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Introduction
This paper is based on the section dealing with the scope of the INEE Minimum Standards (INEE MS) update, provided in the INEE Minimum Standards Update Scope of Work, prepared by the INEE Working Group on Minimum Standards. It supplements the information given in the Scope of Work with specific examples provided by people contributing feedback on the INEE MS, from their launch in December 2004 to March 2009.
The INEE Secretariat and Working Group on Minimum Standards have already received substantive feedback on the current version of the INEE Minimum Standards Handbook, as reflected in this paper. Based on this feedback, the working group has identified a discrete set of changes to be made. For this reason the term “update” and not “revision” is being used for the version of the Minimum Standards to be launched in 2010.  Based on feedback from INEE members, there is currently no mandate to conduct a full revision. The update process is therefore a limited exercise to strengthen the INEE Minimum Standards as they are, and not to overhaul them completely. 

The following sections set out the feedback received so far on how the INEE MS should be updated, giving detailed examples of most of the points made. Sources for quotations, where available, are noted in italics. Phrases highlighted in bold have been added for emphasis.
Format Update

· Simplify the language – it is too jargon heavy
 Pakistan INEE Minimum Standards case study, 2007: 
‘Several study participants … observed that the handbook contains ‘highly technical language’, which – as one study participant remarked – renders the use of the handbook ‘complicated’ at first, if one ‘didn’t receive proper training’. It is also significant that the availability of the final printed Urdu translation was not announced until January 2007; earlier publication may have mitigated the difficulties with the specialized language of the handbook felt by some study participants for whom English is a second language’. 

Recommendation from the Pakistan case study, section 3.3, page 14:

‘Making the language and layout of the handbook more accessible may well address the complaint that the INEE Minimum Standards are too difficult to understand for those who are not native speakers. Even translation into local languages cannot solve this point because the INEE Minimum Standards cannot be translated into every language in the world. The priority, then, is to conduct a thorough overhaul of the text with the aim of better communicating the guidance within’.  

‘I think our main challenge is to simplify it and make it more usable for people who are….involved in education in emergencies. What we need is a user friendly, easy-to-follow handbook, not the Bible or the ‘Everything you always wanted to know about Education in Emergencies….the main text should not be enlarged’. Helge Brochmann, Norwegian Refugee Council, Minimum Standards Working Group member, 2006
· Have a simplified form of the minimum standards booklet for easy reference. 
Note that the INEE Reference tool has already responded at least in part to this recommendation. The Sphere Project is likely to be taking a similar decision on whether a simplified or condensed version of the the Sphere Handbook should be produced as part of the Sphere Handbook Revision process, 2009-10.
‘A priority checklist to use whenever there is not the time to go into details’. Gilbert Virginie, Enfants Refugiés du Monde, ERM, National Coordinator. June-Dec 2005 Feedback

Evidence from the INEE Minimum Standards Global survey, 2007, The INEE MS Handbook: Suggestions for improvements, page 29-30: 

‘The format of the handbook… rated low in comparison to most other components and was an area that almost half of the respondents focused on when suggesting how the standards could be improved. Forty-eight percent said that the handbook could be improved by providing a simplified version of the standards through a smaller version of the handbook’. 
· Larger font

Recommendation from Pakistan case study, section 3.3, page 14:
’Finally, many respondents complained about the small font size in the current edition of the English-version INEE Minimum Standards handbook; using a larger font and more ‘white space’ would make the handbook more user-friendly’.
· Finding your way through the standards and indicators:

Evidence from the INEE Minimum Standards Global survey, 2007, The INEE MS Handbook: Suggestions for improvements, page 29-30: 

‘Adding illustrative log frames that demonstrate the use of the standards in different contexts, adding more illustrations, simplifying information with bullet points, numbering indicators, and providing a more comprehensive overview of each of the overriding themes and associated  indicators. 

‘Don’t number the categories, but include Standard title’ Sarah Smith, IRC                  

‘Look at sequencing of the standards, so as not to overwhelm people (there are so many standards)’ 2005 Feedback 

Feedback relating to the Use, Relevance and Eventual Revision of the INEE Minimum Standards, January 2005-August 2006 (Working paper for the INEE Working Group on Minimum Standards, August 2006):
More visual aids should be developed. Perhaps include a diagram upfront of all the standards on one page. People have found the circle diagram of the categories very helpful in the INEE standards training guide/workbook’

Other suggestions:
· Create tabs within the paper for the different standard categories for easy reference 

· Demarcate the standards, indicators and guidance notes that are specific to acute emergency in red ink. However, this could present a challenge as it is somewhat subjective. In addition, changes in red ink will be lost if the guide is printed from the Web, or if it is photocopied.

· Letter or number indicators

· At end of each chapter, reference/resource list + tools, case studies (toolkit) and training materials (on-line version should link to relevant tools and training materials). 

Note that the INEE MS Toolkit, and the MS Thematic Guides developed out of the Toolkit, provide comprehensive lists of tools for each standard, so this work has already been done. However, reference groups for each standard/cross-cutting issue could be asked to identify the 3 "best" or most useful tools within the Toolkit and associated Thematic Guides to be listed within the updated INEE MS.
A reminder regarding the online version of the INEE MS:

’Dissemination of the kit its physical form is crucial. It is not always very easy for the people in these countries [in emergency situations or chronic political problems] to have access to quick internet where the documents can be downloaded fast or easily.’ Sohae Lee, UNESCO Kathmandu office, Education Programme Officer, Kathmandu, Nepal. 2005 Feedback

· The three concepts of standards, indicators and guidance notes often do not translate well in the field and are challenging to explain. Some concrete examples would be helpful and/or a chart that shows guidance notes feeding into indicators, feeding into standards (Feedback relating to the Use, Relevance and Eventual Revision of the INEE Minimum Standards,  January 2005-August 2006 (Working paper for the INEE Working Group on Minimum Standards, August 2006).

· Add an index at the end, and an index of resources 
See Note above on reference/resource lists at the end of each chapter.

Content Update

Substantial new work or redrafting

· Title: Change title to INEE Standards for Education (note E,CC, ER in introduction) or INEE Minimum Standards for Education (Sphere Companionship). There’s a suggestion the ‘minimum’ creates ‘problems for other standards and frameworks’, as it may come into conflict with other such standards, such as those used by UNHCR. Terminology is sometimes different for similar or identical concepts. 

