


Peace Education in Conflict and 
Post-Conflict Societies

pal-mcglynn-00fm.indd   ipal-mcglynn-00fm.indd   i 1/22/09   3:17:43 PM1/22/09   3:17:43 PM



Previous Publications 

Zvi Bekerman (Ed.)

Cultural Education-Cultural Sustainability: Identity, Tolerance, 
and Multicultural Issues in Minority, Diaspora, and Indigenous 
education (2008)

Mirror Images: Popular Culture and Education (2008)

Learning in Places: The Informal Educational Reader (2006)

Zvi Bekerman and Claire McGlynn (Eds.)

Addressing Ethnic Conflict through Peace Education: International
Perspectives (2007)

Tony Gallagher

Education in Divided Societies (2004)

Michalinos Zembylas

The Politics of Trauma in Education (2008)

Five Pedagogies, A Thousand Possibilities: Struggling for Hope and
Transformation in Education (2007)

Teaching with Emotion: A Postmodern Enactment (2005)

pal-mcglynn-00fm.indd   iipal-mcglynn-00fm.indd   ii 1/22/09   3:17:43 PM1/22/09   3:17:43 PM



Peace Education in Conflict
and Post-Conflict Societies

Comparative Perspectives

Edited by Claire McGlynn, Michalinos Zembylas,
Zvi Bekerman, and Tony Gallagher

pal-mcglynn-00fm.indd   iiipal-mcglynn-00fm.indd   iii 1/22/09   3:17:43 PM1/22/09   3:17:43 PM



peace education in conflict and post-conflict societies
Copyright © Claire McGlynn, Michalinos Zembylas, Zvi Bekerman, and 
Tony Gallagher, 2009.

All rights reserved.

First published in 2009 by PALGRAVE MACMILLAN® in the United 
States—a division of St. Martin’s Press LLC, 175 Fifth Avenue, New 
York, NY 10010. 

Where this book is distributed in the UK, Europe and the rest of 
the world, this is by Palgrave Macmillan, a division of Macmillan 
Publishers Limited, registered in England, company number 785998, of 
Houndmills, Basingstoke, Hampshire RG21 6XS.

Palgrave Macmillan is the global academic imprint of the above 
companies and has companies and representatives throughout the world.

Palgrave® and Macmillan® are registered trademarks in the United 
States, the United Kingdom, Europe and other countries.

ISBN-13: 978-0-230-60842-9
ISBN-10: 0-230-60842-6

Peace education in conflict and post-conflict societies : comparative 
perspectives / edited by Claire McGlynn ... [et al.].

p. cm.
Includes index.
ISBN 0-230-60842-6
 1.  Peace—Study and teaching. 2.  Conflict management. 3.  Postwar 
reconstruction. I. McGlynn, Claire. 

JZ5534.P4273 2009
303.6'6—dc22                2008034768

A catalogue record of the book is available from the British Library.

Design by Scribe Inc.

First edition: April 2009

10  9  8  7  6  5  4  3  2  1

Printed in the United States of America.

pal-mcglynn-00fm.indd   ivpal-mcglynn-00fm.indd   iv 1/22/09   3:17:43 PM1/22/09   3:17:43 PM



Contents

Acknowledgments ix

Introduction 1
 Claire McGlynn

Part I Approaches to Peace Education: Comparative Lessons 5
 Tony Gallagher 

1 Negotiating Cultural Difference in Divided Societies:
An Analysis of Approaches to Integrated Education in
Northern Ireland 9

 Claire McGlynn

2 Grassroots Voices of Hope:
Educators’ and Students’ Perspectives on Educating
for Peace in Post-conflict Burundi 27

 Elavie Ndura-Ouedraogo

3 The Emergence of Human Rights Education
amid Ethnic Conflict in the Dominican Republic 43

 Monisha Bajaj and Cheila Valera Acosta

4 From Conflict Society to Learning Society:
Lessons from the Peace Process in Northern Ireland 59

 Paul Nolan

5 Peace, Reconciliation, and Justice:
Delivering the Miracle in Post-apartheid Education 75

 Pam Christie

pal-mcglynn-00fm.indd   vpal-mcglynn-00fm.indd   v 1/22/09   3:17:43 PM1/22/09   3:17:43 PM



Contentsvi

Part II Peace Education and Contact: Introduction 89
 Zvi Bekerman

6 Social Context and Contact Hypothesis: Perceptions and
Experiences of a Contact Program for Ten- to Eleven-year-
old Children in the Republic of Macedonia 93

 Ana Tomovska

7 “Smoking Doesn’t Kill; It Unites!”:
Cultural Meanings and Practices of “Mixing” at the
Gymnasium Mostar in Bosnia and Herzegovina 109

 Azra Hromadzic

8 The Cultural Psychology of American-based
Coexistence Programs for Israeli and Palestinian Youth 127

 Phillip L. Hammack

9 Toward the Development of a Theoretical Framework
for Peace Education Using the Contact
Hypothesis and Multiculturalism 145

 Ulrike Niens

10 Promoting Reconciliation through Community
Relations Work: A Comparison among Young People
in Belfast, Northern Ireland, and Vukovar, Croatia 161

 Ankica Kosic and Jessica Senehi

Part III Curriculum and Pedagogy: Introduction 179
 Michalinos Zembylas

11 Inventing Spaces for Critical Emotional Praxis:
The Pedagogical Challenges of Reconciliation and Peace 183

 Michalinos Zembylas

12 Arab and Jewish Students’ Participatory Action Research
at the University of Haifa: A Model for Peace Education 199

 Tamar Zelniker, Rachel Hertz-Lazarowitz,
Hilla Peretz, Faisal Azaiza, and Ruth Sharabany 

13 Deliberative History Classes for a Post-conflict Society:
Theoretical Development and Practical Implication
through International Education in United World
College in Bosnia and Herzegovina 215

 Pilvi Torsti and Sirkka Ahonen

pal-mcglynn-00fm.indd   vipal-mcglynn-00fm.indd   vi 1/22/09   3:17:43 PM1/22/09   3:17:43 PM



Contents vii

14 “Yeah, It Is Important to Know Arabic—I Just Don’t
Like Learning It”: Can Jews Become Bilingual in the 
Palestinian-Jewish Integrated Bilingual Schools? 231

 Zvi Bekerman

15 Teacher Preparation for Peace Education in
South Africa and the United States: Maintaining
Commitment, Courage, and Compassion 247

 Candice C. Carter and Saloshna Vandeyar

Contributors 263

Index 271

pal-mcglynn-00fm.indd   viipal-mcglynn-00fm.indd   vii 1/22/09   3:17:43 PM1/22/09   3:17:43 PM



This page intentionally left blank 



Acknowledgments

We want to express our deep gratitude to the World Council of Com-
parative Education Societies, which provided the venue in its Sarajevo 
Conference (September 2007) for presenting a number of symposia titled 
“Transition, Conflict and Post-Conflict Societies.” These symposia con-
stituted the initiation of this writing project. We are grateful to Palgrave 
Macmillan for undertaking this project and particularly to our editor, Julia 
Cohen, for providing support throughout all the stages of this effort.

Many thanks are also offered to our respective institutions for their 
continuing support and encouragement by providing us with the “space” 
to conduct our research and writing: the School of Education at Queen’s 
University Belfast, the Open University of Cyprus, the Melton Centre 
for Jewish Education, and the Truman Institute for the Advancement of 
Peace at the Hebrew University in Jerusalem.

pal-mcglynn-00fm.indd   ixpal-mcglynn-00fm.indd   ix 1/22/09   3:17:43 PM1/22/09   3:17:43 PM



This page intentionally left blank 



Introduction

Claire McGlynn

It is widely acknowledged that one model of peace education (Bekerman 
& McGlynn, 2007; Harris & Morrison, 2003; Salomon & Nevo, 2002) 
or educational response to conflict (Gallagher, 2004; Davies, 2004) can-
not possibly fit all societies. Why then put together an edited collection 
of papers that represent widely differing contextual situations if models 
are not transferable? The answer is this: while the number and range of 
international peace programs continue to proliferate, there is a marked 
absence of interdisciplinary and comparative research to guide academic 
development and inform practice in this challenging arena. It is these 
deficits that the present volume aims to address. This book continues the 
project started with Addressing Ethnic Conflict Through Peace Education: 
International Perspectives (Bekerman & McGlynn, 2007) by drawing 
on a wide range of theoretical, methodological, and contextual perspec-
tives and hence resisting the constraints and limitations of remaining 
only within one area of academic turf. Rather than focus on ad hoc peace 
education efforts, this book further investigates the need for long-term, 
systemic approaches and innovative pedagogies. While actively acknowl-
edging and problematizing the complexity of human interaction and the 
restraints imposed by sociopolitical and historical contexts, it teases out 
not a blueprint for peace education, but rather principles, insights, and 
lessons learned that are of use to policy makers and practitioners in the 
development of peace education. In particular it considers the enactment 
of peace education, not just in conflict or low-conflict situations, but also 
in post-conflict and pre-conflict contexts. Fresh insights are provided into 
well-researched countries such as South Africa, Israel, and Northern Ire-
land, in addition to thought-provoking considerations of countries such 
as Burundi, Macedonia, the Dominican Republic, and Cyprus, which 
have been less well-represented in the peace education literature. Perspec-
tives on formal, informal, and adult education are all offered, illustrating 
the various types as well as contexts of peace education.

This project was initiated with a series of papers presented at a number 
of symposia titled “Transition, Conflict and Post-conflict Societies” at 
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2 Claire McGlynn

a conference of the World Council of Comparative Education Societies 
Conference in Sarajevo in September 2007. A subsequent further call 
for papers allowed for an extensive peer-review process that has brought 
together a truly excellent group of scholars whose writing is richly illus-
trated by case studies of the very wide range of societies in which they 
work. As such, the volume engages directly with peace education practice 
in contexts variously affected by conflict.

The chapters are organized into three parts, namely, “Approaches to 
Peace Education: Comparative Lessons,” “Peace Education and Con-
tact,” and “Curriculum and Pedagogy.” Each part is introduced by an 
editorial commentary that clearly situates the chapters in a broader con-
text and highlights the aspects that can be gleaned from these particular 
cross-country evaluations. As such, attention is drawn by the editors to a 
number of important transnational comparative issues relating to each of 
the three themes.

The first part, “Approaches to Peace Education: Comparative Lessons,” 
presents optimistic and pessimistic views of peace education through the 
presentation of case studies from Northern Ireland (one study each from 
formal and informal education), Burundi, the Dominican Republic, and 
South Africa. Important questions regarding the role of education in 
peace making and peace building are thus asked. The five chapters reveal 
complex and nuanced challenges of dealing with difference in conflicted 
societies. Approaches to peace education, such as multicultural education 
and human rights, are critically evaluated, along with an exploration of 
the role of a raft of civil society activity in supporting peace. In the case of 
South Africa, the opportunities for an educational role in peace-building 
are shown to be constrained by broader economic policies that have sus-
tained rather than challenged inequalities.

The second part of this volume, “Peace Education and Contact,” 
directly addresses a criticized aspect of application of contact theory—that 
is, the accusation that the emphasis on positivist methodology fails to pro-
vide sufficient insight into the complexity of human interaction in edu-
cational intergroup encounters. This part offers critically evaluated case 
studies from Macedonia, Bosnia, Israel, Croatia, and Northern Ireland 
that focus our thoughts on the need to pay close attention to sociopoliti-
cal realities as well as to the complex processes involved. It considers also 
the limitation of contact theory as a singular theoretical frame for peace 
education and proposes a number of additional conceptual perspectives 
from the fields of sociology and political science that may, in combina-
tion, strengthen the potential of contact theory for underpinning peace 
education efforts.

The third part of the book, “Curriculum and Pedagogy,” presents a 
range of ideas that challenge our thinking regarding the curriculum and 
pedagogy of peace education. Drawing on empirical research studies in 
Cyprus, Israel, Bosnia, South Africa, and the United States, the authors 
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3Introduction

utilize a variety of methodological approaches, including ethnography and 
action research, to illuminate this area. A number of promising peace educa-
tion tools, such as critical emotional praxis and deliberative communication, 
are presented and explored. In addition, our understanding is enriched by 
the wide range of theoretical perspectives that underpin these chapters. 
We readily acknowledge the limitations of this book. No doubt there 
are many theoretical, methodological, and contextual perspectives absent, 
and no claims of exclusivity are made. We trust that our interdisciplinary 
approach offers critical complexity without the loss of clarity. We also 
sincerely hope that this volume adds to knowledge and understanding 
of peace education. Above all, we trust that our edited collection offers 
encouragement and constructive help to all those involved in searching 
for context-sensitive and effective approaches in the challenging field of 
peace education.
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P a r t  I

4

Approaches to Peace Education
Comparative Lessons

Tony Gallagher

The central dilemma for education in divided societies lies in the way its 
schools engage with issues of difference. The historical role of education 
systems has been to promote social cohesion either by inculcating chil-
dren into the national community through a process of assimilation, or 
by preparing them for their appropriate station in life within the ordered 
hierarchy of society, or, perhaps more often, both at the same time. 
Conflict arises when elites have to work hard to maintain a position of 
domination or when oppressed groups see a possibility of change; violent 
conflict emerges when there are no alternative routes to prosecuting these 
claims. What then of the role of education? Optimists might be those who 
believe that education can subvert the process to the extent that alterna-
tive and peaceful discourses of change can emerge and prevent violent 
conflict breaking out in the first place. Pessimists might be those who 
feel that the best we can hope for is that the experience of violent conflict 
will encourage people to see education as a route to the future. The five 
chapters in this part of the book provide examples of both, sometimes 
within the same chapter.

Using the framework above, we can see that the chapters by Claire 
McGlynn (on integrated schools in Northern Ireland), Elavie Ndura (on 
peace education in Burundi), and Monisha Bajaj and Cheila Valera (on 
human rights education in the Dominican Republic) fall firmly within 
the “optimist” camp. McGlynn’s examination of the views of principals in 
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Tony Gallagher6

integrated schools in Northern Ireland starkly illustrates the tensions being 
addressed in schools that developed out of a settled norm of division. That 
the routes to the future are unclear is hardly surprising as these educa-
tors are seeking to chart a map in largely unexplored terrain. McGlynn’s 
analysis seeks to categorize their approaches using a complex interweave 
of plural, liberal, and critical discourses, but perhaps the most striking 
theme to emerge is that, in a pioneering endeavor, such as the one rep-
resented by the integrated schools movement, there are so many versions 
of the model.

Ndura’s thesis offers a clearer prescription, but perhaps this is enabled 
by a more aspirational tone. For example, she offers the robust claim that 
multicultural education must yield agents of peace and peace education 
must be multicultural, but she offers little evidence to substantiate the 
claim. What is offered is startlingly clear evidence on how easy it is to 
divide people into ethnic silos and the desperate choices individuals face 
when the priority is survival. If education does provide the key to the 
future, it is likely, as Ndura suggests, that education will be characterized 
by interdependence, respect, and social justice, but even the very opening 
of her chapter (“much of the nation’s tragic history has been skillfully kept 
out of reach throughout the educational system”) serves as a reminder of 
the scale of this challenge: education is not an unambiguous social good 
but has been deployed in the service of indifference and hatred.

The third example of optimism focuses on the potential of human 
rights education in the Dominican Republic and also is heavily aspira-
tional in tone. The aspiration this time is that human rights education 
can help prevent violent conflict from breaking out by providing a set of 
discourses through which education can promote inclusive practices. The 
difference in this example, however, is that the claims of effect are based 
on a body of experience arising from within civil society. The examples of 
liberation theology, feminism, and agitation to support landless peasants 
all highlight practical strategies through which the claims to a rights-based 
approach can be realized. Thus, even though Bajaj and Valera stoically 
recognize that, while human rights education is officially recognized, it is 
not implemented in any meaningful way, the prior example of civil society 
agitation provides proof of efficacy and hope for the future. Of course, a 
rights-based approach does not in itself solve the central dilemma—what 
do you do, for example, when the rights of two communities diverge—
but at least it provides a core set of values and principles that, in the best 
of all possible worlds, will elevate debate above the narrow confines of 
particularism…maybe.

The “maybe” is underlined by Nolan’s examination of the Northern Ire-
land experience. This analysis differs from McGlynn’s in at least two ways: 
First, looking back to assess the impact of educational initiatives in the period 
before the peace process, it seems to offer the pessimistic conclusion that, 
while many factors help bring the violence to an end, educational initiatives 

pal-mcglynn-00Intro.indd   6pal-mcglynn-00Intro.indd   6 1/19/09   12:09:48 PM1/19/09   12:09:48 PM



Approaches to Peace Education 7

probably did not play a large role. Second, echoing Bajaj and Valera, 
Nolan does highlight the role of various interweaves within civil society that 
perhaps helped to maintain some sense of better possible futures. As in the 
case of the Dominican Republic, the cast includes women’s organizations, 
religious activists, and grassroots political projects. In this way, we see a 
more optimistic suggestion—emerging from Nolan’s pessimism on the 
role of education as a vehicle to end war—that education, more broadly 
understood, might help secure the peace.

But even here, there remains a more pessimistic possibility, as high-
lighted by Pam Christie’s sober analysis of the “miracle” of democratic 
South Africa. Of the three peace processes of the 1990s (South Africa, 
Northern Ireland, and the Middle East), it is perhaps South Africa that 
appears to have been the most successful. Certainly, as Christie points out, 
the triumph of the new democratic government was its compromise, as 
“erstwhile enemies of over forty years were able to commit themselves to 
peace, reconciliation, and justice.” However, while one consequence was 
the progressive discourse of rights that were embedded in an undoubt-
edly radical constitution, there was another axis of influence through the 
impact of neoliberal economic priorities under globalizing pressures. The 
need to encourage inward investment meant that the egalitarian ambi-
tions of the democratic government were steadily eroded. Thus, in the 
absence of material provision, rights remain largely symbolic and the 
political stability that appears to have been achieved has been at the cost 
of continuing inequality. And for education, we are left again with, on the 
one hand, a lost opportunity for nation building and, on the other hand, 
the aspiration for a new imaginary.

The central dilemma for education in divided societies lies in the way 
it engages with difference. The central dilemma for educators is that the 
way forward remains elusive, which is why the accumulation of experi-
ence, learning, and critical reflection remains so important.
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C h a p t e r  1

4

Negotiating Cultural Difference 
in Divided Societies

An Analysis  of Approaches to 
Integrated Education in Northern 

Irel and

Claire McGlynn

Introduction
While political theorists contest issues of equality, culture, identity, and 
group rights and debate the relative merits of multiculturalism or egali-
tarianism, educators are left to navigate their own route when policies 
lag behind the urgent realities of meeting the needs of diverse groups of 
students. The challenge of appropriate educational responses to cultural 
diversity is a universal one, but it is arguably more urgent in countries 
that have suffered from protracted violence, where the rights of diverse 
societal groups are in conflict and where group affiliation is of critical 
importance.

This chapter is concerned with response to pupil diversity in integrated 
settings in societies where education is usually segregated. The case study 
explored is that of the integrated school sector in Northern Ireland, where 
Catholic, Protestant, and other children are educated together. Based on 
interviews with principals of integrated schools, this chapter examines 

This study was made possible by a grant from the International Fund for Ireland, with grateful 
thanks to the Northern Ireland Council for Integrated Education and all participants.
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Claire McGlynn10

the fundamental approaches to multicultural education reflected by 
these leaders and considers their potential implications in the context 
of the wider debate around multiculturalism and social cohesion. As 
such, the chapter raises questions relating to the role of schools in the 
development of cultural identities.

Multiculturalism Challenged

Irrespective of whether they endorse multiculturalism as a policy 
agenda or ideology, all modern states face the challenges of multi-
culturalism in that they need to respond to the conflicting claims of 
groups of people who share identities that differ from the majority 
(Kelly, 2002). Recent moves toward political models of pluralistic 
citizenship in which common societal goals provide cohesion while 
respecting the diverse cultural, ethnic, linguistic, and religious back-
grounds of the population have been challenged by liberal egalitarian 
Barry (2001), who asserts that multiculturalist policies may inhibit 
beneficial universalistic measures. Multiculturalists, however, argue 
that the cultural neutrality of liberal egalitarianism neglects the role 
of culture and group identity in defining harms and cases of injustice. 
They contend that culture matters, and they endorse the communi-
tarian social thesis—that is, that “individual identity is shaped by and 
provided through membership of groups, of which cultural groups 
are perhaps the most important” (Kelly, 2002, p. 7).

Indeed, Jenkins’s (2004) concept of identity incorporates both 
individual and collective aspects in such a way that they interact cru-
cially in the fluid process of identity construction. Jenkins concedes 
that we are powerless to resist the “socialising tyranny of categori-
zation” (p. 183), and Taylor (1994) admits that, due to the poli-
tics of recognition, he favors collective over personal identification. 
However, he argues that people should not be compelled to organize 
their lives around their group identity. Kymlicka (1995) reconciles 
the social thesis with the primary liberal value of autonomy and main-
tains that collective identity and culture provide the moral resources 
from which an autonomous and valuable life can be constructed. Ben-
habib (2002) points out, “there are no easy ways to reconcile either in 
theory or practice rights of individual liberty with rights of collective 
cultural expression” (p. x).

She does, however, distinguish between positions that defend the 
demands of cultural groups in order to preserve minority cultures or 
that do so in the desire to promote democratic inclusion. In favoring 
the latter, Benhabib contends that cultures, like identities, are not fixed or 
distinct but rather are constantly evolving.
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Negotiating Cultural Difference 11

Conflict and Multicultural Education

The management of cultural diversity in education challenges our views 
on individual and collective rights, not least in divided countries with 
a legacy of conflict. While recent forms of multicultural education that 
promote diversity have been much criticized for essentializing identity, 
critical theory (Kincheloe & Steinberg, 1997; Mahalingham & McCa-
rthy, 2000; Nieto, 2000; Sleeter & McLaren, 1995) proposes that an 
acknowledgment of diversity divorced from a serious questioning of social 
inequality may be fraudulent and potentially harmful. A critical, multicul-
tural perspective questions the role of teachers and schooling in perpetu-
ating dominant values and common culture.

Critical theorists maintain that liberal forms of multiculturalism sup-
porting belief in a natural equality and a common humanity are flawed 
(Kincheloe & Steinberg, 1997). They argue that if commonalities are 
stressed rather than difference, the promotion of cultural invisibility will 
fail to address issues of race, sex, or class bias. Liberal multiculturalists 
counter this by claiming that criticism of dominance alone is inadequate 
and that positive ideals, such as liberty and equality, need to be endorsed. 
They contend that such a liberal standpoint gives hope for the stable coex-
istence of people with diverse values (Duarte & Smith, 2000). Kincheloe 
and Steinberg (1997) suggest that the mainstream articulation of multi-
culturalism in U.S. schools is not critical but pluralist, whereby diversity, 
history, and cultural heritage are celebrated and prized, but the context of 
politics and power is unchallenged.

Sen (2006) argues that the presumption that people can be uniquely 
categorized based on their religion or culture is not only inaccurate but 
actually constitutes a major source of conflict in the contemporary world. 
He rejects a plural monocultural approach that essentializes identity in 
favor of multicultural practice that endows the freedom to cultivate rea-
soned choice of identity priorities. As such, Sen distinguishes between 
two approaches to multiculturalism: “one which concentrates on the pro-
motion of diversity as a value in itself; the other approach focuses on 
the freedom of reasoning and decision-making, and celebrates cultural 
diversity to the extent that it is as freely chosen as possible by the persons 
involved” (Sen, 2006, p. 150).

In a similar vein, Davies (2004) warns that attempts to preserve dis-
tinct cultures can present communities as homogenous and fixed rather 
than dynamic and emerging. Lappalainen (2006) agrees, suggesting that 
far from integrating different worldviews, multiculturalism can reify cul-
tural difference and treat the hegemonic culture as natural. Adhering to 
Babha’s concept of hybridity, Davies (2004) argues that education can 
resist confirming the essentialist identities that can be mobilized for con-
flict in two ways: firstly, by acknowledging the complexity and hybridity 
within a person, and secondly, by avoiding stereotyped portrayals of the 
other. In addition, in their description of the goals of peace education in 
intractable conflicts, Harris and Morrison (2004) contend that educators 
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Claire McGlynn12

need not only to promote respect and acceptance but also to develop a 
caring disposition toward members of other groups.

According to Reich (2002), the challenge to educational theory is 
“to navigate successfully between the ‘pluribus’ whilst also promoting an 
‘unum’” (p. 116). His response is to propose an adapted liberal theory 
of multicultural education that tries not to ascribe cultural identity to an 
individual student but rather to treat them as an evolving, self-governing 
person. Hence, we return to the concept of autonomy: “The goal of lib-
eral multicultural education is not to teach students who they already 
are, scripting them for a cultural identity; rather the goal is to enable 
children to decide who they want to become and to be able to participate 
as informed citizens in a democratic and diverse state” (Reich, 2002, p. 
140). Although autonomy is clearly his goal, Reich readily concedes that 
education about alternative cultures is needed to address the narrow eth-
nocentric educational practices of the past. As such, the emphasis is not 
on the promotion of commonality but rather on the development of self-
reflective individuals. Brighouse (2006) sees the possibility for promot-
ing human flourishing through the development of autonomy. He views 
the model autonomy-promoting school as comprised of children from a 
diversity of backgrounds who are enabled to learn about new perspectives 
and alternative ways of living.

A powerful argument for desegregated education is provided by the 
American Educational Research Association (2006) research brief, which 
brings together extensive and compelling evidence for maintaining deseg-
regated schools in the United States. Reich (2002) claims that “the efficacy 
of multicultural education likely increases to the degree that the school 
in which the children learn is integrated, not segregated, by cultures” (p. 
131). The current trend, however, is educational resegregation (Orfield 
& Lee, 2006). In the United Kingdom, the chair of the Commission for 
Racial Equality warns of the dangers of sleepwalking to segregation (Phil-
lips, 2005), and there are no doubts that community tensions are raised 
post-9/11 and post-7/7. Government policy of increasing the number 
of funded, faith-based schools has been questioned (McGlynn, 2005; 
Parker-Jenkins, Hartas, & Irving, 2004). Brighouse (2006) goes as far as 
to propose that faith schools undermine the opportunity for autonomy of 
those who do not attend them.

Integrated Education in Northern Irel and

This brings us to integrated education, defined here as the education, 
together, in equal numbers, of children who are more usually educated sep-
arately, providing an opportunity for them to develop respect and under-
standing for alternative cultures and perspectives. Integrated education was 
established in Northern Ireland with the opening of the first planned inte-
grated postprimary school by parents in 1981. An additional fifty-seven 
primary and postprimary schools have since been established either by 
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parent groups or by parental ballot, but education remains largely sep-
arate with children either attending Catholic-maintained schools or de 
facto Protestant-controlled schools. Newly planned, integrated schools 
are grant maintained (GMI), whereas existing controlled schools that 
transform to integrated status are known as controlled integrated (CI). 
Under Northern Ireland’s 1989 Education Reform Order, the govern-
ment has a duty to meet the needs of parents requesting integrated edu-
cation where it is feasible. Only eighteen thousand children (6 percent 
of all pupils) attend integrated schools, and the phenomenon has been 
described as voluntary integration by parental consent rather than com-
pulsory desegregation (Gallagher & Smith, 2002).

Progress toward a more peaceful and democratic society in Northern 
Ireland has been painstaking, characterized by a lack of trust on all sides and 
a struggle to reinstate local government rule. Indeed, some commentators 
have observed that the Good Friday Agreement of 1998 has served to insti-
tutionalize sectarianism, resulting in greater political and social segregation. 
Gallagher (2005) argues that the overprivileging of difference by the peace 
process has left little space for a discourse of the common good. The Pol-
icy and Strategic Framework for Good Relations in Northern Ireland “A 
Shared Future” has the potential to underpin such a goal for Northern Ire-
land (Office of the First Minister and Deputy First Minister [OFMDFM], 
2005). With a key challenge of new policy being the building of cohesive 
communities, Shared Future critically states that “separate but equal is not 
an option” (OFMDFM, 2005, p. 20). This would appear to have implica-
tions for an education system still segregated along denominational lines, 
not least in the current climate of demographic decline, which is provok-
ing a major rationalization of school provision (Bain, 2006).

Research evidence suggests that integrated education may impact posi-
tively on identity, outgroup attitudes, and forgiveness, with potential to 
heal division (McGlynn, Niens, Cairns, & Hewstone, 2004; Montgom-
ery, Fraser, McGlynn, & Smith, 2003; McGlynn, 2001) and promote a 
less sectarian outlook (Hayes, McAllister, & Dowds, 2006). However, it 
would appear that, in some integrated schools, issues around religion and 
politics are avoided (Donnelly, 2004; Hughes & Donnelly, 2007). The 
evidence also suggests that integration often relies on the interpersonal 
contact that arises from sharing classrooms rather than intergroup contact 
(Niens & Cairns, in press). This passive approach was observed in a review 
of integrated education practice (Montgomery et al., 2003), although 
reactive and proactive models of integration were also noted. In a small-
scale study of leadership in integrated schools, McGlynn (2008) contends 
that some principals adopt liberal rather than plural or critical approaches 
to multicultural education. In a further small study, Loughrey, Kidd, and 
Carlin (2003) suggest that integration practices are more substantial and 
sophisticated in planned than in transformed primary schools. However, 
Whitehead’s (2006) ethnographic research in a transformed, postprimary 
school reports a concertedly proactive approach to integration.
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This chapter is concerned with approaches to integrating pupils from 
diverse groups in shared schools. It explores a case study of the inte-
grated school sector in Northern Ireland, which provides an opportunity 
to investigate approaches to integrated education in a segregated society. 
The theoretical perspectives on multiculturalism and identity outlined 
above will be brought to bear on the data collected.

Methods

Interviews were conducted with principals of planned and transformed 
integrated schools. All fifty-eight integrated principals were approached 
to participate in the research, and fifty-two agreed to be interviewed, of 
whom thirty-three were principals of planned schools and nineteen were 
principals of transformed schools. The principals were coded as follows: 
principals of planned primary schools, 1–21; principals of transformed pri-
mary schools, 22–36; principals of planned postprimary schools, 37–48; 
and principals of transformed postprimary schools, 49–52. Interviews 
lasted approximately one hour, were semistructured, and open-ended 
questions were asked that explored the principals’ understandings of the 
concept of integration and their policies and practice regarding the integra-
tion of culturally diverse students. The majority of interviews were taped, 
and detailed field notes were also taken from which interview summaries 
were developed. Data were analyzed using qualitative methods, whereby 
units of relevant meanings were clustered and common themes determined 
before themes general and unique to all interviews were identified (Free-
body, 2003; Mason, 1996; Punch, 1998).

Findings

Before considering the findings, there are two provisos that should be 
taken into account. Firstly, it should be noted that the breadth and depth 
of response to questions regarding vision and practice of integration varied 
greatly between principals, indicating a variation in the degree of impor-
tance allocated to the integrated status of the school. Some principals evi-
dently keep integration more to the fore than others. In addition it was also 
clear that not all principals were happy with their current approach, indicat-
ing a desire to develop it. However, distinctive categories of approach to 
integration, characterized by the emphasis placed on cultural difference or 
by similarity and willingness to tackle inequalities, clearly emerged from the 
data. The categories of approach were highly consistent with the under-
standings and practice of integration as articulated by the school principals. 
Approaches to integration constituted five main categories, namely, liberal, 
plural, critical, liberal-plural, and liberal-critical, of which two categories 
were further self-divided (see Table 1.1). Each approach will be consid-
ered in turn.
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Liberal Integration

A total of eighteen principals described approaches to integration that 
could be categorized as liberal—that is, where the emphasis appeared to 
be on cultural commonality rather than difference, reflecting the liberal 
position that individuals from diverse groups share a natural equality and 
common humanity and endorsing the joint ideals of liberty and equality. 
However, the approaches reported could be further divided into liberal 
proactive, where the emphasis on commonality was deliberate (9 princi-
pals), and liberal passive, where it appeared coincidental (9 principals).

The liberal proactive approach is typified by the following comments: 
“Integration is everyone working together, all classes and all creeds. It 
should be all one family under the one sky. Respect is the core value. It 
is important how you treat people and children should experience how 
to deal with conflict” (Principal 2). In this principal’s school, there was 
active work on developing conflict resolution skills, including a peer medi-
ation program. This was reflected by other proactive liberal principals, for 
example, “Integration here is not too much in your face. It is about more 
than the things that divide us. A balanced celebration of events is diffi-
cult.…Conflict resolution is a central plank at the micro and macro level. 
Integration features through all levels in the school” (Principal 37).

Such comments not only reflect a conscious effort to find common 
ground (“we are all human first and foremost” [School 49]) but also 
indicate a deliberate reluctance to focus on difference. Instead, there is a 
desire to build a united school community: “We see integration as being 

Table 1.1 Approaches to integration shown by integrated school principals, where
P = planned and T = transformed

Type of 
principal

Liberal 
proactive

Liberal 
passive

Plural 
inclusive

Plural 
limited

Critical Liberal/
plural

Liberal/
critical

Total

P primary 
principals 
1–21

2 1 3 1 3 5 6 21

T primary 
principals 
22–36

2 6 4 2 0 1 0 15

P post-
primary 
principals 
37–48

3 2 5 0 0 0 2 12

T post-
primary 
principals 
49–52

2 0 1 0 1 0 0 4

Total 9 9 13 3 4 6 8 52
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welcoming, friendly and serving the wider community. It is about break-
ing down suspicions…we are seeking to encourage the sense of commu-
nity within the school” (Principal 38).

By contrast the liberal passive approach was characterized by a belief 
that integration could happen “naturally” (Principal 25) and that there 
was no need to move from this position. Although integration was per-
ceived as a child-friendly and welcoming concept, there was some evi-
dence of the avoidance of divisive issues (“Do we look at symbols and 
emblems? No!”[Principal 27]) and also evidence of an acknowledgment 
that it was a challenge to keep integration to the fore. A typical comment 
illustrates the reluctance to prioritize integration: “Our core business is 
the education of children. We would love to have more time on the inte-
grated ethos but it is a bit of a luxury being able to do that” (Principal 
39).

Plural Integration

A pluralist approach to integration that embraced the celebration of 
diversity, history, and cultural heritage was exhibited by sixteen principals. 
However, these principals did not mention a need to challenge inequality 
and discrimination against diverse groups of people—that is, a critical, 
multicultural perspective was absent. The plural approach noted could 
also be further subdivided into plural inclusive, where the focus was on 
celebrating all aspects of difference (thirteen principals) and plural lim-
ited, where although world religions and ethnic minority groups were 
recognized, references to Catholic or Protestant differences were avoided 
(three principals).

Principals reflecting a plural inclusive approach articulated a clear focus 
on all forms of cultural and religious difference: “We recognize differ-
ences and encourage children to celebrate these differences. Everything 
should be out in the open—for discussion. We celebrate all religions” 
(Principal 31).

By contrast to the liberal passive approach, they described, “‘in your 
face’ integration. Everything should be informed by the fact that it is inte-
grated. Respect should be paramount” (Principal 51). This approach to 
integration was clearly an intrinsic part of school development planning 
and was reflected in reports of both the formal and informal curricula. 
The celebration of cultural tradition and the expression of cultural iden-
tity was a priority: “We celebrate cultural diversity. You are not trying to 
take little loyalists and nationalists and make them Alliance voters…you 
should be proud of who you are and what you believe in but have respect 
for others’ cultures” (Principal 45).

By contrast, three principals described an approach to integration that 
was plural limited in that overt references to Catholic or Protestant dif-
ferences appeared to be avoided, although recognition was given to other 
diverse groups. These principals reported a range of curricular and other 

pal-mcglynn-01.indd   16pal-mcglynn-01.indd   16 1/19/09   11:20:03 AM1/19/09   11:20:03 AM



Negotiating Cultural Difference 17

activities that celebrated “world religions and culture, for example, Rama-
dan” (Principal 7). Assemblies were seen as a particular opportunity to 
recognize world faiths, minority ethnic culture, and minority languages. 
While attempts were clearly made to celebrate these diverse traditions, at 
no point did these principals report a focus on denominational, cultural, 
or political differences between the Catholic or Protestant pupils.

Critical Integration

A small number (four) of principals exhibited a critical approach to inte-
gration. This was characterized not only by a policy of recognizing and 
celebrating all differences, both denominational and other, but also by a 
desire to tackle social injustice: “While we recognize and celebrate differ-
ence, we appreciate that school in not a neutral haven. Issues of prejudice 
must be addressed. We are inclusive in all respects…we address the needs 
of all faiths and we are challenged by supporting the needs of our ethnic 
minority pupils” (Principal 9).

These principals described a range of initiatives that promoted the 
celebration of difference, including the existence of integration com-
mittees and integration development plans; whole school celebration 
of the Catholic sacraments of confession, communion, and confirma-
tion; the teaching of world faiths; visits to Christian and non-Christian 
places of worship; and displays of cultural symbols and emblems. What 
distinguished this approach from the plural inclusive approach was an 
accompanying emphasis on challenging inequality: “We are tackling con-
troversial issues and conflict resolution. You need to be comfortable with 
difference. This is the challenge of an increasingly multicultural society. 
We have to confront racist attacks” (Principal 8). Principals also reported 
human rights and antibullying initiatives as central to their critical prac-
tice of integrated education.

Liberal/Plural Integration

An approach that could be described as incorporating aspects of both 
liberal and plural models of integration was reported by six principals. 
While cultural difference was acknowledged, commonality and equality 
was stressed, for example, “Integration is primarily about equal oppor-
tunity, all are welcome. School is safe and child-centred. All children are 
special and unique—we value and celebrate difference and promote toler-
ance and respect” (Principal 14).

While offering pupils “the freedom to be different” (Principal 34), the 
liberal/plural approach attempts to construct an inclusive school commu-
nity where “children and staff feel valued” (Principal 34). The inclusion of 
diverse groups pivots on the liberal principle of equality: “Children come 
first. Everyone is welcome and all are treated with respect…all children are 
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educated together. Children are treated equally. Our school tries to instill 
an attitude of respect” (Principal 15). As such, the liberal/plural approach 
appears to promote a model of integration that reconciles cultural differ-
ence within a common school community.

Liberal/Critical Integration

Likewise, the liberal/critical approach to integration reported by eight 
principals also seeks common ground between diverse groups. While also 
overtly acknowledging cultural difference, this approach also commits to 
challenging injustice such as sectarianism and racism head on: “Integra-
tion should drive all areas and the teaching should reflect this. Children 
will be looking at contentious issues…we have a constant awareness of 
anti-bias, anti-bullying and conflict resolution” (Principal 16).

A further principal, although clearly in favor of seeking commonality, 
saw initiatives on difference and injustice as a route to promoting equality: 
“The ideal is no awareness of Protestant or Catholic. We have a firm disci-
pline policy on sectarianism…we tackle sectarian abuse” (Principal 47).

The construction of a common school community from both existing 
and new diverse groups was clearly an ongoing challenge: “There is a 
debate around ignoring or embracing differences…an increased number 
of people from other cultures in Northern Ireland will help people here 
address their own culture and identity. We have to think about how we 
acknowledge and celebrate minority faiths and cultures” (Principal 20).

The data indicated that these principals were reflecting on how they 
might bind together an eclectic school community comprised of Catho-
lics, Protestants, those of other faiths and no faith, boys and girls of all 
abilities, social classes, and ethnic backgrounds. Proactive antibias and 
antiprejudice work was seen as vital. In addition, two principals reported 
on the importance of an emphasis on developing pupil autonomy. This 
was exemplified by the following comment: “Each child is special and 
should be given opportunities to develop good self-esteem and achieve 
success. There is a place in the sun for everyone” (Principal 17).

Discussion

Previous research evidence not only points to positive outcomes for inte-
grated education in Northern Ireland (Hayes et al., 2006; McGlynn, 
2001; McGlynn et al., 2004; Montgomery et al., 2003) but also suggests 
that opportunities for proactive practice are missed in some schools (Don-
nelly, 2004; Hughes & Donnelly, 2007; Montgomery et al., 2003). A 
smaller study of leadership in integrated schools indicates that principals 
tend to adopt liberal rather than plural approaches to integration (McG-
lynn, 2008). This larger study reports a wider range of approaches, includ-
ing liberal, plural, critical, liberal/plural, and liberal/critical. Although 
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principals are seen elsewhere in the literature as having a crucial role in 
the leadership of effective and improving schools (Day, Harris, Hadfield, 
Tolley, & Beresford, 2000; Huber, 2004) and are considered here to have 
responsibility for integration policy, it must be remembered that their 
approach may not necessarily be reflected in the practice of individual 
teachers, nor in the experiences of the pupils themselves. In addition it 
would appear that the principals’ views of integration are evolving, partic-
ularly with the advent of more ethnic minority children, and may develop 
from the approaches reported in this study.

An examination of the foundational principles of integrated education, 
as agreed by the integrated schools as members of the Northern Ireland 
Council for Integrated Education (NICIE; 2007) reveals statements, such 
as the following:

We…define Integrated Education in the Northern Ireland context as 
“Education together in school of pupils drawn in approximately equal 
numbers from the two major traditions with the aim of providing for 
them an effective education that gives equal recognition to and pro-
motes equal expression of the two major traditions.

We affirm that children brought up in a plural and divided society 
should be nurtured in their parents’ religious and national traditions 
and identity, whilst respecting the identity and appreciating the tradi-
tions of others.” (NICIE, 2007)

These and the majority of the foundational principles of integrated 
education are unmistakably plural inclusive in nature, with the possible 
exception of statements that emphasize the Christian character of inte-
grated schools, which might be perceived as exclusive to children of other 
faiths. In addition, only one out of the sixteen principles encourages an 
overtly critical perspective: “We affirm that children should be encour-
aged to identify with those less fortunate than themselves, the oppressed 
and victims of injustice” (NICIE, 2007).

Few also are the liberal proactive statements, such as the following: 
“There shall be equality of respect and treatment for all children, regardless 
of creed, culture, race, class, gender or ability” (NICIE, 2007). Rather, 
the guiding principles appear to focus on the role of integrated schools in 
the affirmation of existing identities—that is, reflecting a plural approach 
rather than promoting the development of new or common identities. 
The data from this study would suggest that some principals have a more 
liberal or critical or, indeed, combined approach to integration than that 
proposed by the NICIE statement of principles. Possible reasons for this 
might include the personal career history of the principal, the age of the 
school, the school context, and the restrictions imposed by the governing 
body of the school (McGlynn, 2008). It may also be significant that the 
statement of principles was written in conjunction with early integrated 
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schools and predates not only many of the existing schools but also 
increasing societal ethnic diversity.

Loughrey et al. (2003) suggest that integration practice may be more 
substantial in planned than in transformed integrated primary schools. 
By this, Loughrey et al. (2003) were reporting on the extent to which 
their study schools reflected plural multicultural practice with respect to 
Catholic and Protestant pupil groups. The present data provide a more 
nuanced impression of variation in approach between planned and trans-
formed schools (see Table 1.1). At primary level, although a higher pro-
portion of transformed principals report a liberal passive rather than a 
liberal proactive approach, a number describe a plural inclusive interpre-
tation of integration. However, while the majority of planned principals 
reflected critical, liberal/plural, or liberal/critical views, only one trans-
formed principal matched these criteria. At the postprimary level, there 
were fewer transformed principals in the liberal passive and more in the 
critical categories than planned principals. However, more planned prin-
cipals reported a plural inclusive approach. Thus, while at the primary 
level it could be argued that transformed principals tend to reflect more 
passive, more limited, and less critical approaches to integration, there 
are a range of approaches, including plural inclusive. At the postprimary 
level, the picture is less clear, incorporating a variety of approaches.

A number of principals expressed a desire to develop their integration 
policy, and it is here that recourse to theoretical perspectives may inform 
discussion of the merits and demerits of approaches to integration. Cen-
tral here is the necessity to strike a balance between respecting group 
and individual rights, Reich’s (2002) navigation between the “pluribus” 
and “unum” (p. 116). This is a complex challenge and Benhabib (2002) 
proposes evaluating group claims against their ability to further inclusion. 
In such a way, a degree of both recognition and unity could be achieved, 
but with unity as the primary goal. Likewise, Kymlicka (1995) reconciles 
the multiculturalists’ social thesis with the liberal concept of autonomy by 
viewing cultural identity as a resource from which to build an individual 
life, giving dignity to collective and individual claims, but with the devel-
opment of autonomy to the fore.

This brings us to competing ideologies regarding the purposes of edu-
cation, namely for social reproduction or social transformation. There is 
something rather contrary in attempting to bring children together in 
integrated schools by adopting policies that affirm the very identities that 
may be complicit in the conflict—that is, by reproducing existing identity 
forms or categories, the possibilities for transformation and reconciliation 
may be reduced. However, in a divided society, parents may be unwilling 
or unable to see beyond the rights of their collectivity to distinctive treat-
ment. Arguments around the potential impact of separate or integrated 
schools in Northern Ireland have been rehearsed elsewhere (McGlynn, 
2005), and it would appear that, for some parents, their rights to separate 
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schooling are an important expression of their group identity. The mainly 
plural nature of the statement of principles might thus reassure parents 
that integration does not mean assimilation. However, this is arguably 
in contrast to a view of cultural identity as impure, fluid, and constantly 
evolving (Benhabib, 2002).

It is clear that empirical evidence is needed of the impact of schooling 
on the development of identity. However, it is also important to consider 
the potential advantages and disadvantages of approaches to multicultural 
education. Kincheloe and Steinberg (1997) warn that liberal approaches 
may promote cultural invisibility and fail to challenge prejudice and injus-
tice toward minority groups. However, liberal proactive endorsement 
of commonality, liberty, and equality might help to construct common 
ground between conflicting communities. The weaker liberal passive 
model, also reported in this study, may, at best, leave the building of such 
common ground to chance. More plural approaches that advocate the 
celebration of diversity also have limitations. It is difficult to defend a plu-
ral limited model that, while willing to recognize minorities, appears to 
deny recognition to the two majority groups, Catholics and Protestants. 
Although the plural inclusive approach may be more easily supported 
due to its willingness to acknowledge and celebrate all forms of diversity, 
without a critical edge, does it promise equality it cannot deliver? Plural 
approaches also risk the unintentional reification of difference by present-
ing group identities as homogeneous and fixed. This is also a difficulty 
for critical approaches, which, while challenging hegemonic culture, may 
also potentially reinforce cultural boundaries.

Sen (2006) resists oversimplistic categorization of people purely on 
the basis of their religion or culture. To him, conflict is sustained through 
the illusion of a choiceless identity, and he argues for the autonomy of the 
individual in celebrating whichever aspects of their culture they choose. 
Only two of the fifty-two principals interviewed reported that the devel-
opment of pupil autonomy was a central aspect of their approach to inte-
gration. Of course, this does not imply that they think education cannot 
contribute to this, but rather that they tend to conceptualize integration 
in terms of bringing groups of pupils together.

Niens and Cairns (in press) suggest that the contact hypothesis (All-
port, 1954; Pettigrew & Tropp, 2000) has been an unspoken guiding 
principle behind integrated education. However, developments of the 
contact hypothesis (Hewstone, 1996) indicate the importance of group 
salience in the process of prejudice reduction. This risks reifying differ-
ence. Whereas contact theory foregrounds difference, Sen’s approach 
challenges us to reduce difference to the lowest common denominator. 
Indeed, to promote a culture of peace, he advocates the development of 
understanding of the pluralities of human identity (Sen, 2006). Davies 
(2004) suggests, “efforts to ‘preserve’ or ‘celebrate’ distinct cultures…
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may be counterproductive: it would be better to acknowledge hybridity 
as a positive identity” (p. 87).

The challenge for educators then is to find a way of communicating 
that individuals form and reform their complex identities by combining a 
number of different markers. It is difficult to imagine how this might be 
translated into policy and practice in schools. It is also possible that chil-
dren might receive mixed messages, particularly in a divided society where 
collective identification is thrust upon an individual.

Reich (2002) outlines a theory of liberal, multicultural education (and 
its pedagogical and policy implications) that promotes the development 
of self-reflective individuals who are empowered to make autonomous 
decisions about shaping their own lives. Although students would be crit-
ically exposed to alternative cultural perspectives, they would be treated 
as evolving and self-governing rather than being scripted for a prede-
termined cultural identity. Although the study principals rarely held up 
the development of autonomy as central to integration, the combined 
liberal/plural and liberal/critical approaches reported represent attempts 
to reconcile individual and group rights, the more critical model acknowl-
edging the need to proactively challenge prejudice and injustice against 
individuals and minority groups.

Conclusion

The theoretical perspectives outlined can provide a valuable framework 
for discussions regarding the development of integrated education pol-
icy and practice. One thing must be remembered: the socializing role of 
schools is limited, and it remains to be seen whether educational initia-
tives, such as integrated education, can overcome the “socializing tyranny 
of categorization” (Jenkins, 2004, p. 183). Gallagher (2006) claims there 
are indications that the balance in the world is now shifting away from a 
privileging of difference and swinging back to a celebration of similarity 
over difference, providing an opportunity to develop inclusive, integra-
tionist strategies rather than separatist, exclusionary ones. This will have 
profound implications for all forms of education, not just integrated edu-
cation. This study reports a range of approaches to managing cultural 
difference. The motto “Ut sint unum” (Together we are one) of the first 
integrated school in Northern Ireland is a powerful rallying call to peace: 
its translation into practice is an ongoing challenge.

References
Allport, G. W. (1954). The nature of prejudice. London: Addison-Wesley.
American Educational Research Association. (2006). Brief of the American Edu-

cational Research Association as Amicus Curiae for the respondents. Retrieved 
February 19, 2007, from http://www.aera.net/uploadedFiles/News_Media/
AERA_Amicus_Brief.pdf

pal-mcglynn-01.indd   22pal-mcglynn-01.indd   22 1/19/09   11:20:03 AM1/19/09   11:20:03 AM



Negotiating Cultural Difference 23

Bain, G. (2006). Schools for the future: Funding, strategy, sharing. Report of the 
Independent Strategic Review of Education. Retrieved February 19, 2007, 
from http://www.deni.gov.uk/review_of_education.pdf

Barry, B. (2001). Culture and equality: An egalitarian critique of multicultural-
ism Cambridge: Polity Press.

Benhabib, S. (2002). The claims of culture: Equality and diversity in the global era. 
Princeton: Princeton University Press.

Brighouse, H. (2006). On education. Oxon: Routledge.
Day, C., Harris, A., Hadfield, M., Tolley, H., & Beresford, J. (2000). Leading 

schools in times of change. Buckingham: Open University Press.
Davies, L. (2004). Education and conflict: Complexity and chaos. London: Rout-

ledge Falmer.
Donnelly, C. (2004). What price harmony? Teachers’ methods of delivering an 

ethos of tolerance and respect for diversity in an integrated school in Northern 
Ireland. Educational Research, 46(1), 3–16.

Duarte, E. M., & Smith, S. (2000). Foundational perspectives in multicultural 
education. New York: Longman.

Education Reform (Northern Ireland) Order (1989) S.I 1989, No. 2406 (NI20) 
(Belfast, Her Majesty’s Stationery Office).

Freebody, P. (2003). Qualitative research in education: Interaction and practice. 
London: Sage.

Gallagher, T. (2005). Balancing difference and the common good: Lessons from 
a post conflict society. Compare, 35(4), 429–442.

Gallagher, T. (2006). Has multiculturalism failed? Paper presented to the British 
Association of International and Comparative Education conference, Queen’s 
University, Belfast, September 8–10, 2006.

Gallagher, T., & Smith, A. (2002). Selection, integration and diversity in North-
ern Ireland. In A. M. Gray, K. Lloyd, P. Devine, G. Robinson, & D. Heenan 
(Eds.), Social attitudes in Northern Ireland: The eighth report (pp. 120–137). 
London: Pluto.

Government of the United Kingdom of Great Britain and Northern Ireland, the 
Government of Ireland. (1998). The Agreement; Agreement reached in the 
Multi-party Negotiations (Belfast, Northern Ireland Office).

Hayes, B. C., McAllister, I., & Dowds, L. (2006). In search of the middle ground: 
Integrated education and Northern Ireland politics. Research Update No. 42. 
ARK (Northern Ireland Social & Political Archive). Retrieved February 13, 
2007, from http://www.ark.ac.uk/publications/updates/update42.pdf

Harris, I., & Morrison, M. L. (2004). Peace education. Jefferson, NC: McFarland 
and Company.

Hewstone, M. (1996). Contact and categorisation: Social psychological inter-
ventions to change intergroup relations. In C. N. Macrae, C. Stangor, & M. 
Hewstone (Eds.), Foundations of stereotypes and stereotyping (pp. 323–368). 
New York: Guilford.

Huber, S. G. (2004). School leadership and leadership development: Adjusting 
leadership theories and development programs to values and core purpose of 
school. Journal of Educational Administration, 42(6), 669–684.

Hughes, J., & Donnelly, C. (2007). Is the policy sufficient? An exploration of 
integrated education in Northern Ireland and bi-lingual/bi-national education 

pal-mcglynn-01.indd   23pal-mcglynn-01.indd   23 1/19/09   11:20:03 AM1/19/09   11:20:03 AM



Claire McGlynn24

in Israel. In Z. Bekerman & C. McGlynn (Eds.), Addressing ethnic conflict 
through peace education (pp. 121–133). New York: Palgrave Macmillan.

Jenkins, R. (2004). Social identity. London: Routledge.
Kelly, P. (2002). Multiculturalism reconsidered. Cambridge: Polity Press.
Kincheloe, J. L., & Steinberg, S. R. (1997). Changing multiculturalism. Bucking-

ham, Philadelphia: Open University Press.
Kymlicka, W. (1995). Multicultural citizenship. Oxford: Clarendon Press.
Lappalainen, S. (2006). Liberal multiculturalism and national pedagogy in a Finnish 

preschool context: inclusion or nation-making? Pedagogy, Culture and Society, 
14 (1), 99–112.

Loughrey, D., Kidd, S., & Carlin, J. (2003). Integrated primary schools and com-
munity relations in Northern Ireland. Irish Journal of Education, xxxiv, 30–46.

McGlynn, C. (2005). Integrated schooling and faith-based schooling in Northern 
Ireland, Irish Journal of Education, 36, 49–62.

McGlynn, C. (2008). Leading integrated schools: A study of the multicultural 
perspectives of Northern Irish principals. Journal of Peace Education, 5(1), 
3–16.

McGlynn, C. W. (2001). The impact of post primary integrated education in 
Northern Ireland on past pupils: A study. Unpublished doctoral thesis, Uni-
versity of Ulster at Jordanstown, Belfast.

McGlynn, C., Niens, U., Cairns, E., & Hewstone, M. (2004). Moving out of 
conflict: The contribution of integrated schools in Northern Ireland to iden-
tity, attitudes, forgiveness and reconciliation. Journal of Peace Education, 1(2), 
147–163.

Mahalingham, R., & McCarthy, C. (2000). Multicultural curriculum: New direc-
tions for social theory, practice and policy. New York: Routledge.

Mason, J. (1996). Qualitative researching. London: Sage.
Montgomery, A., Fraser, G., McGlynn, C., Smith, A., & Gallagher, T. (2003). 

Integrated education in Northern Ireland: Integration in practice. Coleraine: 
UNESCO Centre, University of Ulster.

Niens, U., & Cairns, E. (in press). Integrated education in Northern Ireland: A review.
Nieto, S. (2000). Affirming diversity: The sociopolitical context of multicultural 

education. New York: Longman.
Northern Ireland Council for Integrated Education (NICIE). (2007). State-

ment of principles of integrated education. Retrieved February 13, 2007, from 
http://www.nicie.org/aboutus/default.asp?id=27

Office of the First Minister and Deputy First Minister (OFMDFM). (2005). A 
shared future: Policy and strategic framework for good relations in Northern Ire-
land. Belfast: Author.

Orfield, G., & Lee, C. (2006). Racial transformation and the changing nature of seg-
regation. Retrieved February 19, 2007, from http://www.civilrightsproject
.harvard.edu/research/deseg/Racial_Transformation.pdf

Parker-Jenkins, M., Hartas, D., & Irving, B. (2004). In good faith: Schools, religion 
and public funding. Abingdon: Ashgate Press.

Pettigrew, T. F., & Tropp, L. R. (2000). Does intergroup contact reduce preju-
dice? Recent metanalytic findings. In S. Oskamp (Ed.), Reducing prejudice and 
discrimination (pp. 93–114). Mahwah, NJ: Earlbaum.

pal-mcglynn-01.indd   24pal-mcglynn-01.indd   24 1/19/09   11:20:03 AM1/19/09   11:20:03 AM



Negotiating Cultural Difference 25

Phillips, T. (2005). After 7/7: Sleepwalking to segregation. Speech given by Chair of 
the Commission for Racial Equality at the Manchester Council for Community 
Relations, September 22, 2005. Retrieved February 19, 2007, from http://
www.cre.gov.uk/Default.aspx.LocID-0hgnew07s.RefLocID-0hg00900c002
.Lang-EN.htm

Punch, K. F. (1998). Introduction to social research: Quantitative and qualitative 
approaches. London: Sage.

Reich, R. (2002). Bridging liberalism and multiculturalism in American educa-
tion. Chicago: University of Chicago Press.

Sen, A. (2006). Identity and violence. New York: Norton.
Sleeter, C., & McLaren, P. (Eds.). (1995). Multicultural education, critical pedagogy 

and the politics of difference. New York: State University of New York Press.
Taylor, C. (1994). The politics of recognition. In A. Gutmann (Ed.), Multicultur-

alism: Examining the politics of recognition (pp. 25–73). Princeton: Princeton 
University Press.

Whitehead, J. (2006). What’s in a name? Insights into what it means for a school in 
Northern Ireland to become “integrated.” Paper presented to the British Asso-
ciation of International and Comparative Education conference, Queen’s Uni-
versity, Belfast, September 8–10, 2006.

pal-mcglynn-01.indd   25pal-mcglynn-01.indd   25 1/19/09   11:20:03 AM1/19/09   11:20:03 AM



This page intentionally left blank 



C h a p t e r  2

4

Grassroots Voices of Hope

Educators’  and Students’
Perspectives on Educating for
Peace in Post-conflict Burundi

Elavie Ndura-Ouedraogo

The beautiful tropical landscape, temperate climate, and rather reserved 
but warm people of Burundi stand in ominous contrast with the history 
of interethnic conflict and violence that characterize the postcolonial era 
of this small nation nested in the heart of Africa. Even though much of 
the nation’s tragic history has been skillfully kept out of reach throughout 
the educational system, it is very much alive in people’s individual and 
collective memories. In addition, a growing, albeit still limited, body of 
literature documents the complex nature, broad scope, and annihilating 
consequences of cyclical interethnic conflicts that have for decades polar-
ized Hutu and Tutsi and crystallized ethnic borderlines (Chrétien, 1985, 
2003; Lemarchand, 1994, 2004; Makoba & Ndura, 2006; Ndura, 2003, 
2006a, 2006b; Scherrer, 2002; Uvin, 2002).

Much of the existing literature analyzes Burundi history of intereth-
nic conflict in terms of its causes, most often agreeing that the Belgian 
colonial policies and practices that promoted Tutsi hegemony in all 
social, economic, and political sectors is at the root of the endless carnage 
(Lemarchand, 1994; Mamdani, 2001; Ndura, 2006a, 2006b). Still lim-
ited or even lacking in the literature, however, are discussions of sustained 
efforts to shift the interethnic discourse and move forward from the roots 
and scope paradigm to an inclusive, reconstructivist paradigm that would 
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foster peaceful interethnic coexistence and help the people of Burundi 
reclaim their humanity. Initial attempts to lay the theoretical foundation 
for this new paradigm place education at the center of the quest for soci-
etal transformation (Ndura, 2003, 2004a, 2004b, 2006a, 2006b; Ndura 
& Makoba, 2008). Such efforts must be solidified with relevant data that 
reflect the narratives and understanding of the people whose communities 
are the targets of transformative and reconstructivist endeavors.

This chapter discusses the findings from a study that explored edu-
cators’ and students’ perceptions of the role of education in the quest 
for sustainable peace in Burundi, Africa. The limited available literature 
addressing the Burundian context paints a picture of a country where edu-
cation has been part of the problem in the Hutu-Tutsi discord instead of 
providing a framework for collaboration, reconciliation, and peace. Schol-
ars argue that inequality and exclusion begin with inequitable educational 
opportunity and access, which has for decades promoted Tutsi hegemony 
in the civil service, the army, and the judiciary (Chrétien, 1985, 2003; 
Lemarchand, 1994; Reyntjens, 2000). Scholars have also argued that, in 
the past, even the few Hutus who attempted to get an education often 
became alienated and disenfranchised from the system because of perva-
sive discriminatory attitudes, policies, and practices. Most damaging to 
the shaping of the Burundian ethnic landscape is that these discriminatory 
policies and practices have not been consistently exposed or questioned 
(Ndura, 2006a).

