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This thesis is a comparative case study which investigates both formal and
nonformal peace education initiatives and situates them within the socio-
political, cultural, and economic landscape of Cambodia. The research
employs a participatory methodology with reflection and learning as key
process components. Cambodian youth [ages 11 to 15] are the primary
research subjects, and Cambodian youth [ages 18-25] are the co-researchers
in this inquiry. Joint cooperation with local non-governmental organisations as
the key stakeholders in this research ensure that the outcomes and findings
are useful for praxis as well. Based in the ontology and epistemology of critical
realism, the research investigates the practice of peace education in
Cambodia. It posits the need for transpection as an analytical framework and
a pedagogy which comprises retrospection [looking into the past],
introspection [looking inward], extrospection [looking outward] and prospection
[looking to the future]. The research describes the contextual factors that
(dis)enable the practice of peace education and analyses the ways in which
peace education contributes to conflict transformation at the personal,
relational, structural, and cultural levels. The thesis argues that peace
education in Cambodia makes a deeper impression on personal and relational
conflict, but that via transformative agency and through the lens of both
feminist discourse, can also make a contribution to cultural and structural
conflict transformation as well. Peace education is effective insofar as it
operates within an enabling environment where contexts align with
mechanisms to catalyse positive change. The thesis proposes that critical

peace education in Cambodia should be given greater attention and enfolded



symbiotically into ongoing peacebuilding initiatives. Lastly, the model of peace
education for Cambodia should be locally owned, focussed on modelling,
hybrid (i.e. formal and non-formal), and transpective. That is, peace education
should include study of the past, deep self-understanding, critical awareness

and perspective taking, and futures thinking.
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Chapter One: Introduction

Overview and Aims of Chapter One

Chapter One begins the thesis with the overall aims and objectives, the
background and rationale for the research, and how it all began. The chapter
outlines the problem and defines the main research question. It also forwards
a number of possible hypotheses for the main research question and
associated sub research questions. The overall structure of the thesis is
clarified, and a personal reflection is added to address the gap in my journey

over the last several years, during which | took a hiatus from my thesis writing.

Aims and Objectives of Research

Using the lens of critical realism and the case study approach, this thesis will
focus on peace education in Cambodia. The goal will be to build a deeper
understanding of formal as well as nonformal peace education initiatives, how
they contribute to peace in general, and what role they play in the
transformation of this post-conflict society. In 2016, Cambodia is still
struggling with reconciliation and the rebuilding of its social, human, cultural,
and intellectual capital after the decimation of its population a generation ago
by the ideological scythe of the Khmer Rouge. The notion of peace education
in the context of conflict transformation is an emergent one which requires
further definition. Thus, there are lessons to be learned when examining
Cambodia as to how peace education functions, in what ways it has an impact,

under what circumstances, and for which groups of people.

My hope is that an investigation of this post-conflict society will result in
findings of conceptual as well as practical import. The field of peace education
is presently in need of greater definition and clarity; numerous scholars have
noted the need for increased research to refine both the concepts and praxis
of peace education (3D, 2004: 17). More specifically, there is a need for
integrative research that bridges theory and practice in peace education and
provides a subtler understanding of peace education (Danesh, 2006). In this
connection, | pursue a convergence between the fields of education and peace

studies and argue that in certain contexts and with appropriate mechanisms in



place, peace education can make a contribution toward conflict transformation
in Cambodia as a post-conflict society. In the undertaking of this doctoral
research, | bring multiple perspectives of educator, peace activist, and peace

studies researcher to the analysis of the questions at hand.
Background and Rationale

Cambodia is a post-conflict country which has emerged from decades of civil
war and genocide. There is abundant literature on genocide studies, and on
how (in)effective aid has been in contributing to democratic development (Ear,
2012), but less on the subject of peace and very little on the unique role that
peace education has to pl Wihyaduthuntenthe
age of thirty constituting the majority of the population (UNFPA, 2015),
however, there is a critical need to better understand how they can contribute
to peace. Since the start of this thesis, moreover, the country has undergone
a tremendous political transformation during the 2013 elections. For the first
time in recent generations, the electorate T mostly young people i spoke out
in opposition to the ruling party, who suffered massive losses in the general
elections (Strangio, 2015). Several years on, despite setbacks and a recent
constriction in the civil society space, the hope of positive peace lingers on,

and this will be a main concern in the near future.