Feedback relating to the Use, Relevance and Eventual Revision of the INEE Minimum Standards,  January 2005-August 2006 (Working paper for the INEE Working Group on Minimum Standards, August 2006):
’Organisations that were not working in the ‘emergency’ phase often did not see the relevance of the INEE Minumum Standards in their work. Therefore, it is better to focus on the WHOLE title of the INEE Minimum Standards and not to exclude the ‘chronic crisis and early reconstruction component of the definition. In a revision, INEE Members should revisit the title and consider taking out the word ‘emergency’. Instead use: Transition? Fragile States? Education standards?’

‘It is a problem that the MSEE ended up more like maximum than minimum standards….[they] will usually not be fulfilled in most of the emergencies in which we work….consequently, the respect of them as ‘minimum’ for what should always be demanded is somewhat undermined. The standards would perhaps be more relevant and effective if the material was developed into a guideline for two levels of standards…the minimum standards that as a minimum must always be respected in emergencies and then the common standards that should be aimed at at all times, but could not always be expected to be reached during the immediate emergency phase’. Claus Nelson, Save the Children Denmark. Programme Manager, Education Advisor. 2005 Feedback.
A third level could be specific and detailed standards, indicators and guidance notes for the reconstruction and rehabilitation phases. 2005 Feedback
‘Need to define ‘emergency’ more broadly (encompassing not just conflict and natural disaster, but also HIV/AIDS, poverty etc).

‘Presenting a discussion on the various timeframes in question for different situations is  [would be?] appreciated’. Eva Andree, NRC Liberia, Project Manager, Education, Monrovia. 2005 Feedback.
A reminder of the challenges faced in practice:

‘Studying the minimum standards we were overwhelmed by a feeling of powerlessness. We are struggling each day to solve the most basic problems: teachers are requested to deliver quality teaching, but their salaries are too low; students need quality education, but they don’t have textbooks; students need to be taught in human conditions, but they are attending the lessons under the blazing sun or in the mud. We are very much in favour to use these standards, but we need additional funding to realize the minimum standards. If words are to have a real impact, they must be more related to the bleak reality and the emergency situations’. Lemey Hilde, RED Education Oficer, lemey@r-e-t.com. 2005 Feedback

During a workshop in Aceh, ‘the specific issue that came up was children not having access due to lack of materials. Minimums change during an emergency. A few materials are acceptable for a while but unacceptable later. Sitting on the floor is ok for one week but unacceptable after 6 months…’ 

‘In Nepal, even in normal times, such standards are not met, and therefore, in times of emergency, it is not relevant for the country to have such high standards….The Standards have to take into consideration the REAL situation of the developing countries which are under political crisis and therefore does not have adequate resources to upkeep the education sector even in normal times’. Sohae Lee, UNESCO Kathmandu office, Education Programme Officer, Kathmandu, Nepal. 2005 Feedback 

Possible solutions proposed:

· Have two versions – ‘break out absolute minimum’ in an emergency, vs others. 2005 Feedback
· On the other hand, if the word ‘minimum’ kept, there needs to be more clarity on what is meant by minimum standards, how that minimum level has been set, and what to do when the minimum cannot be reached. 2005 Feedback. 

· Introductory chapter: stronger and clearer guidance around the issues of:

· Standards represent good practice, lessons learned (not new framework)

· Depending on the decision regarding the title (see above): Why they are called ‘Minimum’ and how they are based on rights  

· Need for local contextualization

From Pakistan Case Study, section page 14:
‘A role of the focal point … would … include inviting stakeholders to jointly contextualize indicators based on the INEE Minimum Standards handbook so that they contain precise measures that reflect the local situation. Ideally, this should occur prior to the onset of an emergency, as part of emergency preparedness. These local adaptations need not vary from the spirit of the INEE Minimum Standards, but should be focused on providing concrete, implementable guidance for use in the given context. The focal point would then be responsible for dissemination of the contextualized indicators. This could take the form of a short pamphlet, produced in all relevant languages, of indicators that can be quantified and/or contextualized.’
From the INEE MS Global Survey, 2007, page 30:

‘Helping practitioners understand how they can adapt and use the INEE Minimum Standards in their particular context without imposing a prescriptive approach is one of the primary challenges that must be addressed to secure broad support for implementation. As INEE members continue to gain and share experiences related to use of the standards and how they can be customized or adapted for various situations, it will be possible to develop additional tools and resources that can be shared via the INEE website and incorporated into the INEE Minimum Standards training and capacity-building materials. While this approach will require additional effort on the part of education stakeholders, it will also permit incorporation of government standards and more illustrations of the adaptation of the INEE Minimum Standards to unique circumstances’.

Also relevant to the above: The place of the INEE Minimum Standards in countries where there are already Education standards. 

Uganda Case Study(page 10): ‘Some …indicated that since Uganda already had a set of education standards, the INEE MS may not be as relevant and that the standards are most applicable in settings whre there are no standards, eg a refugee camp. Others…indicated that it would be useful to review the Uganda education standards, using the MSEE as a resource guide, to see how the Uganda education standards may be contextualiszed to the conflict-affected areas’ There is therefore conflicting information/points of view – more guidance should be provided in the introductory chapter 

· Complementarity with other standards, frameworks (PF, EFA, MDGs, national standards – tool to reach these)

· How the INEE Minimum Standards are a key tool of the IASC Education Cluster 

· Sphere Companionship

· Clarify the distinction between common standards vs. cross cutting issues 
· Clarify that the INEE Minimum Standards are not just for emergencies and put stronger emphasis on how they can bridge gaps along the continuum from preparedness to emergency to recovery phase (see also points made above)
· Categories: 
Standards Common to all Categories 

‘This is the first part of the book and it is difficult to understand which categories we are referring to. There is need to elaborate this’. Evans J Mburu, IRC Kenya; Adult and Special Needs Education Program Manager, Nairobi, Kenya 

· Move standard 3, Coordination, in  Education Policy and Coordination category, to this section, to make it a cross-cutting issue throughout. 