The goal of this chapter and of the research is to contribute to efforts 
to shift the Burundian interethnic discourse toward a transformative and 
reconstructivist paradigm, rooted in the intersection between multicul-
tural education and peace education. The discussion of the theoretical 
framework that guides this chapter clarifies this intersection and highlights 
the importance of engaging the youth in these critical conversations. A 
description of the study and findings follows. The chapter concludes with 
a general discussion of the research questions and recommendations for 
further research and action.

Theoretical Framework: Transformative 
Education and Students’  Voices

With the advent of a new coalition government after twelve years of civil 
war, there is reason to hope that the country’s leaders and citizens will 
develop a united vision of reconciliation, societal transformation, and 
peace. The new government has taken the first step by declaring primary 
education universal and free for all Burundian children (Associated Press, 
2005). Nevertheless, this step will produce limited results if existing edu-
cational programs and practices are not transformed to better address the 
pressing issues of ethnic diversity and peaceful interethnic coexistence. 
Transformative education empowers educators and students to become 
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reflective agents of change who advocate for and labor to achieve equity, 
social justice, and peaceful coexistence in their interethnic communi-
ties and in the multicultural global community (Ndura, 2003, 2004a, 
2004b).

Transformation education is defined and shaped by principles and 
practices drawn from the intersection between multicultural education 
and peace education. Effective multicultural education must yield agents 
of peace, and effective peace education must be multicultural in nature 
and scope (Ndura, in press). Therefore, in addition to becoming cultur-
ally competent agents of social transformation who labor to achieve equity 
and social justice by challenging all forms of discrimination (Nieto, 2000, 
2004) and resisting all forms of oppressive social relationships (Sleeter, 
1996), educators and students need to become agents of peaceful coexis-
tence who validate others’ narratives of suffering, take ownership of their 
group’s actions toward other groups, are empathetic and trusting toward 
others, and have nonviolent dispositions (Salomon, 2002). The inter-
section between multicultural education and peace education is further 
clarified by Synott (2005), who argues, “The goals of peace education 
are towards social change and transformation, or…towards the formation 
of a world culture of peace” (p. 13). Therefore, educators must become 
transformative intellectuals who possess the dispositions, knowledge, and 
skills necessary to develop a discourse that unites the language of critique 
with the language of possibility. They must speak up against economic, 
political, and social injustices within and outside of schools (Giroux, 
1988). They must also become ethnic border-crossers who understand 
the impact of their ethnic identities on their classroom practices and 
interactions. In addition, they must become critical pedagogues who can 
transform classrooms into critical spaces that question the obviousness of 
taken-for-granted assumptions. Educators must also become social activ-
ists who are at the forefront of the pursuit of true independence and 
national self-determination (Ndura, 2004b).

Seeking and listening to students’ voices are prerequisites to trans-
formative education. These prerequisites are particularly critical in the 
Burundian context where, as literature shows, youth’s active involve-
ment in interethnic violence has been notable. For instance, quoting 
observers of the 1972 genocide of the Hutu by the Tutsi government 
and military, Lemarchand (2004) states,

Tutsi pupils prepared lists of their Hutu classmates to make identification 
by officials more straightforward…some of the most gruesome scenes took 
place on the premises of the university in Bujumbura, and in secondary 
and technical schools.…Scores of Hutu students were physically assaulted 
by their Tutsi classmates, and many beaten to death. In a scenario that 
would repeat itself again and again, groups of soldiers and members of the 
Uprona youth wing, the so-called Juenesses Revolutionnaires Rwangsore 
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(JRR), would suddenly appear in classrooms, call the Hutu students by 
name and take them away. Few ever returned. (p. 326)

Youth’s active participation in interethnic conflicts is a significant 
aspect of Burundi’s history of violence, as will be discussed in this chap-
ter’s findings section. It is therefore critical that youth’s voices be included 
in the mapping of the transformative and reconstructivist paradigm. This 
is important not only because students and youth in general are integral 
members of society and are equally impacted (if not even worse) by its 
challenges but also because they contribute fresh and powerful insights 
to educational decision-making processes (Antrop-Gonzalez, 2006; Ivey 
& Broaddus, 2001).

Description of the Study

This qualitative study (Stake, 2000; Wolcott, 1994; Yin, 1994) is part of a 
larger research project that examined educators’ perceptions of their roles 
and the role of education in the quest for sustainable peace in the African 
Great Lakes region, with particular emphasis on Burundi. The project 
sought to encourage educators to reflect on their roles and responsibil-
ities as citizens and professionals in the process of peace building and 
societal reconstruction in their country and the region. The project also 
aimed at contributing to the scholarly discourse about the role of educa-
tion in the pursuit for social change in Burundi, the African Great Lakes 
region, and other parts of the world. It rests on the belief that raising 
educators’ consciousness of the critical role that education must play in 
the peace-building and social reconstruction processes in their post-war 
nation would help them clarify their own roles as agents of positive social 
change (Makoba & Ndura, 2006; Ndura, 2003, 2004a, 2004b, 2006a, 
2006b; Ndura & Makoba, 2008). This part of the study addressed one 
overarching question: what do educators and students perceive to be the 
role of educational programs and practices in the peace-building process 
in Burundi? To answer this central question, three subquestions were 
addressed:

1. How have ethnic conflict and violence impacted educators’ and stu-
dents’ lives in Burundi?

2. How do educators and students characterize the role of education in 
the quest for sustainable peace?

3. To what extent does educators’ and students’ involvement in a dis-
course surrounding peace reflect a promising step toward societal 
transformation?

The thirty-six participants who took part in the larger study consisted 
of a convenience criterion and snowball sample (Creswell, 1998) of thirty-
three professional educators and three high school students. The participants 
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were from three provinces. Twelve of the participants were female, and 
twenty-four were male. The educators included eleven administrators, 
twenty-one teachers, and one bookkeeper. Twenty-three participants 
were affiliated with elementary schools, twelve with secondary schools, 
and one worked in higher education. Seven of the participants identi-
fied themselves as Tutsi, twenty as Hutu, and one as mixed. The remain-
ing eight did not identify their ethnic membership. Twenty-six of the 
participants were married; eight were single, and two were widows. The 
participants were mostly Burundians (one was a Congolese national), and 
they ranged in age from the early twenties to early fifties. The educators’ 
length of experience in the profession ranged from novice to veteran.

Participants were initially contacted through the researcher’s existing 
acquaintances in Burundi after securing the official permission to access 
schools from the Burundi Ministry of National Education and Culture. 
Being familiar with the participants’ culture and fluent in their native lan-
guage (Kirundi) and academic language (French) helped the researcher 
establish a sense of trust (Vásquez-Montilla et al., 2000), a prerequisite 
for credible data collection. The participants took part in semistructured 
interviews that lasted between one and two hours in the spring and early 
summer of 2006. The interviews were conducted in the participants’ pre-
ferred language, Kirundi or French, or a mixture of both. The researcher 
also maintained a journal where she recorded her observations of the 
research environment.

The digitally recorded interviews were professionally transcribed and 
coded to facilitate analysis. Data from the interviews and field notes were 
analyzed separately during and after the data collection process to identify 
recurrent themes (Creswell, 1998; Marshall & Rossman, 2006) relevant 
to educators’ perceptions of their roles and the role of education in the 
quest for sustainable peace in Burundi and the African Great Lakes region. 
The findings and conclusions were shared with selected participants for 
verification purposes.

Although the themes discussed in the findings are representative of the 
larger study, the examples used to illustrate them are drawn from six of 
the participants in order to maintain a sense of focus. Participants’ names 
have been replaced with pseudonyms to protect their identities. Follow-
ing is a brief profile of each of the six participants.

Pontien was a thirty-one-year-old Tutsi teacher, married, with no chil-
dren. He had a D6 diploma (six years of secondary education). At the 
time of the interview, he had been teaching in elementary school for six 
years. Sounding almost embarrassed by his low educational achievement, 
he clarified that he was quite intelligent but that poverty had forced him 
to interrupt his educational pursuit. He had just entered secondary school 
when the civil war erupted in 1993.

Pamphile was a forty-two-year-old Tutsi Roman Catholic priest who 
graduated from the local seminary with a baccalaureate in philosophy and 
theology. At the time of the interview, he had been teaching in second-
ary school for three years after working in various positions within the 
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Church for twelve years. His experiences with and memories of intereth-
nic conflict went back to the 1972 genocide. His father was killed during 
the recent civil war.

Liz was a Hutu school administrator in her late forties. She earned a 
bachelor’s degree from the local university. She was married with three 
children. She barely escaped death on several occasions during the civil 
war. Her home was completely destroyed by grenade attacks in the early 
days of the civil war in 1993. She spent eight years of utter hardship in 
displacement. She fought hard to maintain her teaching position in sec-
ondary school through the war, risking her life in order to sustain her 
family. At the time of the interview, she had not yet been able to return 
to her home.

Langalanga was a nineteen-year-old Hutu student. He was the third 
in a family of eight children. He was in elementary school when the civil 
war began in 1993. Both his parents were educators. His father was killed 
during the war in 2003. Langalanga hoped to become a priest.

Fédor was a twenty-year-old Tutsi student, the second in a family of 
four boys and from a well-off family. His father worked for the govern-
ment, and his mother was an accountant. He had attended private schools 
his entire life. He was in the second grade when the civil war erupted. 
Both his parents were still alive at the time of the interview. He hoped to 
become a lawyer.

Kijaba was a twenty-one-year-old Hutu student. He was the seventh 
in a family of nine children. His father was a construction worker, and his 
mother worked the fields. He was in the second grade when the civil war 
began. He had to change schools twice during the war. At the time of the 
interview, he was at his third secondary school. His parents were still alive. 
His memories of the war experiences were so fresh and vivid that he even 
remembered the days when many of the incidents happened.

Findings

Data analysis revealed five main themes, which are discussed individually 
in this section: (1) ethnic polarization, (2) youth involvement in intereth-
nic violence, (3) suffering and trauma, (4) group-hopping for survival, 
and (5) education as the cradle of hope.

Ethnic Polarization

Ethnic polarization, a pervasive theme in the literature pertaining to 
the people and society of Burundi and the African Great Lakes region, 
impacted the participants’ lived experiences, and it was a major cause of 
the civil war that ravaged Burundi from 1993 until 2005. The conflict 
robbed some of the participants of their innocence as they discovered 
ethnicity and its impact on human relations. Langalanga shared:
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Children with whom we usually played and their parents rejected us.…
The military came to gather the Tutsis from school, the community, 
everywhere…and then I heard gun shots…they began shooting at the 
fearless Hutus who wanted to go find those soldiers.…It was difficult 
for us to go to the commune because that is where the Tutsis were 
gathered…prior to the war, I did not know if there was a Hutu, a Tutsi, 
or a Twa.

Fédor, who described his elementary school and first secondary school 
as dominated by Tutsis and his current institution as predominately Hutu, 
was also unaware of ethnic membership before the 1993 to 2005 civil 
war. He explained:

When the crisis erupted, they started to say these are Hutus and those 
are Tutsis. So, I asked “What side am I on?” Then they tell you…I am 
Tutsi…they told me, since I did not even know the criteria.…In any 
case, I learned to differentiate ethnicity during the crisis…people were 
killed because of their ethnicity.

Kijaba related vivid memories of interethnic violence and affirmed, 
“My first experience is that I was able to understand what ethnicity is 
in Burundi.” Pontien had just started the seventh grade when the civil 
war began. He indicated that, while the majority of the students were 
Hutu, the authorities (i.e., teachers and administrators) were Tutsi. He 
recounted his experiences as he and his classmates tried to escape an attack 
on their school but found themselves encircled by a Hutu mob:

A few kilometers away from the school, the people began to separate 
us. “You are Tutsi, you are Hutu…anyone who knows that he is Tutsi, 
go to the other side…whoever knows that he is Hutu…stand here.” 
They separated us only by looking at us…the nose, size, height…he 
is a Tutsi…they mixed up [ethnicities] therefore, because there are no 
real criteria.

Liz recounted how Tutsi militias forced her and her family out of their 
home and into eight years of painful, dehumanizing displacement:

Our housekeeper warned us that our neighborhood was surrounded by 
Tutsi militias with knifes and bamboos.…We settled in Kinama.…We 
found ourselves under attack by the military who were avenging their 
fellow Tutsis killed in the countryside.…They forced us out…shoot-
ing everywhere in Kinama.…They finally forced us out of Kinama and 
Kamenge.…When we reached Gatumba, there were so many [Hutu] 
refugees because at that time even the [Hutu] residents of Bwiza and 
Buyenzi had been forced out.
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Pamphile’s memories of and experiences with ethnic polarization went 
back to the 1972 genocide of the Hutus by the Tutsi-dominated govern-
ment and military. He recounted,

I lived an unhappy experience in 72.…I was eight years old.…We had to 
hide in the swamps every night.…We would see a Jeep with soldiers.…
They would take the Hutus, all Hutus…our teachers…and they would 
not come back.…There were killings in 1995.…So the displaced [Tut-
sis] came to take revenge, assisted by the military.…The next day every 
Hutu person residing in the town center had been killed.…Hutus could 
not come to [the] church [located in the town center] and I could not 
go to the [Church] branches, because I was Tutsi.

Suffering and Trauma

The experiences that the participants shared during the interviews showed 
that the conflict and violence witnessed during the twelve–year civil war 
had a scarring impact on their lives. Pontien shared how his school was 
under military attack,

The military were shooting…armored vehicles…so we fled…we hid 
in the swamps by the river.…We stayed there throughout the night, 
unable to sleep.…I had no towel, no sheet over me.…I slept on reed.…
They sting.…It is like poison.…In the morning, my skin was swollen 
and I was trembling, trembling a lot.

Liz described her despicable living conditions in a small rental hut with 
dirt walls and dirt floor and no furniture in Gatumba, and recounts how, 
even there in internal exile, she and her fellow Hutus were constantly 
harassed by the military. She concluded, “The military were animals.”

Langalanga recalled the killing of his father with palpable melancholy: 
“What hurt me the most was when they killed my father.…This was a 
time of despair.…There were bombings every day, and we had nowhere 
to seek refuge.…And you know, the loss of a father is not an easy experi-
ence to endure.” Kijaba, too, was traumatized by the war. He shared, 
“I learned what war is in general…spending several weeks outside the 
house…seeking shelter in the forest…when it rains, the rain falls on you…
you suffer from several illnesses because of poor shelter.”

Youth Involvement in Violence

Many participants related that young people in schools and communities 
actively participated in interethnic violence through intimidation, loot-
ing, and even killing. Pontien reported:
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Sometimes they caught students with grenades, sometimes with dag-
gers…but then the most bizarre thing happened.…It was a Sunday…
every Tutsi student had purchased a sword or a dagger…they brought 
them to school and hid them in their bags.…When we Hutus saw 
that…we had to warn the [school] authorities.…We couldn’t sleep for 
several days and nights.…One time we actually caught a student who 
was about to stab his classmate.…He [the victim] was going to the 
restroom and the other [the perpetrator] followed him with a dagger.…
During a subsequent search, it was discovered that there were daggers 
and grenades in bags belonging to the Tutsis.

Liz recounted a similarly terrifying incident that occurred at her school 
where students had just murdered a person and were about to set the 
body on fire when a Red Cross crew arrived at the scene. She was so ter-
rified by this incident that she did not return to work for three weeks. 
She talked further about the pervasive involvement of the youth in the 
conflict:

During the years 1995 and 1996…we often heard of secondary school 
children watching people burn in tires.…At the height of the crisis, 
young people would gather in hidden corners unknown to their parents 
in order to smoke marijuana. They would smoke drugs in order to be 
brave enough to ambush and murder people.…They looted, smoked 
drugs, drank a lot of alcohol.…They were stealing and stealing…after 
smoking drugs and mixing with alcohol, they would rape anybody that 
they saw.

Langalanga experienced interethnic mistrust and intimidation at school 
where Hutus and Tutsis constantly accused and feared each other.

Group-hopping for Survival

Although group-hopping appeared in the interview with only one of the 
six participants who are the focus of this paper, it holds particular meaning 
because it highlights the complexity of ethnic identity and problematizes 
people’s motives for allegiance during the Burundi conflict. Pamphile dis-
cussed how he camouflaged his Tutsi identity in order to escape Hutu 
wrath and admitted, “I lied, of course, to save my life.” He explained how 
people contributed money to opposing parties:

The rebels already had money because the Hutus gave financial con-
tributions in order to survive…Tutsis contributed money [to the rebel 
movement] as well.…Whenever they pulled you over in your car, you 
would show them the contribution receipt…and they would let you 
go.…But the Tutsis contributed in secret…Hutus who did not have 
receipts were killed, accused of supporting the government…and if by 
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accident Tutsis showed the receipts to the government military, they 
were also killed, accused of supporting the rebels.

Education as the Cradle of Hope

Many participants believed that education must play a central role in the 
quest for sustainable peace and that educators must become active agents 
of peace committed to reconciliation and peaceful interethnic coexistence. 
Thus, participants saw education as the cradle of hope for societal change 
and reconstruction and peace. Pamphile argued that ignorance and illit-
eracy are some of the handicaps to peace. He explained, “Intellectual 
culture reduces barbarism and [tempers] emotions.…Education plays a 
critical role in human development…a society were everyone is educated 
has a better chance to live in peace…because education broadens people’s 
frames of reference.…Ignorance is really dangerous.”

Education is very important because it helps shape the future leader-
ship, as Langalanga observed,

If the youth are not taught to develop peaceful dispositions or to 
work towards peace when they are still in school, and if they are not 
taught to uncover the wrong ideas which are in their hearts when still 
in school, I don’t think they will change in their adult life when they 
start working.

Fédor echoed this sentiment by saying, “Education must teach stu-
dents that they must respect one another regardless of their ethnic differ-
ences…to achieve sustainable peace without violence…teach them to tell 
the truth and fight for righteous justice, since without justice…there will 
never be peace.” Education should also foster mutual understanding, as 
Kijaba posited, “Civic education which teaches patriotism among other 
things should foster self-exposure and facilitate the sharing and compar-
ing of lived experiences among students from different clans or tribes.…
Education should help [people] liberate themselves from ethnism.”

The participants indicated that educators must become role models and 
guides who are committed to peace and who have the courage to engage 
in critical conversations surrounding ethnicity. Liz observed, “Educators 
[must] guide the youth, teach them the value of peace…show them that 
without peace we cannot progress…we only march backwards…because 
without peace, we destroy.…Without peace, no one thinks about any-
body else.…We must insist on patriotism, human rights, [and] respect 
for the other.” Arguing that educators need to practice what they preach, 
Pamphile explained, “Educators’ primary role is to become role models 
and guides…true peace agents who are committed to the reconstruction 
of their nation.…Their role is really vital to the development of the chil-
dren’s humane conscience.”

pal-mcglynn-02.indd   36pal-mcglynn-02.indd   36 1/19/09   12:11:27 PM1/19/09   12:11:27 PM



Grassroots Voices of Hope 37

Langalanga expressed a similar perception: “Educators should set a 
good example because here at school, they are our light; they are our 
role models. A good educator is one who loves peace, who teaches his 
students, from his lived experience, how to live in peace.”

Educators must have the courage to engage their students in open dis-
cussions surrounding issues of ethnicity and foster reconciliation. Kijaba 
clarified, “Educators should teach the reconciliation process.…They 
should not be afraid of discussing ethnicity and ethnic membership.…
You should not be afraid of discussing your ethnic background even if 
there are some schools where you are expelled whenever you talk about 
ethnicity.”

Discussion and Conclusion

In the conclusion to his discussion of the origins, nature, and broad con-
sequences of Burundi’s cyclical interethnic conflicts, Scherrer (2002) 
argues that the implementation of a future, comprehensive peace treaty 
in Burundi will require a process that, among other things, reaches the 
grass roots and addresses the root causes of the conflict. This research 
project represents an attempt to bring Burundi’s interethnic discourse to 
the grass roots by seeking the perspectives of educators and students from 
elementary and secondary schools on how to educate the nation’s youth 
for peace. The study drew upon the participants’ lived experiences with 
interethnic discord to shift the discourse of mutual accusation toward a 
discourse of hope and possibilities inspired by a transformative and recon-
structivist paradigm. The three research questions that guided the study 
are addressed in this section, followed by some recommendations for fur-
ther research and action.

The first research question explored the extent to which ethnic conflict 
and violence had impacted the participants’ lived experiences. It is clear from 
their accounts that all participants, educators and students alike, bore vivid 
memories of pain and suffering from the conflict. The students’ innocence 
was shattered as they came to discover the hidden but deadly face of ethnicity 
in their schools and neighborhoods. For some of the educators, the civil 
war was a devastating reminder of the 1972 genocide as mostly unspoken, 
yet venomous, interethnic mistrust and mutual suspicion emerged like 
the deadly head of a sneaky viper now perilously exposed. The scars from 
the conflict were palpable, from the loss of family members and property, 
to disrupted education and pervasive economic hardship resulting from 
years of destruction.

The second research question sought the participants’ insights about 
how education could contribute to the quest for sustainable piece. Both 
educators and students agreed that education should be the vehicle 
through which students and teachers engage in critical conversations 
about ethnicity and interethnic conflict in order to share and validate their 
individual and collective experiences and begin the process of reconciliation 

pal-mcglynn-02.indd   37pal-mcglynn-02.indd   37 1/19/09   12:11:27 PM1/19/09   12:11:27 PM



Elavie Ndura-Ouedraogo38

and peace building. Both groups acknowledged the vital role that educa-
tors must play as peace agents and role models.

The third research question looked at the extent to which educators’ 
and students’ involvement in a discourse surrounding peace reflected a 
promising step toward societal transformation. To address this question, 
the researcher drew upon her authentic knowledge and understanding of 
Burundian society and culture as a Burundi native, born and educated 
in Burundi. Knowing Burundians to be somewhat reserved, particularly 
when discussing sensitive personal experiences with nonfamily members, 
the participants’ openness and candidness in sharing their stories were 
quite significant. They were all comfortable revealing their ethnic back-
grounds, a topic formerly seen as taboo in public conversations, and dis-
cussing the different groups’ involvement in the conflict, including their 
own. Of particular importance was the inclusive nature of the partici-
pants’ portrayal of the roles that educators need to play to contribute to 
peace building. There were no interethnic blaming or accusations, and no 
indication that Hutu participants expected the Tutsis to work any harder 
to resolve the country’s ethnic issues, or vice versa. Instead, all the par-
ticipants believed that it is the responsibility of everyone, Tutsi and Hutu 
alike, as well as educators and students, to actively engage in the work 
necessary to achieve sustainable peace and transform society. Therefore, 
the experience reflected a promising step toward societal transformation 
as the participants were able to name and begin to reflect upon issues 
of ethnicity and interethnic conflict. This predisposition may facilitate 
efforts to engage in further critical reflection and exploration of individual 
and collective action necessary to reframe interethnic relations and work 
toward societal change.

What future action and research should then be undertaken to expound 
and capitalize on the findings discussed in this chapter? Some concluding 
thoughts and recommendations briefly address this important question. As 
Francis (2006) argues, the concept of peace is about security, development, 
and social justice. Closely linked to the quest for sustainable peace is the 
task of capacity building. Huang and Harris (2006) posit that in the con-
text of post-conflict building, “efforts are made to build local capacity…
so that individuals can better perform their jobs, but also in the hope 
that it would…[help] to build up durable state institutions with full own-
ership over their own affairs” (p. 85). The central role that education 
plays in this process cannot be debated. But the question is, what kind of 
education? One immediate recommendation would be to explore and to 
expound upon principles of critical and transformative multicultural edu-
cation (Ndura, in press, 2006b; Ndura & Makoba, 2008). Johnson and 
Johnson (2006) posit that “peace building deals with structural issues and 
is aimed at creating long-term harmonious relationships based on positive 
interdependence, mutual respect and social justice” (p. 150). By challeng-
ing hegemony, affirming ethnic diversity, and seeking equity and social 
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justice (Ndura, in press), critical and transformative multicultural educa-
tion would effectively support and actualize the peace building process.

For any educational program development or reform effort to be effec-
tive, it must be inspired and shaped by local realities. Therefore, a second 
recommendation is to enhance research efforts throughout Burundi in 
order to gather educators’ and students’ perspectives on their experiences 
with and hopes for teaching and learning. Such efforts would engage 
them in critical conversations about their individual and collective respon-
sibilities toward peace building and societal reconstruction and transfor-
mation. While it is important to engage leaders in divided societies, such 
as Burundi, in conversations that help them explore their conflicting as 
well as their shared interests (Wolpe & McDonald, 2006), it is equally 
important, if not more critical, to develop such endeavors at the grass-
roots level—that is, among educators and students—to help develop from 
an early age the dispositions, attitudes, behaviors, and relationships nec-
essary to heal the wounds from years of interethnic conflict and violence 
and build a peaceful nation for all Burundians.
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The Emergence of Human Rights 
Education amid Ethnic Conflict 

in the Dominican Republic 1

Monisha Bajaj and Cheila Valera Acosta

Introduction
While this volume discusses the role of peace education in conflict and 
post-conflict societies, this chapter asserts that the definition of “conflict” 
societies should be expanded to include those societies that, while not 
undergoing or emerging from armed conflict, have exhibited ethnic or 
other social conflict that results in the widespread and systematic denial 
of basic human rights. The situation of ethnic Haitians and Dominicans 
of Haitian descent in the Dominican Republic fits the description of that 
which might be found in a “conflict society” due to the routine violation 
of the basic human rights of this sizeable population, whose estimates 
range anywhere from 500,000 to one million, or between five and eleven 
percent of the Dominican population, depending on the criteria used for 
inclusion (Ferguson, 2003).2

While recent literature importantly focuses on peace education in “con-
flict” and “post-conflict” conditions (Davies, 2005; Bekerman and McG-
lynn, 2007), the Dominican Republic demonstrates many pre-conflict 
characteristics—such as impunity for extrajudicial killings, police abuse 
(Amnesty International, 2005), and rising ethnic tensions—that offer 
a strong rationale for its inclusion in discussions of conflict and peace 
education.

This chapter provides information about Haitian migration to the 
neighboring Dominican Republic, examines the rights abuses endured 
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by migrants and their Dominican-born children and grandchildren, and 
explores the antecedents and emergence of human rights education in the 
Dominican Republic, which is, in part, focused on mitigating the adverse 
societal effects of xenophobia and discrimination. The goal of this chapter 
is to provide a context for understanding the limits and possibilities of 
peace education efforts—in this case, human rights education—in address-
ing ethnic conflict that is rooted in post/colonial, political, and economic 
histories. In order to better understand the possibility for human rights 
education (HRE) to expand definitions of citizenship and membership 
in conflict-ridden societies, it is worthwhile to first explore the origins of 
HRE and its emergence as part of broader peace building efforts.

Human rights education

Once at the periphery of both human rights and educational movements, 
HRE, or the incorporation of content and pedagogy with the aim of 
inculcating knowledge of international human rights norms in diverse 
educational settings, is now being adopted by governments across the 
globe, facilitated largely by funding and support from inter-governmen-
tal agencies.3 Though popular education aimed at raising awareness of 
human rights issues has been a strategy utilized by non-governmental 
organizations (NGOs) since the 1950s in building their social move-
ments (Kapoor, 2004), initiatives such as the United Nations Decade for 
Human Rights Education (1995-2004) have placed greater international 
pressure on governments to consider the importance of HRE in their 
national policy, pedagogy, and curricula in line with the tenets of inter-
national human rights documents. Indeed, the advancement of HRE 
national initiatives by more than 90 countries of the world today indicate 
that it has taken center stage in international educational policy discourse 
(UNHCHR, 2005).

Identified in the 1948 Universal Declaration of Human Rights 
(UDHR) as a component of universal rights, HRE as a field of practice 
and study has primarily emerged only within the past three decades. For 
the purpose of this discussion, the distinguishing characteristics of HRE 
will include: “learning about and learning for human rights” (Lohren-
scheit, 2002, p. 176). Learning about human rights implies a transfer 
of knowledge, inclusion of subject matter pertaining to human rights 
in textbooks and on national exams, and awareness of international laws 
and organizations. The latter refers to inculcating the skills, values, and 
behaviors towards identifying human rights issues, acting in solidarity 
with victims, and advocating for social change towards greater human 
rights protection for all.

HRE is inextricably linked to the modern field of peace education, 
which currently includes the notions of ‘positive’ peace, as opposed to 
‘negative’ peace (Galtung, 1969). Negative peace is the absence of orga-
nized, personal violence, or, in other words, the absence of war, while 
positive peace requires the absence of structural violence or the elimination 
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of social inequalities that lead to disparities in the quality of life for distinct 
groups (Wiberg, in Brock-Utne, 1989). Whereas earlier peace education 
scholars focused on negative peace, the current inclusion of positive peace 
in the field creates an opportune link with education for the promotion of 
human rights: “Human rights are most readily adaptable to the study of 
positive peace, the social, political, and economic conditions most likely 
to provide the environment and process for social cohesion and nonvio-
lent conflict resolution” (Reardon, 1997, p. 22).

HRE is increasingly becoming a cornerstone of peace education pro-
grams. The link between respect for human rights and sustainable peace 
is clear in international documents and declarations that highlight the 
importance of rights as the foundation of international peace, such as 
the UDHR framework that facilitates a deeper understanding and con-
cretization of the sometimes abstract notions of peace. Reardon (1997) 
also emphasizes the role of HRE in using codified principles to elucidate 
multicultural, conflict resolution, development, and environmental edu-
cation—all components of a comprehensive peace education approach.

Given the differing constructions of HRE in different contexts, it is 
important to note that programs will and should take on local modifica-
tions that appropriately adapt the information and mode of instruction 
for the specific learning community. While it is relevant to look at the 
national context in which curricula on human rights are often formulated, 
it is also important to note the differing experiences of human rights 
problems across communities, even within the same nation-state. As such, 
adaptation of curricula to local needs is essential (Tibbits, 2002). In order 
to examine the scope and reach of HRE in the Dominican Republic, it is 
therefore important to first explore the contextual realities that structure, 
limit, and enable such programs in their attempts to foster greater respect 
for human rights.

Human rights in the Dominican Republic

The Dominican Republic shares the Caribbean island of Hispaniola with 
Haiti and has a population of approximately 9.5 million residents. Since 
its independence from colonial rule, the Dominican Republic has had a 
series of authoritarian regimes, most notably the 31-year iron-fisted ten-
ure of Trujillo, ended by his assassination in 1961. In addition to general 
repression against opponents, Trujillo, motivated by a racialized dislike of 
Afro-Haitian culture, ordered the massacre in 1937 of reportedly 15,000-
20,000 Haitian cane-cutters along the border. Ironically, these workers 
had been contracted by the Dominican State, and approved by Trujillo 
himself, years earlier to work on its government-run sugar plantations 
(Turits, 2002).

The racist policies and ideology that were institutionalized during Tru-
jillo’s 31-year tenure in textbooks (Wigginton, 2005), historical recon-
struction, and political discourse still endure today, distinguishing and 
valorizing in the Dominican political imagination the superiority of a 
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Catholic, Hispanicized Dominican Republic over its supposedly “infe-
rior” Afro-Haitian, Creole-speaking, and Voudou-practicing neighbor 
(Balaguer, 1983). This construction of Haitian identity based on racial 
and cultural stereotypes belies the fact that, since colonial times, migra-
tion has been constant between the neighboring countries who have 
shared the island of Hispaniola, and that 90 percent of the Dominican 
population is of African descent, identifiable as black or mulatto/a (Tor-
res-Saillant, 2000).

In the post-Trujillo era, little was done to counteract his ideological 
legacy or to demand justice for the tens of thousands of cases of state-
sponsored murders, disappearances, and acts of torture reported to have 
occurred. For 22 of the 35 years following Trujillo’s assassination, his 
one-time Foreign Minister and Vice-President, Balaguer held the presi-
dency, originally backed by both the United States and the Roman 
Catholic Church (Wucker, 1999). Dominican scholars have deemed “the 
repression under the first six years of that regime even bloodier than the 
worst excesses under Trujillo,” with Balaguer’s paramilitary forces killing 
and intimidating leftists and political opponents (Wucker, 1999, p. 70). 
As such, even though notions of due process and legal protections have 
technically been part of the Dominican judicial system since the 1960s, 
they remain aspects that many people have seen violated or forgone given 
the many years of authoritarian rule and quasi-democracy.

The strong emergence of civil society and regular elections with inde-
pendent candidates in recent years have been a countering force, but 
widespread belief in legal guarantees for human rights still does not exist. 
Current human rights problems include extensive police abuse, violence 
against women, child labor, and systemic discrimination and xenopho-
bia against Haitians, Dominicans of Haitian descent, and dark-skinned 
Dominicans in the Dominican Republic.4 These factors contribute to the 
Dominican Republic’s inclusion in this volume on the role of peace edu-
cation in “conflict” societies.

The Dominican government has come under international scrutiny for 
its treatment of Haitian immigrants and Dominicans of Haitian descent. 
Various international monitoring bodies have documented discrimination 
against these groups in the forms of illegal round-ups and deportations, 
as well as restricted access to identity documents when officials routinely 
carry out “racially discriminatory profiling” and deny Dominican children 
of Haitian descent their cédulas, or identity cards (Human Rights Watch, 
2002). Without identification documents, young people cannot access 
public services such as healthcare or education.

Two legal cases against the Dominican Republic government that have 
come before the Inter-American Human Rights System have brought 
significant national and international attention to issues facing Haitians 
and Dominicans of Haitian descent: 1) the issue of deportations of any 
person suspected to be undocumented without due process and 2) the 
denial of birth certificates and access to public education to Dominican 
children of Haitian descent. While the first case on mass deportations 
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of Haitian migrants and Dominicans of Haitian descent is still pending, 
in September 2005, the Inter-American Court handed down a decision 
against the Dominican government and in favor of two young girls who 
had been denied access to education. The government has yet to comply 
with the decision at the time of this writing, and inter-ethnic tensions 
have heightened, resulting in many vigilante killings and their reprisals 
between Dominicans and Haitian migrants and their descendants, also 
known as Dominico-Haitians. Given these discriminatory practices and 
pervasive contempt for Haitian immigrants and their children due to 
complex cultural and historical factors, including the 22-year occupation 
of the Dominican Republic by Haiti in the 19th century, many current 
human rights education initiatives include content related to discrimina-
tion and xenophobia.5

It is important to note that systemic and social discrimination towards 
Haitians and Dominico-Haitians is often based on skin color since legal 
processes are often bypassed; as a result, all of the abuses mentioned are 
also faced by dark-skinned Dominicans with no connection to Haiti, rein-
forcing unequal treatment across the country.

HRE in the Dominican Republic

It is interesting to note that while the Dominican government has come 
under fire for its disregard of its human rights obligations under inter-
national law, the previous presidential administration in the Dominican 
Republic put forth a comprehensive document in accordance with the 
United Nations Decade for Human Rights Education in 2003 that details 
governmental and non-governmental initiatives vis-à-vis human rights 
education in the Dominican Republic. This approach of government-led 
HRE has been called into question by scholars suggesting that it under-
mines the revolutionary potential of a critical human rights consciousness, 
since “state-led HRE [may] translate more into window dressing than 
into sustainable reform” (Cardenas, 2005, p. 364). According to these 
scholars, HRE must come from grassroots community efforts.

We argue in this chapter that simultaneous and complementary efforts 
from above (government efforts) and from below (grassroots social move-
ments) must emerge in order to institutionalize the presence of HRE in 
the Dominican Republic. While government efforts are recent and seem-
ingly lack the political will for comprehensive implementation at the pres-
ent moment, this chapter traces the origins and current manifestations of 
HRE in the Dominican Republic today. Both government and grassroots 
efforts towards sustained HRE offer the promise of greater respect for 
human rights in the Dominican Republic, and especially the rights of 
those individuals, such as Haitian migrants and their descendents, who 
exist on the very margins of Dominican society today.

Educating about discrimination and xenophobia is only one component 
of HRE; it also has the potential to transform long-standing ethnic tensions 
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if human rights norms are accepted and internalized among learners. This 
change in attitudes and beliefs was noted during a pilot human rights 
course offered to eighth graders in Santo Domingo, in which HRE stu-
dents demonstrated greater agency in intervening in situations of abuse, 
greater solidarity with marginalized groups, and greater self-confidence in 
their abilities and identities after participating in the course (Bajaj, 2004). 
Little research and evaluation exists on HRE in general, and especially on 
HRE in the Dominican Republic and greater scholarly attention should 
be paid to it in policy and practice.

While HRE in the Dominican Republic has emerged primarily from the 
international community and through the United Nations system, local 
movements and organizations in the Dominican Republic have embraced 
HRE due to its resonance with many of the educational principles that 
existed long before the rise of HRE. In order to explore some of the civil 
society efforts towards sustained human rights and peace through educa-
tion, it is important to explore several waves of social movements in the 
Dominican Republic, many of which have exerted long-term influence on 
the political process.

The objectives of each of these movements have been to bring about 
greater equity and justice, which are the underlying aims of rights-based 
approaches and educational initiatives carried out within them. While 
HRE is broader than just focusing on the situation of Dominico-Hai-
tians, in this historical moment and as the most marginalized group in the 
Dominican Republic, HRE holds out the promise for fostering greater 
understanding and inter-ethnic cooperation that could stem the tide of 
social conflict that characterizes the country today. It is with this in mind 
that the focus now shifts to exploring the roots of HRE in the Domini-
can Republic as manifested through four waves of grassroots educational 
movements that are historical and contextual precursors to the current 
emergence of education for human rights.

The first wave: Liberation
theology and religious movements

In the late 1960s and 1970s amidst repression by the Balaguer regime, 
social movements premised on human rights concepts emerged through 
progressive Church-based and religious communities primarily com-
prised of rural communities, students, women, and laborers. Among 
the most prominent movements was that based on liberation theology, 
inspired by the writings of Freire and which utilized popular education as 
a strategy for raising awareness of social inequalities. Mejia (1993) finds 
that popular education emerged in the 1960s as a way to unite social 
forces and provide a shared identity that could be consolidated through 
political action.

From 1979 onwards, a network of Catholic radio stations has worked 
to promote progressive social movements across the country. The objective 
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of this network is to promote active citizenship that will contribute to the 
democratization of Dominican society and its institutions. Within this 
movement are grassroots organizations, primarily in marginalized rural 
and urban communities, that came together as a result of the messages 
about social justice infused by Latin American liberation theology (Pérez 
and Artiles, 1992). These community groups have had an important edu-
cational role in raising the awareness and mobilizing social action among 
impoverished communities, and when examined through the definition 
of education for and about human rights, while not self-identified as such, 
can be considered human rights education given the shared purposes of 
the approaches.

One of the results of popular education in the Dominican Republic 
has been, according to Fiallo (2000), the alternatives to development 
that grassroots communities have put forth that give greater voice to 
the needs and realities of disadvantaged communities in the larger politi-
cal and economic discourse. Examples of these alternative development 
approaches are grassroots organizing to meet community needs, greater 
development of participatory approaches in policy-making, and the forg-
ing of international linkages with donor aid agencies directing resources 
to neglected communities often through Dominican-run non-govern-
mental organizations.

The second wave: Popul ar
education and Dominican NGOs

In 1970, the first Dominican non-governmental organization (NGO), 
the Center for Planning and Ecumenical Action (CEPAE), was born to 
address the right of landless rural Dominicans, particularly that of women, 
to land. From its establishment in 1973 until today, CEPAE has built 23 
educational centers that have been dedicated to utilizing popular educa-
tion, fostering the autonomy of rural social movements, developing equi-
table social relations, and building theory grounded in local practices and 
knowledges (CEPAE, 2007). In recent years, CEPAE has grounded its 
advocacy for the rights of landless Dominicans in a human rights frame-
work through the development of trainings and educational materials 
related to the right to land and employment.

In 1979, another important non-governmental institution emerged 
dedicated to popular education, the Dominican Center for the Study of 
Education (CEDEE). CEDEE maintains a neo-Marxist analysis of social 
relations and accordingly, has produced materials that seek to explore the 
roots of economic production and exploitation. Focusing on economic 
and social rights, CEDEE has conducted popular education trainings and 
disseminated its materials to community groups and educational institu-
tions to encourage an interrogation of social inequalities in Dominican 
society. CEDEE has continued to focus on adult and nonformal educa-
tion around economic and social justice, but as with many NGOs, it has 
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faced the challenge of inconsistent funding and lack of financial support 
(Edwards & Hulme, 1996).

In the 1980s, Latin America in general and the Dominican Republic in 
particular faced tremendous economic crises and nations were thus com-
pelled to negotiate agreements with international financial institutions, 
such as the International Monetary Fund (IMF). The new economic 
model upon which financial assistance was conditioned represented a sig-
nificant shift for many Latin American countries whose social programs 
had previously been based on a welfare state model (Segura-Ubiergo, 
2007). The introduction of Structural Adjustment Programs (SAPs) to 
stimulate macroeconomic growth resulted in decreased social spending 
and educational budgets, and, as a result, produced greater inequality 
and limited educational opportunities for the poorest segments of the 
Dominican population (Itzigsohn, 2000).

The implementation of neoliberal economic policies without broad-
based support of the Dominican population fostered the politicization of 
Dominican NGOs that organized and participated in widespread public 
protests (Itzigsohn, 2000). The confluence of economic crisis, the uni-
fication of social movements, and the proliferation of non-government 
organizations pushed the Dominican Republic towards greater political 
development, evidenced by the increasing independence of the press and 
the consolidation of regular elections [although these were not entirely 
free and fair until the late 1990s, according to reports] (Espinal, 1995). 
While external influences on Dominican policy still exist through inter-
national lending and intergovernmental relationships, what is notable 
for this discussion is the expanding social space for the participation of 
NGOs beginning in the 1980s and continuing to the present. Govern-
ment reports indicate that some 10,000 NGOs currently operate in the 
Dominican Republic and while not all of these are visibly active (Blanc, 
2007), they represent a significantly large civil society presence in a coun-
try of 9.5 million residents.

The 1980s also gave rise to many NGOs focused specifically on human 
rights that continue to operate today. As mentioned earlier, particularly 
endemic problems that these groups focus attention on include police 
abuse, judicial reform, violence against women, child labor, ethnic dis-
crimination, and forced deportations of and the denial of access to basic 
services for Haitian migrants and their descendants. The NGOs and 
social movements that have emerged from the 1980s onwards have been 
a democratizing force in Dominican society, as well as an internation-
alizing force, consolidating the Dominican Republic’s integration into 
the global community through people-to-people connections rather than 
just governmental ones. With NGO representatives attending interna-
tional meetings sponsored by the United Nations and other international 
institutions, Dominican NGOs are increasingly holding their government 
accountable to its obligations under international human rights law 
(Freedman, 2003).
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The third wave: Feminist
perspectives on human rights

During the 1980s, the feminization of social movements occurred in 
the Dominican Republic with women organizing around reproductive 
rights and against patriarchy and machismo in Dominican culture (Baez 
& Arregui, 1989). Despite the increase in women’s participation overall, 
women still remain under-represented in leadership positions of organiza-
tions and institutions, indicating that work still remains in the eradication 
of gender inequality in the Dominican Republic. Nonetheless, the human 
rights framework has informed women’s movements in the Dominican 
Republic and the participation of Dominican delegates in the Mexico City 
(1975), Nairobi (1985), and Beijing (1995) women’s conferences orga-
nized by the United Nations has influenced the subsequent localization of 
feminist human rights discourse.

The work of women’s rights organizations in the Dominican Repub-
lic has infused the concept of gender as a social construct, challenging 
notions of biological determinism and patriarchy (Curiel, 2005). Feminist 
thought and movements have stimulated the rise of multiple gender-fo-
cused NGOs in the Dominican Republic, including one of the most well 
known organizations, the Center for Investigation and Feminist Action 
(CIPAF). CIPAF was founded in 1980 and has had a nationally- and 
internationally-recognized impact not only due to its effective research 
on women’s realities, but also to its creative educational outreach around 
women’s rights. It hosts a “non-sexist” and “peace education” program 
aimed at raising the awareness of young people about gender inequalities 
in Dominican society. Among its earliest projects in the 1980s was the 
publication of a series of curricular guides about education for gender 
equality.

CIPAF and its partners in the feminist movement have advanced the 
inclusion and consideration of feminist thought and platforms in national 
policymaking and legislative reform. Representatives of feminist move-
ments have had a role in the implementation of certain policy recom-
mendations, such as the establishment of a gender unit in the Dominican 
Ministry of Education, that have changed the curriculum, training, and 
approach of pre-university education to include an emphasis on gender 
and the importance of women’s rights in all spheres. The collaborative 
approach of feminist movements in working with government, interna-
tional organizations, and across NGOs, particularly in advancing education 
that guarantees and promotes gender equity, continues to contribute to 
the emergence and implementation of HRE in the Dominican Republic.

The fourth wave: Critical pedagogy
and human rights education

Based on the earlier discussion of educational and social antecedents, 
critical pedagogy, intrinsically linked to popular education and human 
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rights education, began to take root in the Dominican Republic in the 
1980s, continuing into the 1990s and until the present day. While many 
organizations have projects related to peace or human rights education, 
certain institutions have incorporated HRE as a foundational principle of 
their operations.

The most noted institution working specifically towards HRE is the 
Poveda Cultural Center founded in 1985. Poveda is a “a center of train-
ing, research and socio-educational consultation prompted by an inter-
disciplinary team whose vision is to promote a humanizing movement 
that impacts in public policy and in the transformation of the Dominican 
reality” (Gonzalez, 2005). The Poveda Center has various components 
of their human rights education programs, including teacher training in 
the formal sector as well as community education around human rights 
and social justice. The main distinctions in Poveda’s work from previous 
efforts are: (1) its expansive use of a human rights framework that incor-
porates civil, political, economic, social, and cultural rights; (2) its use of 
formal and nonformal education as a strategy for building greater human 
rights awareness; and (3) its sustained efforts over the past 20 years to 
institutionalize teacher training, the publication of textbooks integrating 
human rights, and regular publications about its work.

According to one of Poveda’s founders, the Center has emphasized 
HRE to raise awareness of human rights norms in the context of neolib-
eral globalization and of deepening social inequalities (González, 2005). 
Poveda’s activities include a diploma course for teachers on human rights, 
publication of human rights education textbooks, and participation in 
national and international networks of human rights educators.

While Poveda’s work in human rights education is advancing the 
field forward in the Dominican Republic, other NGOs are also utiliz-
ing human rights education principles and materials. With greater global 
attention being paid to HRE beginning in the 1980s, the shift from pre-
vious forms of education around specific rights to an explicit mention 
of human rights education can be attributed to international linkages, 
funding, and, as mentioned above, the resonance of HRE with regional 
and local experiences with liberation theology, an emergent civil society 
focused on human rights concerns, and the increasing participation of 
Dominican organizations in global civil society meetings.

The four waves identified have advanced HRE, even if not self-iden-
tified as doing so, within the historical moment in which each was initi-
ated. While the objectives may slightly differ from liberation theology to 
popular education to women’s rights movements, each movement uti-
lized education and collective action as a means for counter-hegemonic 
contestation in the public sphere. HRE and critical pedagogy in the pres-
ent period in the Dominican Republic has bubbled up from below as a 
grassroots endeavor, but has the unique distinction as a movement whose 
goals are also valorized from above given the international pressure being 
placed on governments to adopt human rights curricular content. It is in 
this way that the current wave of HRE and the protagonists involved in 
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it in the Dominican Republic and elsewhere, must consider and engage 
the state in meaningful ways such that the purpose and promise of HRE 
are sustained at the distinct levels of policy, pedagogy and practice. Coor-
dinated and aligned efforts from above and below can work together to 
preempt the transition from a pre-conflict to a conflict society in nations, 
such as the Dominican Republic, that exhibit many of the perilous ten-
dencies of exacerbating ethnic conflict.

Contextualising HRE and
the Dominican state

Since the 1990s, several factors have emerged that suggest the limits of 
Dominican democracy despite advances that have been made to move 
away from the nation’s authoritarian legacy and towards greater aware-
ness of human rights. The Dominican Republic has experienced economic 
growth but without corresponding equity, as evidenced by an unequal 
distribution of wealth in Dominican society (UNDP, 2005; Sanchez, 
2005). Authoritarian values continue to operate in Dominican society 
and the persistence of political patronage limits civic participation despite 
some expansion of the freedom of speech and increasing demands for 
institutional channels to express dissent (Brea et al., 1995).

Despite these limits, the importance of HRE has been officially recog-
nized in the Dominican Republic at the highest levels, arguably though, 
without sustained political will for integrated implementation. The most 
comprehensive document to date on HRE in the Dominican Republic 
was compiled in 2003 through a joint initiative between UNESCO, the 
social science think tank FLACSO, and the Office of the First Lady of the 
Dominican Republic. In their 200-plus page document, strategies and 
practices of HRE were identified, proposed and presented at the high-
est levels of government. The main conclusions recognized progress and 
suggested future directions to consolidate the emergence of human rights 
education across sectors and levels in Dominican society.

With the election of President Leonel Fernandez in 2004, it is unclear 
whether the new administration will follow up on the recommendations 
made by the authors of the report. The refusal to implement policy changes 
indicated by the Inter-American Court’s decision on the aforementioned 
case of the Dominican girls of Haitian descent who were denied access to 
education suggest that the Fernandez regime has yet to take up universal 
human rights as a centerpiece of their political platform.

Conclusion

The Dominican Republic’s educational movements towards the incor-
poration of human rights education principles present a glimpse into 
the pressures from both grassroots communities and from national and 
international agencies that have exerted influence on Dominican policy 
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and practice over the past five decades. In characterizing the Dominican 
Republic as a conflict society, though not one embroiled in violent con-
flict, the role of educational initiatives such as HRE are essential for the 
advancement of equity and the maintenance of peace.

The extent to which HRE has been implemented in the Dominican 
Republic thus far as discussed in this chapter is largely due to the ways in 
which human rights pedagogy and content has resonated with pre-exist-
ing local movements and ideologies. This is an important lesson for other 
contexts, given that the localization of peace and human rights education 
must take into account and root itself in historical and contextual reali-
ties. While the Dominican Republic is presented as a “pre-conflict” case 
vis-à-vis violent conflict—and it is hoped that such conflict is thwarted by 
initiatives such as human rights education—there are some lessons that 
can be gleaned for other societies who are entrenched in or emerging 
from conflict.

Many post-conflict nations have negleted to utilize the possibil-
ity that classrooms afford as places of healing and peacebuilding. For 
example, the teaching of history in Rwandan classrooms has been
suspended at the national level since the genocide because of the inability 
to reach consensus on the content and approach (Weinstein et al., 2007). 
Recently, with the assistance of international actors, textbooks are being 
created for such purposes. In the interim, however, an entire generation of 
Rwandan youth has been schooled without engaging with the country’s 
history and the ways in which human rights were systematically violated.

Other post-conflict nations present troubling evidence of the failure of 
schools to be used as sites to build solidarity and respect for difference. In 
the case of Bosnia and Herzegovina, schools have been segregated by eth-
nicity since the early 1990s and provide differentiated instruction to stu-
dents based on their ethnic background. This has been cited as a “failed” 
post-conflict education strategy by high-ranking members of the U.N. 
Security Council (Pierce, 2007). In Northern Ireland, school segregation 
persists between Catholics and Protestants. The transformative potential 
of schooling to overcome social inequalities and ethnic tensions is often 
bypassed when difficult topics are ignored or when students and their 
perspectives are segregated into distinct spaces in a form of conflict avoid-
ance. Despite the greater resources and training required for integrated 
schools, in that teachers must be well equipped to deal with a diverse 
student body and that an appropriate curriculum must be developed, 
the corresponding possibilities for peace and human rights awareness are 
exponentially magnified when differences are normalized and engaged in 
educative spaces.

The distinct contributions of Dominican civil society towards HRE, 
while limited, offer a glimpse into how one nation has begun to local-
ize international principles. By charting the course that has been engaged 
upon thus far, it is hoped that new avenues for the further consolidation of 
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human rights education in all social spheres and aimed at creating greater 
social equity can emerge. Engaging the differences of ethnic groups 
through dialogue and utilizing the foundation of human rights principles 
through education can only enhance the long-term potential for peaceful 
coexistence of different ethnic and racial groups not only in the Domini-
can Republic, but across the globe.

Notes

 1. Excerpts of this chapter are highly re-edited versions of information 
contained in Bajaj, M. (2004). Human Rights Education and student 
self-conception in the Dominican Republic, Journal of Peace Educa-
tion, 1(1), 21–34, and Bajaj, M. & Valera, C. (forthcoming). Educación 
en Derechos Humanos en la República Dominicana. In A. Magendzo 
(Ed.) (forthcoming). Ideas fuerzas y pensamiento en educación en derechos 
humanos en América Latina. Santiago, Chile: UNESCO. Additionally, 
Belinda Chiu contributed to the development of this chapter.

 2. According to Ferguson (2003), “The Haitian presence in the Dominican 
Republic is comprised of three groups: a small group of documented 
and legal migrants; a large community of long-term residents who were 
born in Haiti; and a floating, transient population of temporary Haitian 
migrant workers. Together they form a distinct minority within Domini-
can society, but each, with the exception of the documented group, faces 
its own particular problems. A significant and separate community is 
comprised of Dominico-Haitians, people of Haitian origin born in the 
Dominican Republic. This category includes differing generations, as 
well as individuals born to one or more Haitian parent. What they have 
in common is that they were born in the Dominican Republic, yet face 
problems in ‘proving’ their Dominican citizenship and accessing funda-
mental rights” (p. 8).

 3. Among the agencies most active in advocating for and supporting the inte-
gration of human rights education into national curricula are UNESCO, 
the Council of Europe, the UN High Commission for Human Rights, 
and the World Programme for Human Rights Education, which was 
established in 2005 to build on the considerable momentum towards 
HRE generated during the UN Decade for Human Rights Education 
(1995–2004).

 4. The Dominican Constitution grants citizenship to any individual who is 
born on Dominican territory except for those deemed to be ‘in transit,’ 
a clause intended for diplomats and tourists, but invoked in the case 
of Haitian workers who were historically brought to or arrived in the 
Dominican Republic as cane-cutters and now work in other sectors 

 5. See Wucker’s (1999) book entitled Why the Cocks Fight for more information 
about the historical tensions between Haiti and the Dominican Republic.
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4

From Conflict Society
to Learning Society
Lessons from the Peace

Process in Northern Irel and

Paul Nolan

The political crisis in Northern Ireland from 1969 to 2008, the period 
known euphemistically as “the Troubles,” can be seen as a crisis of learn-
ing, just as the political developments that led to the present settlement 
can be seen as part of the growth of a learning society. I use the phrase 
“learning society” advisedly, since it has been captured so successfully by 
government and recast to fit within the lexicon of economic need. In its 
original formulation, however, the potency of the term has to do with 
its meaning across a range of contexts, involving the broadest number of 
learning subjects, and I wish to retain that breadth in order to examine 
not just formal, structured, educational provision but the myriad informal 
ways in which the various partners to the conflict came to create the new, 
shared understandings that underpin the recent political settlement. It is 
possible that there are lessons here for other deeply divided societies, but 
that suggestion is offered cautiously. For many years the nature of the 
Northern Ireland conflict was obscured by misleading analogies with con-
flicts elsewhere and, as a consequence, so too was the search for a way for-
ward. Northern Ireland was and remains a society with a very high degree 
of particularity, and there is little to be gained by reversing the direction 
of inappropriate analogies through an insistence that the template of this 
particular peace process can be applied elsewhere.
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That said, the move out of violent conflict has been a remarkable story 
in its own terms, the lessons of which may well be of interest to those in 
other conflict societies. I am going to suggest ten lessons in all, a sus-
piciously round number that, I admit, I have chosen partly because of 
the challenge it presents, but, however the arguments are aggregated or 
disaggregated, the issues they highlight seem, to me, to be the important 
ones. The first three points are of a contextual kind, the next six bring 
the focus more closely to bear on educational issues, and the final point is 
used to indicate a general message about the peace process in Northern 
Ireland, which is, I think, of relevance to conflict societies everywhere. I 
begin, however, by attempting to clarify what I intend when I talk about 
a learning society.

Northern Irel and and the Learning Society

If one looks for exemplar models of what it means to be a learning soci-
ety, empirical real-life case studies are hard to find; this is one of those 
concepts that is easier elucidated by pointing to negative examples. One 
can safely say that whatever definition is used, Northern Ireland has tra-
ditionally presented itself as the opposite of a learning society. Rather, the 
impression has been of a people who, like the Bourbons, learned noth-
ing and forgot nothing. The learning cycle models developed by Lewin 
(1948) and Kolb (1984) show a transition from experience to reflection, 
followed by a further transition from reflection to theoretical knowledge 
and on to more sophisticated forms of action that incorporate the new 
learning. In the case of Northern Ireland’s prolonged agony the vari-
ous parties—not just the Catholic and Protestant communities but also 
the British and Irish governments—failed to gather the learning experi-
ences, and therefore, the wheels spun hopelessly in the sands of experi-
ence. Trapped, it seemed, in history, the contending forces achieved a 
form of equilibrium that matched force against counterforce. What then 
provided the key to unlocking the problem? Much of the political-science 
literature on the 1998 Good Friday Agreement (otherwise known as the 
Belfast Agreement) concentrates on the intricate constitutional machin-
ery created to allow this experiment in consociationalism to work (see, 
for example, Morgan, 2000; O’Leary,1999), but the reality is that neither 
the 1998 agreement nor its successor document, the 2007 St. Andrew’s 
Agreement, differs in its main outline from a number of previous attempts 
to sketch out a solution. There were seven attempts in all, but the most 
significant one was the Sunningdale Agreement of 1973, which contained 
the same commitment to power sharing and to north-south constitu-
tional arrangements and which, for a brief period of months, allowed the 
hope that a solution had been found. The nationalist politician and former 
school principal, Seamus Mallon, who participated in both the Sunningdale 
negotiations and the talks that led to the Good Friday/Belfast Agreement 
twenty-five years later, wryly characterized the latter as “Sunningdale for 
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slow learners” (see BBC Web site, 2008).This much-quoted jibe has more 
than a tinge of bitterness, but it also recognizes a fundamentally impor-
tant truth: learning had taken place. The immediate targets, the local 
politicians Mallon had in mind when he made his comments, were only 
some of the subjects involved in the learning process; in a broader sense, 
the whole society and the governmental actors were all caught up in this 
journey toward understanding. Is this what people mean when they talk 
about a learning society?

