3 of the Convention against Torture and Other Cruel, Inhuman or Degrading Treatment or Punishment 1984; Article 22 of the Convention on the Rights of the Child 1989.


� The text below is extracted from Child Rights Programming: How to apply Rights Based Approaches to Programming.  Save the Children Alliance Handbook. (2005 revised 2nd edition)


� Extract from: "What’s the difference? Implications of a child-focus in rights-based programming" - Discussion Paper - March 2005, written by Gerison Lansdown for Save the Children UK


� For a more detailed discussion on the evolving capacities of the child, see Lansdown G, The evolving capacities of the child, UNICEF/Radda Barnen, Florence, 2005


� See for example, Children and young people’s voices on their perceptions of the implementation of the Convention on the Rights of the Child, UNICEF, Dhaka, 2003; and Mayall B, Negotiating childhoods, ESRC Children 5-16 Research Briefing, 2000


� See, for example, Alderson, P., ‘Life and death: Agency and dependency in young children’s health care’, in New Zealand Childrenz issues, 2001, Vol. 5, No. 1, pp. 23-27; Punch, S., ‘Negotiating autonomy: childhoods in rural Bolivia’, in Conceptualising child-adult relations, Alanen, L. and B. Mayall (eds.), RoutledgeFalmer, London, 2001; and Marshall, K., Children's Rights in the Balance - The Participation-Protection Debate, The Stationery Office, Edinburgh, 1997.


� See, for example, Harper, C. and R. Marcus, Child poverty in sub-Saharan Africa, Save the Children, London, 2000; and Ghana National Commission on Children, Ghana’s children: Country report, Ghana National Commission on Children, Accra, 1997


� Lansdown G, The evolving capacities of the child, UNICEF/Radda Barnen, Florence, 2005


� Boyden, J. and G. Mann, ‘Children’s risk, resilience and coping in extreme situation’, Background paper to the consultation on Children in Adversity, Refugee Studies Centre,  Oxford, 9-12 September 2000.


� Myers, W. and J. Boyden, Strengthening children in situations of adversity, Refugee Studies Centre, Oxford, 2001.


� INEE Minimum Standards Promotion and Use Reports 2005-2007 and 2008


� Akihiro Fushimi. Education Specialist: Basic Education and Gender Equality Programme, UNICEF Eastern and Southern Africa Regional Office (ESARO) and Manuel V. Rojas Rubio. National Education Adviser, Norwegian Refugee Council, Bogota, Colombia





� Safe Schools in Safe Territories: Reflections on the Role of the Educational Community in Risk Management, UNICEF 2009. � HYPERLINK "http://www.ineesite.org/uploads/documents/store/Safe%20Schools%20in%20Safe%20Territories.pdf" ��http://www.ineesite.org/uploads/documents/store/Safe%20Schools%20in%20Safe%20Territories.pdf� 
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