Feedback from participants at the francophone Capacity Building workshop, July 2007:

‘Everyone thought it was a good idea to include Policy and Coordination as a Category common to all other categories, However, some thought ‘Community Participation’, ‘Analysis’ and ‘Policy and Coordination’ would be easier referred to if they were not called ‘categories’ but ‘frameworks’ or something that would illustrate better how they circle and are a basis for the other categories’

- Information management: include in the Coordination standard (moved to Standards Common to All Categories?) issues relating to the systematic and standardised collection, processing and dissemination of information to improve coordination, situational understanding and decision making, and to support needs assessments and M&E processes. This would also strengthen the information management references in the standards on Initial Assessment, Monitoring and Evaluation. Marian Hodgkin, email 28 HIVJuly 2008
‘For people to be effective, management of information is paramount. Most of the information gathered in the refugee camp is not collated and interpreted and is rarely shared’. Evans J Mburu, IRC Kenya; Adult and Special Needs Education Program Manager, Nairobi, Kenya
Remember to bear in mind:

‘In a lot of places which are under Emergency situations or are under chronic political problems, there is also a lack of communications infrastructure such as the Internet or availability of computers (ie Nepal’s Ministry of Education has a limited number of computers shich only  few people know how to operate)’. Sohae Lee, UNESCO Kathmandu office, Education Programme Officer, Kathmandu, Nepal. 2005 Feedback 

Reference document: OCHA Best Practices in Humanitarian Information Management and Exchange’; key principles include accessibility, inclusiveness, interoperability, accountability, verifiability, relevance, objectivity, neutrality, humanity, timeliness, sustainability and confidentiality.
· include also stronger guidance on roles and responsibilities, particularly in relation to Ministries of Education and governments local to the crisis.

· Education as part of a ‘larger holistic effort’ (USAID); ‘building trust and healing relationships is the first step to ensure effective implementation of humanitarian or development activities’ (UNESCO/CfBT
 Education Trust community participation research). Email from Joan Sullivan-Owomoyela, Jan 28 2009. joan@owomoyela.com
· clarify language in ‘community participation, indicator 1, ‘chosen representatives’:  who chooses representatives and are they really representative of the community? UNHCR, Jan 2008

Stakeholders:
· ‘Core’ rather than ‘all’ stakeholders (see pages: 17, Participation standard 1, guidance note 5; 23, Analysis standard 1, guidance note 8; 27, Analysis standard 4, third indicator)

‘Elaboration of the term ‘stakeholders’…to underline the need to involve refugee population ie educators from the refugee population and parents of refugee children, in the preparation of teaching-learning curriculum’. UNESCO Islamabad, Pakistan
All Categories:

· Mainstream/strengthen: Disaster preparedness and risk reduction, including disaster risk insurance for children and teachers
‘…standards in emergencies are not very different from those in any circumstances…a thorough analysis of education structures and systems using participatory and qualitative approaches is a necessary basis for emergency preparedness’. Jamie Williams, Save the Children MENNA Region ECCD and Education Adviser
Plan International’s work child-centred DRR programme focuses on children and young people as agents of change. For example, at Santa Paz school in the Philippines, children held a referendum to relocate their sohool to a safer location that wasn’t at risk from landslides. In Bangladesh, Plan is promoting the participation fo children in Union Disaster Management Committees. 
Note also the recently-formed coalition Children in a Changing Climate, of which Plan is a member. It is an action research, advocacy and learning programme, bringing together research and development organizations with a commitment to share knowledge, coordinate activities and work with children in both climate change adaptation and mitigation policy and practice. Children’s unique experiences of climate change impacts, and their specific insights and priorities need to be recognized and acted upon. http://www.childreninachangingclimate.org/ 

The Task Force for Emergency Preparedness (TFEP
 http://hrd.apecwiki.org/index.php/Disaster_Risk_Reduction, a task force of the Asia Pacific Economic Cooperation (APEC)) is planning to integrate disaster risk awareness and management education into school curricula - an issue of importance for APEC Education Ministers. TFEP members agreed at a meeting in Lima in August 2008 to collaborate with the Human Resource Development Working Group (HRDWG) of APEC to do this. The TFEP will also collate economies’ disaster risk reduction and management education tools and post them on the TFEP website. This will also contribute to the HRDWG’s ‘Knowledge Bank Wiki’ on disaster risk reduction at  . Point of contact Vincent Liu, jyl@apec.org 

· Include a box at the end of each category with an example of contextualization in the ‘real world’: case studies, country-specific examples, interviews, best practices, examples of how to convince people that these are not Western standards, but were developed globally (eg of piloting training materials in Pakistan just before the earthquake). 
Recommendation from the Pakistan case study, section 3.3, page 14:

‘Localized illustrative case studies and additional tools would be invaluable in clarifying possible applications to users; in fact, almost all study participants who commented on future revisions asked for such case studies’.
An example of contextualization is given below, taken from the Pakistan Case Study:
The Pakistan office of CARE International has developed its own indicators based on those presented in the INEE Minimum Standards handbook.∗ For example, a key indicator in the handbook for Access and Learning Environment Standard 3: Facilities – ‘Education facilities are conducive to the physical well-being of learners’ – reads: ‘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’ (INEE, 2004: 8). 

CARE Pakistan’s education emergency indicators contextualize this guidance to reflect the situation in post-earthquake Pakistan; CARE’s contextualized indicators are as follows: 

• Weather-sensitive development of school model

• Earthquake-safe construction of all schools (temporary and permanent)

• Government-standardized school furniture for primary level students

• Safe playgrounds (with boundary walls and equipment) for schools and communities (where land is available)

• Separate latrines for girls, boys, and teachers

∗ Source: CARE Pakistan’s unpublished list of education emergency standards and indicators, 2005-2007.
· Strengthening, i.e. adding content information and guidance (probable focus on guidance notes), on key issues

‘Cross-cutting issues need their own section in the standards, as well as being cross-cutting – as additions to the ‘Standards Common to All Categories’, or as a separate theme. It doesn’t matter that some of the issues are mentioned again under particular themes. The cross-cutting issues are so important that we need to group the main indicators for each clearly, in a particular place’. Margaret Sinclair, email correspondence
· Strengthen specific issues, especially via Task Team involvement: 

· Adolescents and Youth

· Early Childhood Development
‘We don’t have specific indicators for non-formal education or for education with children under 5’. Unai Sacona, UNICEF, Domincan Republic. 2005 Feedback
‘More reference to the need for integrated and holistic approaches to ECCD, which would in itself utilize the ‘sphere’ approach at a child level’. Jamie Williams, Education and ECCD Advisor, Save the Children, Middle East and NA, Cairo, Egypt. 2005 Feedback.
‘The Path of Most Resilience: Early Childhood Care and Development in Emergencies Principles and Practice’, a draft paper prepared by the Consultative Group on ECCD Working Group on Emergencies and the INEE Task Team on Early Childhood, will be an important resource. The paper describes as integrated, holistic approach to assisting children affected by crisis and serves as a starting point, and an opportunity to outline foundational principles of the field of early childhood care and development in emergencies. This is a working paper; revisions are forthcoming. Comments or suggestions, should be emailed to lzimanyi@ryerson.ca. 