It is interesting to trace the genealogy of the idea and to find in its 
genesis the seeds of an idea about the enhancement of democratic politi-
cal cultures. Welton (2005) identifies the first uncertain steps toward the 
learning society ideal as taking place at the first United Nations Edu-
cational Scientific and Cultural Organisation (UNESCO) conference 
on adult education, which took place at Elsinore in Denmark in 1949. 
UNESCO had only been created in 1946, and the 106 delegates from 47 
countries who gathered at Elsinore met in the ruins of a Europe devas-
tated by war, where they pledged to stimulate what J. Roby Kidd describes 
as a “genuine spirit of democracy and a genuine spirit of tolerance; restore 
a sense of community to people who live in an age of specialisation and 
isolation; cultivate an enlightened sense of belonging to a world com-
munity” (Kidd, 1974, cited in Welton, 2005, p. 29). The same human-
istic impulse is evident, though in a more structured and programmatic 
way, in the UNESCO report edited by Delors (Ed. 1996), Learning: The 
Treasure Within. It was this document that gave birth to a succession of 
further reports and initiatives throughout the 1990s and that, drawing 
upon the language of the UNESCO report, spoke of the learning society, 
the learning region, the learning company, and the learning organization. 
Wales even decided to rebrand itself as the “learning country.” The more 
profligate the use of the term, the more contested its meanings became. 
Outside of the academy, the main gravitational pull from government 
has been toward the skills needs of the economy and the concept of the 
learning society was increasingly linked to a series of overlapping concepts, 
such as the knowledge society and the information society. The rapidity 
with which this economy-based interpretation has achieved dominance 
tends to obscure the fact that other, more humanistic meanings were 
intended in the original UNESCO document. Given the pivotal nature of 
this report it is worth going back to see where the emphasis falls. Delors’s 
report speaks of four “pillars” of learning: learning to live together, learn-
ing to understand, learning to do, and learning to be. The most impor-
tant of these, the report says, is the first, learning to live together. The 
centrality of that idea may have been to do with the fact that at the time of 
writing, ethnic genocide was once again being attempted on the eastern 
borders of Europe. No specific reference was made to Northern Ireland, 
but as I shall attempt to show, Northern Ireland provides an interesting 
case study for the proposition that people from one of the world’s most 
divided societies can in fact learn to coexist peacefully.
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The Importance of Timing

Perhaps the simplest explanation of why Northern Ireland moved away 
from violence is that of war weariness. At the point when the Irish Repub-
lican Army (IRA) declared its ceasefire in 1994, the armed conflict had 
been underway for twenty-five years, more than twice as long as World 
War I and World War II put together. Sollenberg and Wallenstein (2001) 
record that fifty-six civil wars came to an end in the 1989 to 2000 period: 
twenty-two by peace agreements, and thirty-four by ceasefire or other 
methods. Commenting on these figures, Darby and McGinty (2002)state, 
“To a certain extent the high number of conflict terminations is merely 
a function of the high number of conflicts and the inability of antago-
nists to sustain their violent campaigns over extended time periods”(p. 1). 
Even if one were to accept this analysis, there is still the question of why 
the peace momentum gained traction in one particular period rather than 
another. Why did the initiative happen then rather than sooner or later? 
In Zartman’s (2000) analysis, a moment of opportunity comes precisely 
at the point when things seem most hopeless, the point he describes as 
the mutually hurting stalemate. Working from a rational choice model, 
Zartman seeks to identify the moment of opportunity when the option of 
continuing to fight seems to offer all sides nothing but “a flat unpleasant 
terrain stretching into the future” (p. 268). To move from a temporary 
cessation of violence to lasting peace requires two other elements: as Zart-
man suggests, the ripe moment for conflict resolution must coincide with 
finding a formula that allows all parties to escape defeat and claim some 
honor. The presentation of a formula may come through third-party 
intervention, or it may be through indigenous political leadership. In the 
case of the Northern Ireland conflict, it was both, as the British, Irish, and 
American governments worked with local political and paramilitary lead-
ers to build a web of trust sufficiently strong enough to support an inter-
national peace agreement. There is now a considerable body of literature 
within conflict resolution studies that focuses on the role of local leader-
ship in conflict situations, with most attention on “ethnic entrepreneurs,” 
those who manipulate ethnic identities in a quest for power: Slobodan 
Milosevic is often cited as being a particular case of the general category 
(see, for example, Silber & Little, 1996). While the malign effect of such 
individuals is well-attested, the Northern Ireland experience would seem 
to suggest that the converse can also be true: in order to move from a 
vicious to a virtuous spiral, there must be ethnic entrepreneurs who see 
opportunities for peace—let’s call them peace entrepreneurs—who are 
prepared to work to find the formula, however elusive it might be.

Learning from Elsewhere

Despite its reputation as “a place apart,” Northern Ireland was not 
impervious to developments elsewhere. On the republican side, there had 
always been an eagerness to identify with revolutionary anti-imperialist 
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movements throughout the world—in particular, with the struggle of the 
African National Congress in South Africa, the cause of the Palestinians, 
and the long-running campaign of Euskadi Ta Askatasuna in the Basque 
country. The waning of the revolutionary tide at the end of the 1980s was 
therefore a cause of some difficulty. As Cox (2006) puts it, “In effect hav-
ing become identified with and made cause alongside other national lib-
eration movements, Irish republicanism could hardly avoid being affected 
by their effective collapse in the latter half of the 1980s” (p. 432). Cox 
(1998, 2006) argues further that the end of the cold war significantly 
altered the dynamic of the conflict in Northern Ireland, principally by 
exposing the IRA’s armed struggle as a cul-de-sac. Dixon (2006) takes a 
more nuanced view, pointing out that the crucial first steps by the IRA in 
making secret contact with both the British and Irish governments were 
taken before 1989, and casts doubt on the degree of debate on interna-
tional affairs within the Provisional movement. What he sees instead is a 
“script” about the changing international climate used by the IRA leader-
ship to persuade grassroots republicans to give up the armed struggle

Republicans were not the only parties to the conflict who found 
themselves caught in the variable geometry of international politics. The 
European Union (EU)—far from being a model in itself of how seem-
ingly permanent hostilities could be overcome—brought the British and 
Irish governments into a new, mediated relationship that allowed them 
to approach the governance of Northern Ireland from a shared perspec-
tive. As Meehan (2000) described it, “the language and conventions of 
EU policy-making have helped to open up a space for contending parties 
to talk about solutions to old problems in a new way—and to act upon 
that” (p. 96).

The Importance of Language

The EU brought not only a new vocabulary to bear on the conflict—
words like marginalization, inclusion, and cohesion—it brought a new 
grammar and syntax to the consideration of national identities. Hith-
erto, the language of the conflict had been constructed on the binary 
structure—or what linguists would call the “discursive framework”—of 
two mutually excluding communities, a framework that measured every 
possible development on a zero-sum calculus where a gain by one party 
would automatically be understood as a loss by the other. From that 
standpoint, the vocabulary of the conflict became an inevitable site for 
battle. The most bitter of these engagements was the one that led to the 
hunger strikes of the early 1980s and the deaths of Bobby Sands and his 
comrades. Margaret Thatcher wished to withdraw political status from 
IRA prisoners in the jails; in her view, the correct term for those convicted 
of crimes was criminal; for the IRA, which regarded itself as an army wag-
ing a legitimate war against oppression, such a designation was insulting. 
The IRA demanded the retention of the term political prisoner. Much 
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hung on this semantic dispute: in order to retain the name, the rights, 
and the entitlements of political prisoners, the prisoners embarked on a 
campaign of resistance that culminated in the deaths of ten hunger strik-
ers and, in so doing, prompted the emergence of mass street protests and 
the reemergence of Sinn Fein as a political force.

To take another example, community relations practitioners in North-
ern Ireland have constantly emphasized the importance of language, 
stressing for example that they themselves are not involved in conflict 
resolution, a term that appears too maximalist in its ambitions, and prefer 
to talk instead in terms of conflict transformation. This latter formulation 
accepts the inevitability and, indeed, the desirability of conflict but seeks 
ways to drain it of its toxicity. The Mennonite peace activist and theo-
rist Lederach (a frequent visitor to Northern Ireland; 1996) makes the 
point that “language is always more than a vehicle for communication. It 
is also a window into how people organise both their own understand-
ing and expression of conflict, often in keeping with cultural patterns 
and ways of operating” (p. 78). The reframing of the political problems in 
Northern Ireland in such a way that solutions could be glimpsed was very 
much dependent upon a reframing of the language used to describe those 
problems.

What then of the role of education or, to put it in the broader formula-
tion, the learning culture? I will now go on to examine the successes and 
the limitations, beginning first with the formal sector and then looking at 
informal modes of learning.

The Segregation of Schools

A counterfactual history of Northern Ireland could sketch an interesting 
scenario about what might have happened if the plans laid by the first 
minister for education, Lord Charles Londonderry, had come to pass. 
The vision he presented in 1925 to the first Stormont Parliament was for 
a secular and integrated schooling system. In a brief moment of unity, the 
Catholic and Protestant hierarchies combined to crush that hope, and by 
1930 a segregated schooling system was in place and Lord Londonderry 
was back in the center of Westminster politics. The hope that an inte-
grated schooling movement could arise and that such a movement could 
help overcome sectarian division has “aroused a good deal of interest 
among those involved in peace-building and conflict resolution through-
out the world” (Stephen, 2006, p. 273). The big “if” in this scenario—if 
only all the children could be schooled together—is not actually counter-
factual, as integrated schools do now exist, but the hope is still in advance 
of the achievement. The first school to consciously recruit both Catholics 
and Protestants, Lagan College, was a parent-led initiative, which opened 
its doors in 1981. Integrated schools are now a well-established pres-
ence, and the struggle to achieve that status is in many ways a heroic one, 
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well-documented elsewhere (Gallagher, 2004; McGlynn, Niens, Cairns, 
& Hewstone, 2004; O’Connor, 2002).

It is, however, difficult to trace any causal link between their efforts 
and the creation of peace settlement in Northern Ireland. There are two 
reasons commonly cited for excluding the integrated schools movement 
from any serious political analysis: (1) that they are too few in number to 
be relevant and (2) that their composition is too middle-class to impact 
upon the hard core of the problem. (Stephen, 2006, p. 270). Neither 
of these seems, to me, to touch upon the crucial point, but let me deal 
briefly with each in turn. There are a total of sixty-two integrated schools 
that, between them, educate approximately 6 percent of the school popu-
lation. This does not mean that 6 percent of the current adult population 
has received the benefit of mixed schooling; government figures show 
only 1.7 percent of adults report having attended schools that fit the offi-
cial designation of integrated education (Hayes, MacAllister, & Dowds, 
2006). Does that make them too statistically insignificant to expect any 
real, measurable impact? Not necessarily if the students were infused with 
a strong proselytizing sense of mission, but the research into the political 
attitudes of former pupils shows only weak evidence of center-ground 
political attitudes emerging from the experience of mixed education—
particularly when consideration is given to the fact that these students 
tend to come from family backgrounds where there already is a commit-
ment to more accommodationist politics (Hayes et al, 2006).

Demography—The Subversive Force

While integrated education may have left no clear imprint on voting 
behavior or on constitutional arrangements, there is no doubt that the 
“identity-widening” (Stryker & Serpe, 1982, pp. 199–218) aspects of 
shared experience do open up enlarged social spaces outside of the two 
blocs. The subterranean force that might transform the educational land-
scape may not be ideational, but rather the disruption that demography 
has in store for the segregated schools of Northern Ireland. Educational 
debates naturally tend to reflect educationalists’ concerns with curricu-
lum, selection, assessment, and all those other matters that fall within the 
compass of policy makers. Important as these are, it is, in fact, demogra-
phy, more than any other factor, that determines the number of students 
in the classroom, the resources allocated to them and—a crucial factor in 
divided societies—the religious and ethnic mix in each local situation. As 
John Maynard Keynes contended, the slow changes of population shift are 
responsible for the most profound events in history (see Toye, 2000).

In Northern Ireland the subterranean movements that are reshaping 
the political landscape are those that are recasting the relative ratios of 
the two main blocs. Protestant dominance is no longer a fact in politi-
cal, cultural, or numerical terms (the 2001 census showed the Protestant 
community at 53.13 percent, the Catholic at 43.76 percent). The near 
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equivalence has brought forth a political arrangement that rests upon 
a legislative framework that guarantees equality of treatment, expressed 
through a raft of policy measures designed to ensure parity of esteem 
between the two communities. The restless dynamic of demographic 
change has further changes in store, ones that impact in unpredictable 
ways. There are two forces at work: the first has to do with educational 
policy making, and the second, over which government has no control, 
has to do with population decline. While the school rolls are set to fall 
dramatically, the government is committed to funding an ever-expanding 
range of provision, not just Protestant and Catholic schools but, in the 
spirit of cultural diversity, Irish language schools and, more recently, faith 
schools, such as those run by Rev. Ian Paisley’s Free Presbyterian Church. 
The financial costs of running an educational system so willing to accom-
modate difference are not financially feasible in the long-term (Deloitte 
Consulting, 2007).

What then is to be done? The obvious solution, the creation of a single 
secular system, is the one most out of reach because of the opposition of 
the two main blocs. The best hope at present lies in the recommendations 
made in a radical report (Independent Strategic Review of Education, 
2006), which sidesteps the issue of integration and calls instead for an 
organized system of sharing. The village with three schools might find 
that intercommunal arrangements allow them to share the same soccer 
pitch or employ one music teacher or find economies in contracting and 
purchasing. Incentives should be built in, the report argues, to reward 
cross-community cooperation. These recommendations, if acted upon, 
have the potential to significantly change the educational landscape. 
Demographic realities so important in dividing Northern Ireland may yet 
help to produce a more interdependent future.

Learning for Employment

The exhortation to become a learning society—repeated mantra-like in 
all government policy documents for a decade—appears to have most 
relevance to post-compulsory education. Adult education, which hitherto 
had been perceived to be a dusty little corner of provision, suddenly found 
itself propelled into the spotlight as a key priority for government after 
the events that took place in 1996, the European Year of Lifelong Learn-
ing. Northern Ireland joined in the effort then taking place throughout 
Europe, to fill the concept with content. The Department of Education 
(1998) issued a document titled Lifelong Learning: A New Learning Cul-
ture For All, which rehearsed the same themes that could be found in 
governmental policy documents in any other European state at this time: 
It spoke of globalization, the speed of technological change, and the need 
for learning to permeate all parts of existence. Belfast declared itself “a 
learning city”—significantly an initiative taken by Belfast City Council 
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rather than a formal provider, and a sign that adult learning was to be seen 
as an engine for economic development.

Part of the attraction of the learning society idea was to do with the 
way these agendas—economic, political, and educational—could be tele-
scoped into one. It wasn’t just about learning, it was about tackling social 
inclusion. Tony Blair explained the logic quite neatly in an introduction 
to a publication on social exclusion: “The best defence against social 
exclusion is having a job, and the best way to get a job is to have a good 
education, with the right training and experience” (Social Exclusion Unit, 
1999, p. 6). And in Northern Ireland, it wasn’t just about tackling social 
exclusion, it was about dealing with political alienation. “If work can be 
found for 10,000 unemployed boys in West Belfast,” remarked the Brit-
ish minister, Richard Needham, “that in itself will do more to impact on 
political and security areas than any other measure” (Needham, cited in 
Wilson, 1989, p. 6). Since that time, work has indeed been found for 
the boys—and, indeed, the girls—of West Belfast, and, at the time of 
writing, unemployment stands at 4.5 percent, the lowest level for three 
generations. Jobs grew by 30 percent in the 1990 to 2005 period, and, 
not only that, but the Northern Ireland economy, as measured by gross 
added value per head has risen by 50 percent faster than that of the UK as 
a whole. (Department for Employment and Learning, 2006).

As I have indicated previously, not everyone is happy with the domi-
nance of the economic model. Reviews of learning society literature (Cof-
field, 2000; Field, 2000; Jarvis, 2007; Welton, 2005) show that there is 
discontent that sees social inclusion only in terms of the workplace and 
ignores the humanistic tradition of adult education: as Coffield puts it, 
“There’s precious little society in the learning society” (p. 16). A false 
dichotomy can, and has, been created; there is, in fact, no need to set 
the two in opposition. In Northern Ireland, the skills agenda has been of 
pressing importance. The broken-backed economy that resulted from a 
combination of political violence and the collapse of traditional manufac-
turing industries was not assisted by a workforce that, at the time of the 
first ceasefires, was less qualified and less interested in gaining qualifica-
tions than any in Europe (Sargant et al, 1996). The economic recovery 
described above is not attributable to educational policies alone, but a 
new virtuous spiral has been created, which allows adult learning and eco-
nomic growth to act positively on each other. It is still not possible for any 
simple deductions to be made about causality in the peace process, but, at 
minimum, it must be allowed that learning, employment, prosperity, and 
peace enjoy some natural form of companionship.

The Involvement of Civil Society

Civil society is usually described as a set of intermediate bodies between 
the state and the citizen, including voluntary organizations, business clubs, 
and other associational groupings. In the classic nineteenth-century study 
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by Alexis de Tocqueville, Democracy in America,(Tocqueville, 2000), it 
was thought to be constitutive of democracy, an idea that was revived with 
urgency and some theoretical overclaiming following the rise of Solidar-
ity in Poland and other “people’s movements” in Eastern Europe. In 
Northern Ireland, there is a strong empirical basis to the civil society idea: 
There are, for example, more than 4,500 voluntary organizations listed 
by the Northern Ireland Council of Voluntary Organisations, operating 
within a population of only 1.7 million. Two claims are made for the role 
of civil society in the peace process: (a) that it was the network of volun-
tary associations that provided the invisible stitching that prevented the 
fraying of the whole social fabric during the worst periods of the Troubles 
and (b) that it was civil society that drove the peace process from below 
by putting pressure on the political elites to find a settlement (Cochrane 
& Dunn, 2002). At the theoretical level, the idea has been buttressed by 
the growth of interest in the related concept of social capital, and, at the 
practical level, the adoption by government of social capital as a key con-
cept has ensured that civil society is given a key role in all peace building 
measures. Putnam’s (2000) distinction between bonding and bridging 
forms of social capital and Woolcock’s (1998) refinement of the theory 
have been seen as particularly helpful in creating a framework for com-
munity relations policy, and resource allocation has followed on from this. 
In short, there has been a major financial investment in voluntary bodies 
and cultural associations in the hope that they can deliver a more gener-
ous accommodation of communal differences.

The balance sheet to date shows a mixed return on that investment. 
Acheson, Cairns, Stringer, & Williamson (2007) show that voluntary 
bodies, while often presenting themselves as having an innocent relation-
ship to politics, are often caught up intimately in communalist identities. 
If that is true, as Acheson et al. say in most cases, then allowance must still 
be made for the corollary, which is, in some particular cases, civil society 
organizations have been hugely important in building and maintaining 
contact networks that connect the two communities. The churches can 
be seen to play what David Stevens describes as a Janus role: while they 
are most frequently associated with the religious and social divisions at 
the heart of the conflict, the hierarchies of both sides have maintained an 
unbroken unity in their opposition to political violence (Stevens, 2004, 
pp. 80–92). There is also a steady traffic on the ecumenical routes through 
which the churches mobilize cross-community exchanges. Community-
based women’s organizations have also provided an alternative network 
that crisscrosses the usual borders and even helped inspire the briefly 
flowering Women’s Coalition, which managed to introduce conciliatory 
politics into the drafting of the Good Friday Agreement. Perhaps the 
most important single initiative was the Opsahl Commission of the early 
1990s. The inspiration of a group of liberal journalists, academics, and 
civil society activists, this was a ‘people’s commission,’ overseen by the 
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distinguished Norwegian judge, Torkel Opsahl, who tried to change the 
terms of political debate by holding public meetings and inviting submis-
sions on the future of Northern Ireland. Such an enterprise fits well with 
the sort of reflexivity advocated by Anthony Giddens, Jurgen Habermas, 
and other social theorists, and, indeed, the opinions that resulted were 
very different from those dictated by political and paramilitary elites, and 
much more able to facilitate the politics of compromise.

Dealing with the Past

The Northern Ireland peace process will not be complete until ways have 
been found to deal with the weight of memory. A conventional view of 
Irish history is that, by failing to learn from it, we are doomed to relive 
it. By elision, this shades into what Vincent (1993) calls “the myth of 
atavism” (p. 123), or the belief that the recurrence of political conflict 
in Ireland is rooted in problems in the Irish psyche that erupt in periodic 
bursts of violence. The “ancient hatreds” theory of conflict has also been 
applied liberally by journalists to explain the politics of Eastern Europe 
and Africa, but it is as Nodia (2000) says, an interpretation that “virtually 
all serious scholars of nationalism rightly reject” (p. 172; see also Bowen, 
1996 and Mann, 2005). The notion of a national psyche, however, finds a 
curious echo in the learning society discourse, where the tendency toward 
animism is most pronounced when dealing with memory. Much of the 
literature on the learning organization, for example, treats the company 
as though it were a sentient being with both conscious and unconscious 
memory. While it is accepted that learning can only take place through 
the consciousness of individuals, the appeal of the theory lies in the sug-
gestion that the collective learning process is more than just the aggregate 
of the members’ efforts and that the company—or the region, or the 
society—can store and mobilize knowledge when it is required (Starkey, 
Tempest, & McKinlay, 2004). The cultural patterning that determines 
the use of this knowledge has a metaphorical connection with the neu-
rological pathways of human memory, and so long as the metaphor is 
not taken too literally, it can prove a useful way to view situations where 
whole collectives are engaged in the learning process. There have been 
repeated attempts to establish a South African-style Truth and Reconcili-
ation Commission to allow for former antagonists to come together to 
reflect on their experiences. Such efforts usually draw upon the meta-
phor of healing the wound, but the sense that old wounds will simply 
be reopened by such an interrogation has proved more resilient, and no 
initiative of this kind has yet been launched.

It may be that the interrogation of history does not proceed by the 
creation of a new grand narrative. As Salomon (2002) argues in the con-
text of the Middle East, the task is not to forge a single, shared history 
but to allow for the legitimation of competing narratives: to allow the 
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Jewish child to understand how the creation of the Israeli state can be 
viewed as the Nakbah, the great disaster, when seen from a Palestinian 
perspective, and to allow also for the converse to happen. Northern Ire-
land does not have such a long road to travel. This is not the Middle East 
where two worldviews collide, nor is it the former Yugoslavia where, in a 
situation that fits Sen’s (2006) description of “plural monocultures” (p. 
156), Serbian, Croatian, and Muslim children are taught how aggression 
was perpetrated by the other. Educationalists in Northern Ireland have 
already worked to address this problem by the creation of a shared history 
curriculum taught in both Catholic and Protestant schools. Alongside 
this are competing narratives, but one does not have to fall into a hope-
less cultural relativism to accept that, rather than quash these alternative 
understandings, the task is, as Salomon (2002) suggests, to allow each 
side to accept the validity of other understandings.

The Business of Reconciliation

The concept of reconciliation has been marinated so long in religious doc-
trine that even notionally secular events like the South African Truth and 
Reconciliation Commission have been imbued with Christian notions of 
atonement and forgiveness. The same is true in Northern Ireland where 
a whiff of sanctimony still attaches to the term despite the fact that it 
has been adopted as a sort of offial-ese by governments and external 
funding bodies. In 1995, for example, the British and Irish governments 
announced their joint initiative, the Anglo-Irish Agreement as an instru-
ment of reconciliation; subsequently, the signatories to the Good Friday 
Agreement dedicated themselves to “the achievement of reconciliation, 
tolerance and mutual trust” (Northern Ireland Office, 1998, p. 2). The 
EU’s support for the peace process for Northern Ireland, which began 
in 1995 just after the first ceasefires, came under the title “The Euro-
pean Union Special Support Programme for Peace and Reconciliation 
in Northern Ireland and the Border Counties.” The fact that resources 
have been attached to reconciliation work and that these required quite 
onerous reporting requirements led to a kickback against what is referred 
to pejoratively as the “reconciliation industry,” and there is no doubt that 
the moral weight of the term has been diminished by its use as an admin-
istrative category, subject to audit.

What can not be dismissed though is that 15,016 projects were orga-
nized under the first EU peace program, which ran from 1995 to1999, 
and a similar number were organized under the second program, which 
ran from 2000 to 2006. Education or training was not distinct catego-
ries for funding, but the Northern Ireland Council for Voluntary Action 
estimates that some 27 percent of projects funded had an educational 
character. One example here might suffice to demonstrate how learning 
is built into the reconciliation process. The Corrymeela Community on 
the North Antrim coast is residential center dedicated to reconciliation. 
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It was set up in 1966, that hopeful time before the Troubles, and its early 
operations were characterized by a willingness to experiment. The ecu-
menical ferment in Europe in that period had encouraged a radical spirit 
of reconciliation; Paulo Freire had taken up a position with the World 
Council of Churches in Geneva where, from 1970 to1980, he served 
as a consultant. The early Corrymeela founders met with him and with 
others who, in that restless period, wished to develop dialogue through 
unstructured group learning. All the ecumenists drank from the same well 
in that period, and, while Corrymeela cannot be described as Freirean (it 
does not, for instance, share his Manichean tendency to divide the world 
into oppressors and oppressed), a genealogical chart would show certain 
family resemblances between the experiments in adult learning conducted 
in the mountain villages of northeast Brazil and the group experiences at 
a residential center on the coast of North Antrim. Corrymeela has rec-
onciliation and not education as its definition of purpose, but some six 
thousand people go through its programs each year, using radical adult 
learning processes to discover truths about their neighbors and them-
selves, and to overcome differences. In its own particular way, it is proof 
of how the commitment to peace is also a commitment to learning.

Progress Is Possible

In the 1990s, ethnic conflict—or intrastate wars, as these were some-
times described—became the new paradigm. A sort of fin-de-siecle gloom 
descended upon political analysts at the end of the millennium as the 
fragmentation of the former Yugoslavia, and the murderous conflict in 
Rwanda appeared to be no more than the most visible manifestations of 
the resurgence of a new primordialism that was consuming places as far 
apart as Azerbajian, Afghanistan, India, Kashmir, the Basque Country, 
Tibet, Burundi, Liberia, Chechnya, and Sierra Leone. One measure of the 
severity of such conflicts was the degree to which they could be deemed 
to be “intractable.” Northern Ireland has always featured in the list of 
“intractable” quarrels (Richmond, 2002; Salomon, 2002). E. E. Azar’s 
definition of an intractable region is one where there are “ethnic (racial, 
national, or religious) hostilities crossed with developmental inequities 
that have a long history and a bleak future.” (Azar,1990, cited in Salo-
mon, 2002, p.7). As one of the world’s most intractable conflicts during 
the 1980s and early 1990s, the expectation that Northern Ireland’s future 
would remain bleak was one that was generally shared—and, it would 
have to be said, shared as much inside Northern Ireland as outside. The 
fact that a violent conflict of this obduracy has been transformed must 
give hope to other conflict societies. It should also be borne in mind 
that the movement toward peace, particularly within the Irish republican 
movement, was itself inspired partly by the remarkable chain of events in 
the late 1980s, most notably the collapse of the Berlin Wall and the triumph 
of the African National Congress in South Africa. An alternative narrative 
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can be constructed of late twentieth-century history, which foregrounds 
these political ‘miracles’ and argues that the laws of political gravity can 
occasionally allow for upward movement. Intractability is a construction, 
not a statement of destiny.

Are there not other lessons to be learned from Northern Ireland? This 
is by no means a definitive or exhaustive list but merely a starting point. 
Others may choose a different ordering or the inclusion of additional fac-
tors not noted here. Inevitably, any list becomes a procrustean bed. One 
obvious omission to my list is pointed up by a survey of Organisation for 
Security and Cooperation in Europe (OCSE) negotiators into the lessons 
learned from the Balkans crisis of the 1990s. (Sandole, 2006, pp. 111–
127). The most important lesson for the respondents in that survey was 
conflict prevention—in other words, preventing the house from catching 
fire. Good advice, but too late for Northern Ireland. In terms of future 
research, though, it may be worth pointing out that the focus on crises 
and intractability is less illuminating than a focus on learning, and that 
those countries, like Belgium, Switzerland, and Canada, where different 
cultures have learned to live together have a lot to teach us. Northern Ire-
land may also be on its way to joining those ranks as a learning society.
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4

Peace, Reconciliation, and Justice
Delivering the Miracle in
Post-apartheid Education

Pam Christie

In the last decade of the twentieth century, the liberation struggle in 
South Africa bore its fruit. Apartheid was brought to an end through 
a negotiated settlement, and a new constitutional state was established, 
enshrining equality and human rights for all. In 1994, at the first demo-
cratic elections in South Africa, millions of people queued to exercise their 
first vote, and Nelson Mandela, once gaoled as a terrorist, was installed 
as president in a glorious ceremony rich with symbolism of the changing 
order. In an historic compromise where amnesty would be exchanged 
for truth-telling, the Truth and Reconciliation Commission provided a 
public process for coming to terms with the worst human rights abuses of 
apartheid. It was a limited record, addressing individual instances of gross 
abuse rather than the everyday suffering of ordinary people under the 
structural violence of apartheid. Nonetheless, in the spirit of compromise 
and national unity, restorative justice prevailed over retribution so that a 
new order could be forged from the old.

Peace, reconciliation, and justice are key concepts in the narrative of 
transformation in South Africa. The political violence spawned by apart-
heid gave way to largely peaceful, legitimate government. Formal recon-
ciliation was achieved, at least at a national level. And the new constitution 
and bill of rights established a modernist state with the rule of law based 
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on human rights, equal citizenship, and equal human dignity for all. These 
are enormous achievements—widely acclaimed as a “miracle.”

Yet, as Mark Gevisser (cited in Kudla, 2004) evocatively articulates, 
more than ten years on from the historic elections of 1994, there was a 
sense in the national psyche of being still in transition—“going somewhere, 
suspended between two places” (p. 1)—an “interminable interregnum,” 
in Arrighi’s words. Gevisser identifies in South Africa “the Janus face of 
the miracle nation: a nation filled with hope and optimism, but under 
great pressure to transfer that optimism into progress and results” (Kudla, 
2004, p. 1). While Mandela presided over a miracle nation, his successor, 
Thabo Mbeki, faced “a troublesome country, grim with poverty, grubby 
with politics.” The transformation could be delivered, and the result was 
psychic distress. Gevisser points out that Mbeki quoted Hughes’s “Mon-
tage of a Dream Deferred”(in Kudla, 2004, p.1). He talked of South 
Africa being divided into two nations: one prosperous and largely white 
and one poverty-stricken and largely black. And the national psyche of 
South Africa remained suspended in a sense of continuing transition.

This same scenario plays through in education: a noble framework of 
justice and equal rights—the product of peace and reconciliation—which 
seems not yet to have delivered change for the majority of black students 
who remain in segregated and unequally resourced schools. Education 
operates as if in a transitional space, seemingly still, serving two nations 
and unable to deliver on the Freedom Charter’s historic promise in 1956 
that “The Doors of Learning Shall Be Opened To All.” How might the 
transition state be ended?

This chapter addresses the question of what happens after the moment 
when, at a formal level, peace has been achieved, reconciliation delivered, 
and justice declared. The challenge is to shift from a sense of the intermi-
nable interregenum of transition to acceptance that a destination has been 
reached and must be worked with. This requires a different imaginary: a 
move from dreams and miracles to active engagement, creativity, and respon-
sibility. How might this be achieved? This chapter sets out the challenges 
and constraints facing post-apartheid reconstruction, both generally and in 
terms of education. Drawing on Jean Paul Lederach’s (2005) notion of 
the moral imagination, it argues that the new imaginary must understand 
these challenges and work across the remaining apartheid divides to build 
a society and education system that give material expression to the ide-
als of justice, rights, and reconciliation. The chapter ends by setting out 
possibilities for peace education to play a part in constructing this new 
imaginary and building positive peace.

Peace, Justice, and the
New Constitutional Order

The end of apartheid was brought about by negotiations in the context 
of a debilitating conflict that neither side could win outright (see Sparks, 
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1995; Truth and Reconciliation Commission of South Africa, 1998). 
The National Party, architect of apartheid and custodian of its crumbling 
power, was no longer able to hold at bay the pressures against it from the 
liberation movements backed by foreign powers, and a failing economy. 
The major liberation movements (African National Congress [ANC], Pan 
African Congress [PAC] and South African Communist Party [SACP]), 
banned since the 1960s, had built momentum externally and internally, 
with an intensified armed struggle and an internal campaign to make the 
country ungovernable. Secret negotiations prior to1990 brought about 
the unbanning of the ANC and other political groupings, and ushered in 
a period of intense and sometimes faltering negotiations. In the violent 
and uncertain days of negotiations, before a peaceful settlement could 
be guaranteed by either side, compromises were made for a future shar-
ing of power. The compromise settlement agreed that a new constitution 
would be established, the ANC would lead the Government of National 
Unity (GNU), and a “sunset clause” would protect the tenure of senior 
members of the bureaucracy. A last-minute “postamble” tacked onto the 
constitutional agreements made provision for amnesty to be granted in 
respect of acts, omissions and offences with political objectives and com-
mitted in the course of the conflicts of the past. The triumph of the new 
government was its compromise, as erstwhile enemies of over forty years 
were able to commit themselves to peace, reconciliation, and justice. This 
was the miracle presided over by Mandela. However, the miracle had to 
be taken forward into results, which proved increasingly elusive as the 
new government was established and set to work (for accounts of this 
period, see, for example, Bond, 2000; Hirsch, 2005; Marais, 2001; Saul, 
2005; Seekings & Nattrass, 2005.)

The GNU was multiply hybrid. The ANC led an alliance grouping 
of itself, the SACP, and the Congress of South African Trade Unions 
(COSATU). This involved an ideological spread with the ANC to the 
right of its alliance partners on economic policies. In addition, the GNU 
included members of the National Party and the major Zulu opposition 
party, Inkatha. Compromise and negotiation were the order of the day, 
as more radical visions for change gave way to what was possible under 
the circumstances. As well as the government itself, the bureaucracy, too, 
was hybrid. Public servants of the previous regime worked alongside new 
appointees. The former had expertise in how the system operated, which 
they could use to facilitate or block change. Most of the latter had “strug-
gle” credentials rather than government experience.

Two axes structured the policy work of the new government. First, a 
political axis was provided by the new constitution of 1996, which exem-
plified the rights and rule of law for a liberal, modern state. Second, an 
economic axis was heavily influenced by policies to accommodate neolib-
eral globalization. These two axes not only opened up but also limited 
possibilities for change in the new South Africa.
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Politically, the 1996 constitution laid the ground rules for a state that 
would be the antithesis of apartheid. The constitution intended to heal 
the divisions of the past by according equal rights and equal dignity to all 
citizens and by protecting rights to differences in language and culture in 
a shared common order. Whereas apartheid had enshrined identity poli-
tics based on race and ethnicity, the new constitution enshrined common 
citizenship and a bill of rights. Instead of apartheid’s ten tribal home-
lands with degrees of self-government and pseudoindependence, the new 
state would be unitary with geographically based provinces. In the face of 
the fractured and unequal identity politics of apartheid, the new imagi-
nary was a unitary state with common citizenship, which would be blind 
to race and ethnicity and which would provide constitutional rights. In 
reality, apartheid identities and inequalities had been cut deeply into the 
social fabric over forty years of systematic action. The result was a torn, if 
not unraveling, social fabric that could not be straightforwardly mended 
by simple sutures.

Indeed, nonracism and a common identity cannot be built simply 
through constitutional measures, such as granting citizenship rights, how-
ever important these may be in a democratic polity. This is well argued 
by the South African intellectual and activist, Neville Alexander (2000). 
Dismissing the metaphor of the “rainbow nation” as “ornamental” (p. 
82), Alexander argues for the necessity of building a sense of common 
destiny—nation building—in the newly formed state in South Africa. He 
suggests that the arguments that nations precede states are Eurocentric; 
they do not apply in the African context where states were arbitrarily 
formed by colonial carve-up. In this context, nations must be imagined 
after states are formed. Under these conditions, nation-building projects 
across tribal, ethnic, and linguistic differences are crucial to the survival of 
a common destiny. There is an ever-present danger of ethnic conscious-
ness intersecting with economic interests, or, in South Africa’s case, of 
the persistence of inherited racial identities coming to prevail again. Alex-
ander urges South Africa’s political and cultural leaders to “devise and 
promote strategies which will reinforce the centripetal, not the centrifu-
gal, tendencies in the social formation” (p. 84). This is not about fabrica-
tion of national identity, but the imagining and creating of it. Alexander’s 
warning is strong: “In this country we face the real problem that if we 
do not promote national unity, that is, arrive at a core of common values, 
practices and national projects (regardless of the class character of the 
leadership for the moment), we shall, as in similar cases in recent histori-
cal experience in Europe, Africa and Asia, fall apart into warring ethnic 
groups, each with a more or less separatist agenda. If that were to happen, 
similar events to the north of us would pale into historical insignificance” 
(p. 91).

In the light of these points, it could be argued that allowing the sense 
of an interminable interregnum to prevail in South Africa is potentially a 
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dangerous waste of time. Ethnic and economic interests do not stand still. 
Instead, in the interregnum, interests are consolidated, extended, won—
and lost. Under the centrifugal metaphor of “two nations,” opportuni-
ties for building “one nation” are not seized. A new imaginary does not 
transcend the divisions of the old. The political project of achieving peace, 
justice, and equality is left to its own devices, its possibilities opened but 
not realized.

Economic policies, which formed the second major axis of the policies 
of the new government, also show the ambiguity of the interregnum. 
They, too, faced major limitations in redressing the inequalities of apart-
heid. The new state was launched at a time of neoliberal globalization, 
which was harshly competitive and unsympathetic toward redistributive 
approaches. Early attempts to formulate a development strategy of growth 
through redistribution were set out in the Reconstruction and Develop-
ment Program (RDP) in the Mandela years. By 1996, the RDP had given 
way to the Growth, Employment, and Redistribution Strategy (GEAR), 
which amounted to a form of self-imposed structural adjustment (see 
Bond, 2000; Marais, 2001). Under such policies, South Africa attempted 
macroeconomic stabilization, market-led growth, fiscal restraint, and 
reduced social spending (Hirsch, 2005). The goal was to produce job-
creating economic growth on the basis of which social spending might 
alleviate the conditions of the poor. For the first ten years at least, growth 
was slower than anticipated and what growth there was did not produce 
jobs. What was achieved was pro-poor spending on child support and 
age grants, and the partial upgrading of infrastructure and social services 
to disadvantaged communities. The economy was not fundamentally 
restructured, though more black people moved into the middle classes 
(see Seekings & Nattrass, 2005). Those without employment—some 
40 percent of the population—remained vulnerable to chronic poverty. 
And South Africa continued to have one of the highest measured rates of 
inequality in the world, as indicated by its Gini coefficient.

In short, ten years after independence, South Africa was an upper-
middle-income country that had achieved a measure of macroeconomic 
stability. However, alongside this, there existed large-scale chronic and 
endemic poverty, and long-standing inequality. In the face of this, Mbeki 
famously lamented the existence of “two nations” in an address to parlia-
ment on May 29, 1998. He said,

Material conditions have divided our country into two nations, one 
black, the other white. The smaller, white group is relatively prosperous 
and has ready access to a developed economic, physical, educational, 
communication and other infrastructure. The second, and larger, 
nation of South Africa is black and poor, and lives under conditions of 
a grossly underdeveloped infrastructure. (Statement on Reconciliation 
and Nation-Building, National Assembly, May 29 1998, modified)
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However descriptively appealing such a picture may be in pointing to 
the continuing inequalities and injustices that are apartheid’s legacy, it is 
analytically misleading, if not inaccurate (see Seekings & Nattrass, 2005). 
Its major flaw is that it neglects to analyze the changes that have been 
occurring and why they have occurred as they have. It depicts inequalities 
in static, commonsense, rural, and racial forms. Yet inequalities in post-
apartheid South Africa are not static but changing, not at least while racial 
divisions are being infused with inequalities of social class. One of the most 
significant changes during this period is the growth of the black middle 
class, and hence the growing inequality among black people. Poverty and 
inequality are urban as well as rural phenomena. More importantly, the 
changes that have been occurring are not without cause or reason. They 
are, at least partly, consequences of specific neoliberal policies adopted by 
the government, which bring heightened inequalities in their wake. Com-
plex though it is to steer the political economy of the country in demand-
ing times of globalization, it would be wrong to assume that there is no 
one at the helm.

This is not to underestimate the enormity of the task facing the gov-
ernment, nor to make light of what was achieved during this period. Cer-
tainly, the first ten years of democracy in South Africa brought political 
peace and reconciliation and provided an alternative vision to the violence, 
enmity, and injustice of apartheid. This was an enormous achievement. 
The construction of an alternative society after the miracle of negotiated 
settlement is no small task. But it is not assisted by a social imaginary that 
yearns for more miracles as it looks at the incomplete task it faces.

This situation is paralleled in education, as the following section 
illustrates.

The Dream Deferred in Education

The new government inherited an education system scarred by the 
inequalities of forty years of apartheid and decades of segregation before 
that (see Chisholm, 1997; Christie, 2008). The apartheid education sys-
tem was premised on racial differentiation and, consequently upon that, 
racially fragmented education systems that were separately administered 
and unequally funded. Across the country, nineteen different national, 
provincial, racial, and ethnic education departments delivered a formally 
similar core curriculum in schools that operated under vastly different 
conditions. “Two nations” would have been too simple a description for 
the hybrid and fragmented system that apartheid deliberately constructed. 
Whereas education for those classified “white” was free and compulsory 
to age fifteen, for other classification groups, education was not compul-
sory, resulting in enrolment patterns that resembled third-world coun-
tries alongside a first-world pattern for white students. In the heyday of 
apartheid, the per capita funding for white children was twelve times that 
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of African children, with those classified Indian and Coloured receiving 
respectively less and less than whites. In the last decade of apartheid, sec-
ondary schooling for Africans expanded, and by the end of apartheid, the 
expenditure gap had reduced to four times more per white child. The 
starkness of underprovision in African schools was revealed in the Schools 
Register of Needs (1996), a mapping task undertaken by the new govern-
ment shortly after taking power (see Bot, 1997). This revealed that 24 
percent of schools had no water within walking distance, 13 percent had 
no toilet facilities at all, 57 percent had no electricity, 69 percent had no 
learning materials, 83 percent had no library facilities, 6 percent were in 
such poor condition that they are not suitable for education at all, and a 
further 11 percent were in serious need of repair. The greatest deprivation 
was in rural African schools and, consequently, in largely rural provinces.

In education, the first task of the new government was to restructure 
the system away from its fragmented, racial basis to a nonracial, provin-
cial system (see Chisholm, 2004; Christie, 2008; Fleisch, 2002; Sayed & 
Jansen, 2001). The national Department of Education was responsible for 
providing norms and standards for the system as a whole, while school-
ing was delivered by provincial departments who received their funding 
from the national fiscus. This set in place a structural disjuncture between 
policy designers who had no direct responsibility for service delivery and 
school providers who had no say over what they were required to imple-
ment. The national department had no means of ensuring that designated 
funding was, in fact, spent on education, and provinces did not always 
have the capacity to spend their allocations. This is one instance of the gap 
between policy visions and conditions on the ground that characterized 
the terrain of educational change.

With its provisions for common citizenship in a unitary state, the 1996 
constitution stated that education would be a basic right for all. In its 
words,

Everyone shall have the right: (a) to basic education, including adult 
education; and (b) to further education, which the state, through rea-
sonable measures, must make progressively available and accessible.

Yet statements of rights are largely symbolic unless accompanied by 
material provisions. Achieving the right to education in South Africa 
would require major investment and resource allocation if the major-
ity of the population were to receive what had previously been available 
only to a minority. This investment was, in practice, not forthcoming. 
Instead, the prevailing approach was that expenditure on social services 
should be limited and that efficiencies should be sought within existing 
budgetary allocations. South Africa’s overall spending on education was 
benchmarked against the spending of other countries—countries that did 
not have historical backlogs to address. Whether or not the country had 
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the capacity to run an expanded schooling system remains a hypothetical 
question, given that funding was not present.

The first White Paper on Education and Training, issued in 1995, 
based itself firmly on the premises of the new constitution and committed 
itself to a set of new principles:

It should be the goal of education and training policy to enable a demo-
cratic, free, equal, just and peaceful society to take root and prosper in 
our land, on the basis that all South Africans without exception share 
the same inalienable rights, equal citizenship, and common national 
destiny, and that all forms of bias (especially racial, ethnic and gender) 
are dehumanizing. (Department of Education, 1995, p. 22)

And:

The education system must counter the legacy of violence by promot-
ing the values underlying the democratic process and the charter of 
fundamental rights, the importance of due process of law and the exer-
cise of civic responsibility, and by teaching values and skills for conflict 
management and conflict resolution, the importance of mediation, and 
the benefits of tolerance and co-operation. Thus peace and stability 
will become the normal condition of our schools and colleges, and citi-
zens will be empowered to participate confidently and constructively in 
social and civic life. (p. 22)

Put in this way, the White Paper reads like a prospectus for a peace 
education program. Yet, ironically, peace did not feature as an explicit 
goal in subsequent education policies, nor were the ideal conditions for 
peace, as expressed in these statements, given priority attention.

It could be argued that the parameters of what is possible in terms of 
education for peace, equity, and justice are fundamentally enabled or con-
strained by decisions of political economy. In the case of the new South 
Africa, the government’s commitment to neoliberal economic policies 
meant that justice and equity would be framed within market logics and 
parameters of fiscal restraint. Market logics do not reserve a role for the 
state to intervene through equity measures, particularly in circumstances 
where budgets are straitened (see Christie, 2008). However, given the 
extent of historical inequalities in education, unless substantial resources 
were earmarked for equity purposes, there would be no chance of improv-
ing the educational opportunities of those without private resources to 
pay for schooling. Leaving peace, equity, and justice to chance on an his-
torically unequal playing field under conditions of globalization inevitably 
opened possibilities of not only continuing existing inequalities but also 
of increasing them.

The White Paper provided an idealistic vision and broad framework 
for a new education system, and over the next few years, a whole range of 
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new policies were put in place to give effect to the framework. Many of 
these were ideal-type policies, too sophisticated to be implemented, par-
ticularly by disadvantaged schools. An unintended consequence of these 
policies was that most benefit went to those with resources and capacity—
the formerly privileged schools that were historically white.

Of the new policies, those for funding and governance illustrate most 
clearly the unintended consequences that arose from idealist approaches 
that did not engage with the structurally unequal conditions that pre-
vailed or the power relations that maintained them.

Funding and governance policies were addressed by the South African 
Schools Act (SASA) of 1996. Both of these were contested issues in the 
political transition (see Sayed & Jansen, 2001). In terms of funding, an 
early decision was taken that state resources could be supplemented by 
fees at individual school level. The reason for this was to hold the middle 
classes within the public system rather than have them seek quality educa-
tion in a private system. Given that the state did not have the resources to 
provide free and compulsory education for all on the formula established 
for white schools under apartheid, fees would have the benefit of bringing 
additional private funding into the system to supplement state funding.

However, the result of this approach to education financing was that 
the majority of formerly white schools, the most privileged in the system, 
became a haven for the middle classes of all races, operating selectively 
through the high fees they were empowered to charge. Although the 
act provided fee exemptions for poor students, in practice, most poor 
children did not have access to this tier of elite schools. Moreover, while 
schools in wealthy communities were able to charge fees in the thousands 
of Rands, those in poor communities were hardly able to raise fees at 
all, and many were subsequently declared fee-free. Thus, a hierarchy of 
privilege and disadvantage was an inadvertent consequence of the new 
policy, which ironically increased inequalities within the system as a whole 
instead of reducing them.

The issue of governance was also a contested one for similar and differ-
ent reasons. On the one hand were the demands by former white schools 
for as much autonomy as possible under the new government. In the dying 
days of apartheid, by sleight of hand, the previous government managed 
to pass ownership of white schools to parentally elected governing bodies 
under graduated conditions of self-management. The new government 
was thus confronted by a status quo of powerful, vested interests. On 
the other hand, in the last decades of apartheid, many black schools had 
become sites of opposition to apartheid where authority was contested by 
students and in some cases assumed by civic and parent bodies. For these 
groups, school-based management represented a desirable democracy. 
Faced with these two quite different pressures for devolution of power 
and influenced also by international trends, the government adopted the 
principles of school-based management, at first giving full powers only 
to schools that demonstrated financial capacity, with the idea of subse-
quently giving powers to all schools. The unintended consequence of this 
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was that governing bodies were able to assume powers against the wishes 
of the state, particularly in matters of staffing and admissions, and have 
their rights upheld by the courts.

Thus, in both funding and governance, vested interests were able to 
exercise their rights to privilege. In both cases, inequalities in schooling 
were entrenched in different forms. That is not to say that policies were 
intentionally unjust. Rather, it is to illustrate the difficulties of working 
against entrenched inequalities in education where old, vested interests 
persist and are joined by new ones. It is to illustrate the conditions under 
which “the dream is deferred” and “two nations” becomes a mantra of 
disillusionment.

Certainly, the new government did legislate for equity measures in 
education. Its Equitable Shares Funding formula provided for redistri-
bution of the nonpersonnel budget from the least poor to the poorest 
provinces and schools. It provided toilets, telephones, and other facilities 
to increasing numbers of schools. It took measures to regularize teachers’ 
salaries and conditions of work, and it committed itself again and again in 
annual reports to the eradication of poverty and inequality in education. 
These and other measures are not to be dismissed. Above all, the govern-
ment succeeded in running the education system during a time of mas-
sive change and putting in place a new vision and framework for future 
policies. But the quality of the system remained a continuing challenge 
(South Africa came last in both mathematics and science on the interna-
tional Trends in International Mathematics and Science Study (TIMSS) 
tests) and the annual release of matriculation results spotlights the slow 
progress in changing the performance of the system.

Not surprisingly, “two nations” metaphors have been used to describe 
the education system, as is illustrated by the following statement made 
at the Public Hearing on the Right to Basic Education, held by the 
South African Human Rights Commission (2006) held in 2005: “The 
research clearly shows that if you are black—particularly if you are rural 
and poor—schooling and education does not work for you. For 60–80% 
of our children, education reinforces marginalisation, trapped in a second 
economy of unemployment and survival with few ways out. It may even 
be said that there exist ‘two education systems’ in South Africa, mirroring 
the problems of two economies” (p. 18).

Toward a New Imaginary

“Two nations,” I suggest, is a metaphor that represents disappointment 
and powerlessness. It bemoans the seeming impossibility of achieving 
desired change and the inexplicable persistence of the old despite the 
birth of the new. Moreover, as stated earlier, it is a metaphor in which 
description—inaccurate at that—takes the place of rigorous analysis. It 
represents, I suggest, a failure in the social imaginary.
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If peace, reconciliation, and justice are to be achieved in practice in 
South Africa, it is necessary to analyze the post-apartheid dispensation 
with greater accuracy and to work actively toward change. Instead of 
accepting existing inequalities as self-evident and inevitable, the task is 
to work against them and to challenge unconsidered assumptions and 
practices that have the effect of perpetuating them.

What I have been suggesting is the need for a different social imaginary, 
which embraces the task of building the new through creative and respon-
sible action. Writing in the context of peace building, Lederach (2005) 
outlines the dimensions of a “moral imagination,” which, I suggest, offer 
useful insights to the task required in South Africa, if it is transposed to 
suit that context: “The moral imagination requires the capacity to imag-
ine ourselves in a web of relationships that includes our enemies; the abil-
ity to sustain a paradoxical curiosity that embraces complexity without 
reliance on dualistic polarity; the fundamental belief in and pursuit of the 
creative act; and the acceptance of the inherent risk of stepping into the 
mystery of the unknown that lies beyond the far too familiar landscape of 
violence” (p. 5).

Instead of a divided social imaginary, what I am proposing here is 
a version of Lederach’s moral imagination of inclusivity. This imaginary 
would work from the assumption that all South Africans are in a shared 
web of relationships rather than in separate webs. Instead of falling back 
on familiar, old accounts of dualistic polarity, which accept the existence 
of inequalities and structural violence, the new imaginary would need to 
sustain a paradoxical curiosity about the society that is being created, in 
all its complexity. It would also need to embrace the spirit of creativity 
and risk that is required to leave behind the familiar landscape with its old 
contours of inequalities. Building a shared destiny across historic divides 
is far too urgent and important a project to defer.

Challenges for Peace Education

What role may peace education play in this? As Harris (2004) usefully 
points out, peace education has a dynamic relation with peace practice; it 
is both philosophy and process (Harris, 2003). Understandings of peace 
are varied, as are ideas about how best to achieve positive peace. In his 
overview of peace education theory, Ian Harris (2004) identifies five 
approaches (and arguably, more could be distinguished): international 
education, human rights education, development education, environ-
mental education, and conflict-resolution education. However, as Betty 
Reardon (1997) and others (see Salomon & Nevo, 2002) point out, 
these different approaches may not, in practice, be overtly geared toward 
understanding or promoting peace.

For South Africans who have engaged in the struggle against apartheid, 
peace may all too easily be glossed over as having been achieved through 
the negotiated settlement, the Truth and Reconciliation Commission, the 
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1996 constitution, and the new governance structures and social insti-
tutions. This sense that the task is over may also prevail in other post-
conflict situations as well. However, I suggest that this approach accords 
more with negative peace (as absence of violence) rather than positive 
peace. Positive peace, as Harris (2003) points out, “involves following 
standards of justice, living in balance with nature, and providing meaning-
ful participation to citizens in their government” (p. 12). In the face of 
the continuing inequalities outlined in this chapter, it is clear that much 
remains to be done to achieve positive peace in South Africa, as well as 
social and economic justice.

What, then, might peace education address in the South African con-
text? While it is correct to point to the achievements of state and civil 
society in achieving possibilities for peace in South Africa (as do Nkomo, 
Weber, & Malada, 2007), it is also important to note that “peace edu-
cation is not widely understood in South Africa” (Maxwell, Enslin, & 
Maxwell, 2004, p. 116). Under such circumstances, its specific concerns 
could easily be engulfed by other change agendas and its dynamic relation 
to peace practice lost.

In terms of the broad field of peace education, the position adopted 
here is consonant with the quotation from the White Paper on Education 
provided earlier. It is that a legacy of violence needs to be actively coun-
tered by the promotion of democratic values and civic responsibility, by 
building a common present and shared future, and by promoting values 
of justice, respect, and care for the other. It assumes that in a complex 
society like South Africa, conflict and differences of identity need to be 
acknowledged and worked with in constructive ways rather than denied 
or avoided. It assumes that peace depends upon building a more just soci-
ety where social and economic inequalities are actively worked against. 
It assumes an imagination of something different beyond the familiar 
landscape of violence, oppression, and social suffering—a creative act of 
“paradoxical curiosity” in relation to the “mystery of the unknown,” in 
Lederach’s (2005) words.

Elsewhere (Christie, 2005), I have argued for an ethical imagination 
in education, comprising three dimensions: an ethics of intellectual rigor, 
an ethics of civility, and an ethics of care. In terms of this framework, 
peace education would be based on rigorous analysis of the structural 
and cultural conditions of peace and violence in the past and the present, 
commitment to building a public sphere in which democratic participa-
tion and social and economic justice are the basis for building peace and 
resolving conflicts, and an acceptance of responsibility to care for others, 
which requires us to be open to their suffering as well as our own (follow-
ing Levinas, 1998). All of this involves willingness to engage emotionally 
and imaginatively in praxis of change.

To achieve positive peace, justice and reconciliation—and for peace 
education to contribute to this—requires actively building a different 
imaginary, in which a just and inclusive future is embraced with hope, to 
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be built by our own collective action, creativity, and responsibility. This 
is a task that South Africa—and, I suggest, other post-conflict societies—
cannot afford to defer.
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4

Peace Education and Contact
Introduction

Zvi Bekerman

The chapters in this part touch upon important issues related to the 
theoretical basis that support educational efforts geared toward the cre-
ation of positive conditions that will sustain a better world. The chapters 
also point to a method of inquiry that carries the promise of allowing 
for a better understanding of the educational processes undertaken and 
their potential effects. In short, the chapters deal with theoretical per-
spectives developed in dialogue with contact hypothesis and with qualita-
tive or ethnographic approaches in the research of peace and coexistence 
education.

The contact hypothesis tradition (Allport, 1954), posits that social 
change can be attained through extensive integration toward the achieve-
ment of social stability and harmony. Allport’s influential initial articu-
lation has throughout the years evolved into a complex taxonomy of 
conditions for “good contact” to be possible. The main prescriptions rec-
ommended in the contact literature include the following: contact should 
be regular and frequent; it should involve a balanced ratio of in-group to 
out-group members while allowing for a genuine “acquaintance poten-
tial”; it should occur between individuals who share equality of status; 
and, while being institutionally sanctioned, it should be organized around 
cooperation toward the achievement of a super ordinate goal.

Research has shown that intergroup contact seems to generally pro-
mote intergroup acceptance, especially when appropriate conditions for 
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the contact are being met (Hewstone, Tausch, Hughes, & Cairns, 2005; 
Pettigrew & Tropp, 2000). Yet research in this field has dealt with rather 
short-term interventions devised for dispute resolution, conflict manage-
ment, and intergroup encounters. The research methodology frequently 
utilizes quantitative, positivist perspectives that deal with the manipula-
tion of variables and graphical representations of relationship patterns but 
do not necessarily offer insights into the complexities of human activity, in 
general, and intergroup educational encounters, in particular. Exceptions 
are to be found (Bekerman, 2004, 2005; Helman, 2002; Maoz, Bar-On, 
Bekerman, & Jaber-Massarwa, 2004), but these critiques stand and have 
been recently raised again even from within the psychological literature 
(Dixon, Durheim, & Tredoux, 2005). It is from this critical perspective 
that the importance of the chapters that follow should be considered.

Tomovska’s chapter, a case study of a contact-based program for ten- 
to eleven-year-old ethnic Macedonians, furthers our understanding on the 
importance of considering wider sociopolitical contexts on the implemen-
tation of contact-guided educational programs. Theoretically, the chapter 
contributes to our understanding of contact theory by drawing from the 
bioecological system theory posited by Bronfenbrenner and Bourdieu’s 
notion of habitus. Tomovska shows how the bioecological system theory 
helps appreciate the complex developmental environment within which 
contact theory might or might not produce positive outcomes while 
Bourdieu’s habitus helps explain developmental outcomes at an individ-
ual level. Methodologically, Tomovska adopts an ethnographic approach 
that provides evidence of the ways by which children seek information 
from their environments, thus becoming active agents in the formation 
of their perspectives and behaviors. Tomovska suggests that much could 
be gained by educators planning contact interventions by paying atten-
tion to events in their students’ surrounding context. Using the events 
uncovered in the surrounding systems as opportunities for inquiry by the 
students might help them better understand their active coparticipation 
in the construction of their habitus rather than of having to deal with 
the idealistic, detached perspectives that adults and educators many times 
suggest as possible paths to change.

Hromadzic’s chapter examines and interprets practices of mixing as 
instances of border-crossing among youth at the Gymnasium Mostar in 
Bosnia and Herzegovina. The ethnographic approach adopted helps Hro-
madzic illustrate the hows and whens of mixing so as to uncover its logic 
and map the emerging forms of social relations it allows for among the 
participants in the school context. Hromadzic shows how mixing prac-
tices, such as the ones implemented in the school to be acceptable, need 
to preserve a superficial character; yet, some mixing practices do become 
places of resistance or places were boundaries can be tested and stretched. 
Hromadzic suggests mixing as an analytical concept that can help us bet-
ter understand phases of post-conflict social reconstruction, for it captures 
small, social interactional details that otherwise go unnoticed in traditional 
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social research much dominated by powerful categories, such as identity 
and culture.

Hammack’s chapter offers descriptive insights on two American-based 
coexistence programs for Israelis and Palestinian youth. His interpreta-
tive work uncovers the paradigmatic basis of this educational activity and 
shows them to be rooted in American folk psychological perspectives 
on identity and intergroup relations. The study points to the need for a 
greater reflectivity on the side of the organizers of educational interven-
tions geared toward the alleviation of conflict about their own cultural 
assumptions and psychological perspectives. At the same time, the study 
is very attentive to the distinct sociopolitical realities that envelop the 
target populations of their educational work. Moreover, he encourages 
educators and theorists to consider the intricate relationships between 
individual psychological and social structural change as well as to become 
more critically conscious about the limitations of intergroup contact.

Nien’s chapter sheds light on the conceptualizations of peace educa-
tion and explores how theoretical frameworks, based on approaches from 
the political sciences (multiculturalism) and social psychology (contact 
hypothesis), may be used to underpin the design of education in conflict 
and post-conflict societies. The chapter suggests that the use of the con-
tact hypothesis in conjunction with multiculturalism can strengthen and 
develop the effectiveness of educational initiatives that strive to secure a 
more peaceful future.

Kosic and Senehi’s chapter provides a conceptual framework for map-
ping cross-community work designed to assist the process of reconcilia-
tion in conflict and post-conflict societies. As the basis for their analysis, 
they make use of interview data gathered from leaders of community 
programs implemented in Croatia and Northern Ireland, which try to 
promote intergroup contact among young people and to deal with salient 
ethnic and religious identities. They suggest that the main strategies used 
in such programs can be divided into two main categories—single-iden-
tity work and intergroup contact—and scrutinize their potential pros and 
cons. The chapter also raises some critical questions regarding the diffi-
culties encountered by organizers in offering more longitudinal plans and 
projects, their concern with the recruitment and involvement of partici-
pants, and their continuous agonizing over the possibilities of obtaining 
funding. Lastly, the chapter suggests that more attention should be given 
to the issues of perception of victimhood and collective responsibility to 
promote reconciliation among conflicting parties.