At the same time, there is an omnipresent air of violence which still hangs over
the population and in the minds of many Cambodians. Daily newspapers bring
stories of personal and physical abuse, environmental and human destruction,
and pent-up rage®. Stories of human rights abuses, failure to protect and
provide, and widespread misuse of power and corruption appear frequently.
When protests against the government occur, they are often met with a heavy
hand. Security forces reportedly in the employ of the government have been
accused of suppressing civilians with clubs and sticks, rather than diplomacy
and restraint (HRW, 2015).

Beneath the surface of amicable and peaceable relations are often

suppressed feelings of anger which can easily be brought to a full boil.  As

1 The now shuttered Cambodia Daily News featured a police blotter section
(https://www.cambodiadaily.com/category/crime/) where they detailed crimes in the country.
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a result, latent conflicts over resources, different values, perceptions, or
information, can often turn violent. Rich and poor alike often result to verbal,
economic, and even physical violence to meet their needs and serve their
agendas (The Asia Foundation, 2017). Even the top leaders of the country
threaten on a periodic basis that attempts by civil society to bring democracy

and human rights to the country i may result in a civil war?.

As for youth, they are exposed to violence at every turn, from a very early age.
Boys are encouraged to play with toy guns, with swords and knives; they are
trained in violent arts such as boxing or kick boxing, and taught to solve their
problems with their hands, not their words®. Moreover, many images that
appear in the entertainment media 1 cartoons, popular movies, etc., contain a
high degree of graphic violence. At the same time, children themselves are
the subject of violent (sometimes sexual) abuse at the hands of adults (Ministry
of Women's Affairs, 2014). Cambodian children witness recurring violence,
vicariously through distant sources such as media or entertainment, or directly
by living it in their own homes and schools. It is commonly accepted that
violence can disrupt the development of youth through physiological effects,
cognitive consequences, and peer problems (Margolin and Gordis, 2000). As
such, over time two things tend to occur: 1) children and youth become inured
to this violence, and 2) they see it as an acceptable way to resolve conflict.
The process is not an inevitable one, however, and there is a way to effect
change in the lives of these youth. The principal argument of this thesis is that
peace education can be a catalyst for this change. It is only by educating
youth to build peace that Cambodian society can restore justice, promote

sustainable development, and ensuring lasting harmony and self-fulfilment.
Genesis of Research

The genesis of this research can be traced back fifteen years to my experience
as a Peace Corps volunteer designing peace education programs for rural
secondary school students. Over the past decade, | have refined my skills as

an educator in Southeast Asia, and have come to understand first-hand how

2 http://theconversation.com/violent-politics-and-the-disintegration-of-democracy-in-
cambodia-83636. Accessed April 19, 2019
3 Based on my personal observations from nearly 10 years in Cambodia.

3
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peace education can be effective in building bridges through interaction with
different groups in line with the contact theory (Allport, 1954). After witnessing
the people of Sri Lanka struggle with issues of co-existence, ethnic plurality,
and social harmony for more than a decade, | had my first opportunity to
experience the post-conflict environment of Cambodia in 2006. In my former
role with the Rotary Centre for Peace and Conflict Studies in Bangkok, |
designed and led a number of field study tours to Cambodia for mid-career
peace professionals. | realized that at that time an important window of
opportunity of change was opening for the country.  The events of the Khmer
Rouge Tribunal combined with the strong currents of globalization in
Cambodia formed an exciting backdrop to this research. | felt and continue to
feel that the insights to be gained from the tragedy of genocide and a
generation of civil war really needed to be highlighted through awareness
raising and education. Cambodians are still struggling with how to achieve
justice, reconciliation, truth, and a pathway to sustainable peace. | believe
peace education can play a central role in the transformation of this conflict,

and in the creation of a positive, enduring peace.
Definition of Problem

The problem I investigate in this thesis is the lack of conceptual insight into the
theory and practice of peace education in Cambodia. Another contributing
problem is the lack of definitional clarity generally in the field, but also
specifically in Cambodia, condennguirnng t he
with respect to Cambodia can be broken down into several components: 1)
understanding and praxis of peace, 2) contextual factors affecting peace, 3)
the contribution of peace education to conflict transformation, and 4) a possible
model for peace education in Cambodia. | address each of these three issues

as sub research questions in subsequent chapters.
Main Research Questions

The main research question and the four sub questions follow. It should be
noted that during the course of the research and writing up, | recognized that
such a large number of questions distracted the central focus of the research.