· Teaching and Learning (curriculum content)

‘Curriculum for training of refugee teachers, particularly content relating to pedagogy may be incorporated…; also value based education (ref. Guidance Notes page 60, section 2 The development of training curricula and content’. 
‘Assessment, including classroom-based continuous assessment and periodic or terminal examinations’.

UNESCO Islamabad, Pakistan
The INEE Teaching and Learning Initiative (see http://www.ineesite.org/index.php/post/teaching_and_learning_initiative/) will be relevant here.
- Inclusive Education

Assessments for, and inclusion of, children with special learning needs, such as hearing impaired, physically handicapped, visually handicapped and slow-learners
The recently published INEE Pocket Guide on Inclusive Education will be particularly relevant for this part of the update.

· HIV/AIDS

Need to ensure that the IASC HIV/AIDS Guidelines are mainstreamed through both the INEE MS and Sphere Handbook. Charlotte Beyer, working for  Education cluster/RedBarnet in Somalia, email 27 August 2008. CBE@redbarnet.dkl
· Gender

See Annex 1: Gender Revisions INEE Minimum Standards, Uganda Case Study
And Annex 2: Gender Gaps from NORAD
· ‘Fragility mitigation’: develop indicators on this. These should include inter-ethnic conflict, ‘conflict sensitivity’ (a term Sphere will also be using during the revision process) and disaster sensitivity. 
Email from Margaret Sinclair to Kerstin Tebbe, Sep 6 2008 margaret_sinclaire@yahoo.com (Bold added):
‘The focus on indicators is a way of highlighting the importance of a topic and reminding people of good practice’ The INEE WG on Education and Fragility could support the process of developing indicators specific to fragile states. Apparently ‘indicators are out there’, so it should not be a case of developing entirely new ones. It has been suggested that there could be a research element if the draft framework was tested in some fragile places; could it be linked to the WG-linked EU research project?  

‘It is important that the various INEE and cluster (cluster gap analysis) initiatives related to indicators are coordinated’
‘The education cluster gap analysis may be focused on inputs and outputs and geographic equity, rather than conflict sensitivity etc, which can be ethnic, religious etc’ 
Different types of indicators

Email from Rachel Houghton, quoted by Margaret Sinclair in email above:

 ‘For example, research by Marc Sommers has shown how donor support for reconstruction has innocently replicated the unequal education resourcing between Hutus and Tutsis that helped create conflict: support to areas near the capital, for security reasons, including to remaining IDP camps – both of which leave Hutus benefiting less from external assistance than Tutsis
. 

‘Conflict sensitive indicators’ measure whether there is equitable resourcing between regions and social groups for access as well as quality, and that there is resourcing for curricular and textbooks to remove bias and to positively support peacebuilding and acceptance of diversity. 

‘Disaster sensitive indicators’ will cover preparedness, ways of monitoring new construction to avoid use of poor quality materials (as in present debates in China) as well as resourcing for curricula and textsbooks to support DRR. 

Most people already include ‘gender-sensitive indicators’ in their thinking, and in relevant places maybe HIV/AIDS sensitive indicators’’

 ‘[There’s a need for] more resources on identifying when peace educatin is needed, and the standards for effective peace education.’ Zachary Rothschild, USAID, Office of Conflict Management and Mitigation, Conflict specialist. 
Key reference documents:

· USAID Education and Assessment Tool
· CfBT/Save the Children Education and Fragility Barometer: its focus is on education’s potential for early warning and conflict/fragility prevention, and is comprised of indicators for this at school/community level, and international/system level.

· Analytic framework of education and fragility, being drafted by the INEE Working Group on Education and Fragility to frame and facilitate research and analysis related to education and fragility.
· Rights within the INEE MS. 
‘Could we have a section on international human rights conventions that describe rights to education’.  Evans J Mburu, IRC Kenya; Adult and Special Needs Education Program Manager, Nairobi, Kenya (2005 feedback)

‘A particular area of interest is to see the revised INEE guidelines fit within a rights based approach, noting that the current guidelines are in many ways a "charter" for NGOs to deliver services, ignoring governments and receiving funds from donors. There may be some exceptional emergency contexts where government cannot indeed play a role - but within a rights based framework our starting point would be to have a proper assessment of whether government can assume its role and only do things ourselves that will enhance, not diminish their responsibility and capacity’. John Abuya, ActionAid International, email communication, 13 February 2009

Note recent publication, The Right to Education – Monitoring Standard-setting Instruments of UNESCO
· Strengthen inter-sectoral linkages, partnering with Sphere, Clusters:

· Wat/San

See Gender strategies on gender-sensitive sanitation facilities
· Shelter
Note particularly Guidance Notes on Safer School Construction, in preparation.
‘The All India Disaster Mitigation Institute is working on a research study on ‘Safety Audit: Making Schools Safer’ in India, supported under the Research and Action Grant (round 3) of the ProVention Consortium. Asian Disaster Preparedness Centre (ADPC) is providing support at the regional level. This adds to work already done in India by ActionAid, SEEDS, GSDMA, and UNICEF.’ Vishal Pathak, AIDMI, email to Allison Anderson, 15 Sep 2008
· Protection

‘So much of teaching these days requires a better understanding of child protection issues and efforts to ensure that children who come to the classroom are not experiencing undue difficulties or abuse at home or in the community. This is especially relevant in emergency situations. Without requiring teachers to take on the additional role of social workers, I wonder if there is some way that more of this can be incorporated into the standards’. Katherine Reid, IRC, Child Protection Coordinator, IRC/Nyala, Sudan (2005 Feedback)
Teacher training support required for the above