From both theoretical and methodological perspectives, the chapters in 
this part add a welcomed critical complexity to our present knowledge on 
peace and coexistence educational processes. These complexities should 
help us problematize our present approaches and should encourage us to 
keep searching for new, pedagogical, context-sensitive strategies to better 
cope with the multiple and varied problems confronted by educators in 
conflict and post-conflict societies around the world.
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We should not expect peace and coexistence educational initiatives to 
be able to offer solutions to long-standing and bloody conflicts whose 
roots are to be found on a very material, unequal allocation of resources. 
Unfortunately, many times societies and governments find it easier to 
support such initiatives rather than work hard toward structural change. 
Hoping this is not the situation in the contexts under study, the question 
becomes what can be realistically expected from such initiatives.

Salomon’s (2004) proposal sounds partially true when affirming that 
though peace education cannot resolve intractable conflicts, it can pre-
pare the ground for desirable political change. What needs to be clarified 
is what type of educational interventions can prepare the ground.
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C h a p t e r  6

4

Social Context and
Contact Hypothesis

Perceptions and Experiences of a 
Contact Program for Ten- to Eleven-
year-old Children in the Republic of 

Macedonia

Ana Tomovska

Introduction
Educational systems can promote division and intolerance, which can 
have a negative impact on intergroup relations or can bridge the division 
and promote positive intergroup relations (Bush & Saltareli, 2000). Using 
education for promotion of tolerance and good interethnic relations is 
very important in conflict-affected countries faced with deep entrenched 
narratives about “the good us” versus “the bad them,” such as in the 
Republic of Macedonia. Therefore, in such societies, it is important to 
create a more positive intergroup climate through an educational system 
that will lead the children away from the endemic violence, dangerous ste-
reotypes, and conformity to intolerant behavior (Salomon, 2004; Shapiro, 
2002). Although peace education has many different forms and different 
theoretical underpinnings (Bekerman & McGlynn, 2007), the contact 
hypothesis still underpins much of the peace education in schools. This 
usually involves organizing group encounters in face-to-face meetings in 
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an attempt to alter participants’ hostile views of each other and promote 
mutual understanding (Kupermintz & Salomon, 2005).

The contact hypothesis was first defined by Allport (1954), who stated 
that contact situations, which provide equal status between the partici-
pants, cooperation in pursuit of common goals, and institutional sup-
port, should lead to improved intergroup relations. Over the years the 
hypothesis has been redefined and a growing number of additional condi-
tions have been added (Amir, 1969). However, most of the studies have 
been quantitative in nature and concentrated on testing and refining the 
relevant conditions. While this approach is useful to a certain extent, it 
runs the risk of turning the contact hypothesis into an “ever-expandable 
laundry list,” which is very cumbersome and hard to implement (Petti-
grew, 1998). It may be more helpful to look at the conditions proposed 
by the contact hypothesis in terms of facilitating change rather than as 
essential factors for change (Pettigrew & Tropp, 2006). As a result, atten-
tion has turned to consideration of not only when but also how and why 
contact works. The importance of both quantity and quality of contact 
has been accentuated. In addition, emotional, situational, and contextual 
variables alongside cognitive variables present before and during the con-
tact situation have been emphasized (Hewstone & Brown, 2005; Stephan 
& Stephan, 1996). Quantitative studies that consider conflict-affected 
settings have pointed to the importance of emotional aspects and anx-
iety-reducing mechanisms (Niens, Cairns, & Hewstone, 2003; Paolini, 
Hewstone, Cairns, & Voci, 2004), as well as the broader context for the 
outcomes of contact (Bloomer & Weinreich, 2003; O’Connor, Hartop, 
& McCully, 2003; Smith & Dunn, 1990; Toner, 1995).

However, due to the nature of the research and the limited informa-
tion gathered by quantitative methods, studies to date have not fully 
accounted for the importance of the contexts within which contact takes 
place (Salomon, 2004; Smith & Dunn, 1990). There has been some 
qualitative research that started to address and uncover the complexity 
and the meaning of the context in peace-promoting contact work. Nev-
ertheless, this work has focused on older participants (Feuerverger, 1997; 
Sagy, 2002) or did not fully engage in consideration of younger children’s 
perspectives of contact work (Kilpatrick & Leitch, 2004).

Relatively few studies have looked at the perspectives of primary school 
children. One such study was mainly exploratory and delineated ten- to 
eleven-year-old children’s competency in engaging with issues of their 
everyday life (Connolly & Maginn, 1999). They concluded that the con-
tact program was rather unsuccessful because children’s previous experi-
ences were not considered. Therefore, this chapter aims to contribute 
further to this body of knowledge by drawing upon a case study of a con-
tact program for ten- to eleven-year-old ethnic Macedonian children in a 
city faced with interethnic tensions in the Republic of Macedonia, using 
ethnographic methodology. By drawing together the theoretical work of 
Bronfenbrenner (1992) and Bourdieu (1977), it suggests a theoretical 
framework that may be of use in helping to understand the importance 
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of consideration of the wider context within which children and contact 
schemes are located.

This chapter will start by outlining the alternative theoretical frame-
works. The data from the case study will then be used to support the 
theoretical implications for planned contact interventions. Drawing upon 
both data and theory, this chapter concludes by considering the implica-
tions of the findings for contact based peace education work.

Alternative Theoretical Frameworks

Bronfenbrenner’s (1979) bioecological system theory helps us understand 
the multilayered and interrelated nature of the social contexts within which 
children are located. This is important for the present case study, which 
shows how children’s experiences in the context of school, family, and 
elsewhere interrelate and play an important role in how children respond 
to a contact program. According to Bronfenbrenner (1992), human 
development is a result of two-way interplay between the characteristics 
of the active person and the characteristics of the dynamic environment 
because each person is tightly embedded within the environment. The 
developmental context is conceived as a “set of nested structures, each 
inside the other like a set of Russian dolls” (Bronfenbrenner, 1979, p. 3). 
Therefore, understanding the connections and interactions between dif-
ferent settings is important in comprehending a child’s views and behav-
iors, as they form the basis of human development.

The first setting is the microsystem that contains the developing per-
son and all the roles, activities, and interpersonal interaction in a given 
face-to-face setting, such as families, peer groups, and school classes. 
Within the microsystem, the change and development of one member can 
instigate change in the other members as well. In addition, each person 
is a part of many microsystems and they all interact with each other form-
ing mesosystems. The personal characteristics, views, and behaviors are 
formed through the complex, synergistic, interactive effects that happen 
within the mesosystems. As a result of the different mesosystems formed 
between the classroom as a microsystem and the various other microsys-
tems children belong to, each child has a different schooling experience.

Furthermore, the microsystems and mesosystems are in constant inter-
action with exosystems, which do not contain the developing person, 
but events in these systems can have indirect effects on the individual 
as they filter into the microsystems. Examples of exosystems systems are 
parents’ jobs and peers’ families. All these systems are influenced by the 
macrosystem, which sets the overall content, belief system, and interper-
sonal interactions as a societal blueprint of a certain culture or subculture 
(Bronfenbrenner, 1979, 1992).

In addition, each child is an active agent of their own development. They 
internalize the external information, during which the external content is 
transformed, according to the subjective human experience and perception 
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of the context. The internal processes are called proximal processes. These 
interactive processes instigate activities slightly beyond the child’s devel-
opmental level and drive the development forward (Bronfenbrenner & 
Ceci, 1994).

Although bioecological system theory can help in understanding the 
complex developmental environment and the factors stemming from it 
(Darling, 2007), it is lacking a clear notion of the structure of the devel-
opmental outcomes on an individual level. Bourdieu’s (1977) notion of 
habitus can help fill the gap.

The habitus is a product of the social world and social relationships, 
but it is incorporated into the individual in a system of permanent disposi-
tions (Bourdieu, 1990). As such, the habitus provides the much-needed 
internal reflection of the environmental context serving as an internal 
organizing structure that guides the human behavior, lacking in Bron-
fenbrenner’s (1992) theory. The habitus provides the basis for the ways 
in which individuals approach, view, and act in the social world, devel-
oped through a constant interaction within a particular environment. The 
habitualized way of approaching the social world is reinforced over time 
by other individuals within the same mesosystems. However, that does 
not mean that the habitus is a simple reproduction of the social factors. It 
is powerfully generative because it transforms the social conditions of its 
own production in a relatively unpredictable and individual way (Bour-
dieu, 1993). For example, the understanding of ethnic relations and the 
pictures of each ethnic group are formed by drawing upon available infor-
mation in the microsystems that a child inhabits coupled with their trans-
formation and structuring inside the mind. When the habitus is formed, it 
guides future behavior and reactions toward people from different ethnic 
groups. However, the behavior in a particular situation of contact with 
members of the other group cannot be predicted, as the subjects are free 
to make decisions about their own behavior. Nevertheless, their choices 
are somewhat determined by what they already know and what they have 
already tried in similar situations.

Bourdieu’s theory has been criticized for being too deterministic 
because the habitus can be seen as a system of durable dispositions closely 
tied to a social environment that limits individual’s reactions (Jenkins, 
1992). On the other hand, changes in the habitus are possible through 
experiences that will enable individuals to understand their dispositions 
and achieve a relative closure of the system of their dispositions before 
building new dispositions (Bourdieu & Wacquant, 1992).

As both theories emphasize, children are active agents of their own 
development and changes in their habitus are possible in carefully planned 
interventions. This is important because every contact program forms 
another microsystem for each child and it interacts with other micro-
systems that they are already part of to form different mesosystems. As 
such, the effects of the program will vary depending on the children’s 
experiences in other contexts and their habitus. Successful changes can be 
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achieved if the program engages with the broader context and children’s 
habitus to provide opportunities for gradual change.

Consequently, to engage with the broader context and understand the 
children’s experiences, this study adopted open ethnographic methods of 
study. Children were given the chance to express themselves. The study 
was conducted in a city in the Republic of Macedonia that experienced 
violent conflict in 2001 and is still experiencing tensions. It concentrated 
on exploring the context of the contact work with thirty-five Macedonian 
children (ten- to eleven-years-old). The work was carried out in the 2006 
to 2007 school year over a period of four months. During that time, 
observations of the regular school days as well as the organized contact 
situation were carried out. In addition, semistructured interviews were 
carried out. These started with questions about what children like to do, 
how they feel during contact and similar ones, and moving onto explor-
ing children’s experiences. The interviews were conducted with groups of 
three or four children at a time. Each child was interviewed at least twice 
to capture children’s experiences and perceptions of the program.

The data analysis was carried out in several stages. Initially, descriptive 
codes emerged and were assigned to the data. After connections between 
the descriptive codes were established, they were linked to theoretical 
framework to achieve better explanations and reach conclusions. A quali-
tative software package, MaxQda2, was used to achieve better systemati-
zation and rigor of the coding process.

In the next section, the broader context and the children’s experiences 
of it will be outlined before presenting the children’s views of the contact 
program.

The Context of the Work in
the Republic of Macedonia

The Republic of Macedonia is a country inhabited by people from dif-
ferent ethnic, cultural, linguistic, and religious background. According 
to the census of population, households and dwellings (State Statistical 
Office, 2005), 64 percent of the whole population is comprised of Mace-
donians, 25 percent Albanians, and 11 percent other ethnic groups. The 
groups’ ethnicities coincide with cultural, religious, and language differ-
ences, which make communication between people from different eth-
nicities difficult. Moreover, the structure of the population varies around 
the country. The majority of the Albanians live in the northwestern parts 
of the country, and in some parts they comprise more than 80 percent 
of the population. In some Eastern parts of the country, there are places 
with no Albanians. The residential segregation is becoming more obvi-
ous as time passes because people tend to live in ethnically homogenous 
neighborhoods.

This diversity and uneven distribution of the population combined 
with the lack of social interaction have made the Macedonians and the 
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Albanians “hostages” of ethnic tensions. Communication between the two 
groups is fairly limited and interethnic dialogue is marked by intolerance, 
suspicion, and mistrust. The tensions resulted in violent conflict in 2001. 
The main violence happened in the predominantly Albanian areas in the 
northwestern part of the country. The violent outburst ended with the 
signing of the Ohrid Framework Agreement (Balalovska, Silj, & Zucconi, 
2002). However, tensions still exist in some regions as Macedonians and 
Albanians interpret and perceive the agreement differently (Brunnbauer, 
2002). The situation in the country, as a macrosystem, provides the over-
all context in which different smaller systems are located and creates the 
overall atmosphere in which children develop.

The educational system itself has been largely influenced by politics in 
the country and by community relations. The educational system has long 
been one of the major contributors to the de facto ethnic segregation in 
the country. The minority students have attended classes in their mother 
language resulting in very limited contact between primary school Mace-
donian and Albanian children (Myhrvold, 2005). Studies have shown 
that primary school children appear to live in parallel worlds, knowing 
very little about the other group and showing very few signs of willing-
ness to cooperate (Brusset & Otto, 2004; Najchevska, Simoska, & Gaber, 
2001).

The primary school “Pitu Guli,”1 which forms the microsystem for 
the children in this study, caters to Macedonian children. It is located in 
a city with a mixed population, which was deeply affected by the violent 
conflict outburst in 2001 and still experiences high interethnic tensions 
(Muzurovic, Frank, & Gurcinovski, 2002). It is important to note that 
the school shares the school building with another school that caters to 
Albanian children. Although the building is the same and the school yard 
is mutual, the corridor is separated by a metal door that has not been 
opened for years. The strategy that the two schools adopt is one of avoid-
ing the problems rather than addressing them. For example, the schools 
have a specific schedule for who uses the yard in which period of the day 
and who keeps the children separated from each other during breaks, 
arrivals, and departure. The children from both schools arrive and leave 
the school fifteen minutes apart from each other so that they do not meet 
in the school yard. When I asked the staff about keeping the children 
apart, the majority mentioned that it is the only way of preventing inci-
dents between the children. As one teacher explained, she tries to keep 
the children inside during break time because the Albanians sometimes 
try to take their football. She said that she has more peace of mind if they 
are inside because bigger incidents, such as fights, can be prevented.

While conducting the fieldwork, the author noted that the school was 
a tense environment and incidents occurred. The incidents tended to be 
the only experiences that the children have of the shared yard and of 
their peers from the other school. The situation within this microsystem is 
reflected in the children’s perception and explanation of the situation and 
their relationship with the children from the other school. In this context 
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most of the children appear to accept the segregation that exists. Thus, 
over time, the children from the neighboring school become “the other” 
and a threat, which becomes incorporated in their habitus. This can be 
seen in the following interview:

Ana: How often do you play football?
Jovan: Well, about half an hour.
Boban: When the teacher lets us play.
Boban: No. Rarely.
Toni: No.
Ana: Why does she not allow you to go out?
Boban: Well, if it is cold, we don’t go out.
Jovan: Well, maybe we will start to argue with the Shiptari (derogative 

term used for the ethnic Albanians).
Boban: Yes, yes.
Ana: Well, who are they? Why do you argue with each other?
Jovan: Well, they are Shiptari; they hit us.
Boban: They are big.
Jovan: They want to hit us, and that is why we run away.
Ana: And where are they from?
Jovan: Well, they study in this school (points to the building next to 

them)
Boban: They study in this other school next to us.
Ana: Are they older than you?
Jovan: Yes.
Boban: Well, in our shift they are older, and our older children are in the 

same shift with their younger ones.
Ana: Do you often fight with each other?
Boban: Yes.
Toni: Yes.
Jovan: Yes.
Ana: When was the last time it happened?
Jovan: Well, three, few days ago.
Boban: Four [or] five days ago.
Toni: Well, today we were close to fighting but Marina and I escaped.

This schooling experience usually interacts with children’s family micro-
systems forming mesosystems, and the results are visible in the children’s 
habitus. Most of them are able to competently connect their own experi-
ence with the children from the other school with the prejudiced state-
ment they are hearing in their families. Over time, children draw upon 
reinforcement of their own negative views received within such mesosys-
tems. The majority of the children in this study have come to internalize 
their experiences in coherent and taken-for-granted ways of thinking and 
behaving toward the Albanians as a group, and that became incorporated 
in the children’s habitus that has formed its habitus. The mesosystems 
they belong to provide fertile soil for internalizing and expressing prejudiced 
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views. This can be seen in the following interview in which one child 
clearly connects the situation between the schools with what his grand-
mother says about Albanians:

Ana: There is another school next to yours. Do you play with the chil-
dren from that school?

Krste: No.
Mite: No.
Nenad: No. Rarely. Maybe if we know someone.
Ana: Why not?
Krste: They will hit us.
Nenad: They will make fun of us, tease us, and hit us.
Mite: They are more numerous.
Nenad: Sometimes they carry knives.
Ana: Why do you think that happens?
Nenad: Well because they are…I don’t want to say it.
Mite: They are taught that way.
Ana: Nenad, tell me what you think. It is nothing to be afraid of.
Nenad: They are animals. (He makes an angry expression on his face.)
Mite: I think they are taught that way at home.
Ana: What are they taught at home?
Nenad: In Albania they are more polite, and here they carry knives, take 

drugs.
Ana: You mentioned Albania. How are the children from the other 

school connected to Albania?
Nenad: Well, they are Albanians.
Mite: Oooh, they are not.
Ana: You don’t think they are Albanians. What are they then?
Mite: There is a difference between Albanians and Shiptari.
Ana: Can you explain the difference to me?
Mite: The Shiptari came from the mountains during the war (he means 

the First and Second World War), and the Albanians stayed in their 
country. Shiptari are more like wild and Albanians are better. That is 
what my grandmother says.

Ana: And who lives here?
Nenad: Well, now they want to turn themselves into Albanians.

However, not all children had only negative experiences. For some chil-
dren, their other microsystems, such as the family and their Albanian peers, 
provide positive experiences. Subsequently, their habitus incorporates 
a more diverse picture of the Albanians. For example, in the following 
extract, they try to reconcile their positive experiences with the negative 
experiences and information they receive from the environment:

Ana: Now I want to talk about the people from this city. Can you tell  
me more?
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Nenad: There are people which are bad, and there are people which are 
good.

Ana: There are good and bad people?
Nenad: Well, Macedonians are good. I mean, Macedonians are better 

than the Albanians.
Ana: Why are they better?
Nenad: Actually, no. Albanians are better than the Macedonians because 

an Albanian gave my father a tool box and some other present as well, 
another tool. He gave him, everything he gave him. There is no Mace-
donian that would do such a thing; instead, a Macedonian would fight 
with him.

Ana: Well, I don’t understand [why] you said Albanians fight, now 
Macedonians fight…

Nenad (interrupts me): Yes, but the older Albanians, some of them are 
bad, some of them are good. It not that there are only bad Albanians.

Ana: So, there are bad and good Albanians?
Toni: When Albanians drive, they let us go first, they tell us with hands 

[that] we should go first, then they go.
Ana: So, there are good Albanians as well and you cooperate with them?
Nenad: Yes, we do. For example, Sedat and I today…Well, I have a 

computer and CD writer, and I will make copies of some games, and I 
will call that one Albanian Sedat we are friends [with], and we will sell 
something together, cooperation.

As such, these positive examples and experiences coming from the micro-
systems (i.e., peer groups), as well as exosystems (i.e., parent’s job), are 
something that could potentially provide opportunities for exploration 
during educational peace programs. The programs could draw upon chil-
dren’s experiences in different contexts to exploit the contradictions that 
exist between different microsystems. In turn, this might help the chil-
dren within the school to develop more inclusive ways of thinking and to 
gradually develop a more inclusive habitus. By giving the children time 
and space to share their positive experiences, drawing upon those and 
reconciling them with their negative experiences, the children could come 
to realize that each ethnic group is more diverse and that more positive 
mutual relations are possible. Contact programs could potentially aim at 
exploring those issues during contact encounters. However, as discussed 
in the next section, the task has proven difficult for the two neighboring 
schools.

The Contact Program

The fragile situation has made it difficult to organize any sort of contact 
program between the schools. They have experienced difficulty in main-
taining the program due to the lack of cooperation between them. The first 
attempt to organize a contact program was part of a project organized by 
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a nongovernmental organization that aimed to build networks of schools 
for multicultural understanding and that focused on interschool relations. 
However, the school catering for Albanian children withdrew from the 
2005 to 2006 program after a few joint activities. As a result, the Pitu 
Guli school had to maintain the contact with an Albanian school from 
another city. The 2006 to 2007 program, which was studied and is pre-
sented in this paper, was an attempt to reestablish the 2005 to 2006 ini-
tiative between the two neighboring schools.

The planned contact has been motivated by the incidents in the play-
ground and outside the schools between the children from both schools. 
The main idea was to use a planned contact program to help the children 
build more amicable relationships, but with a topic that will not touch 
upon interschool relations. Therefore, the work concentrated on raising 
nonsmoking awareness. The withdrawal of the Albanian school was used 
to support the 2006 to 2007 program’s orientation toward issues that 
are less contrived. The program has been segregated from regular school 
activities, and not all staff and children are involved, breaking one of the 
Allport’s (1954) conditions for institutional support of contact. More-
over, during the contact encounter, Macedonian language was used more 
frequently, as it is the language that both groups of children understand, 
giving the Macedonian children a slightly better status within the contact 
situation.

Even though the mutual encounters were brief and oriented toward 
accomplishment of certain tasks, such as origami ornaments, they provided 
a positive atmosphere. This was in stark contrast to many of the previous 
yard encounters, which the children recalled were filled with animosity. 
Therefore, the children tried to find out more about their peers from the 
other school by sitting next to them or trying to work on the same task. 
Their higher status, coupled with the positive encounter, resulted in ini-
tial excitement, which can be seen in the following interview:

Ana: What did you like about most of the activities that you were 
involved in a while ago?

Jovan: Well, we made cups, decorations.
Marija: We made presents, we were having good time with the 

Albanians.
Ema: Yes.
Ana: Marija mentioned Albanians. Did you meet them?
Ema: They were good.
Jovan: Yes, and they were very good.
Ema: They were also making presents.
Jovan: They were helping us.
Ana: Did you talk to them?
Jovan: Yes.
Ema: Yes, and I also helped her. She helped me. We were cutting 

together.
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Dona: Well, we were writing on a board. She asked us some questions, 
translated some words in Albanian.

Ana: Did you talk about something else?
Jovan: Well, we talked, cut, glued together.
Ana: So, what do you think about the children from the other school?
Ema: Some of them are bad, and some of them are good.
Dona: Some of them are good.
Ema: Some are friendly.
Marija: Well, there are no bad children. If we tease them, they will tease 

back, I guess.

The contact provided the children with an opportunity to realize that 
mutual encounters with the children from the other school could be 
friendly. However, as it is evident in the interview, the children only talk 
about activities that they did together. Those activities did not involve 
much talking and, therefore, may have failed to provide the opportunities 
for development of closer friendships by lacking the acquaintance poten-
tial of contact that Allport (1954) emphasized. There was a lack of oppor-
tunity for getting to know each other better; however, the next interview 
suggests that this was something the children wanted:

Ana: Did you learn anything about those children?
Ilina: Well, no, we played games together. We didn’t talk, we just played.
Ana: Did you ask them anything, did you make friends?
Ilina: Well, we were together for a short time. We were playing showing 

our masks, and then we had to go, because the older children had to 
come.

Ana: Did you want to know more about them?
Ilina: Yes, but unfortunately I couldn’t.

In addition to not complying with all of the conditions for contact speci-
fied by Allport (1954), these experiences were relatively isolated from 
children’s everyday life in their other microsystems. The children did not 
have enough opportunities to engage with their peers from the other 
school and to explore each other’s views, ways of life, and behavior. They 
could not connect this isolated experience with their everyday schooling 
experience or their experience outside of school. Therefore, the program 
did not create a mesosystem for the children that could have given them 
opportunities to reconsider their old, habitualized ways of thinking about 
and behaving toward their peers from the other school. When back in their 
old microsystem of separated schooling, the children continued to use the 
derogative term Shiptari around their peers and did not share their expe-
riences with their classmates. This may have occurred because they could 
not see how and why their experience was important or appropriate.

However, the children themselves recognize the need to be engaged in 
contact that will allow them to engage in deeper exploration of the issues 
and problems they are faced with in the everyday context of school life. 
The majority of the children want answers and solutions to their everyday 
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problems with their neighbors. They want something that would help 
them have more peaceful relationships with their peers from the other 
school and put a stop to the incidents in the yard, leading to more ami-
cable mutual relations and gradual changes in their habitus:

Ana: Well, if you are together for longer, what would you like to talk 
about with them?

Sanja: I would like to talk about kindness.
Ana: Whose kindness?
Sanja: Well, because they always tease us when we go on break. For 

example, the other day I went out with the boys, and some children 
from the other school tried to take our ball and make us play in a differ-
ent part of the yard.

Ana: So, why do you think it would help if you talk about kindness?
Sanja: They would stop teasing us.
Ana: So, what would you ask them about kindness?
Sanja: Well, I would ask them why they tease us so much, why can’t we 

be friends, how can we become friends instead of enemies.

Conclusion

This study provides some evidence that children are active agents of their 
own development. They tend to seek information from their environment 
that they deem relevant for their understanding and organize it in coher-
ent units. The information that they receive comes from different sources, 
and there is certainly an interaction between the information from those 
sources, which shape children’s habitus and their consequent understand-
ing, views, and behavior.

The current study is limited in scope due to the small number of 
cases involved and concentrating only on the perspectives of one ethnic 
group. Nevertheless, the main aim was to gain a deeper understanding 
of children’s perspectives, their perceptions of the context in which they 
develop, and the way in which that context interacts with their experiences 
of contact programs. As such, the study brings to light the limitations of 
change in relation to the broader relations between the groups that impact 
children’s habitus and set the context of contact programs. It, therefore, 
emphasizes the need for a deeper understanding of the environment before 
any planned contact is organized and advocates contact situations that 
enable the children to gradually explore issues of their interest on their 
own terms. As a result of the current study, there may be several implica-
tions for the school-based peace education efforts for ten- to eleven-year-
old children through contact programs in conflict-affected societies.

The limitations for contact work, which stem from the broader envi-
ronment and the overall atmosphere in which contact happens, need to 
be understood as they are reflected in children’s habitus and experiences 
of contact. Given that the importance of the overall context has been 
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emphasized by both Bronfenbrenner (1979) and Bourdieu (1990) as well 
as authors exploring the contact hypothesis (Hewstone & Brown, 2005; 
Stephan & Stephan, 1996), contact programs should pay attention to the 
events happening in the environment. These can hamper or facilitate posi-
tive change and should be explored during contact, in a nonthreatening 
manner. Keeping in mind the children’s active engagement in their own 
development, the contact should be organized in a way that will provide 
opportunities for each child to become involved in a process of explora-
tion of the events in their environment, which provide the context for 
their reactions. It is therefore very important that the process is gradual 
and that it does not try to introduce something that is idealistic and too 
far away from the influences of the environment (Connnolly & Maginn, 
1999) and the children’s habitus.

The children should be helped to understand the events in the meso-
systems they are part of, which provide the basis for the formation of their 
habitus. The process should also enable deconstruction of the habitual-
ized pictures of other group and build on some of the children’s posi-
tive experiences with the other group. In such a situation, sharing their 
different experiences in different contexts can be used as a starting point 
for deconstructing the picture of “the other.” By organizing contact situ-
ations that satisfy Allport’s (1954) conditions of contact and allow the 
children to explore issues of their interest on their own terms and pace, 
each child’s positive experience and change can be used to guide their 
peer’s thinking and motivate them toward more amicable and diversified 
thinking.

Note

 1. For anonymity purposes, the names of the school and the children used 
in the chapter are pseudonyms. 

References

Allport, G. W. (1954). The nature of prejudice. Reading: Addison-Wesley.
Amir, Y. (1969). Contact hypothesis in ethnic relations. Psychological Bulletin, 

71(5), 319–342.
Balalovska, K., Silj, A., & Zucconi, M. (2002). Minority politics in Southeastern 

Europe: Crisis in Macedonia. Rome: Ethnobarometer, International Research 
Network on Interethnic Policies and Migration.

Bekerman, Z., & McGlynn, C. (2007). Introduction. In Z. Bekerman & C. McG-
lynn (Eds.), Addressing ethnic conflict through peace education (pp. 1–5). New 
York: Palgrave Macmillan.

Bloomer, F. & Weinreich, P. (2003). Cross-community relations projects and 
interdependent identities. In O. Hargie & D. Dickson (Eds.), Researching the 
troubles: Social science perspectives on the Northern Ireland conflict (pp. 141–
161). Edinburgh: Mainstream.

pal-mcglynn-06.indd   105pal-mcglynn-06.indd   105 1/19/09   12:19:37 PM1/19/09   12:19:37 PM



Ana Tomovska106

Bourdieu, P. (1977). Outline of a theory of practice. Cambridge: Cambridge Uni-
versity Press.

Bourdieu, P. (1990). The logic of practice. Cambridge: Polity Press.
Bourdieu, P. (1993). Sociology in question. London: Sage.
Bourdieu, P., & Wacquant, L. J. D. (1992). An invitation to reflexive sociology. 

Cambridge: Polity Press.
Bronfenbrenner, U. (1979). The ecology of human development: Experiments by 

nature and design. Cambridge: Harvard University Press.
Bronfenbrenner, U. (1992). Ecological systems theory. In R. Vasta (Ed.), Six theo-

ries of child development: Revised formulations and current issues (pp. 187–249). 
London: Jessica Kingsley.

Bronfenbrenner, U., & Ceci, S. J. (1994). Nature-nurture reconceptualized in 
developmental perspective: A bioecological model. Psychological review, 101(4), 
568–586.

Brunnbauer, U. (2002). The implementation of Ohrid Agreement: Ethnic Mace-
donian resentment. Journal of Ethnopolitics and Minority Issues in Europe, 1. 
Retrieved November, 8, 2007, from http://www.ecmi.de/jemie/download/
Focus1-2002Brunnbauer.pdf

Brusset, E., & Otto, R. (2004). Evaluation of Nashe Maalo: Design, implementation 
and outcomes: Social transformation through the media. Retrieved November 1, 
2005, from http://www.sfcg.org/sfcg/evaluations/nash2004.pdf

Bush, K. D., & Saltareli, D. (2000). The two faces of education in ethnic conflict: 
Towards a peacebuilding education for children. Florence: Innocenti Research 
Centre.

Connolly, P., & Maginn, P. (1999). Sectarianism, children and community relations 
in Northern Ireland. University of Ulster: Centre for the Study of Conflict.

Darling, N. (2007). Ecological system theory: The person in the center of the 
circles. Research in human development, 4(3/4), 203–217.

Feuerverger, G. (1997). An educational program for peace: Jewish-Arab conflict 
resolution in Israel. Theory into Practice, 36(1), 17–25.

Hewstone, M., & Brown, R. (2005). An integrative theory of intergroup contact. 
In M.P. Zanna (Ed.), Advances in experimental social psychology vol. 37 (pp. 
255–343). Oxford: Elsevier Academic Press.

Jenkins, R. (1992). Key sociologists: Pierre Bourdieu. London: Routledge.
Kilpatrick, R., & Leitch, R. (2004). Teachers’ and pupils’ educational experiences 

and school based responses to the conflict in Northern Ireland. Journal of 
Social Issues, 60(3), 563–586.

Kupermintz, H., & Salomon, G. (2005). Lessons to be learned from research 
on peace education in the context of intractable conflict. Theory into Practice, 
44(4), 293–302.

Muzurovic, L., Frank, J., & Gurcinovski, S. (2002). Fact finding mission to Mace-
donia. Vienna: International Helsinki Federation for Human Rights. Retrieved 
November, 1, 2005, from http://www.ihf-hr.org/viewbinary/viewdocument
.php?doc_id=829

Myhrvold, R. (2005). Former Yugoslav Republic of Macedonia: Education as a 
political phenomenon. Oslo: Norwegian Centre for Human Rights.

Najchevska, M., Simoska, E., & Gaber, N. (2001). Sources and factors of ethnic 
tension in the educational process. Skopje: Institute for Sociological, Political 
and Judicial Research.

pal-mcglynn-06.indd   106pal-mcglynn-06.indd   106 1/19/09   12:19:37 PM1/19/09   12:19:37 PM



Social Context and Contact Hypothesis 107

Niens, U., Cairns, E., & Hewstone, M. (2003). Contact and conflict in Northern 
Ireland. In O. Hargie & D. Dickson (Eds.), Researching the troubles: Social 
science perspectives on the Northern Ireland conflict (pp. 123–139). Edinburgh: 
Mainstream.

O’Connor, U., Hartop, B., & McCully, A. (2003). A research study of pupils per-
ceptions of the schools community relations programme. Belfast: Department of 
Education Northern Ireland.

Paolini, S., Hewstone, M., Cairns, E., & Voci, A. (2004). Effects of direct and 
indirect cross-group friendships on judgements of Catholic and Protestant in 
Northern Ireland: The mediating role of an anxiety-reduction mechanism. Per-
sonality and Social Psychology Bulletin, 30(6), 770–786.

Pettigrew, T. F. (1998). Intergroup contact theory. Annual review of psychology, 
49, 65–85.

Pettigrew, T, F., & Tropp, L. R. (2006). A meta-analytic test of intergroup contact 
theory. Journal of Personality and Social Psychology, 90(5), 751–783.

Sagy, S. (2002). Intergroup encounters between Jewish and Arab students in 
Israel: Towards an interactionist approach. Intercultural Education, 13(3), 
259–274.

Salomon, G. (2004). Does peace education make a difference in the context of 
an intractable conflict? Peace and Conflict: Journal of Peace Psychology, 10(3), 
257–274.

Shapiro, S. (2002). Towards a critical pedagogy of peace education. In G. Salo-
mon & B. Nevo (Eds.), Peace education: The concept, principles, and practices 
around the world (pp. 63–71). Mahwah: Lawrence Erlbaum Associates.

Smith, A., & Dunn, S. (1990). Extending inter school links: An evaluation of con-
tact between protestant and catholic pupils in Northern Ireland. University of 
Ulster: Centre for the Study of Conflict.

State Statistical Office. (2005). Census of population, households and dwellings in 
the Republic of Macedonia 2002, book XII. Retrieved November, 26, 2007, 
from http://www.stat.gov.mk/pdf/kniga_13.pdf

Stephan, W. G., & Stephan, C. W. (1996). Intergroup relations. Boulder: West-
view Press.

 Toner, I. J. (1995). Temporary residential cohabitation of children from 
Northern Ireland. Irish Journal of Psychology, 16(1), 67–82.

pal-mcglynn-06.indd   107pal-mcglynn-06.indd   107 1/19/09   12:19:37 PM1/19/09   12:19:37 PM



This page intentionally left blank 



C h a p t e r  7

4

“Smoking Doesn’t Kill; It Unites!”
Cultural Meanings and Practices of 

“Mixing” at the Gymnasium Mostar in 
Bosnia and Herzegovina

Azra Hromadzic

Introduction
This anthropological study examines the meanings and practices of 
“mixing” among youth at the Gymnasium Mostar in Bosnia and Her-
zegovina (B&H).1 I use the local term miješanje, or mixing, to describe 
instances of “border-crossing” among youth of different ethnic groups at 
the school. Furthermore, I look at formal and informal spaces of miješanje 
and I portray novel boundaries of intimacy reflected in processes of mak-
ing friends, coffee drinking, and dating. In addition, I describe fears, ten-
sions, resistances, and obstacles to mixing that reflect changes in the social 
environment. I understand mixing as multileveled processes of interaction 
and relationship building among ethnically divided people in a post-con-
flict society. Processes of mixing simultaneously take place on the indi-
vidual, communal, and societal levels, often with different intensities. For 
example, while some forms of mixing are tolerated or even encouraged 
in one context, they are socially or culturally forbidden in others. In what 
follows, I illustrate the how, why, who, when, and where of mixing in order 
to discover its local logic and to map out emerging forms of social rela-
tions among the youth in B&H.
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A Brief Introduction to Bosnia and 
Herzegovina and the Gymnasium Mostar

Short History of B&H

The Socialist Federal Republic of Yugoslavia (SFRY; 1945–91) was a 
federation of six republics: Slovenia, Croatia, B&H, Serbia (with two 
autonomous regions Kosovo and Vojvodina), Montenegro, and Mace-
donia. The country emerged after the Second World War under the iron-
fist leadership of Tito, who spent most of his energy trying to balance 
the power between the two largest nations in SFRY, Serbia and Croatia. 
B&H was the most ethnically diverse of all Yugoslav republics. It included 
43.5 percent Bosnian Muslims (Bosniaks)2, 31.2 percent Bosnian Serbs, 
17.4 percent Bosnian Croats and 7.9 percent others (Federalni Zavod za 
Statistiku, 1991).

After the death of Tito in 1980, the tension between the republics 
increased, culminating in the declaration of independence by Slovenia 
and Croatia in June of 1991. B&H found itself in a position where it had 
to choose between independence (supported by Bosniaks and Croats) 
and remaining in the Yugoslav federation (supported by the Serbs). B&H 
became an independent state on April 6, 1992 (Malcolm, 1996) On the 
same day that B&H was officially recognized, the Serbian paramilitary 
units and the Yugoslav People’s Army (JNA) attacked the B&H’s capital, 
Sarajevo. With the help of men and weapons from Serbia and its president 
Milošević, this army succeeded in conquering close to 70 percent of the 
country’s territory. The seizing of territory included some of the most 
brutal acts of violence exercised against the non-Serb populations, which 
involved mass killings, ethnic cleansing, forced migration, and rape.

Toward the end of 1992, the war between previously cooperating 
armies of Croats and Bosniaks erupted in central B&H, causing addi-
tional bloodshed and damage (Malcolm, 1996). A quasi-state of Croats 
was established during the war in the Croat-dominated areas (Malcolm, 
1996). One of the major sites of Bosniak-Croat violence was the city of 
Mostar (Malcolm,1996). In March 1994, the Washington Peace Agree-
ment brought “peace” between Croats and Bosniaks, and it led to the 
creation of the Bosniak-Croat Federation (Lovrenović, 2001). The war in 
the rest of the country continued, however, causing further bloodshed 
and expulsions. After more than three years of bloody conflict, 200,000 
deaths, and the displacing of 1.5 million people as refugees, on Decem-
ber 14, 1995, the Dayton Peace Agreement brought an end to the Bos-
nian war. While claiming to have as its objectives reconciliation, democracy, 
power-sharing, and ethnic pluralism, in the eyes of its critics, the agreement 
inscribed in law the ethnic partitioning of Serbs, Croats, and Bosniaks 
(Campbell, 1999; Chandler, 2000). It divided B&H into two entities: the 
Federation of B&H (FB&H), with a 51 percent share of the territory, and 
inhabited by mostly Bosniaks and Croats; and Republic Srpska (RS), with 
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49 percent of the territory, and populated almost exclusively by Serbs. 
Further, the agreement separated the FB&H into ten cantons, with little 
intermixing between the ethnic groups.3 The collapse of Yugoslavia was 
particularly destructive in Mostar; the JNA attacked Mostar from the east-
ern hills of the city, driving the inhabitants to the western part of town 
in search of shelter. During this time, the greater part of Serbs left the 
town, leaving behind a few Serb families. After initially defending the 
city against JNA forces jointly, fighting then broke out between Croats 
and Bosniaks leading to the complete division of the town into a Croat-
dominated western part and a Bosniak-dominated eastern side (Vetters, 
2007). The destruction of the Old Bridge in November 1994 cemented 
this physical and symbolic segregation between the two communities, 
which continues until present.

Gymnasium Mostar

During the war, the centralized educational system became fragmented 
along ethnonational lines. Almost immediately, education was turned into 
a tool for the political control and advancement of nationalist ideologies. 
The Dayton Peace Agreement brought an end to the shelling of school 
buildings, but it also reinforced the fragmentation and decentralization in 
education created during the war. The International Community (IC),4 in 
charge of the democratization efforts in B&H, made the reintegration of 
ethnically segregated schools and reconciliation among ethnically divided 
young people the main goals of successful nation building in B&H. 
Among the first schools to be integrated was the Mostar Gymnasium, 
which is my primary ethnographic site.

In 1999, when the city was still divided into Croat and Bosniak munic-
ipalities, the Croat-dominated city council transferred authority over the 
school to the Croat political leaders (Organization for Security and Co-
operation in Europe [OSCE], 2005). The Croat leadership in Mostar 
almost immediately set about some small-scale repair work and began 
teaching 257 students using the Croat curricula and Croat language 
(OSCE, 2005). Meanwhile, the Bosniak leaders established a temporary 
high school in an old neighborhood on the east side (OSCE, 2005).

For the IC and a number of citizens of Mostar, the Gymnasium Mostar 
continues to rank among the most important symbols of prewar coex-
istence and postwar social reconstruction in B&H. In the Gymnasium 
Mostar, the IC saw an opportunity to reintegrate the school and “undo 
the Croat strategy of separation, to engineer the reunification of the city, 
and to establish a showcase example of the benefits of cross-communal 
coexistence and cooperation” (Wimmen, 2003 p. 5).

After several years of heated negotiations, demonstrations, petitions, 
and the investment of large sums of money in reconstruction, the school was 
finally reunited on an administrative level in February 2004. In September 
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of the same year and for the first time since 1991, Bosniak and Croat stu-
dents began attending the same school (OSCE, 2005). The two schools 
became one administratively unified school but with separate instruction 
in all subjects. In practice, this means that reunification has maintained 
separate national curricula for the students of the two ethnic groups, thus 
preserving ethnic segregation through unification. The rest of this chapter 
focuses on the relations among ethnically segregated youth at the school, 
and it illustrates uncertain but hopeful moments of making, breaking, 
stretching, exploring, and continuously reasserting boundaries of belong-
ing in post-conflict countries struggling on their path to democracy.

Theorizing Mixing

Numerous scholars within the field of anthropology have been studying 
the nature of contact and exchange among groups of people differently 
positioned in relation to power. Recent interest in globalization in general 
and global and local dynamics in particular has spurred research in a vari-
ety of domains, notably on ethnicity and notions of belonging. Barth’s 
(1969) seminal work on the “character of ethnic boundaries” (p. 9) 
that persist despite flows [of people] across them (Barth, 1969) initiated 
multiple works on the notions of ethnicity, identity, and group boundar-
ies that continue into the present day. The notion of mixing, however, 
has been surprisingly absent from these studies. While philosophers and 
political scientists have been debating about moral obligations and politi-
cal implications of ethnic mixing in liberal democracies (Taylor, 1994; 
Trappenburg, 2003), anthropologists have stayed outside of this debate 
and left the idea of mixing empirically and theoretically uncultivated. One 
exception is the work of Khan (2004) in which she examines the creation 
of the Trinidad’s nation and where she argues that “the notion of mixing 
holds central importance in forming interpretations of identity and self-
worth, of place in the world, and therefore interpreting the quality of rela-
tions among individuals, communities, nation-states, and religions” (p. 
3). Building on Khan, in this chapter, I argue that the notions of mixing 
in B&H are not secondary to the primary interpretative categories, such 
as ethnicity and democracy, but rather they bring to life the categories 
that are supposed to give rise to them. In other words, practices and ide-
ologies of (un)mixing and border-crossing give potency and significance 
to identity categories, such as Croat, Serb, or Bosniak.5

While there has been very little theorizing of mixing in anthropology, 
the term miješanje has, at least, a fifty-yearlong tradition in the studies 
of ex-Yugoslavia. Most frequently, it is related to the phenomenon of 
ethnically mixed marriages as indicators of social acceptance and lack of 
discrimination (see Botev & Wagner, 1993; Gagon, 1994. In his analysis 
of the geography of violence in ex-Yugoslavia, Hayden (1996) proposes 
that the wars have taken place almost entirely within regions that were
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among the most mixed ones. Furthermore, he argues that the wars have 
been about the forced unmixing of peoples whose continuing coexis-
tence was counter to the nationalist political ideologies and their force as 
a dominant prescriptive culture (Hayden, 1996a). The imagined commu-
nity of mixed Yugoslavs failed, and new, nationalist ideologies of ethnic 
homogeneity clashed with the ethnically heterogeneous social reality on 
the ground (Hayden, 1996a), causing bloodshed of enormous propor-
tions. In addition to the bloody conflicts, this clash resulted in the change 
of the local culture of mixing, in terms of its ideology, meanings and prac-
tice. This transformation is the main topic of the rest of this paper.

Cultural Meanings and Practices of Mixing

Etymology of Mixing

Miješanje is a word in the Bosnian and Croat languages that is often trans-
lated into English as (to) mix, alloy, blend, meddle, mingle, and stir.6 As 
a reflexive verb, miješati se is best translated as “to mix oneself.” In addi-
tion to the words miješanje and miješati se, my informants used many 
other versions of this word, such as umiješati se (“to mix [oneself] into 
something”), pomiješati (“to mix two or more components together”), 
or mješanac (a noun, meaning, “the mixed one, the one coming from 
two different or ethnic parts”). Additionally, students and teachers at the 
reunified school often mentioned in passing that a certain teacher or stu-
dent voli da se miješa (“likes or loves to mix”).

After collecting numerous examples of spoken and unspoken instances 
of miješanje, I started to outline new meanings and boundaries of mixing 
that differed from the aforementioned studies and that reflected changes 
in the society since the Yugoslav times. While in the past “to mix” meant 
to enter a mixed marriage or to be a child from a mixed marriage, today, 
mixing has a less ambitious application. I collected the following defi-
nitions from the students at the school, which clearly demonstrate this 
change: “At this time and in this situation, to mix would be when I 
approach a group of students from the Federal Curricula, or if one of 
them would approach us,” or “Mixing…that is when someone spends 
time with the people of the other ethnic group. That is a rough expres-
sion, and we use it in our local, Mostar jargon.” In the next section, I 
move away from the etymology of mixing to spaces in which mixing takes 
place at the Gymnasium Mostar and beyond.

Spaces of Mixing

There are formal and informal spaces of mixing at the Gymnasium 
Mostar. Formal spaces of mixing are “no-man’s-lands” designed as the 
“border-crossing” regions in the geography of the school. These spaces 
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are the library, the computer lab, the student council room, the teachers’ 
room, and the student duty room. In addition, there are activities usually 
initiated by the IC that take place outside the school building, such as 
extracurricular activities, seminars, and workshops. These places and the 
activities that occur in them are envisioned by the people in charge, mostly 
the IC, as open-to-all. Their more or less explicit agenda is to help people 
to confront stereotypes by engaging in common activities and eventually 
rebuilding the trust between the individuals and groups at the school.

Informal places of miješanje emerge spontaneously and often illegally, 
such as during the forbidden smoking activities in bathrooms.7 Com-
menting on the increasing intermingling in the bathroom, one student 
stated enthusiastically, “Smoking does not kill, it unites!” I spent many 
hours inhaling illegally produced smoke in one of the two second-floor 
bathrooms, where Croat and Bosniak seniors have a quick smoke several 
times a day during the five-minute recesses. Even though mixing became 
a regular practice in this bathroom, it evolved slowly and carefully, as 
Dario8 remembers, “I remember when they [Bosniaks] just came, we 
would all smoke in the bathroom—we were in the right part, smoking 
near the toilets, and they, a few Federal guys who smoked, were standing 
next to the sinks, on the left. Gradually, we all mixed.” Little by little, the 
bathroom emerged as the central place for mixing, as it is captured in the 
text message I received from one of the students on a day I was absent 
from school: “Azra, where are you? Today we went to the bathroom, 
and everyone was there, Ana, Marijana, Ivan, and Jelica from their class-
room and many students from our classroom…and we talked to them, 
and made jokes together. It was so cool! I was sad when the bell [indi-
cating the end of recess] rang. The bathroom rules! Greetings from the 
best school in the world.” During these short breaks, students manage to 
exchange many conversations, from comparing their class loads to more 
challenging talks about religion, ethnicity, divisions, and unification.

Spaces and time for informal mixing, however, are so limited that sev-
eral students who wanted to mix went to the bathroom during the break 
even though they did not smoke, only “to hang out with them, and see 
what they are like.” Some of the students were so eager to meet the stu-
dents “from the other side” in spaces other than bathrooms that they 
asked me for help: “Azra, I thought about this…you sit both in our and 
their classes…I cannot just go to their classroom and say: ‘Here I am.’ 
Would you please introduce me to the guys from IVc [Croatian classroom 
next door] one of these days?”

This question saddened me, but it also helped me realize how little 
opportunity to mix and develop meaningful, informal interaction across 
ethnic lines exists for the youth willing to cross ethnic boundaries at the 
reunified school. As one student explains, “We have the best time in the 
bathroom, and I am so glad for it, and I would not exchange the bath-
room for any room in the school, but that is not enough…it is not true 
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mixing of thoughts and ideas, but it is just hanging out, not true friend-
ship.” The fine line between mixing and hanging out, on the one side, 
and true friendship, on the other, emerged as an important aspect of the 
new ethos of mixing.

Frequent seminars, workshops, and trips outside the divided city are 
potential places where more profound types of mixing could materialize. 
In the new contexts of seminars, usually a costal town or ski resort, stu-
dents and teachers are encouraged to leave behind the pressures emerging 
from the life in the divided city in order to engage in less burdened inter-
actions. These interactions attempt to transgress ethnic divisions by focus-
ing on topics of a common interest, such as the reform of education, new 
teaching methods, or creation of joint student councils. In a new environ-
ment, these ethnically divided citizens can at least temporarily create new 
forms of a short-term solidarity. A fluid and limited sense of groupness 
develops based on common interests, similarities, and curiosity, which 
enables some individuals to, at least temporarily, cross the boundaries of 
ethnic separation more easily than they would do in their segregated city. 
While these opportunities open up new spaces for communication across 
ethnic divides, these meetings simultaneously bring about memories of 
violence and unresolved wrongdoings in the recent past. This combina-
tion of war memories, terror, and tension penetrate new exchanges and 
challenge the possibility of future friendships. To these fears and anxieties 
we turn next.

Fears, Memories, and Anxieties of Mixing

The school reunification provided an opportunity for youth to explore 
new domains of social relationships by interacting with the students of the 
other ethnic group whom they never had opportunity to meet. The first 
interactions often initiated the tearing apart of badly sealed wounds from 
the recent war, which then shaped the behavior of students, often sub-
consciously. Anisa, who was three-years-old when she was first imprisoned 
and then forced to walk for twenty miles to freedom, explains,

Anisa: I do not know…I cannot establish any real contact with them. 
Maja [Anisa’s friend] can and she does…I am not capable, not yet.

Azra: What is stopping you?
Anisa: Some feeling, undefined, which I never had before…is it fear, or 

mistrust, this or that, I simply feel uncomfortable and all I can do is say 
“hello” to them.

The spatial proximity brings about opportunities to say hello and 
maybe even start a conversation, as well as to project verbal or physical 
violence in the shared space of mixing. One day, Melita, who desperately 
wanted to meet students from the other curriculum, came to me visibly 
shaken: “Azra, you will not believe what has just happened to me. I walked 
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in front of their classroom where a group of Croat boys were standing, 
looking at us. I looked back, and one of them told me mrš [piss off]! 
I froze.” Melita’s experience is not unique. Similarly to students, some 
teachers experience seminars as both possibilities for rebuilding trust and 
opportunities to revisit the violent past. A young Bosniak teacher explains 
her experience at one of the seminars organized for the teachers of both 
curricula in Neum, a small and impoverished coastal town in B&H. Here, 
the terror of the past did not come from confronting the teachers of the 
other curricula but from the presence of other guests at the hotel, which 
organizers from the IC did not take into account when they planned the 
seminar. Several teachers complained about this omission:

I cannot remember exactly…but the name was I think.…The Croat 
War Veterans. They also stayed at the hotel. You cannot imagine the 
scene…when we arrived, they were in those black shirts, on which it 
was written Za dom spremni [“Ready for the Homeland,” the main 
slogan of the Croat Defense Forces during the Yugoslav wars], and 
they were holding signs…all cripples, in wheelchairs, without eyes, 
deformed, with scars marking their faces…initially I felt empathy…but 
[raises her voice], how deep their Ustašluk [Ustaša9 sentiment] goes?! 
They started screaming balija10 and cursing Allah, Muhammad…10 
years passed since then [since the war] Azra, but all that stayed deep 
inside of them [unintelligible]…and some of the professors from the 
Croat curriculum felt uncomfortable because of the situation. Azra, 
that night we were too scared to go out, because they [Croat War Vet-
erans] reserved the main part of the hotel. We circled around the hotel 
to avoid them. Until four or five in the morning they sang and played 
music, only Ustaša songs.…Every hair on my body was erect…so much 
fear, so much negative energy…so many years have passed, so much 
was forgotten, but they…still think like in 1993—crippled but ready to 
fight, for that something, I do not know what, for some idea of theirs. 
That is that duh Ustaštva [Ustaša spirit] I was telling you about.

In addition to instances of verbal violence, the conflict manifests itself in a 
shape of written messages, drawings, and graffiti that students write to each 
other on the bathroom walls or on the pieces of the school furniture they 
share. The messages are numerous, including the Ustašha signs engraved 
in the bathroom walls or chairs, and the message such as Balije, Bog vas 
jebo (“Balije, let God fuck you”). While the school management tries to 
minimize and quietly eliminate these signs as soon as they spot them, mes-
sages constantly reemerge, only to be removed again, usually with the hard 
labor of the cleaning ladies. The existence of these tensions and different 
forms of everyday violence shaped new relationships among students at 
Gymnasium Mostar. In what follows, I explore the types of relationships 
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and practices subsumed under the category of miješanje, which will enable 
us to grasp its rules, scope, and potential.

New Boundaries and Rules of Mixing

Many students and teachers stressed that mixing does not lead to “true” 
friendship but that the interactions between the ethnically divided indi-
viduals stop at the level of a superficial friendship:

N: Seminars also connected people, because after the official seminar we 
would go for coffee, drink coffee together. But, when we come back 
to Mostar, no one goes to coffee with anyone else. No one wants that. 
Because seminars…they are not about true friendships.

I: And what is true friendship for you?
N: True friendship is when I have a need to call you and have coffee 

with you, and that I do not have any secrets in front of you, and that I 
celebrate New Year’s and birthday parties with that person and…that 
you can talk about anything, in a relaxed manner with that person.…
Because, with them [Croats] I can talk about a lamp, how nice it is, or 
about cosmetics, and stuff like that…but about politics and the war you 
cannot talk to them, because our opinions differ. Because, there are 
three truths [the Serb, the Croat, and the Bosniak truth] here now, and 
you have one narod [people] whose 8,000 people were slaughtered in 
Srebrenica11, but that very same narod killed 100 Croats in Drežnica12, 
and everyone looks at his or her truth and pain.

This dialogue illustrates multiple dimensions and limitations of mix-
ing. The traditional forms of trust building and mixing in the past, such as 
frequent coffee drinking, joint celebrations of birthdays and New Year’s, 
and home visits, are not part of the post-conflict practices of mixing. In 
B&H, having coffee with someone means much more than just “having 
a coffee”—it stands for intimacy, trust building, and routine, all signs of 
(potential) friendship. Having a coffee with someone from the other side 
would therefore signal one’s readiness to challenge the post-conflict divi-
sions, to attempt to cross over the boundaries of divide, or even to rees-
tablish the old relationships. The following statement from the school’s 
principal demonstrates the symbolism attached to coffee drinking: “When 
I was thinking about taking this job, the minister called me in and told 
me: ‘Do not take the job if you are not ready to have a coffee with B. 
[Bosniak vice principal].’”

To call someone on the phone and ask them to come over for coffee 
or to meet a person in town and say, “let’s go for coffee,” are common 
expressions of trust, friendship, and family relations that existed in many 
regions of the former Yugoslavia before the war and that still continue 
today. However, nowadays these invitations for coffee happen rarely 
across ethnic divides. As one teacher comments, “Do you know what 
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it means to have a coffee with someone? I carefully pick who I can have 
coffee with!”

Before the war, coffee drinking was a practice that often included mix-
ing with people from other ethnic groups, which included home visits, 
relaxed talk, and genuine friendship. The quotes above, however, clearly 
demonstrate the shrinking of this mixing space. This is due to several 
interrelated processes, including the collapse of trust between ethnic 
communities where trust is a necessary precondition for friendly coffee 
drinking. Additionally, the unresolved issues in the recent past obstruct 
true dialogue and relaxed conversation. Finally, the destruction of the 
common public spaces in which joint coffee drinking could take place, 
such as mixed coffee shops, together with the elimination of practices of 
home visits across ethnic lines remove possibilities for spending time with 
the people from the other side of town. All students I talked to had a clear 
idea about what was included and excluded from the cultural practices 
of mixing today. Having a coffee is one of the borderline activities that 
become the place of resistance or the place for testing and stretching new 
boundaries of belonging. In other words, mixing practices today, in order 
to be socially acceptable, have to fall below the line of a true friendship; 
they need to preserve a superficial character. Lana explains, “I have no 
problems with miješanje for as long as it stays on the level of raja,13 but if 
it becomes more serious than that, then I would not do it.” When I asked 
Lana and many others what “more serious than raja” would be, almost 
uniformly they responded that dating would be one of those practices 
that would push the boundaries of mixing beyond what is acceptable to 
people in post-conflict Mostar.

Mixing and Dating
In present-day Mostar, dating became one of the most carefully guarded 
activities; dating across ethnic divisions is socially undesirable and often 
forbidden by the rules of family, community, and society. When one says 
“mixing,” almost no young person in Mostar today links the term to 
practices of dating:

At this moment, very few people think of miješanje as a type of dat-
ing. Most of those who would dare to do that would be killed by their 
parents. Unfortunately, that [dating across ethnic divides] is not part of 
the mental make-up of most people here. One of my friends who was 
shortly seeing a Serb man never mentioned his name to her parents. I 
also have a friend who could not say to his parents that he is going out 
with a Muslim girl, I mean a Bosniak girl. One of our classmates, you 
know her, cannot go out with a boy she likes because he is Croat. That 
is so sad…I mean that it is OK to marry a German or an American but 
not someone who lives two meters away from you. We all lose so much 
with that separation, I mean with non-mixing.
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As this quote suggests, some young people engage in dating across 
ethnic and religious divisions, even if they face serious consequences by 
their family and community. Fedja is one of those young Bosniak men 
who fell in love with a Croat girl. Fedja met Daria when he was a young 
boy, since the two families have been friends for a long time:

I love her so much and she is the best for me. Our parents are also OK 
with it since they were friends before the war and they still visit each 
other at home. They and I, well, we do not have podjela u glavi [divi-
sion in their heads], which is the main problem in this city today.…
Yes, many people comment and criticize what we are doing, even the 
teachers, one of whom told me: “Could you not find a nice Bosniak 
girl?” Also, the other day, I was passing by a group of girls from IV2 
[Federal classroom], and Selma and Emina said: “Why are you seeing 
that Latinka [folk term for Catholics]. But we do not care; it is those 
people with podjela u glavi that have problems.

Other students told me that they would engage in superficial romantic 
flirtation with boys and girls from the other side, but anything more then 
a month of flirtation would be too much. When I ask them to explain why 
one month was the limit, Aida clarified it for me:

You see, we look around, flirt, and romanticize about boyfriends. And 
what if you like someone from the other curriculum? If you just flirt 
with them a little bit for a few days, that is OK. You do not even have 
to mention it to your parents. But if it goes over a month then it could 
become serious. Then you would want to get engaged, because you 
cannot imagine living without them anymore. And then you would 
want to marry them. And you might do that if you love them very 
much, even if your parents do not approve. And then you would have 
kids with them. And that is when the troubles start. How will you name 
the child? Will you baptize or circumcise the child? When children grow 
bigger, they do not know which side to take, and they become athe-
ists…and they start taking drugs.

This quote demonstrates how deep the new culture of ethnic and reli-
gious homogeneity penetrates youth’s approach to life, including the cul-
ture of dating and especially marriage. This student developed a whole 
plot of a possible life tragedy, the seed of which is in liking and dating 
someone of another ethnoreligious background. As she explains, liking, 
flirting, and dating the ethnic other could lead to one’s unhappiness in 
life, the culmination of which is having children who are drug addicts! 
This culture of fear of dating across ethnic lines lead some students to 
even sign a petition against the reunification of the school in order to 
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avoid the danger of mixing and subsequently falling in love with the eth-
nic others. Tea explains,

Before they [Bosniaks] returned, we talked about that. We signed a 
petition—who wants them to come and who does not. I said that I did 
not want them to come [laughs]. I know that Ines [a Bosniak girl in a 
Croat curriculum and Tea’s best friend at the school] said she wanted 
them to come. I mean, with my friends, I did not look at the difference 
if you are a Muslim or a Croat, this or that. What I did not want to 
happen tomorrow is to fall in love with someone of a different religion. 
I wanted to marry someone of my own religion.