In addition to the Teacher Code of Conduct, include and indicator and guidance note on and example of a Code of Conduct for Working with Children: ‘Sometimes seeing the word ‘teacher’ gets people thinking that it only applies to teachers, but what may be important is an additional format that is applicable to all staff working in the field with children’. Dean Brooks, IRC Indonesia
· Psychosocial 

Council of Sport Science and Physical Education (ICSSPE), held a seminar on Sport in Post-Disaster Intervention, in November 2008. It was the second seminar of its kind aimed at providing practical training for disaster responders to promote the development of psychosocial sport programmes, particularly in the early stages of disaster relief. Contact Jackie Lauff, jlauff@icsspe.org

· Health and nutrition

· Early recovery

‘Develop specific standards and indicators for reconstruction and rehabilitation phase’. FEP, IRC Pakistan January 2005-August 2006 Feedback
· More substantive guidance on:

· Teacher compensation 

See INEE Teacher Compensation Guidance Notes

· Learning content

See INEE Teaching and Learning Initiative

· The issue of languages of instruction curricula where there is diversity of cultures and languages 

‘In the south Sudan context, having curricula in vernacular for children at lower primary is imperative. The issue of languages to be used and how these curricula should be drawn requires participation of all education stakeholders in the region. The existence of a diversity of cultures and languages within the region makes this a great challenge’. Mary Okamba, NRC Sudan
- Host community issues, in the context of population displacement. 
In particular, ‘educational (re)integration’’ of refugee children and children in host communities with substantial system difference (not separate education for a group of refugees/children affected by emergencies in camp-like settings)’. Akihiro Fushimi, UNICEF Ghana, Assistant Education Programme Officer, June-Dec 05 Feedback 

- Child-friendly spaces new Good Practice Guide
· More specific, quantifiable indicators and/or guidance notes
Note that there are conflicting views on this, as summarized by the report on the INEE Global Survey, 2007, page 30: 

‘50 respondents provided specific feedback and suggestions for revising the INEE Minimum Standards. Their suggestions illustrate a tension that has existed since the start of the INEE Minimum Standards process. While some respondents would prefer very specific indicators (such as “pupil: teacher ratio of 45:1”) or regional standards, others are opposed to making the INEE Minimum Standards more prescriptive and advocate for a more global set of standards.

See also above, notes on contextualization, page 5, and indicators in the context of cross-cutting issues, pages 11-12.
Note 

In relation to the points below, Frequently Asked Questions (FAQs) have been developed to answer common questions/concerns around the applicability of the INEE MS (only for emergencies? why minimum? etc). These will be captured in a strengthened and more detailed introduction chapter.
Different points of view…

Need for ‘examples of how programmes have developed more detailed indicators….in the absence of this, the standards may be considered idealistic and naïve because they articulate goals without expressing clearly how those goals should be reached’. Claus Nelson, Save the Children Denmark, Programme Manager, Education Adviser.

Pakistan Case study, section 3.2, page 9: 

Other reasons for the relatively low utilization of the standards may be the handbook’s lack of detail, the perception that the standards are too high, and/or the handbook’s use of specialized language. Several study participants called the INEE Minimum Standards ‘too general’, ‘not specific enough to provide guidance on program design’, and/or ‘not practical enough’. At the same time, other study participants remarked that the ideals represented by the standards are difficult to achieve in the best of circumstances, much less in an emergency situation; one respondent called the INEE Minimum Standards ‘maximum standards’. 

‘…the indicators are more of activities than indicators…have Global indicators as they relate to emergency, chronic crises and post conflict situations so we know what is considered a minimum level in these situations and strive to achieve them (eg 1:40 teacher student ratio) ..though it might be difficult to have global indicators for each and every standard, there should be specific indicator for some standards as raised in our training’. Email from Shewaye Tike to Allison Anderson, August 8, 2006. ircethpm@telecom.net.et 

‘Show relations between the indicators in a more concrete way’ 

‘Create instruments to measure the indicators’

Specific areas where more detailed indicators are requested:
· Teacher - student ratio (instead of the ‘locally realistic standard’)
In Aceh during a workshop, there was discussion on what were ‘locally relevant standards’: ‘Standards for schools are pretty much set by the government at 40 children per class. Textbooks however varied widely as children had to buy their own texts. But it was difficult to determine what was ‘normal’ as Aceh had been ‘abnormal’ prior to the emergency due to martial law and conflict’. Carl Triplehorn, Save the Children
· Distance to school
· Pupil-textbook ratios
Uganda Minimum Standards Case study, section 3.2, Lessons Learned page 9:
‘Standards are ‘not specific’. This leaves them open to different interpretations and potentially dilutes the quality of the Standard and/or indicator. Several of the interviewees further indicated they would like to see a more prescriptive approach taken, such as specific numbers of pupil-teacher ratio (PTR) indicator, pupil textbook ratio, and pupil-desk ratio. Such explicit Standards and indicators would empower them to demonstrate that the current situation in the IDP camps is unacceptable and form a platform for advocacy. For example, in Pader District at the Omiya Pachwa learning centre, there are 253 pupils for every classroom. In an assessment of 10 learning cetnres in Pader District, the average PTR was 153:1. As one education programme manger said, ‘Even if the standard is not achievable, it is good to have a guide to set a level…on the ground people want to have something tangible to aim for’.’
· Pupil-desk ratios 
· Specifications re: construction (materials, size, DRR) and design of temporary schools, classrooms, schools (Sphere and ISDR)
· Safety standards integrated into a Code of Conduct for construction/shelter (ISDR)
· Wat/San: liters of water per person per day, number of people per latrine, distance of water points from residence etc (Sphere)
· Hygiene and protection links to Sphere. Many of these are already spelled out in the INEE ‘links to Sphere’ document; they should be made explicit in the updated Minimum Standards.
‘For example, how many toilets (separate for boys and girls) a school in an emergency situation would require in order to respond adequately to the children’s needs (hygiene, protection)’ UNICEF Thailand. January 2005 - August 2006 Feedback.
· Information management. See above, under Standards Common to All Categories.
· Develop specific indicators and guidance notes for chronic crises and the recovery phase

· Consider giving time limits to certain indicators

· Where possible, spell out responsibility of specific actors (see above  Content Update, Standards Common to All Categories) 