Similarly to Aida and Tea, many other young women mentioned prob-
lems and issues that emerge from dating or marrying ethnic others. Some, 
such as Amna who often flirted with Croat boys in the bathroom, used 
these limited opportunities to educate the Croat youth about Islam. In 
those short interactions, she always mentioned her dedication to Islam, 
and she jokingly attempted to convert some of the Croat boys she liked 
to Islam, so they become religiously suitable for dating. One day, in the 
bathroom so full of cigarette smoke that I could barely see their bod-
ies standing only two meters away from me, Amna taught Ivan how to 
recite several verses from the Koran so that they could date. Even though 
this was a joyful and joking performance, it hid much deeper rules of 
new interaction, and it suggested the only possible way through which 
this romantic relationship could develop for Amna, which is, only if Ivan 
would convert to Islam.

Because of the new dominant culture of nonmixing when dating, 
youth in B&H who live in mixed regions of the country are very careful 
not to date ethnoreligious others, because falling in love can lead to all 
sorts of social problems and obstacles. The majority of students I talked 
to had clearly defined views on this issue, which proves that their fami-
lies, friends, teachers, and community transmit unambiguous messages to 
them in terms of who to date and marry. The words of Irfan, the religion 
(Islam) teacher in the Federal Curricula, demonstrates this well. While he 
criticized the emerging social distance among youth of two ethnic groups 
in Mostar, he also stressed the importance of endogamy, or marrying into 
one’s social group:

I: What do you teach your students in terms of mixed marriages?
F: This question is hard to explain in one sentence. You know, that 

phenomenon [of mixed marriages]…it was evident in Bosnia before the 
war. Maybe the best answer to your question is if I tell you the story 
from my family, about my aunt, Catholic Ljilja, the wife of my rehmeti 
amidža Ahmo [deceased uncle Ahmo, God rest his soul]. They had a 
better marriage than the other two of my uncles. Her answer to that 
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question, when she was advising her children and children of her sister 
was: “Do not do what I did.” So, she answered that question for me. 
And that is what I say to my students. Regardless of all the similarities 
in the mentality of the people, in their way of life, but…they [mixed 
marriages] are not a solution. They are more of a problem, both for the 
married couple and for their children. It is even a bigger problem for 
their children because of the reactions of the surrounding[s] in which 
they live. I do direct my students to look at [the] cultural and religious 
identity of a person when they choose the marriage partner. Choos-
ing the partner from your own religious community is the best way to 
also spark recognition and the respect of the other. True, we do live in 
the world of a free choice; everyone is free to do what he or she wants 
and wishes. And if someone stresses their freedom to support mixed 
marriages, then they should not take away from me my right to suggest 
non-mixing to my students.

Another Croat teacher at the Gymnasium Mostar, herself married to a 
Serb, echoed Irfan’s story of the Catholic aunt very closely:

I said to my husband that I would do the same thing again [marry him] 
and that I am not sorry about what I did. But I would not recommend 
it to others. Every community has its own problems, and one has to 
adjust himself or herself to that community and in that process give up 
a part of himself or herself. Every additional pressure on the community 
[unintelligible]…if a person can avoid it he should, because there are 
too many problems anyhow. I say all this to my students; it is wise to 
run away from temptations and challenges. Unfortunately, my husband 
and I did not have children, but if we did, how would we name it? Lazar 
[Serb name] or Ante [Croat name]? I did not say all this just like that…
all societal problems land on mixed marriages. For example, we could 
not get jobs. And we paid a high price for our national identities—I 
suffered many insults from his side, as he did from mine.

These explicit messages transmitted through education in family and 
in school form new rules of proper social conduct in terms of who to 
date and who to marry. Students I got to know were aware of the fine 
line between what is allowed and what is forbidden. Under these rules, 
only “innocent” and short-term flirtation, or a one-night stand (which is 
allowed for boys) was socially tolerable. For girls like Tea, who absorbed 
these rules, the ethnically and religiously different boys of the same age 
cease to exist as potential boyfriends. Adisa explains this phenomenon: 
“Hodati sa nekim [to walk with someone—slang for dating]…hmm…
No, that is not it…when you mix with them [Croats] it is almost like you 
are with some friend you never consider to have that kind of [romantic] 
relationship with…or it is as if you are hanging out with someone much 
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older than you…something like that…Simply, that [dating] is not what 
you have on your mind.”

Melita, who wanted to mix with the youth from the other curricu-
lum, criticized situations such as the time when she and her friends were 
standing in the school’s hallway and she observed, “Look at that boy, he 
is soooooo cute.” And her friends said, “Yes, but he is Croat.” Upset by 
this attitude, she went home and asked her parents, “What would you do 
if I came home and told you that I am seeing a Croat?” Melita’s mother, 
Suzana, replied, “I would be happy because that means that he is also 
open-minded since he wants to date you.” Families such as Melita’s and 
Fedja’s are rare in the socially devastated, ethnically divided, post-conflict 
Mostar in which the spirit of mixing has been altered and considerably 
contracted so that it excludes dating and marrying people from other 
ethnic and religious communities.

Conclusion

Simultaneously malleable and safeguarded forms of social interaction in 
post-conflict B&H cannot be captured under the existing concepts of 
reconciliation, integration, coexistence, and segregation, even though 
they are influenced by all of these discourses. These multifaceted types of 
social interactions that take place in the context of everyday life can best 
be captured under the local term of miješanje.

These new forms of social relations, neither too close nor too dis-
tanced, take place in formal and informal situations, and they shape and 
are shaped by the new boundaries of intimacy. Based on these rules, 
miješanje in post-conflict B&H does not mean full-scale intermingling, 
as it meant in the socialist era of mixed marriages. Miješanje, however, 
symbolizes curiosity, interaction, flirtation, possibility of friendship, and 
first seeds of trust, but it also embodies tension, symbolic and structural 
violence, fear, and uncertainty.

In addition to being an ethnographic account of a unified school in a 
particular history, this study is also a contribution to the existing literature 
in various fields. Firstly, in the domain of anthropology, this work might 
provoke a new interest in mixing as a social practice and as an analytic 
tool. By focusing on mixing, anthropologists could turn the existing 
primary categories (such as race, ethnicity, and class) inside out in order 
to describe everyday practices and interpretations in which people engage 
as they define themselves as members of different groups. Secondly, in 
the field of peace and conflict studies, mixing could shed new light at the 
continuum between antagonistic and passive coexistence and full-scale 
reconciliation. More concretely, miješanje signifies that time in social 
reorganization after the war when social circumstances are ripe for the 
transformation of passive coexistence into active tolerance. Therefore, mix-
ing as an analytical concept helps us better explain phases of post-conflict 
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social reconstruction, since it captures those “in-between” moments in 
everyday life when hatred, pain, and mistrust are first being confronted 
and contested through short dialogues, curiosity, and flirtation. Thirdly, 
this study is a contribution to the existing studies of the transition to 
democracy in the former Eastern Europe and beyond. I argue that the 
emerging practices of mixing best illustrate the nature of post-conflict 
democracy and its novel parameters of sociality and solidarity—the ones 
based on fragmentation and shrinking spaces for interethnic interaction. 
Ironically, my study suggests that it is the very nature of democratization 
in B&H that largely prevents materialization of interconnectedness, soli-
darity, and nationhood.

Finally, in the domain of policy, the importance of the moments of 
mixing should not be underestimated, but ways for expanding places of 
mixing should be among the main goals of the policy makers. Further-
more, if there is to be further integration in Mostar and B&H, the IC has 
to develop, in a dialogue with the moderate citizens of B&H, a new polit-
ical design that would breach the exiting fragmentation and that would 
more successfully accommodate history of interconnectedness in B&H. 
Youth in B&H surely deserve that opportunity.

Notes

 1. This research was supported by grants from the American Association 
of University Women, the Social Science Research Council, the United 
States Institute of Peace, Penfield, the New Europe College, and the 
Spencer Foundation. I am especially grateful to Aaron Vlasak for his intel-
lectual contribution. I thankfully acknowledge the help of Stef Jansen, 
Kathleen Hall, Ritty Lukose, and Genevra Murray, and two anonymous 
reviewers in regards to various parts and versions of this paper. I would 
also like to acknowledge the support of the Department of Anthropol-
ogy at the University of Wisconsin at Oshkosh where I received generous 
support for my work.

 2. During the war, the term “Bosniak” replaced the term “Bosnian Mus-
lim.” While the two largely overlap, they are not entirely synonymous 
(see Bringa, 1993).

 3. The ten cantons in FB&H fall into three groups: five where Bosniaks 
are the majority population, three Croatian-majority cantons, and two 
“mixed” cantons.

 4. The IC in B&H are best described as a “loose coalition of international 
governmental institutions, national governments and non-governmental 
organizations that has bound itself to Bosnia and Herzegovina by the 
Dayton Accords and the period of reconstruction” (World Bank and 
Council of Europe, 1999, p. 2).
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 5. In this chapter, I do not discuss in-depth everyday practices and inter-
pretations in which people engage as they define themselves as Croats, 
Serbs, or Bosniaks.

 6. Please see World Bank and Council of Europe (1999) at http://
www.seerecon.org/bosnia/documents/education_report.pdf

 7. The bathrooms are unisex because the second bathroom on each floor is 
reserved for professors and is always locked.

 8. The names of all informants have been changed in order to protect their 
identities.

 9. “Literally ‘insurgent’ name taken by an extremist wing of the Croatian 
Party of Rights which accepted the patronage of fascist Italy in the inter-
war period; in 1941 the Ustashe were installed in power by the Nazis in 
the quisling ‘Independent State of Croatia,’ which included the whole 
B&H, and in which they pursued genocidal policies against Serb, Jewish, 
Roma and other minorities” (Lovrenović, 2001, p. 232).

 10. Balija is a slang name used for Bosnian Muslims as an insult.
 11. Srebrenica is an eastern Bosnian town in which a massacre of 7,000 Bos-

niak men by the Serb forces took place in the summer of 1995 under the 
eye of the United Nations.

 12. Drežnica is small town near Mostar in which the massacre of the Croat 
civilians by the B&H Army took place in 1993.

 13. Raja (Raya), “originally non-Ottoman subject people (Muslim as well 
as non-Muslim); by the nineteenth century generally meant non-Muslim 
subjects only; in modern time often just refers to the ‘common people’ 
(Lovrenović, 2001, p. 231). In urban slang, raja symbolizes a shared 
sense of humor, urban neighborliness, and belonging to a loose com-
munity of friends.
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4

The Cultural Psychology of 
American-based Coexistence 

Programs for Israeli  and 
Palestinian Youth

Phillip L. Hammack

I don’t believe in peace. I believe peace is like giving up. And there’s 
this thing in Islam. If someone dies for his own country, he’s like, 
these are the best people. If you die for your country, you go straight 
to heaven....The whole Islamic population is supposed to fight for 
Palestine.…The whole land is ours. It’s like we’re supposed to fight 
for every inch of the country. It’s ours, and they took it by force. 
We’re gonna take it back by force. If we can. But we, we can’t take 
it back by force. We don’t have money. We’re not allowed to have an 
army, weapons, nothing. This is why we use the freedom fighters.

—Ali, sixteen-year-old Palestinian Muslim, one year after 
participation in an American coexistence program

Ali, a young Palestinian Muslim, introduces a fundamental dilemma for 
peace education programs: How can identities attuned to peaceful coexis-
tence be cultivated in the context of an ongoing intractable conflict? In the 
midst of intractability, what role can peace education assume? The ideological 
setting of Ali’s life story at age sixteen, which would not seem to serve the 
interests of peace, presents a major challenge for theory and practice in peace 
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education. Is it possible to educate for coexistence in the absence of policies 
that support peace (see Bar-Tal, 2004)? Or, rather, is it inevitable that the 
narrative conditions of conflict will only be reproduced by young Israelis 
and Palestinians (Bekerman & Maoz, 2005) until the day when a new 
“master” narrative of peace is born (Hammack, 2008)?

This chapter examines these challenging questions about peace edu-
cation through a description of fieldwork conducted from 2003–2007 
in two American-based coexistence programs for Israeli and Palestinian 
youth as well as with youth and their families in the region before and 
up to four years following program participation. My identity as a non-
Jewish, non-Arab American psychologist positioned me as a “stranger” 
(Simmel, 1971) to the conflict and seemed to enhance the desire of youth 
to engage with me about their stories. Yet my American identity figured 
prominently in all of my interactions in the field, for both Israelis and 
Palestinians viewed me as someone to “win over”—the face of a global 
cosmopolitan Westerner who might spread word of the legitimacy of their 
fragile narratives.

Coexistence through Identity Transcendence: 
An American Cultural Model

A central argument I will develop in this chapter is that American-based 
efforts at peace education are fundamentally rooted in an American folk 
psychology about identity and intergroup relations. As a cultural psychol-
ogist, I am interested in the meaning embedded in acts (e.g., Bruner, 
1990) and the way that identity is constructed through social interac-
tion and practice (e.g., Holland, Lachicotte, Skinner, & Cain, 1998). I 
view cultural meaning systems as always being in dynamic states and not 
as static categories that can “predict” individual subjectivity (see Gjerde, 
2004), yet I believe it is possible to describe a particular meaning system 
as it is actively deployed. This view of culture allows us to chart “cultural 
models” that provide a particular symbolic and discursive framework for 
the construction of meaning (see D’Andrade & Strauss, 1992).

I conducted fieldwork in two American-based coexistence programs: 
Seeds of Peace, located in the woods of rural Maine, and Hands of Peace, 
located in suburban Chicago, Illinois. The cultural model underlying 
both programs is characterized by (a) the framing of conflict as a problem 
primarily of individual prejudice and (b) the consequent conviction that 
intervention in individual personality development can effectively con-
tribute to social change. In this model, the individual possesses power 
to affect the social structure of conflict. An emphasis on social policy or 
social structure is largely absent in this vision of the individual actor con-
structing the conditions of his or her own development.

The cultural model of both programs is closely linked to intellectual 
perspectives in American social science post-World War II. The programs 
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represent experiments in “intergroup contact” and are thus traceable to 
the intellectual project of contact theory that emerged in the mid-twen-
tieth century in American social psychology. Allport (1954) postulated 
that, under certain conditions, contact between groups in conflict will 
break down the barriers of prejudice and stereotypes. Allport’s theory 
relies upon the notion that origins of conflict lie in the existence and 
proliferation of ethnocentric personalities (cf. Adorno, Frenkel-Brunswik, 
Levinson, & Sanford, 1950). As a consequence, Allport’s approach sug-
gests intervention at the level of the individual.

Allport’s model was challenged by subsequent social psychological 
work in conflict and intergroup relations, such as realistic conflict theory 
(Sherif, 1958) and social identity theory (Tajfel & Turner, 1979). These 
perspectives challenged the notion that conflict is rooted in individual 
prejudice and personality by highlighting the material and social struc-
tural origins of conflict. Both challenged the notion that the individual 
possesses sufficient power to affect the larger system of power, identity, 
and intergroup relations. The theoretical and empirical work in these tra-
ditions instead revealed the significant influence of the collective on indi-
vidual cognition and behavior.

Yet an American folk psychology that emphasizes the power of the 
individual endures (see Sampson, 1977). Such a model seems particu-
larly pervasive in the American discourse on diversity and multiculturalism 
(e.g., Fowers & Davidov, 2006), which argues that increased individual 
sensitivity to multiculturalism will alleviate intergroup tensions in Ameri-
can society. In an American cultural frame, the role of structural and pol-
icy transformations is typically recognized but not necessarily prioritized 
over individual interventions to transform intergroup relations.

In American social psychology, a theory that sought to integrate ear-
lier theories of intergroup relations emerged in the 1990s with common 
ingroup identity theory (e.g., Gaertner & Dovidio, 2000). This perspec-
tive recognized the premises of realistic conflict theory and social iden-
tity theory but argued that intergroup conflict could be reduced through 
the cultivation of a common, superordinate identity among individuals. 
A superordinate identity is meant to facilitate the recategorization of self 
and other such that a higher level of category inclusiveness is realized. 
For example, instead of Ali adhering to rigid categorizations of “Palestin-
ians” and “Israelis,” he might recognize through contact with Israelis 
that they share a common identity as “Israelis and Palestinians committed 
to peace” or even the larger category of “human beings.” This common 
identity is not necessarily meant to threaten his social identity as a Pales-
tinian. Rather, it becomes a “supplement” to Ali’s identity that allows him 
to transcend the divisiveness of conflicting narratives between Palestinians 
and Israelis.

There is a clear connection between common ingroup identity theory 
and the American discourse on multiculturalism and identity that began 
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to thrive in the 1990s (see Hollinger, 2006). The American discourse 
on identity diversity calls upon Americans to transcend their subgroup 
affiliations and to embrace the common American identity they share 
(e.g., Hornsey & Hogg, 2000). It is precisely this American discourse 
that frames the underlying philosophy of the two programs at which I 
conducted fieldwork.

In addition to the underlying model of identity and intergroup rela-
tions, another important aspect of American folk psychology is present 
in the design of these peace programs. Both programs rely on a cultural 
model of the life course that began to emerge in American psychology in 
the early twentieth century with the work of Hall (1904) but received its 
most significant momentum midcentury with the work of Erikson (1963, 
1968; see also Kett, 1977). This cultural model relied on a concept of 
adolescence as a life-course moment ascribed significant power to repu-
diate a social order. With their reliance on this American notion of the 
cultural power of youth, the programs rely on an American cultural model 
of social change and the individual life course.

In sum, American-based coexistence programs are grounded in a dis-
tinctly American folk model of intergroup relations, identity diversity, and 
the life course. This grounding influences every aspect of curriculum in 
both subtle and obvious ways. I will briefly highlight the basic curricular 
structure of both programs to reveal these points of connection between 
cultural and philosophical grounding and practice.

Departing the Conflict:
Curriculum of American-based Programs

The most obvious feature of the curriculum of both programs is the 
removal of the individual from the zone of conflict. Interestingly, even the 
idea that this removal is valuable or appropriate reveals the cultural psy-
chology of the programs, for one of their primary notions is that individu-
als can escape the psychological confines of the conflict through physical 
removal. This foundational narrative speaks to the triumph of the indi-
vidual over his or her environment—the individual may gain mastery over 
the environment once he or she recognizes the ease with which identity 
shifts with a change in context.

Hands of Peace and Seeds of Peace differ slightly in their approach to 
“cultural removal.” Seeds of Peace is a traditional American summer camp 
located in an isolated, rural setting in which the construction of an entirely 
new cultural system is attempted (see Wallach, 2000). In this locale, a cul-
tural system is constructed with norms, roles, rituals, and a clear ideological 
discourse about conflict, identity, and intergroup relations. There is an 
attempt to “neutralize” identity in discourse and practice through the 
policies and statements of authority figures regarding “equality” and 
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through the use of a common uniform and common access to resources 
for all participants. The social structure of the program is thus designed to 
remove structural distinctions between Israelis and Palestinians that exist 
in the reality of the conflict. The result is a contrived but alluring social 
ecology in which young Israelis and Palestinians, liberated from the social 
structure of the conflict, can experiment with new roles and identities.

At Seeds of Peace, the curriculum is designed to facilitate a number 
of social psychological processes of identity challenge and transforma-
tion. Dialogue sessions conducted by professional facilitators represent 
the daily ritual in which social identity is typically most salient, since these 
meetings involve direct discussion of the conflict. Athletic and artistic 
activities are designed to offer opportunities for cross-group cooperation 
and collaboration, and major rituals contribute to the overall press to 
deaccentuate one’s national identity and take on the superordinate iden-
tity of a “Seed.” The notion that the intractability of conflict can be tran-
scended at the individual level is pervasive in the discourse of the program 
with the ubiquity of the founder’s “Make one friend” slogan. This view of 
intergroup contact is closely linked to approaches articulated by American 
social psychologists who focus on the role of personalization in shifting 
negative intergroup relations (e.g., Brewer & Miller, 1984; Miller, 2002; 
Pettigrew, 1997, 1998).

Hands of Peace is a coexistence program in which youth are integrated 
into an existing American suburban community. Participants reside with 
families and come together every day for two weeks for facilitated dialogue 
and activities designed to foster cross-group friendships and cooperation. 
Like Seeds of Peace, there are a number of rituals that serve to activate a 
cognitive process of identity recategorization. These rituals include partici-
pation in a teams course, religious services, and events such as a “culture 
night,” in which each national group prepares a meal and performs songs 
and skits related to its culture. The idea is to expose participants to the 
legitimate identity diversity they all possess and, in the process, to try to 
cultivate a superordinate identity attuned to peaceful coexistence. Like 
Seeds of Peace, Hands of Peace has a program anthem it teaches all par-
ticipants, featuring lyrics like “We are people from different nations, but 
now we’re learning how to live as one.”

While both programs seem to possess a curricular structure that at 
times accentuates the salience of social identity (e.g., dialogue sessions, 
religious services), the overarching aim of both programs is to encourage 
the transcendence of a polarizing and delegitimizing ingroup narrative. 
Through exposure to the other in the context of social support for inter-
group contact, individuals experience the press of identity transcendence, 
just as they experience its antithesis in their daily lives in conflict.
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Stories of Coexistence: Narrative Outcomes

Identity Transcendence

In addition to participant observation during the programs, I conducted 
interviews with participants immediately after the program and for a 
number of years following participation. Participants tended to construct 
narratives of identity transcendence immediately following program par-
ticipation, in keeping with the goals of both programs. The immediate 
postprogram narratives of Ayelet and Israa illustrate this outcome:

When I go home, I wanna tell everyone about all the Arab friends I 
made, and what amazing people they are, and how they’re just like us. 
There’s no difference really between Jews and Arabs.…Listening to all 
of the stories of the Arabs, it made me realize why they do those things 
[like bombings].…We are all human beings.…Growing up in Israel, I 
always knew there was a war, and suicide bombings, but I never under-
stood the reason. Now, listening to the Palestinians.…I see the whole 
picture, and now I understand myself and I’m proud of myself. (Ayelet, 
Jewish Israeli)

Maybe I was, [before the program], losing hope of peace with the Israe-
lis, when they do everything in Palestine…like checkpoints, separation 
wall and all these things. I was losing hope, and I was also very afraid 
to meet the Israelis and to sit with them in the same room and discuss 
political issues. But I was very interested to come and see their point of 
view and to tell the Americans and the Israelis, some of our suffering 
in Palestine.…Then after having these two weeks, I start changing my 
point or looking to the Israelis, I look to them as humans.…I looked 
to them as enemies, but now with feelings and with emotions as me, 
as well, as I find similar, in our personalities. And I started to have 
more hope to live with them in peace. And the Palestinians to live with 
Israelis in peace, as I lived here. As an example, I live here with Jew-
ish Israelis and I have a great time with them, and I made some good 
friends. (Israa, Palestinian Muslim)

These immediate postprogram narratives reveal the success of these 
programs, as both of these young women detail their psychological 
transformation from a state of identity polarization to transcendence 
(Hammack, 2006).

The narratives of Israa and Ayelet are typical of youth interviewed 
immediately postprogram, when they are far from the conflict in both 
physical and mental space. Young Palestinians like Israa, who lives in the 
West Bank and thus routinely traverses the structural reality of conflict 
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through checkpoints, experience in the United States a remarkable feeling 
of “freedom,” particularly freedom of movement. For them, a dreamlike 
state of liberation from the occupation sets into their consciousness and 
ingratiates them to the American organizers of these ventures—people 
who made their transportation from the zone of conflict to a zone of 
peace and structural equality possible.

For Jewish Israelis like Ayelet, removal from the conflict is also psycho-
logically liberating, though not for the same reasons as for young Pales-
tinians. Young Jewish Israelis experience the conflict differently than the 
Palestinians, given the asymmetry of the conflict, in which Jewish Israelis 
serve the role of “occupier” (e.g., Gordon, 2008; Rouhana, 2004). What 
seems to be liberating for youth like Ayelet is the ability to experience 
a sense of existential security—that is, to live without the discourse of 
fear and threat that pervades Israeli society—while also being temporarily 
relieved of the role of “occupier.” In a place of structural equality with 
Palestinians, young Israelis like Ayelet begin to realize the ways in which 
the social structure of conflict creates a discourse of identity polarization, 
and they are attracted to the allure of repudiating this discourse.

Narrative outcomes such as that of Ayelet and Israa represent the inter-
nalization of a superordinate identity, as both programs desire and as pre-
dicted by common ingroup identity theory. Yet, in presenting the narratives 
of Ayelet and Israa, I do not mean to suggest that such outcomes are uni-
versal among the young participants in these programs. The most notable 
axis upon which immediate outcome appeared to vary was sex, with out-
comes of identity transcendence extremely uncommon for males.

The dynamics of gender roles in conflict influence identity develop-
ment for Israeli and Palestinian youth. Aside from the basic connection 
between masculinity and nationalism that seems to endure across time and 
place (Nagel, 1998) and along with the patriarchal structure that charac-
terizes many societies, there is something specific about gender and the 
Israeli-Palestinian conflict that would seem to suggest such an outcome. 
In Israeli society, the construction of masculinity is carefully deployed to 
serve the security needs of the state, and military service is institutional-
ized into the life course in such a way that young boys begin to prepare 
excitedly for service years in advance (see Golan, 1997; Kaplan, 2006). In 
Palestinian society, the occupation creates a situation of significant emas-
culation, in which the ability of men to fulfill their traditional social roles 
of economic provision and social leadership are essentially blocked (John-
son & Kuttab, 2001; Roy, 2004). Because of their involvement in politi-
cal violence and movements, men routinely go through a period of prison 
sentence, which in fact serves as a site of education about the Palestinian 
cause (Barber, 1999; Peteet, 1994). The prison becomes just as much a 
critical life-course moment for the Palestinian man as military service is 
for the Israeli man. Thus, in the structural reality of conflict and in the 
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patriarchal systems of both Israeli and Palestinian cultures, males serve as 
“guardians” of identity (Erikson, 1968).

Identity Accentuation

Social identity theory suggests a different set of predictions about what 
might occur as young Israelis and Palestinians engage in contact. In a 
direct challenge to an American social psychology that emphasized the 
possibility of the individual personality to combat ethnocentrism, Tajfel 
and Turner (1979) demonstrated through a series of rigorous experi-
ments that mere categorization into meaningless groups activates a state 
of identity polarization—that is, contact situations might actually increase 
the salience of ingroup identity and intergroup polarization. The mecha-
nism for this process is, they argue, rooted in the need for a positive social 
identity. It is important to note that the experiments of Tajfel and Turner 
were not conducted with individuals whose groups were already in a state 
of intractable conflict; thus this social psychological process is probably 
amplified when we consider contact between individuals from meaningful 
social categories already in a state of intractable conflict.

The immediate postprogram narrative of Roai, a sixteen-year-old Jew-
ish Israeli, captures the outcome of identity accentuation:

First of all, I felt like the program was somehow not equal, that some-
how the Palestinians were more powerful and we heard so much of 
only their suffering and not our suffering as Israelis. What surprised me 
most about the program, talking with Palestinians, is the facts. I mean, 
I know facts, and they know facts, but it’s not the same facts. They’re 
changing the facts! I know the facts! I believe Israelis don’t change the 
facts.…I didn’t change my mind about anything listening to the Pales-
tinians, but it was interesting.

For Roai, participation in the coexistence program did not result in the 
recategorization of self and other from a state of identity polarization 
to transcendence. Consistent with social identity theory, Roai’s social 
identity has become further accentuated through intergroup contact. 
In this state of accentuation, his role as a “guardian” of Israeli identity 
is clear: he perceives his ingroup narrative to have been too challenged 
and threatened by the experience of coexistence. His response is to 
amplify the extent to which he advocates that narrative and seeks its 
endurance.

This pattern of identity accentuation, in which youth came to integrate 
polarizing master narratives of identity more fully into their life stories, 
represented a common, immediate outcome for males. Identity accentua-
tion was also the most common long-term outcome for all participants. 
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One year after his experience at Seeds of Peace, Mohammed reflected 
about its influence:

I didn’t, like, change, or accept the Israelis. I felt more like, I realized 
that I’m the real owner of this land.…I was even more Palestinian—I 
felt more Palestinian—when I came back because I realized they don’t 
really care. When I came back, it made me wanna read more about the 
conflict and about my people. But it also made me realize nothing’s 
gonna change. All I can do is stay focused on my life, and just be proud 
to be a Palestinian cause you know you’re the legitimate owner of this 
land. I always say “A day will come and everything will be like the way it 
should be from the beginning”—we’ll have our land back, our country 
back—and if not, the end of the world will come soon, and people will 
be judged for what they did. That’s it. I’m just living here, trying not 
to think about the conflict, but it’s all around me.

Contact with Israelis increased Mohammed’s sense of connection 
with an enduring, if fragile, Palestinian identity. The result is a per-
sonal narrative that appears to reproduce, rather than to repudiate, the 
narrative conditions of conflict.

Roai’s narrative one year postprogram assumes similar thematic con-
tent. Roai suggests that contact exposed him to the Palestinian narrative 
of the conflict but that this exposure only seemed to confirm for him 
the illegitimacy of the Palestinian narrative. One year postprogram, Roai 
summarized his critical view of Hands of Peace as follows:

The problem with the program is that, when you come back and end this 
program, you are going back to reality, and your reality is not the way it 
was in the program. The biggest problem is taking us out of Israel, and 
I think this is the main difference, in the reality of the program versus 
the reality in Israel. To be with the Palestinians inside a bubble, you 
know things and you remember things but in some way you can’t hear 
things that are going on. But we’re not touching. So when you’re back 
here, you forget about things. The environment there is really kind and 
peaceful. You think in another way there than here.

Roai’s eloquent critique is rooted precisely in the American cultural 
model of the program.

If programs that target young Israelis and Palestinians are to have any 
measure of success in repudiating a status quo of intractability, they can-
not be entirely divorced from the reality of the conflict itself, for the allure 
of escapism is too great for participants. They long to be taken away from 
the conflict, to be removed from its inhibiting chains of ideological polar-
ity and rigid insularity. They see the unjust social structure before them, 
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and they long to acknowledge it. Yet as long as they remain in states of 
existential insecurity and as long as they are educated with the discourse 
of a master narrative that maintains a state of intractability and negative 
interdependence (Hammack, 2008; Kelman, 1999), the possibility for a 
truly transcendent experience seems unlikely.

What’s Wrong with Identity?
In Defense of Identity Accentuation

Upon considering identity accentuation as an outcome of such programs, 
the reader is left to debate the merits of any kind of contact situation for 
Israelis and Palestinians. If contact results in such an outcome, how can 
it be supported as a contribution to the larger project of peace educa-
tion? In concluding this chapter, I want to suggest that, in fact, we ought 
to capitalize on identity accentuation and consider its possible benefits 
to conflict reduction, even if those benefits seem initially challenging to 
comprehend. But first, it is worth further consideration as to why identity 
accentuation occurs among these youth.

Why Accentuation?

Identity accentuation represents an expectable outcome for participants in 
these programs for at least three reasons. First, not only is the sociopoliti-
cal reality of the conflict a context in which identity accentuation thrives, 
but it also drives the conflict and constructs comforting discourses of 
identity that promote notions of exceptionalism and exclusive legitimacy. 
That is, the pervasive sense of existential insecurity in both Palestinian 
and Israeli societies creates the need for a coherent and distinctive mas-
ter narrative that facilitates individual coping with the conflict (see Bar-
Tal, 2007). Because basic needs for security and identity recognition are 
unmet in both societies, it makes sense that a sense of collective identity 
would need to be maintained at all costs, since identity itself is at stake for 
the group (Pettigrew, 2003).

Second, there is an obvious dissonance between the cultural context 
of conflict and the programs. The curriculum of both programs is ori-
ented more toward the American cultural context of ethnocentrism and 
racism than it is toward the context of intractable conflict. As Bar-Tal 
(2004) argues, these divergent cultural contexts speak to different social 
psychological needs and different strategies for coexistence education. 
Coexistence education assumes a more limited role in the context of 
intractable conflict because it relies upon structural and political change 
for its effectiveness. In the absence of clear policy support for coexistence, 
it is extremely challenging to engage in coexistence education. When a 
conflict remains active and unresolved, as it does for Israelis and Palestin-
ians, a larger cultural context and discourse of coexistence is absent.
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Unlike the context of intractable conflict, the American cultural 
context is one in which pluralism and identity diversity represent cen-
tral concerns. American society continues to be characterized by racism, 
ethnocentrism, and pervasive structural inequities, but social policies and 
social movements beginning in the mid-twentieth century have altered 
the discourse on identity politics in American society in profound ways. 
The same cannot be said in Israel and Palestine, where the absence of a 
final, comprehensive peace agreement constrains the discourse on identity 
and pluralism. The insecurity of identity for both Palestinians and Israelis 
creates a radically different lens through which to view intergroup rela-
tions when compared with Americans.

A cultural analysis of the curriculum and philosophy of both programs, 
however, suggests that they are more oriented to the American cultural 
context than to the Israeli-Palestinian. For example, the reliance on a 
common ingroup identity model, with specific rituals designed to instill 
a state of identity transcendence, is connected to the American need to 
internalize a common identity in the midst of diversity. In the context 
of an intractable conflict, identity distinction and recognition come to 
the forefront. Thus, it is not surprising that many program participants 
accentuate their social identities, for the dissonance between the cultural 
context of the program and the conflict only elevates their sense of exis-
tential insecurity, amplifying their need to identify with the fragile master 
narrative of the group.

A third explanation for the outcome of identity accentuation is per-
haps the simplest: identity accentuation is a normal, expectable outcome 
of contact between groups. The vast literature in social identity theory 
has consistently demonstrated that mere categorization activates a sense 
of ingroup solidarity and identification that then drives behavior toward 
conflict. Brewer’s (1991) optimal distinctiveness theory further explains 
the outcome of identity accentuation. She argues that individuals funda-
mentally strive to reconcile opposing needs for assimilation and differenti-
ation from others. In reconciling these needs, they reach a level of optimal 
distinctiveness in their identities. In the context of intractable conflict, the 
need for a sense of distinctiveness in identity is probably greater because 
of the mutual perception of existential insecurity and the lack of mutual 
identity recognition.

What’s Wrong with Identity Accentuation?

Intuitively, identity accentuation seems problematic for peace education. 
However, there are clear psychological benefits of identity accentuation 
for individuals in conflict zones. First, a stronger sense of group identifica-
tion is associated with enhanced self-esteem (e.g., Phinney, 1991). Sec-
ond, the ideological commitment associated with a strong sense of social 
identity facilitates coping with the conflict (e.g., Punamäki, 1996). Young 
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people involved in or exposed to political violence attribute meaning to 
conflict-related events, which seems to buffer them from the negative 
psychological consequences of conflict (e.g., Barber, 2001).

While identity accentuation might be beneficial at the individual level, 
its implications for the social reproduction of conflict are troubling. Iden-
tity accentuation would seem to secure the reproduction of the narrative 
conditions of conflict—hardly a desired outcome for peace education. 
Yet if we view the fundamental problem of the Israeli-Palestinian conflict 
as one of identity nonrecognition, we can perhaps identify some value in 
identity accentuation.

The absence of recognition is characterized by delegitimization of 
mutual distinctiveness. That is, Israelis and Palestinians fail to recognize 
the legitimacy of one another and essentially deny each other’s existence 
(see Bar-Tal, 1990a, 1990b). Until relatively recently, this explicit dele-
gitimization was institutionalized in both societies (e.g., in educational 
materials; Oren & Bar-Tal, 2007). Bringing Israelis and Palestinians 
together to hear and to recognize the distinctiveness of their social identi-
ties might in fact represent the best that can be done during continued 
pervasive intractability. A model that embraces identity accentuation and 
views it as a necessary and useful process for individuals has been devel-
oped at the School for Peace in Israel (Halabi, 2004; Halabi & Sonnen-
schein, 2004).

Context and Peace Education:
Implications of a Cultural Approach

A distinctly cultural approach to the study of peace education programs 
orients practitioners toward the ways in which programs themselves serve 
as sites for a new form of social practice and a new discourse on conflict. 
Through analysis of both participant experience and the philosophy and 
curriculum of American-based programs, the narrative outcomes of pro-
gram participation allow for an interpretation of why this new practice 
and discourse fails to possess long-term salience for participants.

Seeds of Peace and Hands of Peace rely on an American folk model of 
intergroup relations that locates the source of conflict in the prejudiced 
individual. This emphasis is distinctly American in that it privileges the 
power of the individual in possibilities for social transformation. Conflict, 
in this frame, is more connected to individual prejudice than to structural 
inequities, the absence of social policies that promote coexistence, or the 
identity politics that constructs polarized narratives. As such, individual 
psychological transformations through acquaintanceship can contribute to 
peace-building efforts. Focusing on the distinction of American culture, 
we might connect this underlying philosophical orientation to the Ameri-
can myth of structural equality that each individual gets a fair chance 
at success and the “American dream” of happiness through economic 
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achievement. I refer to this belief as a myth because it is clear that, accord-
ing to social identity, access to resources and social capital is by no means 
standardized across groups in the United States. Racial and ethnic minori-
ties have long been disenfranchised from economic and social advance-
ment opportunities (Kimble, 2007; Lott & Bullock, 2007).

Although power and hegemony characterize intergroup relations in 
the United States, this myth of structural equality endures. Early social 
psychological research on intergroup relations produced in the United 
States seemed to believe in the ability to “neutralize” power in inter-
group encounters (e.g., Allport, 1954), which is connected to mythology 
around power and identity in the American cultural context. There is no 
question that, in the context of these American-based programs, a belief 
in the ability to neutralize power endures. The programs are carefully 
conceived to create a context of equality among participants.

In keeping with this American model of intergroup relations, both 
programs rely on an American folk model of social change. Connected to 
their emphasis on adolescence as the key life-course moment of interven-
tion, they emphasize a view of youth as “producers” rather than “prod-
ucts” of a particular social structure. The emphasis they place on the 
possibility of individual agency to effect the course of the conflict is not 
proportionate to the actual structural barriers created by conflict. This 
vision of youth in the process of social change relies on a “bottom-up” 
theory of how transformation actually occurs. Identity accentuation chal-
lenges this theory and suggests that, in the context of intractable conflict, 
recognition of the limitations to agency is essential.

I do not want to suggest, however, that the “problem” with these 
programs can be exclusively located in their curricula and their underlying 
philosophical orientation. There is an inherent challenge in coexistence 
education itself because of its tendency to create a context in which the 
conditions of conflict can so easily be reproduced. Coexistence education 
can serve a reproductive function by providing a forum for the repro-
duction of nationalist discourse (Bekerman, 2002; Bekerman & Maoz, 
2005). Participants in these American-based programs are consumed with 
this unresolved battle over national identity recognition. As Bekerman and 
Maoz (2005) argue, this discursive struggle is the product of the national-
ist era that began in the nineteenth century and spawned the rival move-
ments of Zionism and Palestinian nationalism. But as borders come down 
and the pitfalls of nationalism are identified in global discussions of iden-
tity, Israelis and Palestinians appear to be “trapped” in an old discourse 
of “imagined communities” (Anderson, 1983). The fact that Israelis and 
Palestinians were never able to achieve stable, secure, and universally rec-
ognized national identities explains this inability to move beyond the dis-
course of nation, but coexistence education does not sufficiently challenge 
the artificiality of this discourse (Bekerman & Maoz, 2005).
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The problem may indeed be one of temporal sequence if we consider 
the relationship between peace education and social change. Returning 
to Bar-Tal’s (2004) argument, coexistence education lags behind political 
change and can only contribute minimally to conflict reduction absent a 
political resolution. The research discussed in this chapter supports the 
recognition that coexistence efforts cannot be undertaken with grand 
aspirations for social change.

The implications of this research for the programs themselves suggest 
that, first and foremost, they would benefit from greater reflexivity about 
their own cultural psychology. That is, the programs need to examine their 
missions, goals, philosophies, and curricula through a cultural lens. They 
also would benefit from greater recognition of the distinct sociopolitical 
realities of the United States versus those of Israel-Palestine and the ways 
in which these distinctions might affect program goals. Both programs 
need to have more modest, realistic goals that are sensitive to the social 
ecology of conflict. There is a need to theorize the relationship between 
individual psychological and social structural change in more complex, 
nuanced ways. For example, the integration of a policy- or action-ori-
ented approach into the curriculum would recognize the need for struc-
tural and policy change if individual psychological changes are to have any 
meaningful social support. In other words, the programs would benefit 
from a more critical consciousness about the path to social change. An 
acknowledgement of the limitations of intergroup contact and of youth 
to contribute to social change would reorient these programs toward a 
more realistic view of their role in conflict transformation. Given such 
acknowledgement and recognition, the dissonance participants experi-
ence upon their return to the zone of conflict might diminish.

I close with the sentiments of Mohammed, now a nineteen-year-old 
college student in the West Bank. Four years after his participation in the 
coexistence program, he offers the following reflection:

I think the programs are basically bullshit. It’s all about making the 
Americans feel good about themselves, like they have to have some-
thing to do. It’s like they’re holding us like babies sometimes, thinking 
they can teach us. It’s just like they are with everything in the world—
Iraq, everything. I don’t like this. I did this to do something for my 
country, for Palestine, and I think I did something good. But the only 
thing that keeps me going is knowing I can’t control anything, not the 
situation, not anything. What will happen will happen, and in the end 
there will be justice. I have to believe in this. But me, I can’t do any-
thing to change the reality. And the Americans just never understood 
that.

Mohammed’s account of the coexistence program is representative 
of many youth who come to recognize the cultural psychology of the 
program itself. As they attempt to make sense of the intensity of the 
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experience and its dissonance from their lived experience, such youth 
come to view the programs as disconnected from the identity politics 
of the conflict.

In this chapter, I have argued that the reliance on an American cul-
tural model diminishes the effectiveness of American-based coexistence 
programs to contribute to conflict reduction. The narratives of youth 
collected up to several years following participation suggests ideological 
content that reproduces, rather than repudiates, the narrative stalemate 
of the Israeli-Palestinian conflict. In this way, youth fulfill their roles as 
“guardians” of identity, and the possibilities of their identity development 
are constrained by the structural reality of conflict. Interventions that 
privilege the personal over the political might avoid a more substantive 
role in conflict reduction. A model that embraces identity accentuation as 
an inevitable developmental process associated with conflict might pro-
vide a more salient and less dissonant experience for youth. The principles 
of coexistence mandate a priori some modicum of secure and sustainable 
existence, which does not characterize the experience of Israelis and Pal-
estinians. The voices of young people represented in this chapter reveal 
the formidable sense of insecurity that pervades the narratives of both 
groups. That we might allow these voices to transform our vision of the 
path to peace speaks to a recognition that the practice of peace education 
must be connected to the authentic possibilities of human development.
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4

Toward the Development of a 
Theoretical Framework for Peace 

Education Using the Contact 
Hypothesis  and Multiculturalism

Ulrike Niens

Introduction
Ethnopolitical conflict and community divisions are significant phe-
nomena in modern societies and are sometimes considered the modern 
variant of the cold war, which was regarded as endangering to world 
security in the second half of the last century. Education has long been 
acknowledged as a tool to promote social cohesion and peace; therefore, 
it gained increasing academic, public, and political attention, especially in 
the last two decades.

At an international level, the United Nations (UN) Decade of Human 
Rights for Human Rights Education (1995–2004) and the currently 
ongoing UN Decade of Sustainable Development Education (2005–
2014) may be seen as signs of the importance attached to the role of 
education in national and international contexts. The overall aim of the 
current UN decade is to encourage changes in behavior that will create 
a more sustainable future in terms of environmental integrity, economic 
viability, and a just society for present and future generations. ‘Cultural 
Diversity’ as well as ‘Peace and Human Security’ belong to the eight key 
themes of the current Decade. The 2001 Universal Declaration on Cul-
tural Diversity affirms even more directly “that respect for the diversity 
of cultures, tolerance, dialogue and cooperation, in a climate of mutual 
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trust and understanding are among the best guarantees of international 
peace and security” (UNESCO Universal Declaration on Cultural Diver-
sity, 2001, p. 12). At the national level, many countries have introduced 
various educational programs, including peace, reconciliation, citizen-
ship, and human rights education, with the aim to facilitate relationships 
between diverse social groups and to foster social cohesion.

While education thus takes center place in the development of strate-
gies and policies to manage ethnic and cultural diversity, the meaning of 
the term “peace education” often remains conceptually ambiguous and 
its role undefined. Furthermore, despite a wealth of academic and public 
interest in the area, peace education appears to be detached from relevant 
social scientific theories that may be used to underpin the development of 
a theoretically grounded framework of peace education that would sup-
port a tailored approach to educational systems, policies, and practice in 
different sociopolitical contexts.

While it is acknowledged that an interdisciplinary perspective may be 
required to fully understand the possible factors affecting the impact of 
peace education, including theories from a range of academic disciplines, 
such as anthropology, sociology, etc., it is the aim of this chapter to shed 
some light on the conceptualization of peace education and to explore 
how theoretical frameworks, based on frequently employed approaches 
from the political sciences and social psychology in particular, may be 
used to underpin the design of educational strategies for promoting social 
cohesion and peace in diverse societies at relative peace as well as those 
with community tensions or conflict.

In the following chapter, an attempt is made to explore peace educa-
tion conceptually and to elicit gaps in the explanatory value of current 
theoretical conceptualizations of peace education, especially with regard 
to its application to various contexts characterized to a greater or lesser 
extent by peace, community tensions, or conflict. Drawing upon two 
theoretical perspectives on diversity and conflict, this chapter considers 
how multiculturalism and the contact hypothesis may be used to address 
these ambiguities and to underpin the development of peace education 
programs in various sociopolitical contexts ranging from relative peace to 
conflict. The chapter will conclude with implications of these perspectives 
for the development of a theoretical framework of peace education as well 
as for educational policies and practice and some final comments on the 
need for further theoretical development and research in this area.

Conceptualizing Peace Education

The UN declaration clearly acknowledges the potential role of educa-
tion for the promotion of peace at an intergroup, national, and inter-
national level. Article 26 of the Universal Declaration of Human Rights 
states, “Education shall be directed to the full development of the human 
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personality and to the strengthening of respect for human rights and 
fundamental freedoms. It shall promote understanding, tolerance and 
friendship among all nations, racial or religious groups, and shall further 
the activities of the United Nations for the maintenance of peace.”

However, academics have long lamented a lack of conceptual clarity 
with regard to peace education (Salomon, 2002), which may be exem-
plified by Harris and Morrison’s (2003) claim that “peace education is 
currently considered to be both a philosophy and a process” (p. 9). The 
term “peace education” has been used to describe a wide range of educa-
tional programs, including those that are concerned with conflict in inter-
personal relationships (e.g., mediation training), those concerned with 
nonviolent behaviors in schools, and those concerned with intergroup 
relations at societal level (Reardon, 1997). Therefore, peace education 
can be seen as an umbrella term that covers various approaches to pro-
moting harmonious relations between individuals and groups not only in 
societies emerging from violent conflict but also in other societies for the 
prevention of such conflicts. Depending on the sociopolitical context and 
the level of violence, Salomon (2002) differentiates between peace educa-
tion in regions of intractable conflicts, regions of interethnic tensions, and 
regions of relative experienced tranquility. This broad understanding of 
peace education, which may be preventative or a strategy for dealing with 
tension and conflict, could be seen as a way of dealing with diversity and 
inclusion by promoting an awareness and appreciation of negative and 
positive peace (Galtung, 1969).

In recent years, attention has frequently been drawn to curricular 
subjects associated with equality and justice, social cohesion, and peace. 
Human rights education as well as citizenship education, which have been 
introduced into the formal school curricula of many societies across the 
world in the last decade (Davies, 2000a, 2000b), are undoubtedly closely 
related to peace education (Andreopoulos, 1997; Davies, 2005). Despite 
the specific challenges of implementing citizenship education in divided 
societies, including the lack of uniting national and cultural identity, gov-
ernance, or commonly agreed goals (Smith, 2003), it may provide an 
opportunity to peacefully debate and negotiate identities, intergroup rela-
tions and political aspirations in societies with various degrees of politi-
cal violence (Kerr, McCarthy, & Smith, 2002; Wylie, 2004). Similarly, 
human rights education has been proposed as a key element of peace 
building (Andreopoulos, 1997). Notwithstanding its potential to chal-
lenge inequality and injustice, human rights education may prove contro-
versial as it may obscure the distinction between human rights legislation 
and social values (Ely-Yamin, 1993). Due to connotations of “passive 
peace” and religion, for example, peace education has also been consid-
ered as contentious “because of controversy surrounding the word ‘peace’” 
(Harris, 2004, p. 8). However, I would argue that conceptualizing peace 
education as an umbrella category that incorporates community relations, 
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citizenship, and human rights education may provide a framework that 
explicitly proposes peace as the main societal goal, which may be partly 
achieved through human rights and democratic citizenship as indicated 
in the UN declaration of human rights. To adopt such a comprehensive 
approach to peace education that is firmly based on the notion of the 
development of positive peace, which enables positive intergroup atti-
tudes and democratic behaviors within society as a whole, it is neces-
sary to reconsider its underpinning theoretical framework and, in turn, 
its applicability to various contexts of relative peace, community tension, 
or conflict.

Theoretical Perspectives on
Managing Diversity in Society

In education, two main perspectives on managing diversity in society can 
be identified, which have widely informed peace education policy and 
practice in different settings. Multicultural education is based on theories 
of pluralism and liberalism in the political sciences, which have been used 
to explore plural and monocultural education systems as well as various 
curricular developments, especially in the context of societies with rela-
tive peace or those with low levels of community tensions, and, as McG-
lynn and Bekerman (2007) point out, multicultural theories had relatively 
little impact on peace education in settings of sociopolitical conflict. In 
contrast, the contact hypothesis, which has been developed within social 
psychology, has been used to investigate the impact of intergroup con-
tact on attitudes and identities, especially in the context of societies with 
community tensions and conflict as well as in the context of laboratory 
experiments. The following sections will review both perspectives before 
considering their implications for peace education in policy and practice.

Multiculturalism

Political scientists have long debated the merits and disadvantages of 
various approaches to social inclusion and diversity in society and their 
impact on social cohesion and peace. Traditionally, strong nation-states 
supported the assimilation of immigrants into the majority culture and 
one unifying national identity was assumed, which superseded individual 
and group identities (Giddens, 1987). In the latter half of the twentieth 
century, multicultural ideas, which highlight the importance of group 
rights, took hold of Western nations’ public and political debates and, 
eventually, policies and integration strategies (Kymlicka, 1995). In the 
United States, assimilation was strongly tied to the notion of a “melting 
pot” while multiculturalism was closely associated with the notion of a 
“salad bowl” (Gleason, 1964).
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Habermas (1993) proposes two stages of assimilation, including politi-
cal acculturation (i.e., acceptance of constitution) and social acculturation 
(i.e., acceptance of customs and cultures), whereby the state can request 
citizens only to adopt the first but not the second type of acculturation. 
Habermas’ conceptualization of acculturation reflects understandings 
of patriotism and national identity (e.g., Feshbach, 1987; Kosterman & 
Feshbach, 1987) that emphasize respect of the nation as a political entity 
and pride of belonging to a particular nationhood, respectively. However, 
political acculturation, which is mainly based on cognitions and behaviors, 
may be criticized for underestimating the influence of identity and emo-
tions on individuals’ relationship with their social environment (Miller, 
1995; Schnapper, 2002).

In recent years, especially since 9/11, multiculturalism as a policy to 
manage societal diversity has been severely criticized and public and polit-
ical debates increasingly look at common values and social cohesion as 
necessary prerequisites for functioning, diverse, and peaceful democracies 
(Brubaker, 2001; Modood, 2005). Straddling the balance between assim-
ilation and diversity is often seen as one of the most significant challenges 
the modern world must overcome to ensure sustainable peace (Taylor, 
1991).

In many areas of public life, different approaches to multicultur-
alism are evident, which focus to varying degrees on societal unity or 
diversity. Kincheloe and Steinberg (1997) suggest four approaches to 
multiculturalism:

1. Monoculturalism: emphasis on one dominant culture
2. Liberal multiculturalism: emphasis on similarities between communities
3. Pluralist multiculturalism: emphasis on differences between com-

munities
4. Critical multiculturalism: challenging inequalities between com-

munities

Different approaches to multiculturalism in society are mirrored in strat-
egies to managing diversity within the formal educational system, curricula, 
and school policies (Banks, 2006). Academics discuss which approaches can 
be most effectively applied to different educational contexts in various soci-
eties. In the United Kingdom, plural approaches used to be most promi-
nent; however, in more recent years, in line with criticisms relating to social 
policies based on plural multiculturalism, questions have been asked relating 
to the potentially divisive nature of an educational system that emphasizes 
cultural differences and may neglect to highlight commonalities between 
various groups. In turn, there is skepticism about perceived forced assimila-
tion, which may alienate minority groups. The Crick Report (Qualifications 
and Curriculum Authority, 1998), which focuses on social cohesion, and 
the Parekh Report (Runnymede Trust, 2000), which highlights pluralist 
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strategies in dealings with diversity, represent examples of this educational 
debate (Olssen, 2004). However, discourses about the value of different 
strategies often take place in parallel with little overlap. Public debates may 
focus on faith schools and parental choice and the display of religious sym-
bols (e.g., Burtonwood, 2002; Parker-Jenkins, Hartas, & Irving, 2004) or 
the impact of specific curricular subjects, such as citizenship education, on 
pupils’ attitudes and behaviors (e.g., Banks, 2007; Osler & Starkey, 2000).

Divided societies are frequently characterized by plural education sys-
tems that have often been blamed for providing unequal opportunities 
and perpetuating community divisions and conflict (Bush & Saltarelli, 
2000), despite opposition, for example, from advocates of faith schools 
(e.g., Gardner, Lawton & Cairns, 2005; Short, 2002). Even if schools 
are not openly propagating conflict, separate schooling itself may be 
regarded as emphasizing differences and thereby strengthening inter-
group boundaries.

Research indicates that both, shared and separate, schools employ dif-
ferent approaches to diversity and community relations, based on notions 
of liberal, plural, or critical multiculturalism (McGlynn, in press; Scho-
field, 2001). While the emphasis on similarities between groups may lead 
to an avoidance of sensitive and controversial issues (Donnelly, 2004), 
approaches focusing on differences in shared schools may attract similar 
criticisms as separate education. Critical multiculturalism has been sug-
gested to expand on the notion of plural multiculturalism; therefore, it 
employs explicit antiracist and antisectarian strategies, which may make 
it possible to deal with similarities and differences in a way that enables 
children and young people to confront prejudices in attitudes and behav-
iors (Nieto, 2004). In general, systematic research evidence that supports 
claims of the effectiveness of these approaches on changing young peo-
ple’s attitudes and behaviors is scarce.

Contact Hypothesis

The assumption of the beneficial effects of shared schooling on children’s 
attitudes and behaviors relating to community relations is often based 
on the notion that prejudices develop as a result of ignorance and fear 
and that contact with members of the other community may enable indi-
viduals to learn more about the other, to associate positive emotions and 
experiences with the other community, and thereby to reduce intergroup 
anxiety, which, in turn, is believed to increase self-esteem and positive 
attitudes to the other community. Most prominently, this assumption 
is captured in the contact hypothesis (Allport, 1954), which proposes 
that contact between members of opposing groups will promote posi-
tive intergroup attitudes in individuals and improve relationships between 
groups. While the contact hypothesis has often been cited to affirm sug-
gestions of the beneficial effects of shared education, it has frequently 
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been overlooked that specific conditions were stipulated as prerequisites 
of effective contact, which were rarely met in educational settings. Allport 
suggests that institutional support, equal status, cooperation, and super-
ordinate goals are essential elements of successful intergroup contact, and 
research to date indicates that these conditions are necessary for contact 
to make a difference with regard to individuals’ attitudes (Pettigrew & 
Tropp, 2006).

The contact hypothesis has since been further developed, and specific 
attention has been drawn to the central role of identity in intergroup 
relations, and thereby in intergroup contact situations. Three strategies, 
which differ in the way that identities are considered, have been proposed 
to introduce successful contact. The decategorization model (Brewer & 
Miller, 1984) calls for interpersonal contact between members of oppos-
ing groups. Hewstone and Brown (1986) suggest intergroup contact (i.e., 
contact in which group identities are highlighted, for example, in dis-
cussions of controversial issues) as the most effective means to achieve 
a reduction of intergroup conflict. Research clearly indicates the quality 
of contact to be of importance and the necessity for controversial issues 
to be discussed (Niens, Cairns, & Hewstone, 2003). Gaertner, Dovidio, 
Anastasio, Bachevan, and Rust (1993) propose superordinate recategori-
zation (i.e., identification with broader social categories and the establish-
ment of a common ingroup identity). More recently, Pettigrew (1998) 
advocates that it is the order in which contact approaches are introduced 
that matters in the successful implementation of contact programs. Thus, 
interpersonal contact could first be introduced, followed by intergroup 
contact, and, finally, a superordinate identity could be established. Rela-
tively little systematic research has been conducted into the most effective 
sequence of contact approaches in various settings, and, in particular, sys-
tematic field research about the sequential introduction of different types 
of contact in natural settings of strained community relations is virtually 
nonexistent (Brewer, 1999).

The contact hypothesis has often been applied to analyze school sys-
tems. Separate schools may be seen as enshrining a culture of ignorance, 
which does not provide children and young people with the opportunity 
to meet others who are not from their own community’s background 
(Dunn, 1986; Gallagher, 1989). Thus, shared education has been pro-
posed as a way to promote contact between children from different com-
munities and positive intergroup relations in society in the long term. 
In response, in various countries there have been movements advocating 
shared education, which caters to pupils from all communities in vari-
ous countries, including Israel (e.g., Mor-Sommerfeld, Azaiza, & Hertz-
Lazarowitz, 2007), Northern Ireland (e.g., Niens & Cairns, 2005), 
South Africa (e.g., Vandeyar & Esakov, 2007), and the United States 
(e.g., Schofield, 1991). In general, some empirical research results from 
Northern Ireland (Niens & Cairns, in press) and elsewhere (Dovidio, 
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Gaertner, & Kawakami, 2003; Pettigrew, 1998) indicates that contact in 
shared schools can be effective in fostering positive intergroup attitudes 
and identities if Allport’s (1954) conditions of contact are upheld. Effec-
tiveness also appears to depend upon a number of other factors, including 
the approach taken to diversity and inclusion, the educational and socio-
political context, and the involvement of parents and the wider commu-
nity in the affairs of the school.

There has been an ongoing debate about the age at which it may be use-
ful to introduce programs aimed at promoting positive attitudes to other 
groups and peaceful intergroup relations in general. Some people pro-
pose that programs should be introduced as early as possible and provide 
young children with a rich and diverse environment in order for them to 
learn to value individual and collective differences and similarities (Con-
nolly, Fitzpatrick, Gallagher, & Harris, 2006). In contrast, others main-
tain that educational programs, aimed at attitudinal change and identities, 
are more useful for children in their teens who have the cognitive capa-
bilities to think in systematic and abstract terms (Piaget, 1965) and who 
have the moral understanding to engage in issues relating to equality and 
justice (Kohlberg, 1981). While research evidence clearly indicates that 
young children can correctly identify their membership in specific social 
groups and often display preferences for their own group (e.g., gender, 
Banerjee, 2005; nationality, Barrett, 2005; ethnicity, Connolly & Healy, 
2004), the relationship of positive attitudes to the ingroup and negative 
attitudes toward the outgroup remains unclear, with some research sug-
gesting that positive ingroup attitudes are associated with positive and 
other research suggesting an association with negative outgroup attitudes 
(Cameron, Alvarez, Ruble, & Fuligni, 2001). This ambiguity is mirrored 
in various debates focusing on the development of positive cultural, eth-
nic, or national identities, which entail positive affiliation to the ingroup 
without any negative outgroup associations (e.g., Brewer, 1999), in con-
trast to the attempt to decategorize such identities and to forge individual 
affiliations, which may be less emotive at the societal level.