· Tools to help orient communicates and local leaders on planning and assessment for school dropouts, enrolments? Fawsia Eisa Mohamed, IRC-Child and Youth Protection and Development Specialist, IRC-Sudan (2005 Feedback)
Minimal updating
· Insert blanks (“_____”) throughout the text where users can fill in locally relevant information, such as indicators that have been collaboratively agreed upon with the government or other authorities

· References to the Sphere Handbook Humanitarian Charter and Minimum Standards in Disaster Response wherever appropriate. Note that the Sphere Handbook is being revised during 2009-10, so this will involve working with the Sphere revision process.
· References to other key humanitarian guidelines/standards, including the Sphere Project Humanitarian Charter as an Annex (note that the Humanitarian Charter may be revised as part of the Sphere Handbook revision process).
Annex 1 Gender Revisions INEE Minimum Standards

Uganda Case Study

INEE Minimum Standards: A Uganda Case Study 

The matrix below (p. 11 of the Study) identifies gender issues that are not addressed in the Minimum Standards indicators or guidance notes and provides suggestions for how they may be incorporated. The recommendations provided on the following pages have been provided by the study’s author based upon the critical education issues identified and verified by MoES personnel and members of the Education Conflict Working Group. 

Figure 4. Recommendations for Minimum Standards Revisions : focus on gender

	MSEE Category: Access and Learning Environment Addressed 

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

	Indicator—Discrimination refers, but is not limited to, obstacles imposed because of poverty, gender, age, nationality, race, ethnicity, religion, language, culture, political affiliation, sexual orientation, socio-economic background, geographical location, or special education needs. 
	Issue: Girl-child Mother Participation in Education Program. The issue of girl-child mothers (pregnancy) is not addressed in the standards. In conflict-areas, the girl-child faces an increased risk of becoming a child-mother due to the intertwined issues of insecurity, sexual exploitation, and poverty, among other factors. Many countries do not have a pregnancy policy, and it is not uncommon for females to be excluded from education opportunities because of their parental status. Recommendation: In the indicator and/or in supporting Guidance Notes 1 or 2, the issue of pregnancy should be addressed. International conventions that support the right of girls and women who become pregnant to participate in education programs include the Convention on the Rights of the Child and the African Charter on the Rights and Welfare of the Child. This issue may be cross-referenced with Education Policy and Coordination Standard 1, Guidance Note 3 (marginalized groups). 

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

	Indicator—The nutrition and short-term hunger needs of learners are addressed to allow for effective learning to take place at the learning site. 
	Issue: Food Programs. Research shows that, if used properly, food is a powerful incentive to improve female retention in education programs. In conflict areas, girl OVCs, and in particular girl-child-headed households, would benefit from increased access to take-home rations or other guaranteed forms of food aid to feed siblings/other household members. Without take-home rations, girls often drop out of school to find employment or other means to secure food resources. Recommendation: Guidance Note 7 (nutrition) addresses the importance of food resources being provided to vulnerable female population groups. In addition, fees associated with school feeding programs should be waived or minimalized for the most vulnerable of population groups. 

	Standard 3 (Facilities): Education facilities are conducive to the physical well-being of learners. 

	Adequate sanitation facilities are provided, taking account of gender, and special education needs and considerations, including access for persons with disabilities. 
	Issue: Sanitation and Hygiene. The issue of appropriate sanitation facilities, which is relevant for girls, also is relevant for teachers, especially female teachers, to promote retention of female teachers who serve as valuable role models and are often key in promoting girl learner participation and retention in the learning environment. Recommendation: In Guidance Note 2 (maintenance), the issue of gender inequalities in maintaining school facilities, particularly latrines, should be addressed. It is often the girls’ responsibility to clean the toilet areas. Girls may have to miss classes to perform this chore. In addition, the cleaning of toilets also exposes girls to sanitation-related diseases. Guidance Note 3 (sanitation) should also include a reference for separate latrines/toilet blocks for teachers to ensure that female teachers also have access to appropriate facilities. 


United States Agency for International Development 11 INEE Minimum Standards A Uganda Case Study 

	MSEE Category: Teacher and Other Education Personnel 

	Standard 4: Teachers and Other Education Personnel (Conditions of Work): Teachers and other education personnel have clearly defined conditions of work, follow a code of conduct, and are appropriately compensated. 

	Indicator: Compensation and conditions of work are specified in a job contract, and compensation is provided on a regular basis, related to level of professionalism and efficiency of work. 
	Issue: Teachers’ Salaries. Teachers in communities without banking facilities must commute to other communities/districts with a bank to receive their salaries. This may entail travel over dangerous routes. Issue: Teachers’ Housing and Access Route to School. Although schools are located within IDP camps, teachers’ housing is often located outside of the camps. The route between teachers’ housing and the school is often dangerous. Recommendation: Teacher compensation and conditions of work are not addressed directly in the standards. However, they are critical in the retention of teachers, especially female teachers, in conflict-affected areas where access routes are often mined or there are significant levels of insecurity. It is suggested that consideration be given to adding an additional indicator under the Conditions of Work Standard to take these concerns into consideration. Possible wording of indicator may be: “Mechanisms to address teacher, especially female teacher, retention are identified and implemented as part of teacher compensation package.” In addition, a guidance note should be included to address the issue of payment of teacher salaries through a safe and secure mechanism (e.g., mobile banking) and location of teacher housing (may also be linked to Community Participation Standard 2 (Resources)). Issue: Teachers’ Food Rations. Some food programs do not allocate food rations to individuals who earn a salary. This creates difficulties for teachers in places where food is extremely limited and the community cannot provide food stuffs because they are dependent on food rations. Recommendation: This issue is not addressed directly in the standards, but is essential in the retention of teachers, especially female teachers, in dangerous areas. It is suggested that consideration be given to including this issue either under Access and Learning Environment Standard 2 (facilities) the nutrition indicator, under Community Participation Standard (resources), or under Teachers and Other Education Personnel Standard (conditions of work). 


Annex 2: Gender ‘gaps’ from NORAD

The yellow highlights  and text in bold italics below replicate those noted on a copy of the INEE MS Handbook presented to the INEE Secretariat by NORAD,. are the notes made on the Handbook.
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Analysis standard 1: initial assessment manner.