Implications for Peace Education
Theory, Educational Practice, and 
Indications for Future Research

Conceptualizing peace education broadly, as a type of education that 
comprises community relations, citizenship, and human rights, may help 
to set a clear agenda for peace in a range of contexts experiencing relative 
peace, community divisions, or conflict. Multiculturalism and the contact 
hypothesis may offer complementary conceptual perspectives that may 
allow the development of a theoretical framework for peace education, 
which can enable its application to various levels of analysis. Multicultural 
theories and the contact hypothesis are frequently applied to different 
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contexts of community divisions and conflict. The contact hypothesis 
focuses on bringing together communities that have little opportunity 
for contact in everyday life, with the aim to change individuals’ attitudes 
and behaviors relating to the other community. Therefore, the contact 
hypothesis applies readily to the context of severe community divisions 
and conflict. However, it offers little insight into the development of 
democratic attitudes and behaviors in general, which are necessary for a 
society to maintain positive peace in the long term. In turn, multicultur-
alism deals with the management of communities that struggle to find 
a satisfactory balance between assimilation and maintenance of cultural 
identity in democratic societies, with the aim to facilitate social cohesion in 
democratic societies. Therefore, multiculturalism applies community divi-
sions in contexts of relative peace. Yet, it gives little indication about how 
individuals and communities, in contexts of divided societies and conflict, 
may be enabled to learn about and interact with each other. The contact 
hypothesis could be regarded as providing a micro to meso-level of analy-
sis (Pettigrew, 1986), which allows its application to school structures as 
shared or separate and to the development of effective implementation of 
contact programs. However, it offers little guidance on the development 
of effective educational policies that may promote positive attitudes at the 
societal and institutional level or on teaching methods, which may facili-
tate the development of democratic behaviors among pupils. In contrast, 
multicultural theories appear to provide mainly a micro and macro level 
of analysis, while plural and liberal perspectives are applicable to educa-
tional and school policies, and elicit suitable pedagogical strategies teach-
ers may employ in shared and separate classrooms to promote positive 
attitudes and behaviors. The development of a theoretical framework of 
peace education, which incorporates current thinking about multicultural 
education and the contact hypothesis, may offer practical suggestions for 
the implementation of effective educational policies, curricula, and peda-
gogical tools that aim to promote active peace in a variety of settings, and 
further theoretical development and research in this area is necessary to 
guide good practice.

Synthesizing the contact hypothesis and multiculturalism into one the-
oretical framework for peace education raises a number of questions for 
education, which may need to be addressed in future research, relating to 
the role of superordinate identities, the most effective ways to introduce 
contact situations and to implement school policies to promote positive 
intergroup contact, and the pupils’ age.

Contact research suggests the development of a superordinate identity, 
which overarches various group identities, as a crucial element of success-
ful contact (Pettigrew, 1998). A superordinate identity, which comprises 
diverse community identities, should provide the consistency of various 
cultural traditions, languages and religions and, at the same time, offer a 
shared vision and positive future orientation for society as a whole. The 
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assumption of a unifying superordinate identity, which enshrines diver-
sity through cultural identities, is equally put forward by multicultural 
theorists (e.g., Banks, 2004) and clearly demonstrates the centrality of 
social, national, and cultural identifications. Research has shown that edu-
cation may promote a shared sense of identity and belonging relating to 
the school among pupils; however, school identities are subordinate to 
community identities. Unless superordinate identities and shared societal 
goals, which are meaningful for all (or most) communities within society, 
are agreed upon and taken forward at the governmental level, it may be 
impossible for schools to develop contact programs that are effective in 
improving pupils’ attitudes and community relations in general in the 
long term (cf. Bar-Tal, 2002). The question remains, what superordi-
nate identity? Superordinate identities often do not feature on the public 
agenda, especially in divided societies. On the contrary, pluralistic poli-
cies may enshrine community divisions in their endeavor to ensure group 
distinctiveness, a balance of power between groups and peaceful relations 
(McGarry & O’Leary, 2004). In such contexts, how can one expect edu-
cation to derive a meaningful superordinate identity if it is not reflected 
in reality?

Different types of contact may be equated to different approaches 
to educational practice in schools. In line with liberal multicultural 
approaches, which emphasize similarities between communities on the 
basis of the assumption that individual differences outweigh intergroup 
differences (despite the acknowledgment that minority rights need pro-
tection, Kymlicka, 2001), interpersonal contact highlights the uniqueness 
of each person and the individual’s autonomy. In accordance with plural 
multicultural approaches, which highlight differences between commu-
nities due to the significance attached to collectivism and group rights, 
intergroup contact emphasizes collective identities. If both types of con-
tact are important for successful contact to be established, schools may 
need to apply liberal and plural approaches to issues related to diversity 
and inclusion. Furthermore, given that quality of contact is essential for 
contact to make a difference, schools and curricula should encourage a 
critical multicultural approach that focuses on controversial issues, includ-
ing consideration of equality and social justice. In the context of schools 
with diverse populations, which include pupils from opposing sections of 
society, research will need to explore how a threefold approach to inter-
group contact, including interpersonal and intergroup dimensions as well 
as identity recategorization, can be implemented most effectively, taking 
into consideration a changing pupil population over time. In the context 
of divided school systems where community contacts would need to be 
forged across school boundaries, the question of how to implement a sus-
tainable threefold approach to contact is even more difficult to answer.

Personal development theories and political socialization theories pro-
pose that education aimed at moral judgment, identity, and pro-social 
behavior may be most effective in the teenage years while research into 
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the development of ingroup and outgroup attitudes indicates that exposure 
to people from diverse backgrounds may help even young children to 
become more open-minded. While exposure to diversity may be useful 
for younger children (e.g., at preschool or primary school level), more 
cognitively oriented programs specifically aimed at attitudinal and behav-
ioral change might be more appropriate for post-primary schools. How-
ever, more research is required to clarify which age group is most suitable 
for the introduction of contact schemes and how they can be best adapted 
to suit children of various age groups.

Conclusion

It was the aim of this chapter to explore conceptualizations of peace edu-
cation and to reflect upon the potential application of two theoretical per-
spectives—namely, multiculturalism and the contact hypothesis—for the 
development of a broad framework of peace education that is applicable 
to a variety of sociopolitical contexts experiencing relative peace, com-
munity tensions or conflict, and its implications on educational policy and 
practice. It has been argued that peace education can be regarded as an 
umbrella term that encompasses different educational programs aimed at 
promoting issues of equality and social justice, and this broad understand-
ing of peace education provides a consistent framework, which allows 
its application to the range of political contexts that characterize societ-
ies. Using the contact hypothesis in conjunction with multiculturalism 
to underpin the development of such a broad theoretical framework for 
peace education may facilitate the development of effective and strategic 
educational initiatives, including educational structures, policies, and cur-
riculum, in societies that not only differ in relation to the extent in which 
peace or conflict characterize everyday life but also those societies that 
equally strive to ensure a peaceful future.
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Promoting Reconciliation 
through Community

Rel ations Work
A Comparison among Young People 
in Belfast, Northern Irel and, and 

Vukovar, Croatia

Ankica Kosic and Jessica Senehi

Introduction
This chapter provides a conceptual framework for mapping cross-com-
munity work and projects that have been designed in more recent years 
to assist the process of reconciliation among young people in Northern 
Ireland (Belfast) and Croatia (Vukovar), and to analyze underlying soci-
opsychological assumptions of these interventions. The first part of the 
chapter briefly describes the historical background of conflicts in North-
ern Ireland and in Croatia (former Yugoslavia). It is followed by a descrip-
tion of some sociopsychological theories on the process of reconciliation 
among groups in post-conflict areas. In the last section, the nature of 
initiatives proposed to promote the reconciliation among youth in the 
cities of Belfast and Vukovar is examined through the prism of these soci-
opsychological theories.

pal-mcglynn-10.indd   161pal-mcglynn-10.indd   161 1/19/09   12:25:35 PM1/19/09   12:25:35 PM



Ankica Kosic and Jessica Senehi162

Conflicts in Northern Irel and and Croatia

A broad range of subjective and objective factors have been identified as 
cues in the escalation of conflict in Northern Ireland and in Croatia 
(Kay & Olsen, 1993; O’Leary & McGarry, 1993). The conflict in North-
ern Ireland is most easily understood as a struggle between those who 
wish to see Northern Ireland remain part of the United Kingdom and 
those who wish to see the reunification of the island of Ireland, under-
pinned by historical, religious, political, economic, and psychological fac-
tors. Almost thirty years of conflict, called the “Troubles,” characterized 
by sporadic fighting between paramilitary groups and terrorist attacks, 
resulted in high numbers of victims, many of whom were innocent civil-
ians. Between 1966 and 1999, more than 3,500 people were killed and 
about fifty thousand were injured as the conflict spread beyond Northern 
Ireland’s borders onto the British mainland (Hayes & McAllister, 2004). 
Despite all political solutions and changes at institutional level (e.g., the 
Belfast Agreement of 1998), Northern Irish society is still characterized 
by a high level of polarization between the two main communities. For 
example, currently 95 percent of schooling and 80 percent of social hous-
ing in Northern Ireland are segregated by religion (Schubotz & Rob-
inson, 2006). In the Northern Irish context, people still have not come 
together at the interpersonal level and still tend to preserve exclusionist 
attitudes toward outsiders. There is still suspicion, enmity, and mistrust 
(Norman, 2003).

In mid-1991, a conflict escalated in areas of Croatia populated by large 
numbers of Serbs and continued until 1995. The cost of war was high 
among both groups in Croatia. An estimated six thousand to ten thou-
sand people were killed, and more than thirteen thousand disappeared 
(Tanner, 1997). The city of Vukovar was almost completely destroyed, 
and the majority of Croats from Vukovar were expelled and spent years as 
refugees in other parts of Croatia or abroad. According to the last census 
conducted in 2001 by the Croatian Bureau of Statistics, the city’s regis-
tered population was 31.670, consisting of 57.5 percent ethnic Croats 
and 32.9 percent ethnic Serbs, with other minorities making up 6.28 
percent (Republic of Croatia Central Bureau of Statistics, 2008). Since 
the end of conflict in Croatia in 1995, the challenge of building sustain-
able coexistence between Croats and Serbs in Vukovar proves to be hard to 
achieve. In the present situation in Vukovar, most Croats and Serbs work in 
different places and frequent shops, café bars, and so on. Primary schools are 
separated by Croatian and Serbian, but secondary schools, since 2005, 
are semi-integrated in the sense that youth belonging to different ethnic 
groups go to the same schools but are in separate classes. There are many 
other problems, such as a disabled economy, a high unemployment rate, 
and human rights abuses (Amnesty International, 2007).

Conflict left a legacy of anger, bitterness, and hatred among the bel-
ligerent groups that is difficult to dissolve. Children and youth living in 
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post-conflict areas grow up in an environment marked by a culture of 
negative attitudes, prejudices, and hatred. The questions remain: how are 
both countries to deal with such a past when new generations are con-
cerned, and how do they move beyond the pattern of viewing the other 
side only through the prism of the suffering and pain of one’s group?

Reconciliation through
Contact and Interaction

Reconciliation in post-conflict areas requires changes at political, economic, 
juridical, educational, and at social-psychological levels. According to soci-
opsychological theories, fundamental to the reconciliation process is the res-
toration and rebuilding of relationships. It is argued that contact may lead to 
improved communication and better understanding between groups and, 
consequently, to greater cooperation and coexistence at the individual and 
group level (Hargie, Dickson & Nelson, 2003). These presumptions are 
based on the theory of contact hypothesis (Allport, 1954), which suggests 
that intergroup contact, under appropriate conditions, might help to allevi-
ate conflict between groups and reduce mutual prejudice (Allport, 1954; 
for a review, see Pettigrew & Tropp, 2000). Favorable conditions include 
cooperative contact between equal-status members of the two groups in a 
situation that allows individuals to get to know each other on a friendly and 
prolonged, rather than a superficial, basis, to cooperate in achieving com-
mon goals, and to have a support of relevant social groups and institutions. 
However, contact with members belonging to the other community may 
be associated with social anxiety, especially in post-conflict areas.

In addition to contact theory, social psychology proposed that inter-
group conflict may be reduced—and reconciliation promoted—through 
changes in the structure of social categorization. An improvement to 
intergroup relations, it is suggested, requires reducing the salience of 
existing ethnic and religious identities (Brewer & Miller, 1984). This, it 
has been proposed, can occur through a number of mechanisms, such as 
(a) decategorization, (b) recategorization, and (c) crossed categorization. 
The decategorization model (Brewer & Miller, 1984) suggests minimiz-
ing the use of category labels and, instead, interacting on an individual 
basis. It argues that, to achieve harmonious intergroup relations, group 
membership needs to be made less salient. The recategorization model 
(e.g., Gaertner, Dovidio, Anastasio, Bachman, & Rust, 1993) argues that 
intergroup prejudice can be reduced if perceivers reject the use of “us” 
and “them” in favor of a more inclusive, superordinate “we” category. 
Relationships that cut across ethnic, religious, or cultural lines help to 
combat the effects of narrow identity groups and harsh intolerance, and 
move individuals toward a wider sense of social identity. The third model 
on crossed categorization proposed that most realistic intergroup con-
texts involve several categorizations, some of which coincide and some 
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of which cut across each other. Thus, “others” may be outgroup on one 
dimension but ingroup on another.

We are interested in exploring types of programs and interventions 
organized by civic organizations in Belfast and Vukovar with the aim to 
promote intergroup contact among young people and deal with salient 
ethnic and religious identities.

Cross-community Work with Young
People in Belfast and in Vukovar

In Northern Ireland, a series of reforms aimed at promoting intercom-
munity dialogue have been introduced in recent years at policy, legisla-
tion, and infrastructure levels (see Fraser & Fitzduff, 1994). Changes at 
the macro level over the last decade in Northern Ireland have resulted 
in the proliferation of a broad range of community relations initiatives, 
programs, and organizations. The voluntary sector experienced substan-
tial growth over the past years through access to a number of funding 
programs, especially the Eastern Union (EU) Peace I and II programs 
(Byrne, Irvin, Fissuh, & Cunningham, 2006).

In Croatia, there are approximately 360 associations dealing with 
children and youth. Vukovar is a small city, and the number of nongov-
ernmental organizations (NGOs) is much smaller than in Belfast. Most 
organizations have been created upon the initiative of people from some 
NGOs in Western countries who have been working on transferring their 
experiences, skills, and knowledge to local communities and partners. By 
2004, most international organizations and donors had gradually left the 
area, led by the assumption that mainstream organizations could now 
continue work on their own.

This chapter aims to explore the role of civic organizations and proj-
ects that have been designed in more recent years to assist the cross-
community work with young people in Belfast and in Vukovar, with an 
objective of promoting peace education, breaking down enemy images, 
and reducing fear and distrust toward “the other side.” A description was 
made of the types of civic organizations and of approaches used by them 
in promoting intercommunity contact and to deal with salient social (eth-
nic and religious) identity. Lastly, this study tries to assess the sustainabil-
ity, strength, weakness, opportunities, and barriers for peace education 
through community relations work in these two contexts.

Methodology

In-depth interviews were conducted with twenty-five representatives of 
civic organizations in Belfast and with thirteen representatives in Vukovar. 
The interviewees were asked to describe themes of the areas and activi-
ties in which their organization has been involved, and strategies and
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methods of interventions. In addition, they were asked to concentrate on 
the assessment of the sustainability, strengths, weaknesses, opportunities, 
and barriers for peace education through community relations work in 
these two contexts. All interviews were audiotaped to draw upon experi-
ences, transcribed, and subject to a content analysis. Analysis of interviews 
concentrates on discourses constructed around themes: (a) how they 
select the problem to deal with in their project’s areas of intervention, 
(b) which sociopsychological strategies and methods are used in interven-
tions, and (c) how they promote intergroup contact and deal with salient 
ethnic and religious identity.

Findings

Areas of Intervention

Our analysis of interviews promoted by civic organizations working with 
young people showed that most projects have been focused on (a) pre-
vention and reducing of antisocial behavior, (b) improvement of socio-
economic situation through training and personal development, and (c) 
leisure activities.

Projects Aimed At Preventing and Reducing Antisocial Behavior 
among Youth
Many of the youth programs, especially in Belfast, have been set up to 
address specific issues of social exclusion and antisocial behavior. Over 
recent years, residents, community workers, political representatives, and 
the police have all noted the influence of young people in sustaining ten-
sion between communities (Hansson, 2005). Many interface communities 
in Belfast sporadically experience periods of tension and violence caused 
by young people (especially during the summer when young people are 
throwing stones across the wall). There are some events, such as parades 
and football matches that function as key triggers, that raise tensions and 
sectarianism between young people (Jarman & O’Halloran, 2001). In a 
recent study in Northern Belfast, Byrne, Conway, and Ostermeyer (2005) 
found that young people felt restrictions on their movements and feared 
the dangers of moving outside of their area. The 2003 Young Persons 
Behaviour and Attitudes Survey indicated that 21 percent of eleven- to 
sixteen-year-olds admitted to being “attacked, threatened, or rude to 
someone” in last twelve months (NISRA, 2003, p.1), suggesting that 
many young people have engaged in forms of anti-social behavior.

This is less the case in Vukovar; they do not enter into conflict on the 
street and there are no riots, but some problems have been registered in 
nightclubs and secondary schools where individuals or groups provoke oth-
ers and express ethnic intolerance. These conflicts have been of a verbal 
type but, on a few occasions, have exploded into the use of violence.
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However, conflict in young peoples’ lives is not always directly related 
to sectarianism. Schools, families, and local communities are also con-
tested spaces where young people can feel unsafe and vulnerable. In Bel-
fast, youth workers come into contact with young people underachieving 
at school, teenage mothers and young fathers, those abusing drugs and 
alcohol, those with behavioral problems, and those involved in crime, 
paramilitary activities, and hooliganism. Vukovar also has problems with 
youth who suffer behavioral disorders and those who are addicted to 
drugs or alcohol, but only a small percentage of young people violate the 
law and accomplish criminal offences. Only one NGO in Vukovar has had 
a few short-term projects aimed at prevention of behavioral disorders, 
through work with parents, teachers, and children.

Improving the Socioeconomic Situation through Education, Training, 
and Personal Development
Some of the interviewees emphasized that sectarianism in Northern Ire-
land cannot be considered in isolation from other social problems. While 
economic prosperity, with wealth relatively equitably distributed, will 
not totally eliminate prejudice, there is a lot of evidence to suggest that 
in times and areas of economic scarcity, prejudicial behavior is likely to 
flourish. This was the rationale for including economic measures within 
the EU Peace II Program. About 39 percent of the Peace II Program 
was invested in specifically economic projects (Matic, Byrne, & Fissuh, 
2008).

The economy in Northern Ireland has become the miracle economy of 
the Eastern Union with a tremendous growth rate (Morrow, 2005). Nev-
ertheless, some areas of Belfast are suffering from a relatively high con-
centration of problems, such as unemployment, poor housing, and low 
income. In a changing employment market, it has become increasingly 
difficult for young people and adults with low academic achievement to 
secure skilled-labor jobs (Smyth, Fay, Brough, & Hamilton, 2004). The 
area of Vukovar has been, in the post-war period, one of the less-devel-
oped areas in the country, with a high unemployment rate.

It is mentioned in cross-community programs that economic initiatives 
can impact peace education and reconciliation on a number of different 
levels. On one level, economic measures can have an indirect impact by 
increasing prosperity, which reduces social exclusion and diverts attention 
away from political and sectarian issues to reduce intercommunity ten-
sions. On the other level, economic initiatives can facilitate processes of 
engagement that have a direct impact on peace and reconciliation goals by 
building networks and facilitating relationships between communities.

Many projects in Belfast and Vukovar have focused on helping socially 
disadvantaged young people, especially those who leave school with no 
qualifications and who live in areas of high deprivation. These initiatives 
are designed to raise young people’s expectations, hopes, and aspirations 
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by using education and training to increase their skills to cope with a life 
of social disadvantages (see also Byrne, Thiessen & Fissuh, 2008). Here, 
the principle of individual empowerment is perceived as a key aspect of 
their work and an important condition for reducing intergroup negative 
attitudes.

Leisure Activities
Youth free time in Belfast and Vukovar is fairly disorganized. Most young 
people spend their free time watching TV programs or hanging out in 
café bars. One of the frequent comments made in relation to young peo-
ple becoming involved in violent and antisocial behavior is that there are 
few resources available to them. Consequently, young people start drink-
ing and engaging in antisocial behavior as a response to the boredom they 
feel (Hall, 2005). This has been repeatedly cited in the Belfast interviews 
in relation to trouble that breaks out during the summer holidays. Most 
disorders are related to problems caused by a relatively small number of 
young people who are under the influence of alcohol. Some young men in 
both cities feel that violence is the norm for settling conflicts and can play 
a role in maintaining their status and in building their tough reputation 
(Hansson, 2005). Communities in Belfast have realized that something 
must be done for young people to keep them constructively occupied 
and consequently far away from antisocial and criminal activities (Hans-
son, 2005; Jarman, 2006). Numerous programs have been established 
to distract young people from the interfaces, especially during periods 
of celebrations and parades. For example, many organizations promote 
programs to bring together young people from both communities for a 
range of outings, street events, arts, cultural events, and sporting activities 
as well as cross-community residential and holiday programs. Civic orga-
nizations in Vukovar are also aware of the need to help young people to 
improve the quality of life through involvement, for example, in cultural 
and sport activities, but very few initiatives have been promoted due to 
the impossibility of securing funding to organize these programs.

Arts and Cultural Projects
Cultural events and activities (e.g., music, cinema, storytelling, theater, 
visual arts, etc.) have great potential to attract people irrespective of eth-
nic origin, and are important tools in dealing with problems of salient 
social identity (Avruch, 1998; Cohen, 2005; Senehi, 1996, 2002).

Most cultural events provide a noncompetitive opportunity for inter-
active participation with members of the “other” community. Art and 
culture may be used as a good vehicle for the exploration of sensitive 
or difficult issues (e.g., history, identity, traditions, symbolism, divisions, 
etc.) and to tell a constructive story about the society (Senehi, 2002). 
Through the arts, communities can ask questions, challenge authority, 
have fun, and celebrate their own special identities.
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The Arts and Culture Northern Ireland Survey (Stevenson, 2004), 
commissioned by the Arts Council Northern Ireland, found that a high 
proportion of young people between sixteen and twenty-four years of 
age had attended at least one arts or cultural event in the last year. How-
ever, there were higher levels of participation in arts and cultural activi-
ties among respondents living in less-deprived areas. It seems that many 
young people are reluctant to leave their district to attend cultural events 
organized in the city center or other districts.

Vukovar is still under reconstruction, and not all cultural venues have 
been rebuilt until now. Young people in Vukovar are eager for more cul-
tural events, such as concerts, movies, etc., but very few have been offered 
to them until recently.

There is a general distinction between professional arts and commu-
nity arts. Many cultural organizations in Belfast encourage the use of arts 
and popular culture as a tool for community development, and education 
for peace and reconciliation. Projects range from creative writing, festi-
vals, and musical productions to theater, dancing, film, storytelling festi-
vals (e.g., Ulster-American Storytelling Festival), and exhibitions. Some 
of the established projects require the participation of members of both 
communities over a sustained period of time.

Belfast has generated a number of substantial community drama activi-
ties over the past few years, such as “The Wedding” a theater production 
written by Jo Egan and Maureen Harkins. With the subject matter of 
mixed marriage, it provided a context in which attitudes and beliefs could 
be challenged with irony and humor. Some of the theater plays also run 
a summer schedule in Belfast’s districts, with others in the city center. 
However, few theater companies work in schools where theater and sto-
rytelling could be used as teaching tools.

Music is an important instrument for bringing young people together 
through common interests, joint participation in music groups and orches-
tras, and concerts and festivals. In the past, different projects have been 
supported, which include young people from both communities playing 
music together, but less in Vukovar than in Belfast. Some concerts and 
music festivals have also been organized, attracting young people across 
borders (e.g., Exit Festival, which is organized every summer in Novi Sad, 
a city in Serbia not far from Vukovar, and has attracted not only young 
people from all over the former Yugoslavia but also from other European 
countries).

Sport Activities
Community divisions can often be reflected in the sporting domains as 
well. However, sports can also give young people a great opportunity to 
meet others from the other community. In divided communities after the 
violence, “mixed” teams and groups can be formed to play basketball, 
ice hockey, and volleyball as a way to recategorize identities and promote 
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dialogue among young people. Many community organizations in Belfast 
have sport programs. For example, since April 2006, the North Belfast 
Play Forum has promoted Midnight Street Soccer in which young peo-
ple aged eight to seventeen years can participate in community football 
on Saturday nights from nine o’clock to midnight from March to June, 
August to November. For ten weeks, teams compete against other local 
teams. The games attract over five hundred participants each weekend, 
and hundreds more spectators. The games combine training, matches, 
and educational workshops that address different problems within and 
between communities, and helps to challenge stereotypes empirically. The 
football games usually avoid competition between community groups and 
promote mixed teams based on cooperation.

In Vukovar, sport activities have not been used as a means to promote 
intergroup relations. Young people sometimes gather at school sport ter-
rains to play football or volleyball, but they remain always separate. No 
mixed teams have ever been formed in school sporting events or competi-
tions. There are a few cases of Serbian children attending Croatian sports 
clubs, but none of Croatian children attending Serbian sports centers.

Sociopsychological Strategies and
Methods Used in Interventions

The strategies used in cross-community programs may be divided into 
two categories: (a) single-identity work and (b) intergroup contact.

Single-identity Work

Single-identity work involves exploring and affirming issues related to 
cultural identity through workshops on differences concerning history, 
culture, religion, and politics. It is used more in programs promoted 
in Belfast than in Vukovar. In Northern Ireland, single-identity work is 
based on an assumption that communities (especially Protestant) are not 
confident about their identity and that most young people have limited 
information about the history and the conflict. Most of the interviewees 
in Belfast emphasized it is important to increase awareness of one’s own 
cultural identity as well as to create an understanding that differences can 
be resolved through trust, respect, and tolerance. Moreover, they suggest 
that single-identity work may assist people in perceiving the diversity that 
exists in their own community and that their community is not homoge-
neous in attitudes about history, culture, and politics.

Interviewees mentioned that some project participants were reluctant 
about engaging in cross-community contacts (e.g., young people who 
had negative experiences in previous contact with the other community, 
etc.), and, therefore, single-identity work was noted as a useful first-
step approach. However, in these cases, problems could arise in terms 
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of motivating and maintaining their commitment. The tactics used to 
secure engagement and continued participation varied widely, but it is 
important to note that any kind of constraint imposed could instigate a 
negative reaction.

These initiatives are sometimes understood as a prelude to cross-com-
munity contact. However, little research has been carried out on the role 
of single-identity projects in creating the confidence in contact with the 
other community. Some scholars have pointed to a number of potential 
negative outcomes of single-identity work (e.g., Church, Visser, & John-
son, 2002): First, while engaged in an examination of their own cultural 
issues, participants might be inclined to reinforce their negative attitudes 
and stereotypes toward the “other.” Second, the group could further 
entrench the righteous view of their own position. Third, the group could 
simultaneously develop sophisticated arguments about why they should 
not engage with the other community.

Promoting Intergroup Contact among Young People

Many organizations working to improve community relations among 
young people in Belfast and in Vukovar base their projects primarily on 
the theory that a friendly and cooperative contact with people and groups 
from the antagonist community will lead to tolerance and understanding. 
A variety of methodologies have been developed by community organiza-
tions in Belfast with the aim of bringing people together. Programs vary 
greatly in terms of the number of children involved, but most of them 
operate within a range of ten to fifteen children, as they try to have a 
balance between the number of Catholic and Protestant youth, which 
is not always easy to achieve. Participation is voluntary, but sometimes 
young people are selected through schools and other community institu-
tions. Some of the participants are indicated by youth workers as “specific 
cases,” having expressed negative attitudes towards the other commu-
nity. They attend reunions several times a week for a few hours during 
the project’s duration, usually from one to three years. Project leaders 
in Belfast mentioned difficulties in finding venues that can be comfort-
ably used by different communities as a safe space, taking into account 
historical and existing fears about different locations. The objective of 
bringing groups together is to provide opportunities for young people to 
work in joint activities. There are discussion groups on the themes of com-
mon interest and concern, or those that unite them: school issues (e.g., 
canteen improvements, bullying, etc.), local issues (e.g., youth facilities), 
and larger social issues (e.g., sport, music, the arts, environmental issues, 
etc.). It is supposed that, through contact, young people may discover 
many of their beliefs, concerns, and experiences are similar. On the basis 
of their shared interest, common goals can be employed to create a condi-
tion of cooperation.
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In Vukovar, very few cross-community projects have been promoted 
with aims to bring people together and have discussion and fun activities. 
The intercommunity groups have been organized around some volun-
teering and cultural activities (e.g., ecology, support to elderly people, 
and artistic and cultural activities). Participation of youth is on voluntary 
basis, and there is no concern about balance between the number of Cro-
ats and Serbs. In few cases, there was a predominance of one community 
and other members withdrew from participation.

During some weekends or holidays, groups of young people in Bel-
fast spend time together at residential centers in Northern Ireland or in 
other locations in the Republic of Ireland, England, and Scotland. They 
take part in a variety of activities organized to promote fun. Residentials 
fulfill a key role in creating the conditions in which young people form 
friendships with those of the other community. Besides fun activities, each 
weekend has a particular theme for discussion.

Vukovar NGOs started more recently to organize residential programs, 
especially during summertime. For example, the project called “Run with-
out frontiers” (Note: It symbolically refers to the Danube River) involved 
a group of ten youth from secondary schools in Vukovar and ten youth 
from Serbia, and brought them together to an ecological farm in a Croa-
tian village near Vukovar. They not only actively participated in the work 
of the farm but also in a series of seminars on sociopsychological themes, 
such as stereotypes and prejudice, nonviolent resolution of conflicts, and 
the like. A project leader from Vukovar noted in her interview that “if you 
take children out from the local context—from Vukovar—then they are 
absolutely different. They do not care about divisions and borders; they 
do not need to think what they would say to their parents.”

Most of the organizations in Belfast offer a trip to the United States 
for a cross-community holiday at the end of the project, which can act as 
a motivational factor to get young people involved in the project. Many 
holiday programs for children from Northern Ireland originated in the 
1970s. The early emphasis of these cross-community projects was to pro-
vide children with an opportunity to spend the school holidays in a more 
peaceful environment. Grant aid for such programs has been available 
mostly from foundations in the United States. Usually two children from 
both religions stay with an American family who may be of a different reli-
gion. Many organizations, such as Corrymeela, the Peace People, Chil-
dren Project, and others, have devoted themselves to promoting these 
projects. The interviewees emphasized that children benefit most from 
contact with a multicultural environment in the United States. The U.S. 
dimension enriches young people’s experience of understanding diversity. 
It may open up their minds and make them aware that there is a wider 
world beyond Belfast and Northern Ireland and that prejudiced views 
need to be challenged and changed.
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There are no programs of support of this type in Vukovar. Due to poor 
socioeconomic standards in the region, most young people do not have 
opportunities for educational, cultural, and tourist mobility outside the 
area. In secondary schools, recreational excursions, graduation trips, and 
other travels are noncompulsory extracurricular activities.

A significant part of intercommunity programs in Belfast concerns 
work on “sensitive issues.” It includes themes that focus on the differ-
ences between communities and the problems arising from within them 
(e.g., cultural diversity, politics, human rights, etc.). Some programs bring 
groups of young people from the two communities together to listen to 
each other about their personal experiences related to the conflict. These 
initiatives give young people the opportunity to begin to see the other 
side’s point of view. They try to teach young people that different cul-
tural and religious perspectives, and even political preferences, can coexist 
within a society and that no group should regard it as their right to domi-
nate or intimidate the other into adopting alternative beliefs and prac-
tices. They aim at developing the participants’ abilities to move beyond 
“political correctness” and toward a more open dialogue, enabling them 
to identify ways in which they may contribute to the creation of a more 
tolerant and pluralist society.

In Vukovar, very few initiatives have been promoted of this type, espe-
cially when youth are concerned. The problem is that finding the funds to 
carry out such programs and finding experts able to focus on the develop-
ment of such programs is difficult.

Interviewees suggest that bringing young people together in an envi-
ronment where they can live, talk, work, and play together could help 
them break down the barriers of ignorance that have separated them. 
Some studies suggest that such projects influence social understandings 
and beliefs about the other group (Trew, 1989), whereas others suggest 
a more limited impact occurs (Cairns & Cairns, 1995; Hughes & Knox, 
1997). The more critical studies expressed concern about the fact that, 
even where there was an apparent attitudinal change during cross-com-
munity projects, the attitudinal change was short-lived or context-specific. 
There are few possibilities to meet friends from the other community out-
side of activities promoted by the project; it is difficult for these young 
people to visit each others’ homes.

Dealing with Problems of Social Anxiety and 
Salient Ethnic and Religious Identity

Social Anxiety

Project leaders are aware of the anxiety that may occur during contact 
with members of the other community, and in Belfast they try to address 
these fears and prejudices through single-identity work prior to contact. 
In Vukovar very limited attention has been given to this problem.
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Many interviewees in Belfast and Vukovar noted that, regardless of 
background, many youth lack self-confidence and feel embarrassed in 
social interactions with whomever they talk. “Their verbal skills are very 
modest, and the range of topics they can discuss with others is limited” 
(Interview in Belfast). The anxiety and uncertainty management theory 
of effective communication (Gudykunst, 2005) assumes that the percep-
tion of effectiveness in communication with others reduces anxiety and 
eases communication. We may suppose that youth with a low perceived 
effectiveness in communication may avoid contact with others, especially 
with those belonging to the other community. Thus, a great importance 
should be given to the building of self-confidence and social skills. Many 
programs in Belfast are aware of this fact; however, it is less the case in 
Vukovar.

Salient Social (Ethnic and Religious) Identities

The concept of social identity is used broadly to refer to the psychological 
link between individuals and the social groups to which they belong. We 
all belong to several social categories and therefore may have a series of 
social identifications, one of which is salient at any given time. Conflicts 
reinforce the individual’s membership with their ethnic or religious group 
and the ingroup bias. In Belfast and Vukovar, most people have strong 
ethnic and religious identities and there is often an obsession about the 
need to recognize the Other on the base of the ethnic and religious 
dimension. As described in the introduction, salient social identities may 
be reduced by strategies that are focused on decategorization; recatego-
rization, or cross-categorization. Cross-community leaders assume that, 
if we let young people from opposing groups get to know each other as 
individuals, they will discover that the person from the outgroup whom 
they are in contact with is more similar to themselves than they originally 
thought and that pleasant interactions would lead toward decategoriza-
tion of ethnic and religious identities. Some cross-community projects are 
focused on recategorization or development of awareness of a common 
identity (e.g., youth identity, European identity). It is supposed that these 
relationships that cut across ethnic and religious lines could help to com-
bat the effects of narrow identity groups and harsh intolerance, and move 
individuals toward a wider sense of social identity. Many projects in Vuk-
ovar give attention to development of awareness on European identity 
and on understanding and acceptance of multiculturalism in Europe. This 
is realized through education (e.g., courses on foreign languages), the-
matic seminars, and awareness-raising campaigns. Less attention has been 
given to development of European identity in cross-community work in 
Belfast. Furthermore, arts and cultural activities may promote reconcili-
ation through recategorization; for example, young people belonging to 
“opposite” communities form together some music groups, “new age” 
groups, and others that may help the creation of a common identity. The 
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third model on cross-categorization suggests that most realistic inter-
group contexts involve several categorizations, some of which coincide 
and some of which cut across each other. Projects oriented at developing 
professional expertise may increase awareness and contact among young 
people on the basis of their expertise or common interests.

Conclusions

This preliminary study has provided some insights into the nature of 
community relations work with young people in Belfast and Vukovar. A 
number of community projects have been undertaken in recent years to 
promote intercommunity dialogue among youth. The enormous efforts 
that individuals and communities put into these projects should be saluted 
and recognized. Different strategies and activities have been used, involv-
ing a relatively small number of participants, and with very few having 
a longitudinal developmental plan to follow young people after the ter-
mination of each project. In almost all of the categories, the strategy has 
been to improve community relations through cross-community contact. 
With studies on contact hypothesis we do not know, per se, if contact 
produces positive attitudes toward others, or if in fact individuals who 
engage in contact have already had a certain level of positive attitude 
toward relations with other groups, or at least an absence of negative 
attitude. Individuals who become involved in community relations proj-
ects are normally those who already uphold the values of a peaceful and 
equitable society.

Another concern deals with participant involvement in these coexis-
tence projects, including the recruitment, commitment, and motivation 
of individuals who join these projects. There is the problem of how to 
attract unwilling individuals into cross-community contact groups. The 
individuals who have negative attitudes and perpetrate sectarianism in the 
society would be the least willing to become involved in cross-community 
reconciliation efforts. To counter this behavior, various methods are used 
to keep participants involved ranging from residential workshops to trips 
abroad. These methods can be considered as a carrot-and-stick approach, 
which raises concerns as to the reasons of participant involvement in coex-
istence projects.

It seems that the types of projects promoted in Belfast and Vukovar have 
been guided, not only by an analysis of needs in the context, but also by 
possibilities of obtaining funding. Furthermore, project leaders perceived 
that the increase in short-term funding over the past ten years has ushered 
in a spirit of competition into youth-work practice. They underlined in the 
interviews that funding application processes are often cumbersome and 
time-consuming. Thus, one of the recommendations is to regard the pos-
sibility of rendering the application procedure less complicated. The overall 
picture of community relations initiatives is somewhat fragmented, reflect-
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ing the development of disparate projects that are relatively isolated from 
one another (see Acheson, Williamson, Cairns, & Stringer, 2006).

A limited number of projects in Belfast and none in Vukovar cope 
with the issue of forgiveness and trauma among young people and of 
ways to deal with the past. Even if young people have had little, if any, 
direct personal experience of violence as a result of the conflict, they still 
have knowledge of how their community or their family members have 
suffered and been affected. This knowledge was internalized, and some 
assumed the hurt of a past experience on a very personal level. Such his-
tory was often used to explain and to justify their own and others’ feel-
ings, behaviors, and attitudes. In conflict and also in post-conflict time, 
there is a prevalent and dominant perceptual pattern where people view 
their group as being an innocent victim and the rival group as a guilty 
perpetrator of wrongdoings. Such stereotypical perceptions decrease the 
willingness for a dialogue with the other side and legitimize suspicion and 
hostility toward the outgroup. This chapter suggests that more attention 
should be given to the issue of perception of victimhood and collective 
responsibility to promote reconciliation in both countries, in Northern 
Ireland and in Croatia.
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P a r t  I I I

4

Curriculum and Pedagogy

Introduction

Michalinos Zembylas

Curriculum and pedagogy have often been ascribed the power of main-
taining or subverting existing social and other conflicts (Apple, 1979; 
McLaren, 1989). For example, history curricula and textbooks in con-
flict areas have been analyzed in terms of constructing social and politi-
cal contexts that encourage students to enact a conflicting ethos toward 
the enemy, or the Other (Cole, 2007; Davies, 2004). Undoubtedly, the 
economies of power and affect built through textbooks and curricula may 
contribute to the conservation of existing power relationships by securing 
prevailing social, political, and emotional norms in relation to the Other 
(Zembylas, 2008). Curriculum and pedagogy play a crucial role in the 
efforts to promote peace education policies and practices. Therefore, in-
depth analyses of curricular and pedagogical work in relation to issues of 
conflict and peace are greatly needed; such analyses need to be aware of 
the multiple complexities and provide pedagogical resources for reconcil-
ing ethnic, racial, and religious differences in ways that foster understand-
ing, social justice, and coexistence.

The chapters in this part pursue analytical, historical, and empirical 
explorations that attempt to provide responses to difficult questions about 
the larger purposes and social values that animate curricula and pedago-
gies, especially with regard to their role in advancing peace and social 
justice. The collection of chapters in this part offers many important and 
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challenging ideas in the context of ongoing debates in peace education 
concerning the following questions: What are the pedagogical and cur-
ricular challenges for peace and social justice education? How do claims 
for recognition advance or prevent the creation of critical spaces for dia-
logue and deliberation? How can schools develop curricula and pedago-
gies that promote alterative historical consciousness that is not grounded 
in hatred and resentment? How could educational environments promote 
the learning of the Other’s language as a means for peace and coexistence? 
And finally, can we envision and create a critical and emancipatory teacher 
education for peace education in the twenty-first century? The chapters 
in this part shed light on these sorts of questions, challenging the reader 
again and again with the tensions troubling peace educators and exploring 
some insightful possibilities of responding to such tensions. The authors 
of these chapters do not pretend to have better answers to these questions 
than those presented by others. However, they follow provocative lines of 
investigation that complicate the issues and enrich our perspectives.

Michalinos Zembylas, in his chapter, invokes the notion of critical 
emotional praxis as a critical tool for curriculum and pedagogy to ana-
lyze and sort through nationalistic narratives brought into the classroom. 
As he explains, critical emotional praxis is “critical thinking and action 
that questions the emotional, ethical, political, and pedagogical implica-
tions of our identifications with particular ideologies such as nationalism” 
(Chapter 11 in this volume). Through analyzing examples of his Greek-
Cypriot university students’ narratives, Zembylas highlights the students’ 
emotional ambivalence with respect to efforts toward coexistence and 
peace in Cyprus. He argues that the use of critical emotional praxis in 
curriculum and pedagogy brings to surface these ambivalent feelings and 
helps educators to deal with the powerful, affective investments of past 
trauma and suffering.

In their chapter, Tamar Zelniker and her colleagues ground their work 
in personality and social psychology and focus on personal and group 
relations between Arab and Jewish students who are citizens of Israel. 
They describe their efforts in the context of an action research course to 
investigate how students’ national identity definitions and religion influ-
ence their perception of negative and positive aspects of life on campus. 
The authors’ findings over five years of conducting action research proj-
ects with their students point to the ways in which both Arab and Jewish 
students use hyphenated identities. The action research procedures that 
are followed combine two peace education strategies—integrated educa-
tion and intergroup encounters—which have important implications for 
teacher education curricula and pedagogies in conflict areas.

Pilvi Torsti and Sirkka Ahonen present the results of a study on histori-
cal consciousness in postwar Bosnia and Herzegovina, exploring the con-
tradiction between the divided nature promoted through curricula and 
the shared historical identity of young people. For this reason, they sug-
gest that deliberative communication—grounded in Jürgen Habermas’s 
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work—can be helpful in problematizing such contradictions. The authors 
discuss the implications of deliberative communication for deliberative 
democracy in the context of history teaching in post-conflict situations.

Bekerman shows, through his long-standing ethnographic research in 
Palestinian-Jewish integrated schools in Israel, that Jews do not become 
bilingual. Bekerman is careful not to blame the teachers or the students 
but, instead, emphasizes how the Israeli sociopolitical context discourages 
the teaching and learning of Arabic as a second language. His research 
exposes multiple practices that could be judged as contradictory to the 
bilingual principles, yet these practices are also attuned to the macro-
contextual levels in which bilingual education is embedded. The implica-
tions of this research for bilingual curricula and pedagogies are significant 
because language learning is shown to be strongly related to sociopolitical 
contexts, and thus it is not simply a matter of pedagogical methodology 
or content.

Finally, Candice C. Carter and Saloshna Vandeyar review two teacher 
education programs (one in South Africa and another in southern United 
States) in terms of instructional contexts, curriculum contents, and indi-
vidual as well as collective participant behaviors. This comparative explora-
tion points to some similarities and dissimilarities in these three domains. 
Some of the issues that are highlighted include the importance of cour-
age, commitment, and compassion in the promotion of transformative 
learning. Comparison of these two contexts also evidence the value of 
critical theory and recognition of cultural capital; thus, Carter and Vande-
yar argue that preparing teachers to engage with social or other conflicts 
needs to acknowledge the transformative impact of such ideas.

Taken together the chapters in this part demonstrate the importance 
of using different theoretical and methodological perspectives in the 
analyses of interrelations among peace education, coexistence, and social 
justice. The ideas that these diverse chapters provide inform peace educa-
tion literature by enriching it with perspectives from multicultural edu-
cation, bilingual education, social psychology, philosophy, history, and 
teacher education. By placing these chapters together in this particular 
part, it becomes readily apparent how important a diversity of theoreti-
cal and methodological approaches is in the field of peace education.All 
the chapters together offer a multiperspectival view on conflict and peace 
education and bring to light tensions related to the role of curriculum and 
pedagogy in the formation of practices and policies that promote peace, 
coexistence, and social justice.
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4

Inventing Spaces for Critical 
Emotional Praxis

The Pedagogical Challenges of 
Reconciliation and Peace

Michalinos Zembylas

For several years, I have been involved in research that explores the 
emotional aspects of peace and reconciliation education in Cyprus. I 
have collected ethnographic data from Greek-Cypriot (G/C) students in 
higher education (who are mostly preservice kindergarten to sixth-grade 
teachers), focusing on their feelings for the political situation in Cyprus, 
their Turkish-Cypriot (T/C) compatriots, and their perceptions about 
the prospects of peace and reconciliation after decades of trauma and suf-
fering as a result of the ongoing conflict between Greek Cypriots and 
Turkish Cypriots. Not surprisingly, this work has reiterated what previous 
studies have found (e.g., see Bryant, 1998, 2001, 2004; Hadjipavlou-
Trigeorgis, 1998, 2007; Papadakis, 1995; Spyrou, 2001a, 2001b, 2002, 
2006), that is, how educational practices have been systematically used to 
create nationalist subjects in Cyprus. Elementary and secondary school 
curricula and pedagogies implore students to remember the nation glo-
ries, honor the leaders and warriors who defended the lands and values of 
the nation, and to despise and hate the enemy.

The premise on which this chapter rests—that nationalistic education 
is a problem—is not new; that premise is not the most important contri-
bution of this chapter. The more important contribution is the analysis 
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and sorting through nationalistic narratives brought into the classroom, 
to figure out ways to disrupt those practices and invoke spaces for criti-
cal emotional praxis (Chubbuck & Zembylas, 2008; Zembylas, 2008). 
Critical emotional praxis is critical thinking and action that questions the 
emotional, ethical, political, and pedagogical implications of our iden-
tifications with particular ideologies, such as nationalism (see Boler & 
Zembylas, 2003; Zembylas, 2006). The notion of critical emotional 
praxis rests on three assumptions: First, it is grounded in an historical and 
political understanding of the role of emotions in conflict-ridden areas. 
Second, critical emotional praxis consists of the ability to question emo-
tionally charged, cherished beliefs, exposing how privileged positions and 
comfort zones inform the ways in which one recognizes what and how 
he or she has been taught to see and act (or not to see and act), and 
empowering different ways of being with or for the Other. Finally, critical 
emotional praxis translates these emotional understandings into relation-
ships, practices, and enactments that benefit teaching and learning for 
peace and reconciliation.

In addition to reiterating the finding about the nationalistic ideolo-
gies embedded in G/C schools, the ethnographic investigation of my 
students’ emotions has revealed a novel component not previously found. 
This component is the students’ emotional ambivalence with respect to 
efforts toward coexistence and peace in Cyprus: that is, feelings of hatred 
coexist with feelings of empathy; there are both feelings of loss and hope, 
anger and understanding, resentment and sympathy for my students’ T/C 
compatriots. Rather than being negative hindrances to educational efforts 
toward coexistence, these ambivalent emotions and the struggle to cope 
with them are shown to be both significant and productive. Therefore, I 
argue that the notion of ambivalence may be helpful to educators who are 
struggling to find pedagogical ways that deal with the powerful, effective 
investments of past trauma and suffering, because it signifies openness, 
not closure. As I will suggest, although negative feelings about the Other 
are difficult to change, unraveling the ambivalent emotions creates pos-
sibilities for enriching educators’ and students’ perspectives on mutual 
understanding and solidarity with others.

The Conflict in Cyprus: The C ase of an 
Ethnically Divided Country

Overview of the Context

The recent history of Cyprus has been dominated by the ethnic conflict 
between Greeks and Turks on the island, which goes back in time over a 
number of centuries. Looking at this history, one can easily find compet-
ing discourses within each side—that is, the G/C and the T/C side—
about the Other. Each side constructs narratives that are different with 
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respect to how the Other is portrayed, but the common themes focus on 
the violence, hatred, and historical trauma that one side has inflicted on 
the other. There is now much ethnographic evidence indicating how indi-
viduals as well as organized groups from both communities systematically 
attempt to nationalize suffering and highlight the need to remember what 
“the enemy” has committed in the past (Bryant, 2004; Cassia, 2006; 
Loizos, 1998; Papadakis, 1998).

Undoubtedly, there is a lot of lingering anger, resentment, and grief 
in both communities over the years, but the biggest problem, according 
to Kizilyürek (1993), is the mentality of “us and them” that continues to 
be dominant in both communities. The most powerful way of forming an 
“us and them” mentality is to idealize one’s own group and demonize the 
other. Idealization and demonization are accomplished through myth-
making—that is, accounts that justify the negative evaluation of other 
groups and glorify one’s own nation (Aho, 1994). It is, therefore, argued 
that the intensification of national hatred in Cyprus shapes a sense that 
there is a commonality in being G/C or T/C with Greeks and Turks, 
respectively (Attalides, 1979; Kizilyürek, 1993; Mavratsas, 1996, 1999; 
Papadakis, 1998). In fact, school education promotes the use of more 
inclusive categories, such as Greeks or Turks, at the expense of more 
synthetic or hybrid ones, such as Greek- and Turkish-Cypriots (Spyrou, 
2006; Theodossopoulos, 2006). Each group constructs its ethnic identity 
through learning to hate the other. Not surprisingly, then, memories of 
life before the conflicts between the two communities—that is, memories 
of friendly interethnic neighborhood relations—become part of a hidden 
discourse because they are at odds with the official nationalist discourse 
(Loizos, 1998).

Research Examples

In my research on the emotional aspects of peace and reconciliation in 
Cyprus, I have been primarily interested in the affective implications of 
my students’ narratives about the Other, trauma, suffering, peace, recon-
ciliation, and emotions of living in a conflict-ridden area. In this section, 
I provide examples that describe (a) the ambivalent feelings of students’ 
narratives about peace, reconciliation, and the Other in Cyprus and (b) 
how these ambivalent feelings create openings for witnessing the Other’s 
trauma and enacting critical emotional praxis. These examples are drawn 
from a series of ethnographic studies that I conducted over the last five 
years (see Zembylas, 2006, 2007a, 2007b, 2008; Zembylas & Karahasan, 
2006).

As an instructor who teaches prospective teachers in this troubled part of 
the world, I see that a major aspect of my teaching is to convey the affective 
implications of narratives that revisit traumatic events of the past, such as war, 
violence, and ethnic conflict. In particular, I consider that nationalism—that 
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is, idealizing one’s own nation and vilifying others—and its affective implica-
tions remain largely unspoken and unacknowledged in public discourse, 
in the media, and in schools. As all educators in this historical and polit-
ical context teach and work with narratives of traumatic events on an 
everyday basis, it is important to explore how teachers and students at all 
levels of the educational system may be educated toward an understand-
ing of affect that encourages an alternative affective, ethical, and political 
response. Such a response would move beyond nationalistic reactions to 
trauma or mere recognition that the Other is different and would take 
into account alternative meanings of narratives about trauma as well as 
the possibility that the classroom might be a site for political transforma-
tion (Rak, 2003).

My students’ personal narratives about trauma, suffering, peace, and 
reconciliation in Cyprus tell us what is obvious to an outside observer—
that is, how there is a “memory industry” (Klein, 2000, p. 127) prevailing 
in Cyprus. These personal narratives highlight two important aspects in 
the circulation of stories that are woven through nationalist discourses of 
education. First, personal narratives of education provide significant evi-
dence of the ways in which pedagogical practices are constructed around 
the politics of emotions (Abu-Lughod & Lutz, 1990), such as hatred, 
trauma, resentment, and anger. The theme of politics of emotions empha-
sizes how emotions are not simply an individual matter but are crucial to 
the formation of social norms and collective imaginations (Lupton, 1998; 
Lutz & Abu-Lughod, 1990). In other words, emotions circulate and play 
an important part in the constitution of collective identities and power 
relations within a community (Ahmed, 2004). In her study of personal 
narratives in Cyprus, Hadjipavlou-Trigeorgis (1998) emphasizes how 
personal feelings are political in the sense of how Cypriots’ experiences 
or memories of past events are embedded in conflict-socializing processes 
and reflect the political reality in each community.

In my studies, in addition to those views that were adamant about feel-
ings of hatred for the Turks, there were also narratives full of ambivalence 
and different workings of negative feelings about the Other, such as the 
following:

I am aware that we grew up hating Turks. The schools, the church, the 
society certainly contributed in creating this perception. But I think it’s 
impossible to overcome this feeling of bitterness and rage. That’s just 
how I feel about it. Perhaps my feelings will change in the future.…I 
know I shouldn’t make generalizations and say that all Turks are bad 
people. But every time I make an effort to see things differently, all 
these images come to my mind: our occupied villages; pictures of our 
beautiful churches and historical monuments that Turks took from us; 
images of killings and destructions that we suffered during the Turkish 
invasion; our refugees.…With all these images haunting us, how can 
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we ever live with them? I just hope that one day I’ll be able to over-
come these feelings. But right now, that’s just how I feel. (male junior 
student)

In other words, there are students who problematize their feelings of 
hatred for Turkish Cypriots (“I know I shouldn’t make generalizations 
and say that all Turks are bad people”). The ambivalence of hatred is 
bound up with the positing of an affective relationality between the “I” 
and the “we” (Ahmed, 2004). But the meaning of “we” is neither fixed 
nor univocal; in fact, there is some space left for new meanings of “we.” 
Thus, understanding the Other becomes an affect and effect of identifica-
tion and works to read the Other outside of stereotypes (Bhabha, 1994). 
This ambivalence also shows how the meaning of hatred is historical and 
political rather than simply individual and psychological. It is not easy to 
dismiss collective memories and imaginations; however, it is a pragmatic 
goal to begin imagining the capacity to reconcile with one’s enemies.

Thus, in my students’ narratives, the notion of the politics of trauma and 
hatred in Cyprus helps us understand the ways in which emotional practices, 
sociability, and power are interrelated both in everyday life contexts and in 
educational settings. In other words, students learn how to remember 
the past trauma and sustain negative emotions about the Other through 
everyday social and educational practices. Inevitably, then, the collective 
memory of fear, hatred, victimization, and dehumanization of the Other 
becomes a powerful symbol and an effective tool that strengthens the 
existing, conflicting ethos. Consequently, when the emotional elements 
of the politics of trauma and hatred are not accounted for in educational 
efforts, they risk perpetuating the existing, conflicting ethos. Personal 
narratives should not be discarded but considered in critical terms to help 
us relearn the wisdom of forgetting (Eppert, 2003) to remember that 
the weight of the past should not stand in the way of the future. Ricoeur 
(1999) reminds us that “the duty to remember is a duty to teach, whereas 
the duty to forget is a duty to go beyond anger and hatred” (p. 11).

What is interesting in some of my students’ narratives is that forget-
ting is not presented as it is commonly understood—that is, as an omis-
sion that constitutes an unpatriotic thing to do—but rather as a dynamic 
movement toward developing new emotional connections between the 
two communities. This is more clearly seen in the following narrative:

No, I don’t hate Turkish Cypriots. I don’t have anything against 
them. I despise the Turks who invaded Cyprus and I despise the Greek 
Cypriot “super-patriots” who caused the military coup and gave Turkey 
the opportunity to invade Cyprus.…Both Greek Cypriots and Turkish 
Cypriots suffered a lot. We caused a lot of suffering to them during the 
period [of] 1963 [to] 1974 but nobody talks about this in our side. So 
I see their perspective too. They’ve been refugees, they’ve had missing 
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persons too, and they’ve lost loved ones.…After the opening of the 
Green Line in 2003, I realize more and more how Turkish Cypriots 
look like us! I mean it’s hard to tell if someone is Greek Cypriot or 
Turkish Cypriot! Can you imagine my surprise when I think someone is 
Greek Cypriot and then I hear them speak Turkish?…They are human 
beings just like us. They are not the monsters we have been taught in 
our schools, by our politicians for such a long time.…Yes, despite what 
happened in the past, I think we can live together peacefully respecting 
each other, because Cyprus belongs to all Cypriots. (female sophomore 
student)

Therefore, another important aspect in these stories is that discussions of 
peace and reconciliation in Cyprus may be suppressed, yet not completely 
eliminated. These stories, such as the above narratives, are usually suppressed 
in the sense of being played down in favor of legitimating conflicting ethos 
and demonizing the Other. Although school curricula highlight the vio-
lent, traumatic aggression and loss and the cultivation of a deeply rooted 
fear that the enemy is simply waiting for another opportunity to inflict 
more pain and suffering, there are some openings left as a result of acquir-
ing new experiences and learning how to see the Other differently.

Consequently, it is important to highlight the significance of lived 
experiences to understand the emotional depth and power of collective 
imaginations around memory and forgetting. Personal narratives tell us 
a lot about how individuals and social groups are engaged in the work 
of constructing their identities (Holstein & Gubrium, 2000). Such nar-
ratives reflect the political circumstances and the larger ideologies and 
hegemonies that lie behind them (Denzin, 1997). Therefore, narratives 
should not be dismissed, no matter how painful they are; all points of view 
must be heard and acknowledged. It is through finding ways to subvert 
the hegemony (Apple, 1979) of official narratives that educators and stu-
dents in both communities will construct spaces for peace and reconcilia-
tion in educational settings.

There is now ample evidence around the world that, in areas of con-
flict, education is systematically used to demonize the enemy and legiti-
mize particular nationalist narratives and agendas (Bekerman & McGlynn, 
2007; Davies, 2004). The challenging question is, then, how should we, 
as educators, approach personal narratives that communicate suffering 
for past historical trauma and resentment for the Other? A pessimistic 
response would be that these narratives are so deeply embedded in a 
group’s historical consciousness that nothing can disavow past memories 
of trauma and resentment. However, an alternative response that is more 
optimistic aspires toward a critical reconsideration of the representation of 
each other that goes beyond debates concerning memory and forgetting. 
I suggest that personal narratives can help us rethink the way we teach and 
learn, and teach us how to discontinue to be traumatically possessed by 
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the past when we work through it (Eppert, 2003). Forgetting, therefore, 
argues Eppert, is not only bound up with obligation but also with an 
obligation implicated in peace and reconciliation.

Inventing Pedagogical Spaces
for Critical Emotional Praxis

As Callahan (2004) explains, coping with the emotions that occur as a 
result of narratives about suffering and hatred requires more than dia-
logue. Ellsworth (1989), in fact, emphasizes that dialogue alone may 
simply heighten the emotions that result from an increased awareness of 
the existing power structures and the status quo. Teaching about or for 
peace and reconciliation, therefore, is not only a cognitive endeavor; it 
involves engaging in emotional reflection, finding one’s own relationship 
to peace and reconciliation, and creating an empowered sense of agency 
to take action and transform one’s beliefs and practices. If such emotions 
and the struggles to cope with them are understood and approached as 
significantly productive components of being a teacher or a student in a 
conflict ridden area, the positive growth and transformation required in 
that process are more likely.

The lessons learned from my studies on the emotional ambivalence of 
students’ narratives about peace and reconciliation in Cyprus help shape 
the development of the notion of critical emotional praxis. Critical emo-
tional praxis begins with the acknowledgment that enacting teaching and 
learning for peace and reconciliation presupposes an understanding of the 
role of emotion in the everyday lives of those who live in conflict-ridden 
areas. One way of examining the emotional implications of systems and 
practices in such areas is to consider how emotions work to differenti-
ate between us and them (Ahmed, 2004). This differentiation is crucial 
in the politics of emotions and works to establish a distinction between 
legitimate and illegitimate lives—we have positive feelings for those we 
consider like us and negative feelings for those we see as other. Educa-
tors thus need to understand and care how issues of power, privilege, and 
nationalism depend on withholding particular emotional responses (such 
as grief, compassion, and caring) toward certain groups of people deemed 
other and less worthy. My students’ understanding of this perspective is 
seen in their expressions of grief and compassion only for those consid-
ered to belong in the same group as them.

Critical emotional praxis calls on educators and students to unpack 
their cherished beliefs and comfort zones to deconstruct the ways in 
which they have learned to see and act. Educators and their students 
must recognize how emotions influence the ways in which one chooses 
to see and, conversely, not to see things (e.g., how compassion for the 
suffering of the Other often involves one’s discomfort because one’s own 
group is responsible for the other’s suffering). Critical emotional praxis, 

pal-mcglynn-11.indd   189pal-mcglynn-11.indd   189 1/15/09   4:22:55 PM1/15/09   4:22:55 PM



Michalinos Zembylas190

therefore, builds on the work of those who argue that emotion theory in 
education needs to be politicized and thus address questions of otherness, 
difference, and power (Boler, 1999; Boler & Zembylas, 2003; Zembylas, 
2005, 2007c).