Key indicators (to be read in conjunction with the guidance notes)

· An initial rapid education assessment is undertaken as soon as possible, taking into account security and safety (see guidance notes 1-3).

· Core stakeholders are involved in identifying what data need to be collected; in the development, interpretation and refinement of indicators; and in information management and dissemination (see guidance notes 4-5). Gap (very implicit)

· A comprehensive assessment of education needs and resources for the different levels and types of education, and for all emergency-affected locations, is undertaken with the participation of core stakeholders, and updated on a regular basis (see guidance note 4). Gap (very implicit)
· Education is part of an inter-sectoral assessment that collects data on the political, social, economic and security environment; demographics; and available resources, to determine what services are required for the affected population (see guidance note 6).

· The assessment analyses existing and potential threats to the protection of learners, using a structured risk assessment of threats, vulnerabilities and capacities (see guidance note 7).Gap

· Local capacities, resources and strategies for learning and education are identified, both prior to and during the emergency. 

· The assessment identifies local perceptions of the purpose and relevance of education and of priority educational needs and activities.

· A system is established for sharing assessment findings and storing education data (see guidance note 8).

Guidance notes

1. The timing of assessments should take into consideration the security and safety of the

assessment team and the affected population. Where access is limited, alternative strategies should be explored, such as secondary sources, local leadership and community networks. When greater access is possible, the first assessment should be upgraded and based on more extensive data and information collected. The assessment should be updated regularly (at least quarterly), drawing on monitoring and evaluation data, review of programme achievements and constraints, and information on unmet needs. Implicit – gap 

2. Assessment data and information collection should be planned and conducted to understand educational needs, capacities, resources and gaps. An overall assessment, covering all types of education and all locations, should be completed as soon as + both sexes 
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possible, but this should not delay the speedy preparation of partial assessments to inform immediate action. Field visits by different education providers should be coordinated, where possible, to avoid a continuous stream of visitors distracting staff from the emergency response. 

Qualitative and quantitative assessment tools should be consistent with international standards, EFA goals and rights-based guidelines. implicit This helps to connect global initiatives with the local community and promote linkages at the local level to global frameworks and indicators. Data collection forms should be standardised in-country to facilitate the coordination of projects at an inter-agency level and minimise the demands on information suppliers. The forms should provide space for additional information deemed important by the local/community respondents.

Ethical considerations are essential to any form of data collection in a humanitarian response. Collecting information for any purpose, including monitoring, assessment or surveys, can put people at risk – not only because of the sensitive nature of the information collected, but also because simply participating in the process may cause people to be targeted or put at risk. The basic principles of respect, do no harm, and non-discrimination must be kept in mind Implicit and those collecting the information have responsibility to protect and inform participants of their rights. See Analysis references in Annex 2 (on page 86) for a link to the document Making Protection A Priority: A Guidebook for Incorporating Protection into Data Collection in Humanitarian Assistance.

 3. Methods of analysis: in order to minimise bias, data should be triangulated from multiple sources during analysis, before conclusions are drawn. Triangulation is a mixed method approach to collecting and analysing data to measure overlapping but also different facets of a phenomenon, yielding an enriched understanding to ensure the validity of qualitative data. Local perceptions are also included in the analysis, to avoid a humanitarian response based solely on outside perceptions and priorities.  Gap

4. Stakeholders should include as many individuals as possible from the affected population group(s). Gap Stakeholder participation in data and information collection, analysis, and information management and dissemination may be limited by circumstances during the initial assessment, but should be increased during later assessments and monitoring and evaluation.

5. Assessment findings should be made available as soon as possible so that activities can be planned. Pre-crisis data and post-crisis assessments that identify education needs and resources (e.g. by authorities, NGOs, specialised agencies within the humanitarian community, and the local community) should be made readily available to all actors. This is particularly useful if actors cannot access the location during an emergency. 

6. General emergency assessments should include an education or child protection specialist on the emergency team to collect data on education and child protection needs and resources. Gap

Agencies should commit resources and build staff and organisational capacity to carry out these activities. 
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7. Risk analysis: it is important to consider all aspects of the situation that may affect the health and safety of children and youth, in so far as education may constitute a protective and/or risk factor. The assessment should include a list or table of risks (a ‘risk matrix’), which should document for different age groups and vulnerable groups Gap the risks associated with factors such as natural disasters and environmental hazards; landmines or unexploded ordnance; safety of buildings and other infrastructure; child protection and security; threats to mental and physical health; problems regarding teachers’ qualifications, Gap; sex school enrolment and curricula; and other relevant information (for a sample risk matrix, see the MSEE CD-ROM).
The assessment should state the risk management strategies needed for prevention, mitigation and action related to emergencies (preparedness, response, reconstruction and rehabilitation) during adverse events of a natural or provoked nature. This may in some circumstances require each educational centre to have a school contingency and security plan to prevent and respond to emergencies. Where necessary, each educational centre should prepare a risk map showing its potential threats and highlighting the factors that affect its vulnerability.

8. Sharing assessment findings: this should be coordinated by the relevant authorities at the local or national level. If there are no competent authorities or organisations to do this, an international lead actor, such as the United Nations Office for the Coordination of Humanitarian Affairs (OCHA), should be named to head up the mechanism for coordinating and sharing information. The sharing of assessment findings should lead to the prompt introduction of a statistical framework and the output of data that can be used by all stakeholders (see also Education policy and coordination standard 3 on page 77).

Analysis standard 2: response strategy

A framework for an education response is developed, including a clmented strategy for action.

Key indicators (to be read in conjunction with the guidance notes)

· Baseline data are collected systematically at the start of a programme. Gap, gender-disaggregated
· Emergency education response strategies reflect a clear understanding of the overall data (see guidance notes 1-2).

· Valid benchmarks and indicators are identified to monitor the impacts of the educational response on children, youth and the whole community.

· Information collected from the initial assessment is updated with new data that inform ongoing programme development (see guidance note 3).
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· Education response strategies prioritise the safety and well-being of all children and youth, including those who are vulnerable or have special education needs.implicit
· Education response strategies progressively meet the needs of emergency-affected populations for inclusive and quality education implicit, and serve to strengthen national education programmes (see guidance notes 4-6).

Guidance notes

1. Proposals for response should ensure that essential activities are budgeted for, with adequate funding to meet the minimum standards described here. Proposals should indicate which education activities are envisaged at which locations, estimating the degree of coverage for assessed needs for different levels and types of education and indicating whether other organisations are known to be committed to meeting the remaining needs. There should be as much flexibility as possible to respond to the actual demand for education, if greater than foreseen. Efforts should be made to promote sustainability and harmonisation between organisations when setting levels and types of emergency education expenditure (e.g. on remuneration, equipment etc.).

2. Capacity building for data collection and analysis: proposals should include capacity building of staff, in particular national staff, for baseline data collection and analysis and to carry out the tasks of monitoring and evaluation. These are often not taken fully into account during the proposal process. Gap

3. Updating of strategies: proposals for response should be reviewed and updated at least quarterly during emergencies and early reconstruction. They should take into account achievements to date, changes in the emergency situation and current estimates of unmet needs. The aim should be for progressive improvements in quality and coverage, as well as longer-term sustainability, when applicable. 

4. Donor response: donors should regularly review both the quality and coverage of emergency education response, including the enrolment and retention of learners from vulnerable groups.Gap/implicit They should ensure access to educational opportunities in the various emergency-affected locations. Funding should be provided so that education for local populations in locations hosting refugees or internally displaced populations meets minimum standards (see also Access and learning environment standard 1, guidance note 8 on page 44).

5. Strengthening national programmes: emergency education response, especially for nondisplaced populations and during reconstruction, should be planned to harmonise with and strengthen national education programmes, including national and local education planning, administration, management and in-service teacher training and support.

6. Overcoming constraints of organisational mandates: assistance organisations with a limited mandate (e.g. mandates limited to children, or to refugees and their successful repatriation) should ensure that their education response is dovetailed with that of government and organisations with a broader mandate, so that all education needs /rights are met. Education strategies for each affected region should cater for early childhood development needs, as well as for the needs of youth, including secondary, higher and 
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vocational education, pre-service teacher training and appropriate alternative education.Gap Strategies for educational development in areas receiving returnees should include provision for longer-term support of programmes developed with the help of humanitarian organisations that have time constraints on their intervention (e.g. in support of repatriation and initial reintegration of refugees). 

Analysis standard 3: monitoring

Key indicators (to be read in conjunction with the guidance notes)

· Systems for continuous monitoring of emergency situations and interventions are in place and functioning (see guidance notes 1-2).

· Women, men, children and youth from all affected groups are regularly consulted and are involved in monitoring activities (see guidance note 2).explicit
· Education data are systematically and regularly collected, starting with baseline information and following with tracking of subsequent changes and trends (see guidance notes 3-4).

· Personnel are trained in data collection methodologies and analysis to ensure that the data are reliable and the analysis is verifiable and credible (see guidance note 5).

· Education data are analysed and shared with stakeholders at pre-determined regular intervals (see guidance note 3).

· Monitoring systems and databases are regularly updated on the basis of feedback to reflect new trends and to allow for informed decision-making.

· Data that identify changes, new trends, needs and resources are provided to education programme managers on a regular basis.

· Programme adjustments are made, when necessary, as a result of monitoring.

Guidance notes

1. Monitoring should reflect the changing educational needs of the population, as well as the extent to which programmes are meeting those needs, in order to be relevant and responsive and to take account of possibilities for improvement. Not all data need to be collected with the same frequency. The design of monitoring therefore will involve decisions as to how often to collect particular types of data, based on need, and the 
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amount of resources consumed by data collection and processing. Many types of information can be collected from schools and other education programmes on a sample basis, giving quick indications of needs and problems (e.g. data on enrolment, drop-out, whether students eat before attending school, number of textbooks, teaching and learning materials available, etc.). Monitoring of children out of school and their reasons for not enrolling or for non-attendance can also be undertaken through visits to a small sample of households in selected locations, as well as meetings with community groups. Gap

2. People involved in monitoring: people who are able to collect information from all groups in the affected population in a culturally acceptable manner should be included, especially with regard to gender and language skills. Local cultural practices may require that women or minority groups be consulted separately by individuals who are culturally acceptable. 

3. Education Management Information Systems (EMIS) may have been disrupted by the emergency. Basic data collection and simple processing should be restored as a matter of priority, through inter-agency cooperation and support to the national authorities. The development or rehabilitation of a national EMIS may require capacity building and resources at national, regional and local levels to develop, collect, manage, interpret, apply and disseminate available information. This action should be initiated as early as possible in the emergency, with the aim being to have a functioning monitoring system in place by the early reconstruction phase. 

A critical component of the EMIS is compatible software. National- and district-level education offices and other education sub-sectors (e.g. national training institutes) should have complementary software to set up compatible databases to facilitate the exchange of information.  

4. Monitoring of learners should take place whenever possible after they complete or leave a course. Monitoring can cover the retention of literacy and numeracy skills and access to post-literacy reading materials. For vocational education, monitoring should keep track of employment opportunities and the use made by ex-trainees of their vocational skills, through follow-up by placement staff as well as tracer studies. Postprogramme  monitoring provides valuable feedback for programme design (see also Teaching and learning standard 4 on page 62).

5. Validity of data: all analyses should have documentation that explains 1) indicator definition, 2) data source, 3) method of collection, 4) data collectors and 5) data analysis procedures. Any anomalies that may have occurred during the administration, collection or analysis of the data should also be noted. Data can be skewed by respondents seeking to maximise resource allocations (e.g. inflated enrolment or attendance figures) or to avoid blame. Staff training should be supplemented by a policy of unannounced monitoring visits to improve the validity of data.

� Centre for British Teachers


�� HYPERLINK "http://www.apec.org/apec/apec_groups/som_committee_on_economic/som_special_task_groups/emergency_preparedness.html" ��http://www.apec.org/apec/apec_groups/som_committee_on_economic/som_special_task_groups/emergency_preparedness.html� 


� Sommers, M (2005) 'It always rains in the same place first: Geographic Favoritism in Rural Burundi’, a briefing by Marc Sommers, international evaluator for the Wilson Center’s Community Based Leadership Program � HYPERLINK "http://www.wilsoncenter.org/topics/pubs/IB001.pdf" ��http://www.wilsoncenter.org/topics/pubs/IB001.pdf�   
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