The aim of an educator who is willing to enact critical emotional praxis 
is to analyze these “emotional landmines” (Boler, 2001, p. 1) created 
in the classroom and the community, to understand and challenge how 
they shape and mark one’s sense of emotional attachment and identity. 
Developing the skills and knowledge to analyze how unjust practices 
teach people to feel the world through an ideological lens, often with 
little awareness that they are doing so, is an important step in identify-
ing exploitation, violence, and nationalism. As is evident in my studies, 
my students’ understandings about peace and reconciliation develop in 
conjunction with their ongoing reflection on their emotions about T/Cs. 
Despite the discomfort that this process creates, some students are able 
to feel the politics of emotions in the constitution of education in divided 
Cyprus; others have more difficulties. For example, in the excerpts shared 
earlier, both students seem to realize that larger political and ideological 
struggles in the public arena as well as in schooling are inextricable aspects 
of how they feel.

Finally, critical emotional praxis draws from the above emotional 
understandings and responds to the particular context in which a school is 
located, creating and enacting pedagogies that reconceptualize the emo-
tional culture of a classroom or school. For example, the absence of an 
empathetic culture in the schooling is widely evident, whereas anger and 
resentment predominate in students’ perceptions. Nevertheless, research 
shows that persistence and creativity in the efforts to enrich the empa-
thetic culture of a classroom or school can indeed alter the emotional con-
nections between communities, even in the face of larger political issues 
(Berlak, 2004; Zembylas, 2005, 2007c).

Possibilities for Peace and
Reconciliation Education in Cyprus

Here I want to consider two ways to strengthen the potential for devel-
oping pedagogical spaces of critical emotional praxis for reconciliation 
and peace in divided Cyprus. The first way is to develop pedagogies that 
encourage empathetic communication through an understanding of Oth-
ers’ thinking and feeling. The second way is the need to develop pedago-
gies that construct citizenship education that accepts difference and the 
notion of hybrid identities by relaxing the emphasis on separate identities. 
I discuss these ways below.

The first role for pedagogies of reconciliation and peace in Cyprus is to 
engage both communities in relational empathy (Broome, 1991, 1993, 
1997, 1998, 1999, 2001, 2003, 2004a, 2004b). The process of relational 
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empathy can be useful in the development of shared meanings created 
through interpersonal encounters. Such pedagogies of empathetic com-
munication would lead students to start thinking and feeling about the 
Other in different ways than those in the past. Instead of presenting the 
Other as the enemy or someone who cannot be trusted (as many of my 
students’ narratives suggest), students should be encouraged to see the 
Other as a human being who has also been traumatized by past events and 
who has similar needs for security, rights, and homeland (as the ambiva-
lent feelings of the two students’ narratives from which I quoted ear-
lier). In Cyprus there is an urgent need of pedagogies that are based on 
“empathy towards the suffering Other” (Theodossopoulos, 2006, p. 10). 
As Theodossopoulos asserts, humanizing processes, such as similar cul-
tural characteristics between G/Cs and T/Cs and common predicaments, 
could be some of the things to stress when one teaches social studies.

Clearly, promoting relational empathy in the classroom is not an easy 
process and it often involves a lot of discomfort for students and teachers. 
To confront the trauma and suffering felt by students and their families 
in conflict-ridden areas, educators and students need to engage in what 
Boler (1999) calls pedagogy of discomfort or pedagogy of suffering (Mar-
tusewicz, 2001)—both examples of pedagogies that transform suffering 
into compassion and an “alternate criticality” (Burbules & Berk, 1999, 
p. 59) that opposes the hegemonic culture of conflict and suggests that 
we think and feel differently. This position is emotionally discomforting 
and unsettling for those who feel that pain and suffering belong only to 
them, but, under some circumstances, the discomfort felt acknowledges 
the creative potential of affect (Wang, 2005).

In the examples shared earlier, the two students seem to realize the 
transformative power of empathy; this perspective gives them a new out-
look of emotional criticality because it makes them realize the importance 
of expanding their sense of self in relation to T/Cs. Although the second 
student is more positive than the first, they both attempt to see things 
from the other’s point of view. As Zembylas and Boler (2002) further 
emphasize, a pedagogy of discomfort requires that individuals step out-
side of their comfort zones and recognize what and how one has been 
taught to see (or not to see) things. In Cyprus, a pedagogy of discomfort 
could be used as a powerful pedagogical tool to help teachers and students 
to step outside of their comfort zones and problematize the ways in which 
G/Cs and T/Cs have been taught to see the Other (e.g., through history 
textbooks, pedagogical practices, school rituals, celebrations, etc.), that 
is, to understand how education is so often politicized and one-sided (see 
also Boler & Zembylas, 2003).

In building empathy and reconciliation, a wide variety of alternative 
narratives need to be developed out of the mutually hostile trauma sto-
ries. It is important to deepen awareness and criticality in young people 
about how trauma stories can be used to teach fear, hate, and mistrust 

pal-mcglynn-11.indd   191pal-mcglynn-11.indd   191 1/15/09   4:22:55 PM1/15/09   4:22:55 PM



Michalinos Zembylas192

(Ramanathapillai, 2006). All narratives, Kreuzer (2002) emphasizes, even 
the ones from the perpetrators of violence, need to be considered seriously, 
because they help us understand the emotional aspects of conflict and 
they point toward openings for strategic intervention. To build empathy 
and reconciliation, it is valuable to identify the narratives that evoke fear, 
hate, and mistrust and publicize the stories that show positive emotions 
emphasizing the humanity of the “enemy”—for example, stories of col-
laboration and caring among G/Cs and T/Cs. Telling positive stories can 
help rehumanize the Other, and they counteract the confrontational sym-
bolical and emotional content of competing narratives that work hard to 
dehumanize the enemy. I suggest, therefore, that the promotion of empa-
thy and reconciliation in curriculum and pedagogy is a critical component 
of developing alternative narratives about past traumas—narratives that 
contribute to changing the hegemonic conflictive ethos.

Second, another way of inventing pedagogical spaces for critical emo-
tional praxis in Cyprus is to construct pedagogies that promote the idea 
of citizenship education based on accepting differences and hybrid identi-
ties. Bekerman and Maoz (2005; see also Bekerman, 2007) suggest that 
goals, such as peace and coexistence education, may be better achieved 
if the emphasis on separate identity and culture is somewhat relaxed. 
According to them, strengthening coexistence might not be achieved if 
alternative options to the ones dictated in the past are not pursued. As 
Edward Azar also notes, it is the perpetuation of “exclusionary myths, 
demonizing propaganda and dehumanizing ideologies” (in Miall, Rams-
botham, & Woodhouse, 2000, p. 75) that legitimize polarized trauma 
narratives. Educators and students should learn to be open to the pos-
sibility of transformation and the exploration of multiple ways of con-
necting with each other. Such connections will constitute a third space—a 
space that opposes nationalist sentiments and polarized trauma narratives 
and opens possibilities for reimagining the sense of community and iden-
tity. An important way that pushes such connections is to avoid becom-
ing enclosed in past identities that have been historically associated with 
nationalism and struggle to invent a democratic citizenship that critically 
reconsiders past feelings of belonging.

It is important to emphasize that one need to be careful with claims 
about what kind of citizenship education is promoted, since much citi-
zenship education has been geared to the strengthening of nationalism 
and patriotism (Davies, 2004). The question here is what citizenship 
education would look like  to challenge nationalist ideologies. I want to 
argue that hybridity should be an important component of citizenship 
education in Cyprus. That is, Cypriot educators need to develop a notion 
of citizenship that takes into account difference. “The tendency,” writes, 
Davies (2004), “is to view citizenship in terms of universals that every-
one, despite or because of their differences, should try to recognise and 
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respect” (p. 90). However, there are problems in an approach that tends 
to represent citizenship education as a homogenizing process. Spinner-
Halev (2003) urges us to be particularly cautious about citizenship edu-
cation in divided societies: “Education in divided societies has to begin 
with [a] different assumption than education in other societies. In divided 
societies, those divided by religion or nationality, where fear and perhaps 
hatred permeate these divisions, the group cannot be ignored” (p. 90).

Consequently, what I am trying to do as an educator is to provide 
opportunities for my students to encounter firsthand testimonies to eth-
nic hatred and atrocities conducted by both communities, as well as to 
create openings for students to expose acts of kindness and compassion 
enacted by both communities in the past or in the present. The intended 
effect of directing students to collect and examine such testimonies (e.g., 
through oral stories, interviews, and written records) is to invite stu-
dents into bearing witness to one’s own or another’s trauma (Zembylas, 
2006, 2008). That is, my intention is to constitute us responsible for one 
another as co-witnesses who engage in alternative versions of how past 
traumatic events make us feel and why. This pedagogical approach is set in 
motion by questions of how we and others feel about trauma narratives, 
feelings that we are eager to talk about and ones not easily acknowledged 
or expressed. In this way, the classroom-based community moves beyond 
traumatic feelings by using those as a springboard to think about emo-
tions and nationalism politically and ethically.

Conclusion

To conclude, educational programs and pedagogies inspired by critical 
emotional praxis may offer two important things. First, they can pro-
vide a space where educators and students can question common-sense 
assumptions and the politics of hegemonic trauma narratives. Second, 
those programs and pedagogies may provide opportunities for trauma-
tized students to work through feelings of trauma and rehumanize the 
Other. In Cyprus, where suffering has been experienced by all communi-
ties, educators may choose to use the lived experiences of one’s own suf-
fering to enhance his or her understanding of the suffering of the Other. 
This is not an easy task, especially because our “enemies” are implicated in 
our suffering (as we are in theirs). Suffering, in itself, does not necessarily 
lead to compassion or empathy; however, compassionate and empathetic 
attitudes can be nourished (Cohen, 1997). Through social and educa-
tional practices, our own experiences of suffering, and our memory and 
forgetting of them, we may enhance our capacity to form wise and com-
passionate responses to the suffering of others and help us take a critical 
stance toward the construction of our narratives.
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National identity and religion have been core issues within the pro-
tracted conflict between Jews and Arabs in Israel. The dynamics of iden-
tity formation among Arabs and Jews in Israel reflect a complex political 
and historical context characterized by conflict such as the 1948 war, 
subsequent wars with neighboring Arab countries, and more recently, 
the “Intifada” of the Palestinians in the occupied territories. Since 1948, 
Israel has been a Jewish state with a Jewish majority, maintaining a mod-
erate democracy, with only partial equality of civic rights for the Arab 
minority (White-Stephan, Hertz-Lazarowitz, Zelniker, & Stephan, 2004; 
Yiftachel, 2006).

It is not surprising that the tension between Arabs and Jews transpires 
to Israeli universities, notably, the University of Haifa (UH), where the per-
centage of Arab students is higher than in other universities and similar to 
their percentage in the population (20 percent). University campuses, in 
general, serve as a stage for social-political conflicts and activities. UH, 
with its makeup of student body, located in a mixed Jewish-Arab city, is 
a microcosm of the Israeli society and, thus, a natural setting for a social 
laboratory for studying the interactions between Jews and Arabs.
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The school system in Israel is fully segregated for Jews and Arabs, 
unlike other countries suffering intractable conflicts, such as Northern 
Ireland, where part of the school system is integrated (Bekerman & McG-
lynn, 2007; McGlynn & Bekerman, 2007). Following segregated school-
ing until age eighteen, Israeli universities constitute the first instance of 
an integrated educational system where the two national groups meet and 
interact socially and academically. This new experience allows the students 
to reexamine their power, status, and identity (Hertz-Lazarowitz, 2006; 
Hurtado, 2005). Two main components of identity have been recognized 
by researchers studying national identity of the population in Israel: a civic 
component, which derives from the actual status of Jews and Arabs as 
citizens of Israel, and the national-ideological component, which includes 
nationality and religion for Jews, and nationality, religion, and language 
for Arabs. Persisting civic discrimination of the Arab minority, combined 
with mutual fear and mistrust as well as heightened levels of religiosity of 
both Jews and Arabs, led to ideological social-political transformations 
and redefinitions of identity among both national groups. Since 1967, 
the Arabs in Israel have undergone an intensive process of consolidation 
of their Palestinian national identity, which led to radicalization in their 
relation to the Israeli state and society. The stronger the process of mod-
ernization among the Arabs in terms of level of education exposure to 
media and standard of living, the stronger this process of elucidation of 
national identity (Abu Nimer, 2004; Ghanem, 2001; Hertz-Lazarowitz 
& Zelniker, 2004). Jewish identity has also undergone changes as a result 
of modernization and secularization. One perspective of identity research 
focused on the Zionist ethos, which involved the creation of the “New 
Israeli” returning from the Diaspora. The Jews launched a process of 
modernization in the state of Israel and embarked on a special effort to 
create a flourishing and a safe homeland, Zion, for global Jewry that had 
been victims during a long history of exile and massacres. Thus, a secure 
Jewish-Zionist state has become a cornerstone of identity for many Israeli 
Jews (Herman, 1970; Kimmerling & Moore, 1997).

Another perspective of identity research, a political-historical perspec-
tive, points out that the “Arabs of 1948” were called “Israeli-Arabs,” an 
identity that was imposed on them by the Jewish majority (Abu Nimer, 
2004; Abu Saad, 2006; Bishara, 1999; Hertz-Lazarowitz, Zelniker, White-
Stephan, & Stephan, 2004). The consolidation of identity of Israel’s Arab 
population was influenced by local, national, and regional factors as well 
as by religion. Over time, the Arabs have developed a Palestinian-Israeli 
identity, negotiating a civic-Israeli component and a national-Palestinian 
component. As they were deepening the process of modernizing, they 
were also involved in an intense drive to attain equal rights and resources. 
At the national-regional level, the Arabs support the dreams and aspira-
tions of their fellow Palestinians for independence and for the establish-
ment of a Palestinian state alongside Israel. In addition, in recent years, 
there has been a significant increase in levels of religiosity (Waardenburg, 
2004) and the influence of the various factors yielded complex identity 
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changes (Azaiza, Mor-Sommerfeld, & Hertz-Lazarowitz, 2007; Smooha, 
2005).

According to the conflict hypothesis (Hofman & Rouhana, 1976), 
the Arab-Israeli conflict created a contradiction between civic identity 
and national identity. Later, Rouhana (1997) maintained that the Arabs 
in Israel adopted a Palestinian national identity in response to Israel’s 
Jewish-Zionist character. He claims that, while this prevents them from 
identifying with the state’s civic symbols and institutions, it fulfills their 
psychological need for a complete identity. Smooha (1992, 2005) assumed 
a separate continuum for civic and for national identity and suggested that 
combining the two identities entails a process of consolidation of complex 
identities shaped by both old and new components. A parallel, though 
less extensive process of identity change has taken place in the Jewish 
population. Smooha (2005) claims that secular Jews and left-wing Jews 
usually choose the shared identity term of “Israeli,” whereas religious 
Jews and right-wing Jews tend to prefer the separating term “Jewish.” In 
recent years, a growing number of Jews add the term “Jewish” to their 
“Israeli” identity (Levy & Katz, 2005).

Both national groups have been affected by a vast range of events 
perceived as crises, including extreme political and ideological changes, 
wars, the occupation of Gaza and West Bank, armed conflicts, and terror 
attacks, which led to changes in identities. Such changes entail taking 
on or adding identities that are more closely related to one’s collective 
national goals and existence, such as Jewish and Zionist for Jews, and 
Palestinian for Arabs. These changes depict the expansion of identity defi-
nitions into multiple, hyphenated definitions, for example, Jewish-Israeli 
and Palestinian-Arab-living in Israel. Multiple identity definitions enable 
both Arabs and Jews to contain the different components of their identity 
as linked to different aspects (e.g., national and civic) of the complex, 
multifaceted, sociopolitical life in Israel and in the region. The same pro-
cesses take place at the university, where students, as individuals and as a 
national collective, experience a multitude of positive and negative fac-
tors that give rise to multiple identities integrating nationality, religion, 
and ideology (Hertz-Lazarowitz et al., 2004; Maoz, 2002; Zelniker & 
Hertz-Lazarowitz, 2005). Fine (1994) and, more recently, Sirin and Fine 
(2007) proposed that certain groups may be “living on the hyphens” of 
multiple identities that exist simultaneously. We maintain that in Israel, 
such hyphenated identities include collective, individual, and unique 
constructs.

Recent studies on hyphenated identities have been launched at UH, 
which constitutes a multicultural, unique microcosm of the highly diverse 
groups within Israel. The university provides the opportunity for con-
tact and dialogue and affords academic and social empowerment to both 
national groups.

We maintain that creating appropriate conditions for dialogue within 
the university can facilitate mutual understanding and respect, pursuit 
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of justice, and coexistence. Accordingly, we utilized participatory action 
research (PAR), in which students participate as researchers. We concep-
tualize PAR as a paradigm suitable not only for research but also for peace 
education (PE).

Our work on coexistence and PE derives from personality and social 
psychology and focuses on personal and group relations between Arab 
and Jewish students who are citizens of Israel. Our PAR work on campus 
is designed to create academic spaces for dialogues, to promote research 
on identity and religion, and to advance recognition of and respect for 
each others’ identity definitions, needs, and grievances. This chapter will 
point to theoretical perspectives and practices that guided our PE work 
and the knowledge and insights we gained from employing PAR in an 
academic setting.

Theoretical Background and Goals

Within the domain of PE, social psychology, and group relations, there 
are several theories that inform strategies of PE programs as well as exper-
imental paradigms of psychologically and sociopolitically based research 
on coexistence and PE.

Among the theories, we note Lewin’s dynamic field theory (Lewin, 
1935), Allport’s contact theory (Allport, 1954) elaborated by Pettigrew 
(1998), social identity theory (Tajfel & Turner, 1986), personal-psycho-
dynamics process (Ben-Ari, 2004), dramaturgical model (Harré, 1979; 
Hertz-Lazarowitz, 1988), diversity and social equality model (Duarte 
& Smith, 2000), and narrative-based perceived histories and memories 
(Bruner, 2002; Salomon, 2004). Among PE strategies, we note integra-
tive education (Bekerman & Maoz, 2005), intergroup encounters (Hal-
abi & Sonnenschein, 2004; Maoz, 2002; Suleiman, 2004), and sharing 
personal narratives (Bar-on & Kassem, 2004). While different theoretical 
approaches are relevant to one or more of these strategies, it is not always 
possible to discern clear links between a particular theoretical approach 
and a particular strategy. We maintain that most of these theories consti-
tute conceptual approaches rather than theoretical models in the scientific 
sense. Still, these conceptualizations have been influential in the develop-
ment of major strategies employed in PE projects, including our own 
experimental paradigm, PAR, which is founded on intergroup relations 
and dialogue. We maintain that PAR meets necessary conditions stipu-
lated by several theories, notably, the contact theory (Allport, 1954) and 
the diversity and social equality model (Duarte & Smith, 2000). Further-
more, within the university context, PAR combines significant elements 
of intergroup encounters as well as integrated education.

Our main research goal was to investigate how students’ national iden-
tity definitions and religion influence their perception of negative and 
positive aspects of life on campus as well as their preference for segregation 
and integration. Students participating in the PAR research seminar were 
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to define core issues, design the study, perform the research and, subse-
quently, discuss the significance of the results and their potential implica-
tions. Our underlying assumption was that, in addition to PAR being a 
suitable research paradigm, the process also constitutes PE within the stu-
dents’ natural learning environment. We planned to assess the impact of 
PAR as PE by using qualitative analyses of students’ personal reflections 
at the closing stage of the seminar.

Our initial objective was to create the setting for dialogue among Jew-
ish and Arab students within the natural learning environment of the 
university and to facilitate familiarization with core issues relevant to the 
conflict and coexistence between Arabs and Jews at UH. We anticipated 
that seminar students, being active participants in the research, would 
acquire knowledge and sensitivity to critical issues pertaining to individu-
als as well as to the collective of the other group.

We focused the dialogue on fundamental issues of the persisting con-
flict between Arabs and Jews. Those issues included national identity and 
religion and their contributions to the perception of the university as a site 
of national-political conflicts as compared to a site of potential advance-
ment of PE and coexistence.

Within the seminar, PAR was expected to provide answers to our 
research questions and to function also as means of achieving PE, as we 
deem PE to be inherent in the process of PAR. At the university-wide 
level, relevant research results were to be disseminated to other teachers, 
students, and administrators at UH to ultimately improve conditions for 
dialogue, justice, and coexistence. The wide-ranging, long-term goal was 
to carry this knowledge and understanding to the population in Israel. It 
was assumed that our students would eventually hold leadership roles in 
the community and, thus, would influence wider circles of the popula-
tion, promoting coexistence by advancing mutual understanding, respect, 
and pursuit for justice.

Participatory Action Research Seminars

Our research constitutes a series of studies conducted in a seminar at 
UH from 2001 until 2007. The research, carried out under the academic 
guidance of Hertz-Lazarowitz (2003), employed PAR, following the six 
stages of the group investigation model (Sharan & Hertz-Lazarowitz, 
1980). In this process, students in the seminar (a) selected a relevant 
topic for investigation, (b) wrote personal stories and shared them, (c) 
conducted peer interviews and shared them with seminar participants, (d) 
formulated a complete research plan, (e) carried out the study and sub-
mitted a written paper, and (f) presented the results and discussed their 
insights and the implications of the study (Hertz-Lazarowitz, 2003).

In the first study (2001), seminar participants were twenty-one- to 
twenty-five-year old mostly third-year undergraduate students, taking courses 
in the faculty of education. In this PAR study, the students investigated 
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instances of injustice and surveillance as experienced and interpreted by 
Arab and Jewish students on campus. Following PAR methodology, each 
seminar participant interviewed four other Jewish and Arab students, total-
ing eighty-six students. With Hebrew being the language of instructions 
at UH, all students master the Hebrew language, and, accordingly, the 
questionnaire was administered in Hebrew by the PAR students to Jewish 
as well as to Arab students at UH. The data yielded painful accounts of 
injustice in the course of interactions on campus. Many students, Arabs 
more so than Jews, complained about biased grading, unfair treatment 
by teachers, prejudiced conduct by security guards during security checks 
on campus, and inequitable policy and treatment with respect to their 
religious practices. The Arab students and their leadership stressed the 
need for greater fairness and justice to be exercised by university authori-
ties in allocating academic resources. In general, Arab students attrib-
uted most acts of injustice to racism and disrespect, while Jewish students 
blamed most acts of injustice experienced on personal characteristics of 
the “others” and on the lack of sensitivity of the system. The leadership 
of the Jewish students who aspired to promote the Jewish-Israeli-Zionist 
characteristics of the campus, perceived the Arabs’ political demonstra-
tions and protests as a threat to the existence of UH as a Jewish-Israeli 
campus. The PAR seminar created a unique culture of dialogue around 
research design and findings that were relevant to the students’ experi-
ences (Hertz-Lazarowitz, 2003).

In 2002, a new group of PAR students opted to investigate both nega-
tive and positive aspects of life on campus. Each student in the seminar 
conducted four in-depth interviews, totaling seventy-four interviews. 
Categories for analyses developed in the seminar included positive and 
negative experiences on campus, analyzed in relation to the individual and 
to the group. Based on the interviews, one-hundred key statements were 
sorted into four categories: personal-positive (“I have friends from dif-
ferent groups”), group-positive (“Cultural exposure takes place on cam-
pus”), personal-negative (“I feel rejected”), and group-negative (“There 
is discrimination on campus”). A frequency analysis performed on these 
statements indicated that Arab and Jewish students had reasonably high 
and similar percentages of positive experiences. Although both groups 
acknowledged the occurrence of negative incidents, the rate of negative 
perception reported was higher among Arab participants than compa-
rable rates among Jewish students. The overall picture in the 2002 study 
portrayed both positive and negative characteristics of life on campus. 
The findings served as the basis for dialogue and stimulated further read-
ing and study.

In 2003, PAR students chose to study the impact of background vari-
ables, such as nationality and religion on social aspects of life on campus. 
An eighty-item Likert scale questionnaire based on the 2002 study was 
administered by seminar participants to 510 UH students on campus. 
As expected, nationality was found to have a significant effect on students’ 
perceptions. In general, Arab students were more positive in their personal 
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(e.g., friendship) and collective (e.g., multiculturalism) perception than 
the Jewish students, but they were also more negative in their personal 
(e.g., rejection) and collective (e.g., discrimination) perception. All stu-
dents had somewhat higher scores on positive aspects than on negative 
aspects of campus life. Religion was also significant, with Jewish students 
being least negative and Muslim students most negative, with respect to 
both personal and collective attitudes. Of the Muslim students, those who 
included the term Palestinian in their identity were the most negative. 
However, the main finding of the 2003 study was that positive and nega-
tive perception can be contained simultaneously by the students (Hertz-
Lazarowitz & Zelniker, 2004; Hertz-Lazarowitz et al., 2004).

In 2004, students in the PAR seminar added several variables related to 
the students’ perception of life on campus. As in previous years, indepen-
dent, background variables included national identity and religion and 
dependent variables included positive and negative perceptions of life on 
UH campus. Newly added dependent variables included students’ pref-
erence for segregation and for integration. Parts of the 2004 study are 
presented in this chapter.

Method

Participants

PAR seminar participants consisted of twenty-five Israeli Arab and Jew-
ish students at UH. Most of them were undergraduates in the faculty of 
education. Study participants consisted of 537 students of whom 171 
were Jews and 366 Arabs. All participants were born in Israel, and their 
average age was 24.5 (SD = 4.6). Among the Arab students 66 percent 
were Muslims and 34 percent were Christians. A breakdown of additional 
demographic data was as follows: 60 percent women, 80 percent single, 
80 percent undergraduates, 42.7 percent secular, 42.5 percent traditional, 
and 44.7 percent politically left-wing.

Measures

The questionnaire included items pertaining to students’ background and 
their perceptions of the university. The three independent variables pre-
sented in this chapter were nationality (Jewish, Arab), religion (Christian, 
Jews, and Muslims), and national identity. Information regarding the first 
two variables was gathered from a personal background questionnaire. 
With respect to the definition of national identity, participants were asked, 
“How would you define your identity?” and were given twelve possible 
responses, including “other.” These identity categories were developed 
over the years based on students’ responses to open questions related 
to their identity (Hertz-Lazarowitz & Zelniker, 2004). Four dependent 
variables were derived from the 2003 questionnaire items rated on a five-
point Likert scale (l = low, 5 = high) condensed to four scales.
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Positive perception: This scale measures students’ perception of the 
university as a place of coexistence that facilitates the development of 
positive relationships between the different religious groups. The ques-
tionnaire included eleven items, for example, “The University provides an 
opportunity to get to know and accept different people.” Reliability was 
α = 0.81.

Negative perception: This scale measures students’ perception of the 
university as a place that promotes disagreement and conflict between 
the different groups. Negative perception was measured using a ten-item 
questionnaire, for example, “The University is an environment which 
entails alienation and increases distancing between groups.” Reliability 
was α = 0.83.

Segregation: This scale refers to students’ preference for values, norms, 
and behaviors of one’s own ingroup over those of outgroup members 
(Berry, 1992). Segregation was measured by a five-item questionnaire, 
for example, “I prefer my friends to be only from my reference group.” 
Reliability was α = 0.63.

Integration: This scale refers to students’ preferences for values, 
norms, and behaviors of ingroup members as well as outgroup members 
(Berry, 1992). Integration was measured by a five-item questionnaire, 
for example, “I would like to have friends both from my reference group 
(Jews or Arabs) and from the other group.” Reliability was α = 0.63.

Procedure

Twenty-five Israeli Arab and Jewish students administered the question-
naire to 537 students of whom 171 were Jews and 366 Arabs.

Results

Table 12.1 presents the distribution of identity definitions according to 
religion (Jewish, Christians, Muslims). The largest group of Jewish stu-
dents (66 percent) defined themselves as Jewish Israeli, the largest group 
of Muslims (50 percent) defined themselves as Palestinian Arabs living in 
Israel, while the largest group of Christians (34 percent) defined them-
selves as Arab Israelis. Other descriptive findings indicate that the major-
ity of Arab participants (58 percent) chose a definition that included the 
term “Palestinian” (a national-political identity), and the majority of the 
Jewish students (66 percent) chose a definition that included the term 
“Israeli” (a civic identity).

Based on civic, national, and political identity definitions, each 
national group was further divided into two grouped identity catego-
ries: “Jewish” (national definition) and “Israeli” (civic definition) for 
the Jews, and “Arab” (national definition) and “Palestinian” (political 
definition) for the Arabs. The distribution of grouped identity presented 
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in Table 12.2 indicates that most Jewish students defined themselves as 
Israeli (66 percent), most Muslim Arabs defined themselves as “Palestin-
ian” (66 percent), whereas most Christian Arabs defined themselves as 
“Arab” (57 percent).

The differences among the three religious groups for each of the four 
dependent variables were examined using ANOVA. The results presented 
in Table 12.3 show a significant effect on negative perception (F = 27.91; 
p < .01) and on integration (F = 11.55; p < .01). In both cases, post hoc 
analyses showed that there were no significant differences between Mus-
lims and Christians and that both Arab groups had higher negative per-
ception scores as well as higher integration scores than Jews. Thus, these 
differences can be attributed to nationality rather than to religion.

Finally, using one-way ANOVAS, we examined the effects of grouped 
identity on positive and negative perceptions and on segregation and inte-
gration. The results, presented in Table 12.4, indicate that grouped iden-
tity had a significant effect on negative perception (F = –22.18; p < .01) 
and integration (F = 9.49, p < .01). Post hoc analyses for negative per-
ception indicate that the source of the effect was the significant difference 
between those students who defined themselves as Israeli, who had the 
lowest scores on negative perception (M = 2.53, SD = .66), and students 
in the other three groups, who defined themselves as Jewish, Arab, and 
Palestinian. The latter three groups did not differ significantly from each 
other. Post hoc analyses for integration show that the Arab group had the 
highest integration scores (M = 3.16, SD = .70) and the Israeli group had 
the lowest integration score (M = 2.68, SD = .81). While there were no 
significant differences between the two Jewish groups or between the two 
Arab groups, both Jewish groups had significantly lower scores than Arab 
students defining themselves as Arab, while the Israeli group had also sig-
nificantly lower scores than the Palestinian group.

Discussion

Our main objectives were to advance a dialogue between Arab and Jewish 
students and study significant variables that shape the dialogue. We found 
that both Arab and Jewish students use hyphenated identities. Most Jewish 
students used the term Israeli in their definition, whereas most Arab stu-
dents used the term Palestinian in their definition. Religion was found 
to be related to national grouped identity. Further research is necessary 
to investigate these potentially interesting relationships among the inde-
pendent variables and their possible direct or indirect influence on the 
dependent variables. There were significant differences among national 
identity groups (grouped identity) on negative perception and preference 
for integration. As compared to Jewish students, Arab students not only 
had higher scores on integration but also higher scores on negative per-
ception. Thus, while Arabs note positive aspects as much as Jews and 
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express greater leanings toward integration, they are also more critical 
of discrimination and injustice. Overall, both Jewish and Arab students 
perceive the university as a somewhat more positive than negative envi-
ronment. It should be noted that differences in students’ negative percep-
tion of the university and preferences for integration appear to be related 
to national grouped identity rather than religion. Qualitative aspects of 
the study, which include personal reflections students reported upon the 
completion of the seminar, are presently being analyzed. Initial results 
indicate that the different stages employed in PAR encouraged students 
to examine their own identity, reflect on the other group’s needs and 
grievances, and reshape their positive and negative experiences relevant 
to their identity. The appropriateness of PAR as a means for advancing 
PE should be investigated in a separate study designed specifically for 
this purpose.

We propose that within a seminar context, PAR can be used as means 
for conducting research as well as achieving PE. We maintain that this is 
realizable because university campuses provide a natural environment for 
contact among different groups and an opportunity to set up conditions 
that promote constructive dialogue. With respect to campus-wide activi-
ties, present administrative regulations are not supportive of those aspects 

Table 12.1 Distribution of identity definitions for each religion

Religion Identity N %

Jews Jewish Zionist 15 9

Jewish 43 25

Jewish-Israeli 113 66

Total Jews 171 100

Muslims Arab 52 21

Arab-Israeli 33 13

Arab-Israeli Palestinian 32 13

Palestinian 7 3

Palestinian Arab living in Israel 123 50

Total Muslims 247 100

Christians Arab 28 23

Arab-Israeli 40 34

Arab-Israeli Palestinian 11 9

Palestinian 4 3

Palestinian Arab living in Israel 36 31

Total Christians 119 100
 N = 537
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of the dialogue that involve conflicts, voicing of grievances, and protests 
of injustice. University administrators, beset by wavering ambivalence, 
generally frown upon these activities. They often censure such protests 
that may be accompanied by the protestors’ show of force perceived by 
the administration as a threat (Hertz-Lazarowitz, 1988, 2003). Such con-
ditions discourage dialogue on deep-seated and painful issues that should 
be shared and discussed to improve understanding and advance justice 
and equality. Yet, educational activities such as PAR and PE are inherent 
in the free academic setting afforded by the university. We believe that the 
six stages of PAR provide the conditions and process for effective research 
and constructive dialogue between the two national groups as well as 
between students and faculty and UH administrators.

The PAR pedagogical procedure employed combines the two central 
PE strategies, integrated education and intergroup encounters, and is 
consistent with significant principles of theoretical approaches deemed 

Table 12.2 Distribution of grouped identity definitions for each religion 

Religion N %

Jewish students Jewish 58 34

Israeli 113 66

Total 171 100

Arabs-Muslims Arab 85 34

Palestinian 162 66

Arabs-Christians Arab 68 57

Palestinian 58 43

All Arab students Arab 153 42

Palestinian 213 58

Total 366 100
N = 537

Table 12.3 ANOVA results for differences among religions on negative and positive 
perception, segregation and integration

Religion Positive 
perception
M (SD)

Negative 
perception
M (SD)

Integration
M (SD)

Segregation
M (SD)

Jews 3.53 (.64) 2.66 (.69) ¹ 2.74 (.77) ¹ 3.18 (.85)

Muslims 3.42 (.56) 3.12 (.59) ² 3.09 (.71) ² 3.27 (66)

Christians 3.52 (.50) 2.98 (.56) ² 2.99 (.72) ² 3.12 (68)

F 2.51 27.91** 11.55** 1.96
* p < .05 ** p < .01

¹, ², ³ Post-hoc results
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conducive to the advancement of PE. The main contact theory principles 
(Allport, 1954) include common goal, equal group status within situa-
tions, intergroup cooperation, and support of authorities. In line with 
these principles, PAR is conducted within a natural environment where 
Arab and Jewish students share common educational goals and have rea-
sonably equal status as students in the seminar. The students engage in 
intergroup cooperation by means of joint planning and shared data and 
gain support of university authorities from the seminar teacher who leads 
the students through the different PAR stages. Finally, in line with two 
central principles stipulated by Duarte and Smith (2000), there is signifi-
cant diversity among students and a fundamental aspiration for equality. 
These conditions and the gradual process of PAR, which entails the use 
of personal narratives, research, and open discussions, allow students to 
raise issues of a personal nature as well as issues they deem critical for their 
collective while shaping the dialogue.

The process, which lasts about half a year, is considerably longer than 
most intergroup encounters and enables a gradual development of a 
constructive dialogue. The outcome of our PAR work was passed on to 
students in subsequent years as well as to university teachers and admin-
istrators. However, the effect of the information on UH administration 
is intricate and challenging and requires continued communication and 
monitoring.

It should be noted that PAR, as performed in the seminar, yielded a 
pedagogical environment that constitutes a microcosm of the university, 
which provides the space for natural contact among different national 
and religious groups. The PAR seminar bears some resemblance to a 
focus group where PE processes are quite intense. The construction of 
the study and discussions of the results and their implications facilitated 
awareness and the rather rapid shaping of the dialogue among the groups. 
A similar PE process, albeit slower and more limited, is expected to take 
place on the campus at large.

Table 12.4. ANOVA results for differences among grouped identities on the four 
scales 

Segregation
M (SD)

Integration
M (SD)

Negative 
perception
M (SD)

Positive 
perception
M (SD)

Grouped
identity:

3.26 (.82) 2.85¹,² (.81) 2.92² (67.) 3.57 (67.) Jewish

3.14 (.87) 2.68¹ (.75) 2.53¹ (66.) 3.51 (63.) Israeli 

3.20 (.66) 3.16³ (.70) 3.08² (56.) 3.48 (50.) Arab

3.24 (.73) 2.98²,³ (.71) 3.08² (61.) 3.43 (57.) Palestinian

  .56 9.49** *22.18* 1.18 F value
* p < .05 ** p < .01

¹, ², ³ Post-hoc results
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Seminar discussions of research results furthered our own understand-
ing of relevant variables. On the basis of these discussions, we identify two 
clusters of motives and goals that characterize university students in the 
process of shaping the dialogue: psychological-personal and political.

Psychological-personal motives: Some students focus on person-
al-psychological aspects of their life on campus and on their academic 
advancement and define themselves as apolitical. The dialogue enables 
them to develop friendships with individuals from the other national 
group, search for common goals and shared interests, and attain a more 
positive perception of the university. Having even one close friend from 
the other national group was found to predict positive perception of the 
university (Hertz-Lazarowitz et al., 2004; Pettigrew, 1998).

Political motives: Other students focus on political issues and con-
flicts and underscore the differences between the groups. They protest 
discrimination and injustices on national grounds and emphasize the need 
to rectify injustices. These students engage in political and administrative 
dialogues, negotiations, and demonstrations to achieve greater potency 
and justice.

As more students turn to perceive themselves as holding hyphenated 
identities, there is a potential for a new and creative dialogue, mutual 
respect, pursuit of equality, social justice, and partnership. We propose 
that in order for PE to be effective, whether employing PAR or other 
methods, it should be consistent with students’ motives and goals. We 
maintain that PAR can provide the appropriate conditions, content, and 
process taking into account students’ personal motives as well as their 
political goals. We believe that such a critical pedagogical process of group 
investigation will help students from the two national groups learn to live 
with the conflict while at the same time, take action to correct injustices 
by constructive and peaceful means.

As for the long-term, we expect our students to hold leadership roles 
in the educational system, government offices, and large corporations, 
to carry the dialogue, and to advance understanding and justice to larger 
segments of the population. The challenge facing the university commu-
nity, faculty members, students, and management is to allow room for the 
different forms of dialogue presented here and to empower dialogues for 
PE as an institution policy, which will, in turn, advance the transformation 
of the university to a site of justice and peace.
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for a Post-conflict Society

Theoretical Development and Practical 
Implication through International 

Education in United World College in 
Bosnia and Herzegovina

Pilvi Torsti and Sirkka Ahonen

Introduction
A properly working civic society is a necessity for a post-conflict society. 
A capability for open dialogue and popular control of power defuse the 
negative spoils of a conflict. Where tension still lingers a new civic identity 
is in demand, one based on equal recognition of mutual fears, anxieties, 
and aspirations.

Bosnia and Herzegovina provides a lucid example of how the civic 
identity of the people is historically constructed: Pre-1992 to 1995, the 
three historical communities of the country coexisted and lived in mixed 
communities with the fourth (Yugoslav) historical community being in 
the process of getting constructed.1 Post-1992 to 1995, three historical 
communities live in increasingly divided areas and foster deep suspicions 
of each other, even if the Dayton Peace Agreement negotiated in 1995 
by the international community expected and forced them to maintain 
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a multiethnic state (Torsti, 2003, pp. 107–109). Nor is the relationship 
between Bosnia-Herzegovinians and the international community work-
ing properly, as the Dayton Peace Agreement created dynamics that made 
Bosnian people overdependent on the international community (Chan-
dler, 1999, p. 196). Above all, a substantial part of the Bosnian popula-
tion regard themselves as being victimized by the leading countries of the 
European Union who did not interfere in time to prevent the atrocities of 
the war.

In the context of an international research project, Youth and History, 
into the historical construction of the civic identity of people, young Bos-
nians from all national groups of the country were asked how they relate to 
the past (Torsti, 2003). The key framing concept of the Youth and History 
research project was historical consciousness, conceptualized as the interac-
tion between understanding of the past and the aspirations of future.

In this chapter, we will first present the results of Torsti’s (2003) empir-
ical study on historical consciousness and historical culture in postwar 
Bosnia and Herzegovina, paying special attention to the contradiction 
between the nationally divided historical culture and the shared historical 
identity of young people. Secondly, recognizing this contradiction, we 
will try to map the ethical and cognitive parameters of history education 
in a post-conflict society using Bosnia and Herzegovina as a case study. 
The core concept of our educational project scheme will be deliberative 
communication for a deliberative democracy, which we will regard as the 
necessary form of a post-conflict state. In this chapter, deliberative com-
munication is first conceptualized and then discussed in the context of 
education in general and history education in particular. We then turn to 
a real classroom and discuss the applicability of deliberative communica-
tion, using the United World College (UWC) in Mostar and the Interna-
tional Baccalaureate Diploma Programme as an example. In conclusion, 
we shall discuss the possible wider lessons to be learned for history teach-
ing in post-conflict situations.

One of the main recommendations—in a recent conference that addressed 
the challenges of teaching history in societies emerging from violent con-
flict—for educators, historians, social scientists, and education ministry offi-
cials from around the world, was the need to identify teaching methods that 
are most successful in promoting moral development and social agency as 
goals of history education (Cole & Barsalou, 2006). This chapter elaborates 
on deliberative communication as such a method in the context of Bosnia.

Our approach relies heavily on the idea of peace building education as 
presented in Bush and Saltarelli (2000), which suggest negotiation skills, 
conflict management, and noncompetitive dialogue as means of helping 
students to accept differences between and within groups, particularly in 
regions characterized by latent violence. Bosnia and Herzegovina is precisely 
such a region, and it is argued that deliberative communication is a fea-
sible way of allowing students to articulate and accept differences.
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The Historical Construction of Civic Identity 
among Young Bosnia-Herzegovinians

The extensive international Youth and History survey, conducted from 
1995 to 1997, studied the understanding of the past, present, and future 
of the youth in various European countries (Angvik & von Borries, 
1997). As a spin-off of the main survey, in 1999 to 2000 more than 900 
eighth-grade pupils from all parts of Bosnia and Herzegovina represent-
ing all national groups filled the survey questionnaire. Torsti, co-author of 
this chapter, managed the survey in Bosnia and Herzegovina. In Torsti’s 
analysis of the survey, the students were considered agents whose histori-
cally constructed ideas and concepts were at the focus of the attention. 
Such ideas and concepts were considered as presenting social facts present 
in post-war Bosnian society (Torsti, 2003).3

To contextualize such an analysis, we had to look at the postwar 
historical context in Bosnia and Herzegovina through the presence of 
history. Here, the focus was on school history textbooks and historical 
culture more generally. Historical culture is understood as part of the 
culture where people face the past and try to come to terms with it. It 
includes mechanisms and avenues where knowledge about the past can 
be produced, transmitted, presented, used and experienced within a soci-
ety. Crucially important is the understanding that historical culture exists 
within society in several forms and ways and emerges through a group of 
channels from state approved memorials and curricula to the sphere of 
cultural institutions, architecture and mass consumption (Torsti, 2003, 
see also Hentilä, 2001 and Aronsson, 2000).

Divided Historical Culture and History 
Textbooks Surrounding the Youth 4 

Torsti’s (2003) descriptive analysis of the presence of history in wartime 
and postwar Bosnia and Herzegovina illustrated the division of histori-
cal culture into three separate—and even opposing—cultures that had 
resulted from a dramatic and aggressive, conscious process.

First, the analysis of eighth-grade (the eighth grade was the last year of 
obligatory schooling at the time of the research) history textbooks used 
by the three Bosnian national communities in postwar Bosnia and Herze-
govina demonstrated how presentations of the past among the three com-
munities created hostile images of the country’s other national groups. 
An “us-them” dichotomous representation of the parties was the most 
important finding of the extensive textbook analysis conducted by Torsti 
(2003). We could also note here that, while differing and even opposing 
each other in content, when dealing with such topics as the Second World 
War, the textbooks used by the three Bosnian communities also shared 
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one characteristic: the recognition of connection between past and pres-
ent. In particular, previous wars typically served as reference background 
for the recent conflict. The book used by the Bosnian Serbs, for example, 
referred to the Serb warrior myth stating how Serbs “had to defend their 
rights again with guns” in the context of the 1990s (Gac´es-a, Mladen-
ovic, Maksinovic, & Zivkovic´ 1997, p. 96). In a similar manner, the Bos-
niak textbooks stated how “the Serb-chetnik genocide on Muslims has 
deep roots,” thus referring to the genocide as a typical historical fate of 
Bosnian Muslims (Imamovic´, Pelesic´, & Ganibegovic´, 1994, p. 96).

In conclusion it was stated that, while stereotypical images of differ-
ent nations are quite typical in history textbooks, the concentration on 
enemy images of other national groups should be considered particu-
larly problematic in the Bosnian context because the country’s intention, 
as expressed in the Dayton Peace Agreement, is to be multicultural and 
multinational.

A recent study on history textbooks used in Bosnia and Herzegovina 
in 2007 applied the analysis suggested by Torsti (2003) and reconfirmed 
most of her findings related to textbooks used eight years earlier.5 Thus, 
twelve years after the war, no substantial change has occurred in the his-
tory textbooks used by the three curricula in place in the area.

In addition to the history textbook analysis, the historical culture and 
its division in postwar Bosnia and Herzegovina were analyzed by Torsti 
(2003) to provide the full societal context for the Youth and History 
project analysis on the thinking of the young people in the postwar era. 
Three categories were identified in analysis: (1) the destruction and recon-
struction of physical symbols (i.e., religious objects), (2) the division of 
national symbols and language, and (3) historical culture as illustrated 
through various cultural artifacts.

Tendencies among the differing historical cultures were uncovered. 
Among the Bosnian Serbs, the signaling aspect was crucial: historical cul-
ture was used to signal to others the mastering of territory or institutions. 
Destruction and forgetting the past was also characteristic. For example, 
the tourist brochures of Banja Luka, capital of Bosnian Serbs, “forgot” to 
mention the Turkish heritage and history of the city, but rather focused 
on the glorious future of the “Bosnian Serb capital.” The forgetting was 
possible because of the destruction of all mosques (i.e., remnants of the 
Turkish past).

Among Bosnian Croats, language played a particular role in the con-
struction of the separate historical culture. The construction of new 
buildings and other artifacts expressed the need to signal messages to 
others. As a whole, the creation of new culture was central, first through 
the identification with mother-Croatia (the state of Croatia) and secondly 
as part of Herzegovina.
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The third variant of the historical culture prevalent among Bosniaks 
(Bosnian Muslims) and pro-Bosnia-orientated areas did not seem to stress 
the creation of a new culture and appeared unwilling to accept the inevi-
table changes in historical culture, for example, by describing the cities in 
tourist brochures as they were before the war rather than as they were in 
the postwar situation. Simultaneously, however, the third form of historical 
culture stressed the need for universal symbols of state and other forms of 
universality of Bosnia and Bosnians. The difficulty and artificiality of this 
process is seen in the fact that many of the new products (flag, national 
anthem) were imported from outside.

Simil arities in the Historical
Identity of Young Bosnians 6 

The reception of history in the societal and educational context 
described above was studied through the Youth and History descriptive 
statistic survey analysis of the answers from 907 pupils in the eighth grade 
to forty-eight questions, which, in total, included 280 items. The answers 
of the Bosnian national groups were compared to each other and to other 
European country samples. The main analyses were performed on single-
item level using cross-tabulations and comparison of means as methods. 
The correlation coefficients were also used to detect the connections and 
associations between the variables. Constructs (scales and factors) were 
also built in some cases after the single-item level analyses.

The analysis showed that in most questions, the Bosnian national 
groups differed only marginally from one another in their responses. The 
differences among Bosnian national groups existed merely in the inten-
sity of historical analysis, not in the dimensions of thinking. Based on 
detailed statistical tests and analyses, it could be stated that the thoughts 
and attitudes of young Bosnians as expressed in the Youth and History 
survey demonstrated that young Bosnians, Croats, and Serbs shared their 
representations to a large extent. This means that, for example, Bosnian 
Croat youth belonged together with their Bosnian peers rather than with 
the young people from Croatia proper. This result seems to suggest that 
opposing historical culture and textbooks cannot change the historically 
constructed identity, at least not overnight.

In the European comparison, Bosnians formed statistically a single 
group. The similarity was measured by a cluster analysis. Together, with 
the overall similarity of all Bosnian national groups, the most important 
conclusions of the Youth and History survey in Bosnia and Herzegovina 
in the European comparison illustrated great belief in future peace among 
all Bosnian national groups. Also, wars were not considered important 
factors of change in history.
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Deliberative Communication as a
New Frame of Cl assroom Discourse

Above, we have illustrated the contradiction between the divided his-
torical culture and shared historical identity of young Bosnians when ana-
lyzed in the European comparison. This leads to a dilemma of enabling 
the development of education that would challenge the existing divided 
historical culture and segregated textbooks, and thereby make room for the 
recognition of the historically constructed shared identity of young Bos-
nians. Let us look at deliberative communication as a possible concept.7

Deliberative communication as an educational concept is founded on 
Dewey’s (1980) ideas of a school as a miniforum of democracy and Hab-
ermas’s (1984) theory of communicative action as the way to transform 
society. Deliberative communication means an open, multilateral human 
interaction, the purpose of the participants being not to persuade each 
other to refer to the will of the majority but to give voice to as many views 
as possible and to provide time and space for their elaboration and arbi-
tration (i.e., deliberation). In such a communication, there are chances 
for everybody, not just for the fastest and the most articulate (Habermas, 
1984). While Habermas regards deliberation as a criterion of democratic 
decision making, Dewey (1980) advocates deliberation specifically as a 
democratic classroom process.

The aim of deliberative communication is to reach a consensus, instead 
of a majority opinion, and the consensus would be based on symmetry in 
regard to the power relations of the participants. According to the premises 
of the theory, in a symmetric negotiation, coalitions to beat somebody’s 
view are not appropriate. Neither are opportune compromises. Consen-
sus means a genuine inclusion of the arguments of all participants.

Deliberation is a democratic way of meaning attribution. In the process 
of deliberation, the meaning of such concepts as “democracy,” “nation,” 
“human rights,” “welfare state,” and “collective security” is decided by 
different persons and groups through mutual exchange of experiences, 
aspirations, and value statements. Deliberation as meaning construction 
leads us to school education, in which making abstract concepts meaning-
ful is one of the purposes (Englund, 2006).

In the Habermasian view, deliberative communication is a prerequisite 
of advanced democracy where the civic power of a person is not restricted 
to a vote on a ballot but expanded to her or his right and opportunity to 
present individual arguments and take part in the dialogue of argumen-
tation. In a case of a multiethnic state, deliberative democracy implies 
preconditions for confidence building and peace. Deliberative communi-
cation is therefore one of the key concepts of sustainable civic education 
in a post-conflict society.8
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Deliberative Communication in Schools: 
Schools as Public Spaces with

 a Preference for Pluralism

In the following section, theories of Dewey (1980) and Habermas (1984) 
are reflected on with regard to the constitution of post-conflict education, 
with references to the situation in today’s Bosnia and Herzegovina. In an 
open society, school is one of the public arenas of free communication. 
Schools provide a place where individuals learn to come to terms with 
“the other” and may safely exchange views and aspirations across groups. 
For such a purpose, to provide an arena for deliberative communication, 
looking from our theoretical premises, a school has to meet the three 
requirements presented below.

The first requirement is that the basic schools are common to all chil-
dren. This requirement is not fulfilled in today’s Bosnia and Herzegovina, 
as schools are ethnically divided. Exceptions are rare. In the city of Mostar, 
one local gymnasium known as the “old Gymnasium” today is, after strong 
pressure and considerable material support by the international commu-
nity, attended by both Croats and Bosniaks. Still, it is only the building 
and school administration that are common. The curricula are separate, 
and there are no structures that would support the creation of a common 
identity, “our school.” Young Croats and Bosniaks have no opportunity to 
discuss their divergent views of the past and future in the classroom.

The second requirement concerns the concept of multiculturalism. All 
over Europe, the political doctrine of multiculturalism, one of the guid-
ing educational principles of the 1980s, has recently been counteracted by 
a demand for integration. The multiculturalism of the 1980s implied the 
expansion of the cultural rights of the minorities. Minorities in society were 
expected to have their own cultural institutions, even if that meant a breach to 
norms of the mainstream culture and led, for instance, to segregated schools, 
Islamic schools being the most illustrative example. Today, in many Western 
countries, the pursuit of integration has been resumed for the sake of social 
harmony. However, often, the people who are asked to get integrated actu-
ally feel repressed. They claim to feel safe only within a frame of multicultural-
ism that allows for them to maintain their own (separate) cultural institutions. 
Multiculturalism, when understood under the umbrella of deliberative com-
munication, means an opportunity for an open and regular encounter with 
the “other” within integrated institutions. Through deliberative communica-
tion, multiculturalism can be made into an asset rather than a risk in a society. 
In Bosnia and Herzegovina, multiculturalism is not part of schooling and the 
attempts of the international community have been focused on integration 
rather than on achieving true multiculturalism. Deliberative communication 
provides a theoretical frame for the accommodation of the principles of inte-
gration and multiculturalism at the same time.

pal-mcglynn-13.indd   221pal-mcglynn-13.indd   221 1/20/09   10:32:50 AM1/20/09   10:32:50 AM



Pilvi Torsti and Sirkka Ahonen222

The third requirement is intersubjectivity in communication. Dewey 
(1976) was the first educationalist to stress the potential of intersubjectivity 
in knowledge formation. He started with the assumption that the acqui-
sition of knowledge starts from a problem and proceeds as a problem-
solving process but pointed out that the process is not individual. It is in 
a social situation that different aspects of a problem are illuminated and a 
person’s habitual view is challenged (Dewey). Deliberative communica-
tion in school is founded on the Deweyan view of education as a process 
rather than a substance. Education is seen as a process of deliberation 
between people with different experiences. The procedural aspect thus 
defines school as a democratic forum.9

Deliberative Communication in
History Education: From Hegemonic

Stories to a Dialogue of Stories

In the school subject history, traditional textbooks tend to provide a 
hegemonic representation and interpretation of the past. This is especially 
true about national history, which often is written as separate chapters or 
even as one separate book. The first part of this chapter brought up the 
segregation of one story into three hegemonic stories in the case of Bos-
nia and Herzegovina. In a deliberative classroom setting, the stories inter-
act. In the case of Bosnia and Herzegovina, the Croat, Serb and Bosniak 
students would learn about each others’ stories and compare them. For 
deliberation to take place, both the right and the opportunity to judge the 
foundations of the mutual stories are required. A reflection on the nature 
of historical knowledge guides us to find what is required for a good 
deliberative process in a history classroom (Ahonen, 1990).

Firstly, the students have the right to ask where from and how the 
historical knowledge is acquired. The requirement is fulfilled through the 
opportunity for critical work on historical evidence. Such work is not 
just a preliminary exercise but a constant dimension of the studies. Apart 
from being about truth, such work will teach the students to pay atten-
tion to the connotative nature of words and texts, especially in political 
documents.

Secondly, explanation of historical action in a deliberative classroom 
is based on a multiperspectival approach to history. The participants in 
a deliberation are free to apply their own point of view on the condition 
that they are open to the perspectives taken by other students. As the 
main rule, historical explanation is based on the intentions of the histori-
cal actors. Reenacting the intentions in their minds, the students practice 
the skill of empathizing with the opponent (Ahonen, 1990). Apart from 
being a method of history, such a skill is vital in the conflict-solving situ-
ations of the present time.
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Thirdly, judging past acts requires a recognition of the transgenerational 
nature of human societies, that it is to say, recognizing that the decisions 
and acts of today will be judged tomorrow. Even if history lessons are not 
meant for passing sentence and delivering penalties, there is an ethical 
dimension in human action, whether past or present. Honest and open 
deliberation is an attempt to fulfill the necessary requirement of objectiv-
ity in the judgment.

Even if the epistemological nature of historical knowledge is to be 
recognized in the classroom, history is not just a spin-off of history as 
an academic discipline. History fulfills a social function, as it serves the 
identity building of individuals and communities. In search of identity, 
members of a community tend to risk the intellectual requirements of a 
strict objectivity.10 The solution to the problem is built into the concept 
of deliberative communication. If the students are not expected to con-
form to the mainstream collective identity but, instead, are given the free-
dom and informative resources to build their historical identity on their 
own transgenerational experience, neither their intellectual integrity nor 
their social needs will be violated. An open encounter with the histori-
cal identifications of their friends and open discussion therefore will not 
disrupt their positive identification with the past achievements of their 
affinity group.

A comparison between the characteristics of a traditional debate and a 
deliberative process illustrates the nature of deliberative communication 
as a pedagogical tool. While a debate is based on the opposition between 
defenders and critics of a certain interpretation of history, in deliberative 
communication the participants do not take opposite positions. They do 
not lock themselves in the positions of defense and opposition. Apart 
from bolstering their own story, they listen to the arguments of the other 
participants of the discussion. Through actively listening to each other, 
they will be able to embrace each others’ stories. Deliberative communi-
cation spares the participants from ending up as winners and losers. Even 
if participants do not give up the appreciation and pride of their own past, 
their perspective to the past gets widened.

In short, the rules of deliberative history classroom are the follow-
ing: (a) different stories of the past are disclosed and presented, (b) evi-
dence for the stories is brought up and the reliability of that evidence is 
discussed, (c) a sustainable dialogue between the stories is established 
through the recognition of their respective validity.

We have developed the model of deliberative communication for the 
classroom discourse in a post-conflict situation, such as Bosnia and Her-
zegovina, where the only sustainable educational model can be one that 
allows a discussion in an open mode.11 We shall now turn to presenting 
International Baccalaureate (IB) as one possible curriculum providing a 
context for deliberative communication in a classroom in Mostar, Bosnia 
and Herzegovina.
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History Cl assrooms as a Road toward 
Deliberative Democracy in a Post-conflict 

Society: Example of International Education 
in the United World College in Mostar

In this chapter, we have demonstrated the contradiction discovered in 
the empirical research on historical culture and historical consciousness 
of young people in Bosnia and Herzegovina. Although aspirations for 
peace were shared, the culture of history was divided. This led us to study 
deliberative communication as a way to deal with divided history and as 
a means to bolster the historical consciousness in a post-conflict society. 
Deliberation is the way of a true civic society, where people identify with 
commonly shared liberties, opportunities, and values rather than with 
ethnic differences. For young people in Bosnia and Herzegovina, delib-
erative communication is a way to become socialized in an open society, 
where both information and arguments are expected to be transparent.

UWC, which opened in September 2006 as part of the Mostar Gym-
nasium, has been the first place since the war to teach history for six-
teen- to eighteen-year-old students from all Bosnian national groups in 
the same classroom.12 The curriculum is the International Baccalaureate 
Diploma Programme (IBDP), which is recognized as the world-leading 
international school-leaving certificate. Thus, the approach of interna-
tional education13 is being utilized to allow for a possibility of deliberation 
in classroom and history education.

We can see the suitability of the IB’s approach in providing the curric-
ular foundation for deliberative communication in education from basic 
features of international education defined by the former director general 
of the International Baccalaureate Office, George Walker (2002/2004). 
Among the features are the following requirements:

1. Students should be taught the art of negotiation.
2. Students should be taught to understand other nations’ priorities. 
3. Students should be taught awareness and understanding of the dif-

ference between national groups, for that provides the basis for 
tolerance.

In an international history classroom in Bosnia and Herzegovina, 
for example, the problem of nation-building in the areas inhabited by 
Bosniaks, leads to a deliberation about the meaning of the concept of 
“nation.” Meaning is constructed through an intersubjective exchange of 
information and views. From this follows the discussion on the concept 
of “state” and “nation-state,” which will, through the deliberation, be 
broadened into a meaning continuum of “ethnic-civic state.”

The curriculum of the IB enables a multiperspectival and interactive 
approach to history. In the Bosnian context, the syllabus allows a choice 
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of the Balkan area as a special focus of twentieth-century European his-
tory. This way the national story will be studied in the context of wider 
European and international developments. The combination of facing up 
to the native past and considering it from an international perspective can 
be healing for the historical traumas of a community.

In an international classroom with a deliberative approach and an open 
door to sensitive historical issues, young people are able to realize that 
their community is not alone in dealing with traumatizing memories. The 
memories can be dealt with, and the reconciliatory opportunities shared. 
The processing of collective memories in the classroom is in accordance 
with Dewey’s (1976, 1980) appeal to schools to practice a “continuous 
reconstruction of experience,” which Dewey considered to be a road to 
a better future society (Dewey). The classic educational legacy of Dewey 
thus meets the quest for international understanding as expressed in the 
IB curriculum.

Conclusion: Wider Lessons of Bosnia and 
United World College in Mostar for History 

Education in Post-conflict Situations

This chapter presented Torsti’s (2003) empirical research, which con-
cluded in a contradiction. A few years after the war in Bosnia and Herze-
govina, the culture of history and history textbooks represented deeply 
divided national realities. Young people in Bosnia and Herzegovina rep-
resenting all three national groups, however, demonstrated an histori-
cal identity that did not reflect national differences. This result creates a 
pedagogical challenge. The similarity of the historical identity of young 
Bosnians in terms of general values and attitudes toward the past sug-
gests a possibility for mutual understanding. Yet, in the current segre-
gated system and curriculum, that is hardly possible. Therefore, it seemed 
very important to develop a pedagogical tool and context that allows the 
young people to articulate their views and different stories as part of his-
tory education.

This led us to develop the concept of deliberative communication as 
an educational tool in this chapter. The concept was deduced from the 
theory of deliberative democracy as developed by Habermas.(1984) Delib-
erative communication incorporates the socioethical ideas of democracy 
and the inviolability of intellectual honesty. As post-conflict education is 
both an ethical project and a pursuit of truth, the process and atmosphere 
of learning is a matter of pedagogical innovation. All traces of manipula-
tive practices are suspected of being conflict-feeding rather than conflict-
reconciling.

In the development of the post-conflict history education in the pilot 
case of the UWC in Mostar, the deduction of educational principles 
from the concept of deliberative communication has proved feasible. 
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No contradictions between the deliberative approach and requirements 
of the existing multicultural situation or the curriculum of the IB have 
arisen. On the contrary, the IB curriculum, through the demands of in-
depth studies and critical thinking, has proved a supportive context for 
the introduction of deliberative communication.

In regard to schools in other post-conflict countries, deliberative 
communication as such does not require an international curriculum 
like the IB. School curricula are normally written in national terms. In 
a post-conflict situation, however, the “nation” is most often ethnically, 
socially, politically, or religiously divided, and if education is expected not 
to accentuate or perpetuate the divisions, the school curriculum, both 
substantively and procedurally, has to be as inclusive as possible. In this 
chapter, deliberative communication was suggested to provide the proce-
dural inclusiveness.

Concerning the role of international interventions in general, it has 
also been noted that, in many societies, history teaching has been sus-
pended altogether immediately after conflict, for it may take a decade 
or more to reform history curricula and reach consensus as to what to 
teach. In such situations, assistance from “outsiders” can be vital (Cole & 
Barsalou, 2006, p. 1).

The curriculum development in the UWC in Mostar is in a pilot phase. 
Only after an empirical follow-up study will a conclusive evaluation of 
the pedagogical feasibility of deliberative communication be possible. The 
same applies for its possible impact on students. Today, we can only pro-
vide the logical arguments, originally based on the pragmatic theories of 
Dewey (1980) and Habermas (1984, 1996). We offer the arguments for 
the benefit of educators who want to respond to the challenges of a post-
conflict situation in their countries.

Notes

 1. For example, the last census in Bosnia and Herzegovina as part of Yugo-
slavia in 1981 demonstrated the growing number of people declaring 
themselves as Yugoslavs. See Sells (1996, p. 8) and Almond (1994, p. 
180).

 2. Bosnia and Herzegovina suffered from a brutal conflict in 1992 to 1995. 
What started as an aggression of the Yugoslav army and Bosnian Serb 
paramilitary troops against the newly independent state of Bosnia and 
Herzegovina became characterized as a civil war in the latter years of the 
conflict. Of the approximately four million Bosnians, 50 percent became 
either refugees abroad or displaced within their country, over 100,000 
people, most of them civilians, died, and tens of thousands went miss-
ing. The war ended in the Dayton Peace Agreement in November 1995, 
which managed to stop the war but created a very complicated state 
structure that, together with enormous material and human losses caused 
by the war, has caused the postwar notion to prevail inside the country, 

pal-mcglynn-13.indd   226pal-mcglynn-13.indd   226 1/20/09   10:32:51 AM1/20/09   10:32:51 AM



Deliberative History Classes for a Post-conflict Society 227

which was last concluded by the report of International Crisis Group in 
2007, which stated, “Bosnia remains unready for unguided ownership of 
its future—ethnic nationalism remains too strong” (Ensuring Bosnia’s 
Future: February 2007). In education, the internationally created situ-
ation of thirteen ministers of education has remained in place (see Cole 
& Barsalou, 2006). For further analysis on the nature of post-conflict 
Bosnia and Herzegovina, see references in Torsti (2003, pp. 98–105), 
Crampton (2002, p. 268) and Chandler (1999).

 3. The idea of “social facts” entails concepts, definitions, theories, and so forth, 
which involve collective intentionality and are formed by agents (individuals, 
groups, parties, etc.) within the social setting; see Collin (1997).

 4. For the full analysis, see Torsti (2003, pp. 115–258).
 5. Obrazovanje u Bosni i Hercegovini: Cemu ucimo djecu? Analiza sadrzaja udz-

benika nacionalne grupe predmeta. [Education in Bosnia and Herzegovina: 
What do we teach to children? Analysis of the contents of textbooks in the 
national group of subjects] Program podrske obrazovanju [Program for 
educational support]. Fond otvoreno drustvo Bosni i Hercegovina. 2007.

 6. For the full analysis, see Torsti (2003, pp. 259–322).
 7. We could note here the conclusion of academic experts and educational-

ists with experience from post-conflict history teaching, which stresses 
the importance of pedagogy for the reform efforts. The way history is 
taught should take priority over curriculum revision in particular when 
resources are scarce. Also, pedagogical reform may be less controver-
sial and threatening (and, therefore, more attractive) than attempts to 
change historical narratives through curriculum reform immediately after 
a conflict (Cole & Barsalou, 2006, pp. 1, 10). Deliberative communica-
tion is thus described in this chapter as a pedagogical tool for a post-
conflict classroom situation.

 8. For Habermas’s thoughts about the relationship between deliberative 
democracy and education, see Habermas (1996).

 9. For further understanding of what is meant by deliberative communi-
cation in education, note Swedish educationist Englund’s suggestion 
for the main characteristics: (a) different views are confronted with one 
another, and arguments for them are given time and space to be articu-
lated; (b) there is tolerance and respect for the concrete other, and partic-
ipants learn to listen to the other; c) elements of collective will-formation 
are present—that is, endeavor to reach consensus or at least temporary 
agreement. (Englund, 2006, 512).

 10. For more about identity building as a function of history education, see 
Ahonen (2001) and Ahonen (2005).

 11. It has been suggested that, in cases such as Bosnia where the conflict has 
ended through international intervention, it is most likely that historical 
narratives at schools are simplified and biased and often controversial 
(Cole & Barsalou, 2006, p. 1). This further stresses the importance of 
open-mode discussion in history teaching.
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 12. For more on the UWC in Mostar, see http://www.uwc-ibo.org or 
http://www.uwc.org.

 13. Attempts to define what is meant by international education have led to 
the idea of it as an inclusive umbrella term that can incorporate other 
more specific interpretations. We should note that international edu-
cation is not a synonym to international schools, but rather a broader 
concept for an educational approach. The editorial preface of the Educa-
tion Review’s special issue on international education used the following 
summary: “International, global, cross-cultural and comparative educa-
tion are different terms used to describe education which attempts—in 
greater or lesser degree—to come to grips with the increasing interde-
pendence that we face and to consider its relationship to learning” (Hayden, 
2006, p. 5)
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“Yeah, It Is  Important to Know 
Arabic—I Just Don’t

Like Learning It”
C an Jews Become Bilingual in the 

Palestinian-Jewish Integrated 
Bilingual Schools?

Zvi Bekerman

For the last decade, I have been studying integrated bilingual Palestin-
ian-Jewish schools in Israel. Identity construction and cultural negotia-
tion were the interests that brought me into this scene. However, I had 
little choice but to start paying attention to language because language 
was always marked in the activities I recorded. Language was marked 
because the teaching of both Arabic and Hebrew had been chosen as the 
main feature through which to mediate the encounter between the two 
populations involved, Jews and Palestinians, with their long history of 
conflict. It was assumed that the learning of the other group’s language 
was essential in fostering outgroup recognition and tolerance. Over the 
course of my research, I continually returned to the following question: 
how could an educational environment so committed to bilingualism and 
so invested in efforts to achieve bilingualism fail for one group (Jews) 
while being so successful for the other (Palestinians)?

Implications reverberating from this question occupy the scope of this 
article. After offering a limited review of theoretical issues related to bilingual 
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education, I will describe the sociopolitical context of the bilingual initia-
tive. I will then analyze some of the ethnographic data gathered during 
the study. Finally, I will try and draw some conclusions regarding the 
potential of bilingual initiatives to overcome contextual constraints.

Bilingual Education and
Contextual Limitations

Dual-language programs have been developing and increasing in num-
ber in the United States since the second half of the twentieth century 
(Freeman, Freeman, & Mercuri, 2005). There are a variety of models for 
dual-language programs. In particular, there are programs in which two 
language groups are simultaneously taught their two languages. There are 
also programs where two languages are taught to one language group. 
Regardless of the composition, research conducted on these programs has 
consistently shown their potential for developing high levels of academic 
achievement and cross-cultural awareness among participants (Gomez, 
Freeman, & Freeman, 2005; Howard & Christian, 2002; Thomas & Col-
lier, 2002).

Dual-language programs aspire to reach high standards of academic 
achievement; their students are expected to reach high literacy levels 
in both languages (Torres-Guzmán, 2002). These programs also seek 
to promote positive cross-cultural attitudes among their participants 
(Lindholm-Leary 2001). Dual-language programs vary in terms of the 
percentage of first-language (L1) and second-language (L2) instruction 
with models ranging from a 90/10 to 50/50 rate of instruction in both 
languages; variation can also be found regarding language distribution 
within the curriculum (Jong, 2002). Research shows that these types of 
language implementation may result in qualitative differences regarding 
the language input to which native and English Language Learners (ELL) 
participants are exposed and, thus, on their achievements.

Literature pertaining to L2 acquisition posits that multiple factors play 
a significant role in improving student motivation in acquiring and learn-
ing a second language. These include the status of the L2 in the immediate 
social context, the cultural beliefs of students about the target language, 
its speakers and culture, and parental encouragement and parental atti-
tudes toward the language being learned. Early studies by Gardener and 
Lambert (1972) considered motivation to learn a language as the primary 
force for enhancing or hindering the learning of a second language. The 
authors identified two classes of orientations—the integrative orientation 
and the instrumental orientation. The former describes the will to learn 
L2 so as to have contact and even identify with the L2 community. The 
latter refers to the desire to learn L2 for some practical goal. They sug-
gested that the integrative orientation would achieve greater L2 compe-
tence. Later studies (Clement & Kruidenier, 1983, 1985) have suggested 
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that these orientations might play similar roles depending on influences 
from the social milieu. More recent studies have added complexity to 
early schemes; intrinsic and extrinsic factors have problematized the rather 
simple instrumental and integrative divide (Noels, Pelletier, Clement, & 
Vallerand, 2003).

Educational contexts have also been shown to be as relevant as the 
social milieu in affecting learners’ motivation. Factors relevant to the learn-
ing situation, such as school facilities, course books, learning situations, 
changes in the educational context, and teachers’ attitudes and behav-
iors, have been shown to account for students’ motivation or lack there 
of (Donitsa-Schmidt, Inbar, & Shohamy, 2004; Dornyei, 2001, 2003; 
Inbar, Donitsa-Schmidt, & Shohamy, 2000). Moreover, L2 learning—
more than other school subjects—is considered to be deeply imbued in 
social and cultural contexts, making its learning a deeply social event. The 
learning process includes L2 culture as well as language learning (Wil-
liams, 1994).

Similar studies (Valdes, 1997) have pointed out that the success of 
these programs is dependent on the will of the native language majority 
population and their perceptions regarding the need of their children to 
become bilingual in a world going global. Tosi (1999) has shown the 
importance played by local conditions in individual communities as fac-
tors that contribute to language maintenance and revitalization. Close 
observations of dual-language practice have shown that contextual condi-
tions seem to influence the use of the minority language by both ELL and 
native learners (Edelsky, 1996; McCollum, 1999). External social factors 
have been shown to influence social informal activities in dual-language 
programs exposing the students’ preferences to interact with children 
from their ingroup when choosing, for example, with whom to sit or 
whom to invite home (Lambert & Cazabon, 1994). Other studies have 
shown the dominance of the L1 and native speakers in the dual-language 
classroom suggesting that this is a product of the dominance of L1 in the 
larger context (Amrein & Peña, 2000). Such conclusions point toward 
the possibility that these programs tend to replicate outside social and 
political realities (Amrein & Peña, 2000; Freeman, 1998; Valdes, 1998).

It has also been suggested that language plays a crucial role in social 
interaction and the transmission of cultural and social values (Fishman, 
1970, 1997; Safran, 1999). As a symbolic system, language not only con-
structs social identity but also may solidify or revitalize national or ethnic 
identities and loyalties (Fishman, 1989; Haarmann, 1986; Smith, 1998). 
Thus, one may consider language to be a sociocultural resource used 
by nations to unify and separate national or ethnic groups into discrete 
speech communities, each with its own level of access to concomitant 
social resources and each loyal to its own divergent, linguistically con-
structed culture (Haslett, 1989; Scollon & Scollon, 1981).
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Two comprehensive reviews (Genesee & Gandara, 1999; Slavin & 
Cooper, 1999) have examined the influence of bilingual and cooperative 
learning on prejudice, discrimination, and the acquisition of new cultural 
paradigms. Genesee and Gandara emphasize that, if bilingual education is 
to improve intergroup attitudes and relationships, explicit attention must 
be given to societally based intergroup factors. Slavin and Cooper point 
toward the relevance of stressing pedagogical factors, such as cooperative 
educational approaches, so as to create conditions for reframing cultural 
relations.

In bilingual programs, intergroup power relations play an important 
role in either reproducing or overcoming conditions that subordinate lan-
guage minority students and their communities (Paulston, 1994; Ricento 
& Hornberger, 1996).

Recent studies conducted by Papademeter and Routoulas (2001) 
emphasize the ambivalence reflected in the views and opinions of minor-
ity immigrant groups toward bilingual and bicultural education. Bissoon-
auth and Offord (2001) suggest that the association of language with 
high status and prestige influences language use in multilingual societies. 
Obeng (2000) shows how attitudes encompassing a wide spectrum of 
values, beliefs, and emotions concerning language influence participants’ 
perspectives toward languages in general and toward educational bilin-
gual initiatives in particular.

Ricento (2000) has challenged researchers to integrate micro and macro 
levels  of investigation so as to provide better explanations for language 
behavior than those currently available. This suggests that the ecology of 
language paradigm might be in need of further conceptual development to 
better serve the needs of language education planning in the future. It is 
toward this challenge that the following description and analysis work.

The Sociopolitical Context

The Israeli-Palestinian conflict can be traced to the beginning of Zionist 
colonialization of Palestine toward the end of the nineteenth century. 
Claimed by Jews to be the land of their birthright, this seemingly intrac-
table conflict produced at least two dominant ideological discourses (one 
Jewish, one Palestinian) concerning control of the land and recognition 
of group sovereignty. Historically, the region was never autonomously 
controlled, having a long history of colonial and imperial rule (Khalidi, 
1997). The 1948 war, called the War of Independence by Israelis, and the 
Naqbe (the Catastrophe) by Palestinians, was the first open military clash 
between Zionist and Palestinian nationalist movements. Palestinians in 
Israel (20 percent) are an indigenous minority, who formed the majority 
in Palestine (two-thirds of the population) until 1947.

The ongoing Israeli occupation of the Gaza strip and the West Bank 
since 1967 and the Intifada outbreaks in 1997 and 2000 brought about 
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events that shattered the optimism for a peaceful solution that emerged 
after the Oslo agreements between the Israeli government and the Pal-
estinian Liberation Organization (PLO) in 1993. It remains to be seen 
whether the recent disengagement from the Gaza strip holds any future 
promises; the 2006 second Lebanese war and the recent overtake by 
Hamas of the Gaza area of the Palestinian Authority leave little place for 
optimism.

In spite of Israel’s declared goals of offering equal opportunity to all 
its citizens through the educational system, the gap between the Jewish 
and Palestinian sectors remains. For example, in 1991, 45.4 percent Pal-
estinian and 67.3 percent Jewish children earned a matriculation diploma, 
while in 2001, the percentage increased to 59.1 percent and 69.7 percent, 
respectively (Statistical Abstract of Israel, 2002). As of today, Israel has no 
official multicultural educational policies. The Jewish curriculum focuses 
on national Jewish content and Jewish nation building, and the Palestin-
ian curriculum is sanitized of any national Palestinian content (Rouhana, 
1997). While Jewish students are called to engage in the collective Jewish 
national enterprise, Palestinian students are expected to accept the defini-
tion of Israel as a Jewish democratic state (Al-Haj, 2005; Gordon, 2005). 
All in all, the Palestinian educational system in Israel lacks the preferential 
support given by the government to the Jewish educational system, thus 
creating an enormous gap and leaving the Palestinian educational system 
behind.

Setting and Method

The school under study is the largest integrated school in Israel today. For 
the most part, the school uses the regular curriculum of the state school 
system with the major difference being that both Hebrew and Arabic are 
used as languages of instruction. The school has adopted what has been 
characterized as a strong additive bilingual approach, which emphasizes 
symmetry between both languages in all aspects of instruction (Garcia, 
1997). In terms of aims and processes, it is to be assumed that the ini-
tiators of the bilingual project would agree with Skutnabb-Kangas and 
Garcia’s (1995) three main benefits of an effective bilingual educational 
project: (1) a high level of multilingualism, (2) equal opportunity for 
academic achievement, and (3) a strong, positive multilingual and multi-
cultural identity, including positive attitudes toward self and others. The 
school has adhered to an ideology that emphasizes the need to sustain 
symmetry at all organizational, curricular, and practical levels. They have 
been successful in sustaining this goal by securing the presence of a rather 
well-balanced body of students and the services of a well-balanced edu-
cational staff, both a Palestinian and a Jewish teacher in each class and a 
Palestinian and a Jewish school principal.
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I have been researching this school through a long-standing ethno-
graphic effort that included the gathering of information through field 
observations and videotaping of multiple classroom activities and school 
events (over two-hundred hours); interviewing representatives of all 
school stakeholders, principals, teachers, parents, and students (over 100 
interviews were conducted); and the collection of school documents and 
curricular materials. The effort was conducted by a team that, at all times, 
included bilingual (Hebrew, Arabic) research assistants from both ethnic 
groups (Palestinians and Jews). Space constrains prevent me from going 
into much detail. Those interested in the methodological and descrip-
tive details are encouraged to consult some of my previously published 
work (Bekerman, 2003a, 2003b, 2004, 2005; Bekerman & Maoz, 2005; 
Bekerman & Nir, 2006; Bekerman & Shhadi, 2003). In addition, other 
scholars who have researched these schools and their work should also be 
considered (Feuerverger, 1998; Glazier, 2003, 2004).

The school counted 254 children in the 2004 to 2005 academic year 
and 306 students for the 2005 to 2006 academic year (the years from 
which the data is rendered), with a total of ten and twelve classrooms, 
respectively. The classrooms ranged from kindergarten to sixth grade dur-
ing the first year of our research and added the seventh grade (middle 
school) in the second year.

During the first year, our research focused on the first and third grades 
and continued into the second and fourth grades during the second year. 
The first-grade class had thirty-two children (fifteen Palestinians and sev-
enteen Jews) and the third-grade class had twenty-nine children (thirteen 
Palestinians and sixteen Jews).

All six homeroom teachers who we observed hold degrees in educa-
tion, three of them in special education. Three hold an MA degree and 
one was working toward it. Two of the Jewish teachers had an intermedi-
ate and high command of the Arabic language, which allowed them to 
feel rather at ease in the bilingual environment. Two had no command 
of the Arabic language, in this sense being more representative of the 
school’s Jewish body of teachers.

Findings

On Language Practice

In this section we offer examples of events related to language use and 
how interactions and discourse were organized for Hebrew to be more 
prominent than Arabic.

The first scene is presented to give a sense of a very basic classroom 
exchange when only one teacher, in this case, the Palestinian teacher 
(PT), is present. The scene takes place in the first-grade class almost two 
months into the school year. Nun, the PT, has been dealing with some 
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administrative issues and has now informed the class that Yod, the Jewish 
co-teacher, will not be coming in to school today. In lines 1 and 3, Nun 
speaks in Arabic. The loud intervention of a Jewish student (JS Girl/
Boy) indicating she does not understand (line 4) the Arabic being spo-
ken requires attention by the teacher. She can respond in one of two 
ways. Either she will translate some of the words used in the last sentence 
into Hebrew or, because a Palestinian student (PS Girl/Boy) has already 
hinted in Hebrew at the content of the conversation (see line 6), she will 
continue in Arabic. Which option will be preferred is difficult to predict, 
but when dealing with what might be understood as not such important 
issues, the second option will be preferred (as in the case below). What 
usually will not happen is that the call by a Jewish student will be left unat-
tended. It is also important to remember that though we have records of 
Palestinian children not understanding Hebrew, we do not have records 
of loud intervention by Palestinian children demanding translation.

DVD No. 9–28/10/04-Palestinian Teacher teaches alone 1st grade—
Transcript lines 97–103
1 PT: ok Yod is sick today she will not come I will be with you alone
2 CLASS: no:::, yah:::
3 PT: please ((in English)) pay attention to me, help me seriously ok?
4 JSG: I DO NOT UNDERSTAND I DO NOT UNDERSTAND
5 TP: Y is sick, with fever
6 PSB: Does she have fever in her head
7 JSB: Virus
8 JSG: What, every body is sick in class now!
9 ((noise in class))
10 PT: ok, each one who has in his table children who are not here

Jewish students claim their language with ease.
In this next section, we see the PT starting a turn in Hebrew (line 2; 

underlined in English text), a Palestinian child taking a turn in Hebrew 
(line 3) and PT changing back into Arabic but integrating into her utter-
ances Hebrew words (lines 4–5). The use of Hebrew by the PT seems to 
be preferred because otherwise a somewhat important message regarding 
the need to contact absent students will not be understood by the Jewish 
children. Still, in line 9 the Jewish child complains about not understand-
ing. This statement brings Nun to integrate more Hebrew into her next 
turn (lines 10–11).

DVD No. 9–28/10/04 - Palestinian Teacher teaches alone 1st grade 
-Transcript lines 166–182
1 PT: I will sit, I ask not (X) ((teacher sits H’comes in))
2 PSB: ((laughing)) one more child came in. one more child.
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3 PT: you can see that I want to say a sentence and I can’t. I can’t say 
the sentence. From
4 today each child that is missing, every child who is missing from school, 
we want two children to
5 call
6 PSB: [me]
7 PSB: [why] two children and not one child
8 PT: we want two children do you know why, so if one forgets
9 JSG: I DO NOT UNDERSTAND
10 PT: If a child does not come to school each time, from us, two chil-
dren, will call ask why
11 he didn’t come to school why he did not come ok

When the two teachers are present in class, the Arabic language is man-
aged somewhat differently. When together, the teachers complement each 
other. The PT still integrates a few Hebrew words but much less than in 
the above examples, and the JT does not necessarily translate but adds to 
what is being said by, for example, conceptualizing the activity as a wider 
referential context.

Our last example related to language use shows conversational give and 
take among four children in the third grade. Three Palestinians (two girls 
and one boy) and a Jewish boy are working together on an assignment 
where they were asked to describe some experiences from the vacation 
they just had. The example clearly shows the pattern of language use that 
regularly develops among mixed groups. Even in this specific case, where 
three out of the four participants were Palestinian, the lingua franca used 
by the group was Hebrew. The Palestinians are the ones who sustain the 
floor (almost 85 percent of the time) and, for the most part, lead the con-
versation and activity. The two Palestinian girls lead the activity. Both are 
good students, one of them among the best in class and known for her 
strong political awareness. The Palestinian and Jewish boys are average 
students, but the Jewish boy is outstanding in that he frequently declares 
his willingness to learn Arabic and has, on multiple occasions, expressed 
his interest in Palestinian culture.

National pride and commitment to recognizing alterity are much 
of what could be needed to secure Arabic use. But even under these 
extremely favorable circumstances, Arabic is displaced and the Palestinian 
children speak more Hebrew (their second language) than Arabic (their 
first) while the Jewish student speaks only in Hebrew.

From our first analysis of this scene, we tried to identify the conditions 
under which Arabic might make its appearance. The following points 
became apparent:

1. Arabic seems to be used when one of the Palestinians involved in the 
interaction does not understand the activity that has been assigned. 
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Most of the strings of conversation in the segment are started by one 
of the Palestinian girls explaining to the Palestinian boy what needs to 
be done.

2. When such a situation occurs and another Palestinian student joins the 
conversation, there is a good chance he will join in speaking Arabic. 
When the Jewish child is involved in the conversation, all three Pales-
tinians speak Hebrew.

3. These rules are not fixed. However, they represent fairly well many of 
the events we recorded during formal activities in class (for informal 
activities, i.e., breaks, we have less information; although, when play-
ing in mixed groups, Hebrew seems to dominate).

On Language Use

When discussing the field notes and our observations, we raised ques-
tions regarding the choice of language use made by participants in the 
school setting. We discussed our belief that the Jewish group seemed to 
evade the use of Arabic particularly among the students but also among 
the teachers. In our notes, we had fairly good descriptions to substantiate 
these statements. Nevertheless, we wanted to go more into detail, hoping 
to better understand what was going on and how these doings got done. 
We report here on the first results from our first detailed analysis. In the 
following, we offer a first feel of our data as a whole. To achieve this, we 
found it useful to use certain quantitative measures, however crude they 
may be.

The transcripts we counted included six hours of classroom activity 
in the first grade and a similar amount in the third grade. These hours 
include both the Palestinian and Jewish teachers. In the second and the 
fourth grades, we counted two hours of Palestinian-Jewish co-teaching. 
We also recorded the Palestinian and Jewish teachers working individu-
ally (alone) in class. In each case, we counted four hours of activity. The 
recordings we report on include a variety of subjects such as language, 
math, and memorial days (Remembrance Day for Yitzhak Rabin, Holo-
caust Day Memorial).

Regarding the language of choice of the participating teachers and stu-
dents (Hebrew or Arabic), our findings show that the balance expected 
to be achieved between the languages is not attained. Out of the 2,511 
utterances counted in the transcripts under analysis, Jewish teachers 
expressed themselves in Hebrew 2,456 (97.81 percent) times, in Arabic 
26 (1.04 percent) times, and 29 (1.15 percent) times we counted events 
of code switching or code integration. In contrast, PTs used Arabic in 
1,563 (70.09 percent) out of 2,230 utterances, Hebrew in 221 (9.91 
percent) utterances, and code integration or switching on 446 (20.0 per-
cent) occasions.
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The children’s linguistic behavior mirrored the teachers’ and accentu-
ated it. Out of a total of 2,608 utterances made by Jewish students, 2,490 
(95.48 percent) were made in Hebrew, 84 (3.22 percent) in Arabic, and 
34 (1.30 percent) using code switching or code integration. Out of the 
1,540 utterances made by Palestinian students, 850 (55.19 percent) were 
made in Arabic, 672 (43.64 percent) were made in Hebrew, and 18 (1.17 
percent) involved code switching or integration.

When we looked further into different segments of the transcripts, we 
realized that the averages in language choice for the PTs had changed 
throughout the years. For the PTs, the choice to speak in Arabic grew 
from first grade (55 percent) to second grade (80 percent), stayed steady 
during third grade, but fell to 60 percent in fourth grade. When the PTs 
taught alone, the average use of Arabic did not rise. Throughout, the 
Jewish teachers maintained their 95 percent use of Hebrew. Again, it is 
difficult to explain these findings, and it would be irresponsible to posit 
any final conclusions. Still, it could be assumed that the increased rate 
of Arabic use from the first to the third grade is a result of the fact that 
the Jewish children are starting to recognize the language, which allows 
the PT to use it more in their daily conversation. The decrease of Arabic 
use in fourth grade could be connected to a sense of despair by the PT 
and an acceptance that the Jewish children, given present circumstances, 
might not go much further in their language acquisition. The presence of 
the Palestinian cohort throughout does not change the situation because 
their goals (as described by their parents) do not support a bilingual 
endeavor for their Jewish peers; moreover, Palestinian bilingualism is any-
way secured through the classroom practices.

The fact that when the PT teaches alone, the use of Arabic does not 
rise might be connected to the fact that (as in any other occasions) the 
use of Arabic by a PT is not dependant on her individual decision but is 
strongly related to the social context in which the language evolves. In 
our specific case, it is worth considering that although she is alone, and 
does not have to attune herself to her monolingual Jewish co-teacher; 
all other elements have remained the same. Both the Palestinian and the 
Jewish children have not changed and stick to their language behavior 
and expectations.

Children’s language choices remained rather steady. Palestinian chil-
dren chose Arabic 55 percent of the time, and Jewish children chose 
Hebrew 95 percent of the time. Palestinians decreased their choice for 
Arabic use as they grew older. In the first grade, we recorded 70 percent 
Arabic use, in the second grade, 56 percent Arabic use, and in the third 
grade 63 percent Arabic use. Finally, when a PT was alone in class, the 
Palestinian children averaged 66 percent turns in Arabic, and the Jewish 
children recorded a lower average use of Hebrew (87 percent). Possibly a 
good step toward increasing Jewish bilingualism would be longer periods 
where the PTs direct the class alone.
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What Children, Teachers, and Parents Say

Jewish children in the first grade seemed to have a pretty realistic assess-
ment of their knowledge of Arabic. Only two students said they know 
the language and the rest stated their difficulties and limitations, always 
adding that Arabic is not an easy language to learn. These difficulties did 
not seem to interfere with their sense that learning Arabic was impor-
tant. With the exception of two students, all others, for different reasons 
(“because there are Arabs around,” “because it is important to learn lan-
guages”), found learning Arabic important. Questions about Arabic at 
school allowed for some fascinating dialogues with the children. These 
dialogues revealed their deep understanding of the connection between 
politics and the school’s curriculum (“it aims at allowing for coexistence 
and peace”) and the connection between Arabic and Hebrew literacy and 
wider contexts (“Andi knows more Hebrew than I know Arabic because 
here in Jerusalem the majority speaks Hebrew”).

When asked about their perception of the Hebrew language, Pales-
tinian children in the same grade were generally very positive about the 
language. Some mentioned that Hebrew is a rather easy language to write 
(“the letters need not be connected”). Others mentioned the importance 
of knowing foreign languages or mentioned that Hebrew was helpful 
to get along with “security people,” and one, rather surprisingly, said, 
“because if I learn a lot I will feel like a Jew later.” This appreciation for 
Hebrew did not stand in the way of their understanding that learning 
Arabic was also very important to them because “it is our language.” The 
one student who was not so convinced that learning Arabic was important 
stated “because I’m Arab and I need to know Hebrew.”

Jewish children in the third grade testified as to having some knowl-
edge of the Arabic language. Only one student said she knows Arabic 
well, and one other student said that he does not know it at all. From 
the students who stated that they know some Arabic, some mentioned 
that they like it but immediately added that it is difficult. Other students 
were even less enthusiastic. Still, they all believed it was important to 
learn Arabic. Their responses were more articulated and complex than the 
responses articulated in first grade. The students emphasized the possibil-
ities that knowing Arabic afforded them in terms of communicating with 
Arab populations. Ein offered an answer that touched on problems of 
social justice and the need to offer recognition to the Palestinian minor-
ity. Dalet mentioned that she loves the Arabic language, but she just does 
not like learning it.

Palestinian children in the third grade agreed that the main characteris-
tic that set the school apart from other schools was its bilingual and bina-
tional character. Learning Hebrew was important for them so they could 
speak to Jews, have Jewish friends, understand the news, and because 
“I have too, I’m Arab and I need to know Hebrew.” Learning Arabic 
was important for more sentimental reasons: “It is our language.” Other 
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students, seemingly voicing their parents, emphasized the importance of 
knowing Hebrew for their future education when reaching the university 
and, even further, when joining the workforce.

Teachers in both groups expressed a strong belief in the bilingual 
agenda adopted by the school. Jewish teachers seemed to be much more 
ready to accept the reality, which was known to them all, that Jewish stu-
dents were lacking the expected competencies in Arabic. They sounded 
saddened by this fact but explained it as a natural outcome of a non-
supportive context. They also rested on the success they perceived the 
school was achieving in terms of guiding Jewish children on the path of 
recognition toward Palestinian culture. PTs strongly agreed with this last 
appreciation but expressed great dissatisfaction with the achievements of 
the Jewish cohort in Arabic. From their perspective, Arabic competency 
by the Jewish children was the most important entry point to the creation 
of a true dialogue among the children of both groups. They also empha-
sized that there could not be true cultural understanding if Arabic was not 
available to those interested in understanding it.

Jewish parents supported bilingualism as long as it did not harm edu-
cational excellence. They seemed satisfied with an educational initiative 
that allows them to substantiate their liberal positions and to offer their 
children cultural understanding and sensitivity toward the “other”: “We 
did want our children to learn Arabic, but given the context it is difficult 
and it will be enough [for them and us] to get to know Arabic culture and 
tradition.” If these goals were achieved, the lack of success in bilingual 
achievements could be forgiven.

Palestinian parents wanted the best education available for their chil-
dren, given the present Israeli sociopolitical context. Israel’s present 
sociopolitical conditions made it almost impossible for parents to dream 
about a soon-to-arrive, top-down, multicultural, multilingual policy. It 
is also not totally clear whether the parents would adopt such a policy if 
imposed. As members of the upper-middle socioeconomic sector of soci-
ety, they perceived education as a means to mobility in a world going 
global. Thus, they preferred an English lingua franca and high Hebrew 
literacy to achieve the dreams for their children’s future.

Discussion

As is the case in many bilingual programs, the bilingual school studied 
suffers from somewhat contradictory practices, perspectives, and expec-
tations in relation to its goals. The current Israeli sociopolitical context 
seems to discourage the teaching and learning of Arabic as L2. Even when 
the monetary resources are available to create a nearly perfect bilingual 
environment with declared, across-the-board, ideological support, bilin-
gualism for the Jewish population seems not able to take root.
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The ethnographic data exposed multiple practices that could not only 
be judged as contradictory to the bilingual principles but also as being 
well-attuned to the macrocontextual levels within which bilingual educa-
tion is embedded. Recent reports submitted to the schools by bilingual 
specialists have suggested the need to invest energies in helping the Jew-
ish faculty gain bilingual competencies, in encouraging Jewish parents to 
support and encourage their children in the pursue of bilingualism and 
in enriching the presence of the Arabic language in the school context 
(its physical environment and its formal and informal activities). Though 
adopting these measures could in some ways benefit the cause of bilin-
gualism, we should be careful not to find fault with the teachers and 
parents involved in our program. Blaming them for consciously or uncon-
sciously conveying negative messages about the minority language in spite 
of their overt efforts to create a school environment and a curriculum 
that represent a balanced bilingual effort would be clutching at straws. 
If placed anywhere, the “blame” should more accurately be placed on an 
adaptive, wider, sociopolitical system in which Arabic carries little sym-
bolic power. In Bourdieu’s (1991) terms, it can be said that, in general, 
in Israel, speakers of Hebrew have more cultural capital in the linguistic 
market place than those who speak Arabic. It seems clear that the social 
milieu affects Jewish learners’ motivations as much as it affects teachers’ 
behaviors and attitudes toward the learning and teaching of Arabic as a 
L2. Jewish children do not even need to consider holding an integrative 
orientation, and the sociopolitical context offers no instrumental reason 
to support viewing Arabic as a second language as an asset. At their best, 
intrinsic and extrinsic factors fail to encourage the learning of Arabic by 
Jews. At their worst, extrinsic factors (given the present monocultural 
policies in the conflicted Israeli society) are oppositional to gaining Arabic 
literacy.

Given the nature of language learning as a deeply social event and 
the strong connection between language learning and social and cultural 
contexts, one can hope that the failure of the Jewish group to learn Arabic 
as a L2 will not be detrimental, in the long run, to the declared aims of 
the bilingual schools. In particular, the goal is to instill in their students a 
sense of cross-cultural awareness and tolerance toward the “other.”

Note

  “This study is part of a longstanding research project, supported by the 
Bernard Van Leer Foundation. I want to thank Julia Schlam for her criti-
cal insights and assistance when editing the manuscript.”
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Teacher Preparation for Peace 
Education in South Africa

and the United States
Maintaining Commitment,
Courage, and Compassion

Candice C. Carter and Saloshna Vandeyar

Introduction
This chapter reviews experiences with transformation of teacher candi-
dates’ knowledge and skills in societies where human diversity and social 
injustice were highly associated. Following descriptions of instructional 
situations and responses to challenges faced in them is a discussion about 
sustained conflict-focused instruction and corresponding student engage-
ment. Compared are the contextual differences of teacher preparation in 
South Africa and the southern United States of America (USA), along 
with their effects. Recognized are commonalities in both instructional 
contexts beyond a shared vision of and commitment to peace through 
education. Student responses to transformative education highlighted 
crucial instructor dispositions for success with it.

Theoretical Foundation

Teacher education opens the window of pedagogical possibilities. It brings 
forth considerations about how learning occurs, as well as the purposes 
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for it. Across its various models, education for peace holds constant a 
goal of fostering learning that will support social cohesion, equity, and 
environmental preservation as well as reconstruction where it is needed 
(Salomon & Nevo, 2002; Wenden, 2004). Social cohesion and mutual 
understanding between populations that are experiencing strife are goals 
of learning, along with multicultural accommodation (Melnick & Zeich-
ner, 1997). Social justice education centers on transformation of inequi-
table opportunities that students learn to recognize and change as global 
citizens with local identities (Banks, 2008; Darling-Hammond, French, 
& Garcia-Lopez, 2002). While these foci have differed in emphasis when 
addressing the contextual conditions, such as structural inequality, that 
yield social inequities, they are grounded in a vision of societal harmony. 
Common across conceptions of education is the goal of transforming as 
well as learning about problems in society.

Transformative Pedagogy

Theoretical foundations of peace education evidence a clear focus on 
changing society through learning that supports the development of 
transformative knowledge, skills, and dispositions (Counts, 1932). Criti-
cal theory provides a lens for seeing the disparity in society and how its 
institutions contribute to the reproduction of power inequalities (Apple, 
1995; McLaren, 2003). Transformation of inequities can occur through 
liberatory education (Freire, 1998). One useful concept for recognizing 
power disparity is cultural capital (Bourdieu, 1977). The accommodated 
communication norms of school participants who exhibit dominant cul-
ture are an example of how cultural capital helps reproduce advantages 
for those who exhibit such behaviors (Lareau & Horvat, 1999). Other 
practices, which are commonly grounded in cultural capital, produce the 
antecedents of structural violence. For example, labeling students to sort 
them into different hierarchies of instructional richness is an ostensibly 
well-intended practice that enables a focus on the learning capabilities 
expected of students (Hudak & Kihn, 2001). Yet, patterns of labeling 
commonly evidence structural violence through reduction in opportunity 
to learn for lower-class populations. The recognizable role such practices 
have in reproduction of inequity has spawned visionary pedagogies predi-
cated on equitable access to education (Fine et al., 1998; Oakes, 1985; 
Page, 1991).

Vision, Commitment, and Courage

Peace education has at its core contextually responsive visions and efforts 
to manifest them (Harris & Morrison, 2003). A vision that sustains edu-
cators who commit to teaching for peace is a foundation of their practice 
that they pass on to their students (Hutchinson, 1996). Envisioning peace 
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is a productive skill that enables transformation of violence at macro and 
micro levels. People who have made major transformations of violence in 
their society held fast to their dreams and visions, without clarity of the 
processes that would manifest their aspirations (Canfield et al., 2005). 
Along with a picture of a peaceful context, other keys of peacemaking are 
(a) commitment to working for the contextual change and (b) maintain-
ing courage to face the often violent challenges in the transformation 
process (Diamond, 1999). Core to transformative teacher education is 
the sharing of a vision, a commitment to enacting it, and the courage to 
meet difficult challenges in those processes.

During circumstances that change, along with the society in which 
they are teaching, peace educators strive to exemplify the wide-awakeness 
that enables their pedagogical responsiveness (Greene, 1973). The many 
challenges educators experience, especially in peace education, highlight 
their crucial commitment to teaching. Discomfort with student responses 
to transformative content and activities is a catalyst for a teacher’s self-
work prior to and following lessons (Jacobson, 2003). When students 
challenge the knowledge and pedagogy of their teachers, courage is as 
necessary as commitment for sustaining peace education and recognizing 
what methods of it need to be changed for optimizing success with each 
group of students. Instructors in teacher education whose evaluations by 
their students are used in decisions about promotion or just continued 
employment have valid concerns about the effects of their pedagogy. Such 
situations underscore the need for care of themselves and of their stu-
dents. One way educators advance professional self-care occurs through 
communication with other instructors in which they destress while they 
share community and possibilities for effective instruction. The collabora-
tions of the instructors described in this chapter were part of that caring 
process. The need for care in education is clear, and imperative when educa-
tors feel a threat from their students, which occurs in experiential learning 
whereby the students learn to apply transformative concepts. Empathy and 
compassion, by other students as well as their instructors, for students 
who have psychological and social leaps to make in development are two 
tools for sustaining patience with and instruction of such students (Hoff-
man, 2000; Johnston, 2006; Lampert, 2003; Noddings, 1992). In rec-
ognition of missing awareness and skills of their students, peace-focused 
teacher educators develop learning activities that they hope will be facili-
tative of social amelioration through student development of the capaci-
ties to bring about interpersonal peace (Goldstein, 2002).

Experiential learning to address problems in their society, such as 
Dewey (1916) advocated, has often been more productive for teacher 
development than acquiring knowledge through banking activities. The 
banking model of education deposits information in students and typi-
cally retrieves it through recall activity (Freire, 1998). Transformative and 
social action approaches to multicultural diversity education are designed 
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not for transmission of existing norms and knowledge. Rather, they are 
learning opportunities for changing cognitive and behavioral norms that 
sustain violence, about which teachers-in-training from dominant cultures 
often have insufficient awareness. Transcending norms that sustain vio-
lence occurs with emotional and experiential maturity (Galtung, 2000). 
Such maturity develops from direct experience with proactive transforma-
tion of conflict and reflection that follows it. With this awareness, teacher 
educators have been designing and implementing instruction that gives 
their students opportunities for not only recognizing conflicts that under-
mine peace but also for experiencing proactive ways in which those con-
flicts can be addressed (Eisler & Miller, 2004). For example, they bring 
to the attention of students the effects of white privilege and the need to 
redistribute opportunities for success, which are impeded by racism and 
colorism.

Social Contexts

Resulting from the common vision in different locations, peace educa-
tion has a consistent goal of addressing structural violence, regardless of 
variations in different contexts for how that can be done. While human 
interactions vary due to cultural norms and variable rights for free speech, 
proactively responding to violence of any type involves deliberate behav-
iors that are contextually effective (Bekerman & McGlynn, 2007). As 
such, educational responses to forced ethnic and religious integration in 
schools have resulted with wide-ranging efforts in building social cohe-
sion, understanding, and justice. While some educators have implemented 
the contact method of integration, which has not been very effective 
and occasionally counterproductive, others have been able to facilitate 
intercultural understanding through sustained discourse within diverse 
groups.

Communication is crucial in responding to conflict (Deutsch, Cole-
man, & Marcus, 2006). Yet, how and when to optimally engage in inter-
personal discourse depends on cultural norms, the nature of the conflict, 
and felt readiness (Oetzel & Ting-Toomey, 2006). While successfully 
communicating in peace education about power relations and respon-
sibilities for transforming them, educators incorporate self-knowledge as 
well as awareness of their students’ needs (Hart & Hodson, 2004; Keat-
ing, 2007). The social contexts in which teacher educators enact peace 
education constrain their success when interactions with themselves and 
their students are fraught with negative thoughts and emotions. For 
example, self-doubt and lack of efficacy for managing classroom con-
versations about current issues can impede discussion facilitation, while 
fear of professional sanctions for accomplishing them are other impedi-
ments. Successful teacher educators develop strategies for accomplishing 
their goals with those constraints. One common picture of peace that 
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many educators maintain is the facilitation of cross-cultural understand-
ing and cooperation. Those are widespread goals for responding to the 
segregation and sectarianism that evidence structural violence. Teaching 
with strategies that work for students in the same class who have differ-
ent languages and cultural norms is a bridge to peace in transformative 
education.

Background

Reviewed here are the two contexts where we engaged in and researched 
teacher education. Although we were affiliated in peace-focused teacher 
preparation, we separately designed instruction for preparation of teachers 
in societies where social class struggles and identity politics had resulted 
in official, yet limited, social reconstruction. Results of mandating greater 
opportunities for historically oppressed peoples in those regions resulted 
with resistance by their dominant cultures and restructuring of inequi-
ties along original identity and other social class lines. Needed in both 
contexts were successful practices for reconstructive education. Retrench-
ment of structural violence after forced school integration was a common 
issue we faced, as well as our need for transforming resistance of students. 
While South Africa had experienced as an outcome of revolution the most 
recent change of its political and social statutes supporting social recon-
struction, in the USA a civil war followed by a civil rights movement that 
began a century later had not effectively redressed social and economic 
inequities, especially in its southern region. Regardless of the geographic 
and temporal distances of the two contexts, the challenges we faced in 
accomplishing peace education were similar.

South Africa

The African continent is rich in traditions of peace as well as recent initia-
tives for transforming conflict (Hoopers, 2000). The multitude of ways 
African cultures developed for peaceful conflict transformation are worthy 
of study. While Western psychologists explore the dynamics of self-con-
cept as an antecedence of peace and violence, they find that indigenous 
customs across Africa include caring through intensive affirmation. Along 
with other methods of peaceful transformation, a study of uMotho, which 
is approximately translated to “humanness” (Ramose, 1996; Sharra, 
2006), is worthwhile. As a legacy of colonialism in South Africa and the 
southern USA indigenous methods of peacemaking have been understud-
ied. Sociological concepts, such as race and other identifiers, along with 
a focus on justice, have dominated discourse about conflict. During this 
study, there was a dearth of literature about commitment, courage, and 
caring as responses to violence by educators.
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Historic Antecedents

In South Africa, “race remains the primary point of reference” (Soudien, 
1994, p. 56; Soudien, Carrim, & Sayed, 2004). Under apartheid, the 
minority white population used four essentialized classifications—white, 
African, colored, and Indian—to distinguish rights and maintain their 
power (Moodley & Adam, 2004). The latter three identity categories 
were further homogenized through the common representation of black-
ness and, consequently, in postapartheid discourse, the black experience 
(Potgieter, 2002). Identities were considered rigid and fixed, with white-
ness treated as morally, intellectually, and biologically superior, and black-
ness as subaltern. Education reflected this segregated and inequitable 
environment, with every aspect of schooling regulated according to race 
(Carrim, 1998; Sayed, 2001).

The need for rectification and parity in all aspects of education was 
imperative (Jansen, 2004; Sayed, 2001). Since 1994, various policies 
encouraged the process of desegregation (read: integration) in South 
Africa. The once segregated, bleached-out zones were being infused with 
different colors as white advantages were ostensibly ended. However, in 
many instances, they were retained through proxy. Examples included (a) 
maintaining the hegemonic institutional culture at many institutions by 
filling the lower ranks at historically white institutions with black appoin-
tees and (b) setting up structures that challenged the authority of the 
government, including school-governing bodies of former white public 
schools.

For many black laymen, the perception was that not much has changed 
for them since the advent of democracy. At the same time, many whites 
perceived a loss of privilege, as evident from a petition by a group of white 
students at the Union Buildings (Deon de Lange, 2006). The issue of 
affirmative action also unnerved a number of whites. Hence, there have 
been a large number of whites emigrating from South Africa.

Southern USA

Long after a civil war (in the 1860s) was fought in the USA, which 
officially outlawed slavery, social forms of resistance to those who 
become known as “coloreds” were entrenched so deeply that segrega-
tion became an acceptable norm in the southern USA. Separate facilities 
were designated for “white” and “colored” use. Unequally distributed 
public monies perpetuated structural violence based on people’s physical 
and social characteristics. Political struggles were at their height in the 
1960s when nonviolent protests succeeded in affecting political mandates 
for new civil rights of all citizens in the USA. Nevertheless, resistance 
to enacting those guaranteed rights remained. Inequality of educational 
opportunities was apparent in the social class reproduction that govern-
ment-funded schools produced through a variety of ways.
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Policy Variations

In response to inequitable learning opportunities that were particularly 
apparent along ethnic and cultural lines, education that accommodated 
and supported human diversity was advocated to different degrees across 
teacher education programs throughout the nation. Supplemental sup-
port programs, such as affirmative action, designed to advantage cultural 
minorities who are very underrepresented in universities, waxed and 
waned across regions of the country. Due to complaints of unfairness to 
others whose privileges were not officiated in policy, the state of Florida 
eliminated affirmative action at the close of the Twentieth Century. The 
variable support of those facing social and economic disadvantages in the 
USA mirrored the viewpoints of people who resented assistance programs 
for disadvantaged populations.

Diversity Education

Within teacher education courses that embodied four-year degree pro-
grams in the USA, learning about human diversity and methods of teach-
ing diverse populations were created in the last two decades. Spaces for 
such instruction typically existed in one mandated course focused on mul-
ticultural education. Additionally, proactive teacher educators created such 
learning opportunities in other required “methods” courses for teacher 
certification. Recognizable factors contributing to such opportunities are 
institutional policies that advocate multicultural education as well as the 
associated motivation and skill of teacher educators. Motivation and skill, 
which are typically products of personal and professional experiences that 
build efficacy, as well as peacebuilding, are valuable for creating proactive 
responses to conflict in uncomfortable situations that occur while work-
ing with notions of social justice.

Common Agenda

In our different societies with ongoing systemic violence, especially rac-
ism, we provide diversity education with a common goal of conflict trans-
formation; enabling recognition of and proactive responses to sources 
of intercultural violence. We incorporate critical theory and visioning of 
social cohesion through education. The wide-awakeness of our teacher 
candidates to their role in providing transformative education is one 
focus. Another includes the modeling of caring education that supports 
students who experience discomfort as a response to the transformative 
pedagogy, and those who have been victims of structural and interpersonal 
violence. Common concepts in our lessons are found in teacher education 
literature and peace education (Carter, 2008). Described in this chapter are 
student responses to one of those concepts, “white privilege” (McIntosh, 
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1989; Wise, 2005). Our research contributes comparative analysis to 
extant works on transformative education, especially those that include 
deconstruction of privilege as an antecedence of violence (Keating, 2007; 
Lea & Sims, 2008; Mezirow, 2000).

Research Methodology

For comparative inquiry in two different contexts of teacher preparation, 
we used a limited case study design (Merriam, 1998). With the com-
ponents of description, explanation, and judgment, an evaluative case 
study provided us as participant researchers with a tool for examining 
and comparing our work in this domain of peace education. We were 
interested in contextual differences across nations and responses to them 
that advantaged and constrained transformative teaching and learning. 
Of particular interest was student responses to our instructional methods. 
We examined difficulties that our students and thus we had. One of our 
expectations was identification of outcomes from teacher preparation that 
might occur regardless of contextual differences. Another was association 
of our categorical identities with student resistance to critical theory. For 
example, how did our membership in dominant culture in the USA and 
dominated culture in South Africa associate with student engagement in 
the learning process? Ultimately, we reflected on how we maintained a 
care ethic after experiencing threatening student resistance to our trans-
formative pedagogy.

Data Collection and Analysis

First collected for analysis were products of student learning. These 
included students’ writings on the course topics and analytic charts that 
they created for working with the concepts in their course. Second, com-
munication via e-mail by the instructors, in which they explained to each 
other how the students were experiencing their courses, provided narra-
tive data. Reflective writing by the instructors, as emergent data result-
ing from their responses to students’ learning behaviors, was also used 
for analysis. Their reflective writing documented observations of learning 
occurrences and instructor thoughts about them. Finally, in one course, 
anonymous evaluations of the teacher’s instruction, done at the end of 
the semester, provided valuable information.

Data collection and analysis focused on three domains: (1) instruc-
tional milieu, including factors such as student and instructor characteris-
tics that might have influenced learning, (2) curriculum contents, and (3) 
individual as well as collective participant behaviors. Those domains were 
associated with student learning about and engagement with conflict 
topics. Documented were the instructional milieus, including factors 
such as student and instructor characteristics that might have influenced 
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learning. In the analysis, we compared our milieu, curricula, student 
responses to its use, and our reflective writings. We evaluated student 
engagement with concepts and their level of using them. In addition to 
the observational data we generated, evidence of student use came from 
written assignments they did, which described their application of trans-
formative knowledge and skills.

Findings

We found some dissimilarities in the three domains we examined. Evident 
in the instructional milieus were temporal factors associated with regional 
history, in addition to our identity and experience distinctions. Curricu-
lum differences included dimensions of conflict study and presence of 
revisionist history. Variation in participant behaviors reflected contextual 
differences in connection with their developmental readiness for critical 
analysis of individual and collective transformation.

Milieus

One difference was duration of time during which each of the societies 
had been culturally integrated through mandates. Whereas school inte-
gration occurred thirty years earlier in the USA than in South Africa, 
visions of teaching in such contexts differed. Several teacher candidates 
in South Africa openly expressed their plan to only teach in white schools 
like the ones they had attended. Such expressions were much less evident 
in the USA where a few middle-class students shared their plans to teach 
in suburban schools, which were mostly white, like them. The degrees 
of openness about visions of education, including participation in social 
transformation through school integration, were different only in the 
lesser amount of teacher candidates who demonstrated no interest in and 
resistance to cultural and social class border-crossing for participation in 
transformative education. The longer the duration of school integration 
policy, the less students demonstrated such resistance. The normality of 
social cohesion visions may influence visioning, or just open discourse 
about them when personal engagement in transformative teaching is not 
intended.

The instructor in the USA had a decade of experience with teach-
ing a multicultural education course in teacher preparation, whereas such 
material was newly provided in the South African context. Both instruc-
tors differed in cultural identity within their societies; the one in the USA 
was of white, European heritage, and the one in South Africa was a native 
of Indian descent who represented a recent power change through her 
membership in a formerly subjugated, servant population. The instructor 
in the USA had the advantage of representing to the students, through 
her modeled actions and personal stories that she told, a personal quest 
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for social justice as a member of dominant society. The instructor in South 
Africa faced a greater instructional challenge as her students became 
accustomed to her new authority position in their institution and national 
society.

Curriculum

Both instructors used similar and common course material in their shared 
quest to advance peace through teacher education. Similar curriculum 
content provided in each course included examples of social disparity and 
associated practices, which sustained it, in addition to learner diversity, 
which the teachers-in-training were prepared to accommodate in their 
future classrooms. Use of different languages that were commonly spo-
ken in their regions demonstrated, in both contexts, an ethos of plurality 
through linguistic accommodation and respect for the dominated cul-
tures whose language had been underrepresented. A new policy for use of 
50 percent English and 50 percent Afrikaans in the South African univer-
sity ensured inclusive communication of at least two of the eleven official 
languages in that country. However, in the USA, use of different lan-
guages in regular classrooms, versus designated bilingual ones that focus 
on teaching English, was voluntary. The conflict for students there of not 
understanding a language other than English in classroom discourse was 
one of several aspects of the unofficial curriculum.

Due to the greater duration of the course, analysis of social, eco-
nomic, and political issues associated with diversity enabled more student 
engagement with conflict study in the USA. Students there had specific 
assignments that required their examination of multiple conflicts with 
analysis of each one from many perspectives. They were also required to 
complete a social action project in which they engaged in transformative 
work, much of which was responding to structural violence, including the 
removal of white privileges where they saw them present. The require-
ment for their direct experience with conflict work associated with human 
diversity underscored the importance of that skill while it developed their 
efficacy with transformative action. One conflict that occurred in the USA 
course was the ill feelings of white students who did not like reading 
only revisionist history in the course, which uses the voices and stories of 
dominated populations to present their experiences. Students explained 
their perception of disrespect for and scapegoating of white people when 
they read about the structural violence that revisionist history illustrates 
(Takaki,1993). Expressions of anger with the instructor in classroom dis-
course, and also in student evaluations of the instructor, happened every 
semester. Dissatisfaction with critical examination of power relations 
occurred to a greater degree in South Africa.
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Participant Behaviors

Although student responses to the courses varied, in both contexts, many 
experienced dissonance in response to their instruction. Demonstrations 
of their need for developmental maturity ranged from their walking-out-
of-class protests in South Africa to engagement in compassionate commu-
nication with their instructors about their personal need to feel respected 
when discussions of privilege occurred. While newness of the transform-
ing society in South Africa was a source of insecurity for students, identi-
fication of continued complacency with structural violence in schools of 
the USA also had an unsettling effect. While being in the midst of cur-
rent structural transformations is a source of discomfort, being given the 
responsibility to start them where needed was a psychological challenge 
for the teacher candidates, hence the importance of their experience with 
enactment of peace development closely following their wide-awakeness 
to the need for it.

An evident challenge in both places was student identification of their 
privileges, especially if they were from a low socioeconomic background. 
Another common challenge for students was finding proactive ways in 
which they could disrupt and transform social injustice. For many, it was 
a new skill to recognize conflicts around them and then take responsibility 
for addressing those problems, especially when the conflicts did not seem 
to directly concern themselves. Writing about the privileges they had 
and the effects helped the students expand their perceptions and sense 
of responsibility. Our triangulation of data produced in their class discus-
sions, written assignments, and communications with us outside of class 
revealed a need for students to have models for their proactive engage-
ment. They turned to their instructors and guest speakers for sharing true 
stories about such work. Students needed examples to which they could 
relate to see themselves in such situations and anticipate how they might 
accomplish their work.

Our responses to student engagement with difficult concepts included 
steadfastness and concern. Levels of comfort improved for students in 
both contexts where instruction invariably evidenced consistent caring for 
them, along with an evident commitment to transformative education. 
Our expressions of compassion included communication and temporal 
accommodation, or time for students to complete transformation-oriented 
assignments that were developmentally challenging for them. While caring 
for the students, we found self-care was crucial in our ability to maintain 
courage. When facing direct or indirect threats from students who were 
experiencing discomfort with the curriculum contents and our require-
ment to use the concepts in them, we used reflection and connection. 
After identification of the sources of discomfort that precipitated students’ 
rude communication with us, we were able to identify their needs as well as 
ours. Connection with the students outside of class to continue conversa-
tions with them about their experiences helped us understand and work 
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with them, which was also reciprocal. Additionally, connection with other 
colleagues who taught similar classes sustained our courage and expecta-
tion of success with transformative pedagogy.

Conclusion

The disposition capacities this study highlighted associate with student 
and instructor success in transformative learning. Valuable were internal 
and external compassion, with selves and others (Aronson, 2000; Miller, 
2006; Whang & Nash, 2005). Compassionate communication facili-
tated community building in liberatory education (Pierce, 2004; Rosen-
berg, 2003; Sergiovanni, 1994). Courage in the face of perceived threats 
sustained the work and evidenced commitment, which was crucial for 
transformation of uncomfortable circumstances for learning, along with 
steadfastness when stress increased instructional challenges. Visions of a 
better society and world sustained commitments and courage to incor-
porate difficult issues and proactive responses to them. In the relatively 
short time that South Africans have had to affect transformation through 
education, their efforts are valuable for examination of peace education 
and its outcomes, and the depth of the vision there is worthy of study 
(Jansen, 2004).

While the recent social and political transformation in South Africa 
contributed to resistance in analysis of white privilege and other sources 
of differential power, the continued complicity in the southern USA with 
social injustice had normalized relations that students initially failed to 
recognize or acknowledge. Comparison of these two contexts evidenced 
the value of critical theory and recognition of cultural capital in libera-
tory education that identifies the sources of structural violence. Preparing 
teachers to recognize, address, and work with their students to transform 
societal conflicts presented challenges in both regions. Identification of 
their responses to those challenges may help and inspire teacher educators 
in similar situations. The movement of barriers to peace education are 
possible and worthy of the efforts that they require (Hagan & McGlynn, 
2003).

Methods for optimal response to the contextual conditions that affect 
transformative education are continually being identified (Ball, 2006). 
This research illustrated processes which sustained multicultural and 
social justice strands of peace education in different world regions. Com-
mitment, courage, and compassion were crucial in pedagogy, much as 
they have been in other methods of peace development.
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