As such, some of them became more important than others in the analysis

4



and writing up. | have also modified the questions in the process of writing up,
as | saw that the data was evolving in a way that meant | was responding to a
slightly different formulation of research questions than at the outset. My
thesis now attempts to answer a central research question with four sub

research questions

The main research question is:

What is the nature and promise of peace education in Cambodia?

The sub-research questions are as follows:

1) How is peace education understood and practiced in Cambodia?
2) What contextual factors affect peace education in Cambodia?

3) In what ways does peace education contribute to conflict transformation
in Cambodia?

4) What is an appropriate model of peace education for Cambodia?

The thesis began with one main research question and seven sub research
guestions; as the findings were generated and analysed, however, it became
necessary to revise the main research question, and to refine the 7 sub-

questions in only 4 sub-questions

Methodological note

It is important to note here that critical realism, the epistemological and
ontological grounding for this thesis, eschews the use of variables. As such,
the research is not intended to establish any fixed equations of collinearity,
association, affiliation, or lastly, causality. The thesis is attempting to tell a
story, a narrative, which captures to the greatest extent possible, the
interactions among: the real, the actual, and the empirical. It moreover tries
to identify and describe the catalysts (i.e. individuals, events, etc.) that activate
the potential of peace education. As such, the result is a complexly woven
tapestry of perceptions, lived experiences and analytical insights. This

approach is described in more detail in Chapter 4 on methodology.



Potential Hypotheses

There are a number of potential hypotheses for each of these research

guestions and sub-questions. The possibilities for each are presented below:

Research Question

Hypothesis

MRQ. What is the nature and
promise of peace education in
Cambodia?

The nature of peace education is variable
depending on the type (formal or non-
formal) as well as the context and
mechanisms surrounding its praxis.

SRQ1: What contextual factors
affect peace education in
Cambodia?

Social, political, economic, cultural
factors, in particular history, affect the
practice of peace education in Cambodia.

SRQ2. How is peace education

Peace education is not fully understood in

the Cambodian context, due to limited
noti ons of i ts con
and 6educationd

understood and practiced in
Cambodia?

SRQ3: In what way does peace
education contribute to conflict
transformation in Cambodia?

Peace education can contribute to conflict
transformation on all four levels.

SRQO4: What is an appropriate
model of peace education for
Cambodia?

An appropriate model of peace education
must be locally owned, culturally relevant,
and process focussed.

Approach

Initially, 1 define the terms and scope of my inquiry. What is peace? What is
education? What is peace education? How can conflict transformation be
defined in relation to peace education? What is the interrelationship among
peace education, conflict transformation, and peacebuilding? An overarching
practicalguesti on from an
for peace. At the core of this thesis is the effort to answer this question, and to
distinguish the ways and means in which peace education has been able to
achieve this aim. In contextualizing peace education interventions, | examine
the role that teachers, parents, religious and other authority figures play in
either promoting peace or sowing seeds of conflict. In addition, indigenous
and historical practices are reviewed to gain awareness as to how Cambodian

society has become more stable through learning to deal with its conflictual

e & bow to educaté effecpvely spect i



past. | hope that the outcomes of this thesis will have value for scholars,

educators and peace practitioners alike.

Thesis Structure

Chapter 1

In the introductory chapter, | introduce the research. Here | give the overall
aims and objectives, as well as the background and rationale. | relate the
genesis of the research, what influenced its emergence, design and evolution.
| attempt to define the problem, posit a central research question and sub
guestions, and also some potential hypotheses. | also describe in detail the
learning | acquired through a 3-year hiatus away from my Ph.D. The chapter

closes with description of the thesis structure 1 this present section.

Chapter 2

In chapter 2, | delve into the literature review. This chapter aims at reviewing
the state of the field and achieving clarity on the terms being used. | take a
detailed look at peace education and the challenges facing it. The chapter
also looks at peace education and conflict transformation side by side, notes
the importance of contextualization, and attempts to establish a conceptual

framework for the remainder of the thesis.

Chapter 3

Chapter 3 situates peace education in the Cambodian context. | describe the
evolution of Cambodian conflict from the past to the present. | then look at the
contemporary scene in terms of social, economic, and political perspectives. |
argue that the country is at negative peace. There is an overview of present
day peace education efforts, and a recognition of some of the challenges
facing peace education. The chapter closes by looking forward with both
positive and negative possible outcomes for change, as well as prospects for

conflict transformation.

Chapter 4



In Chapter 4, | focus on the methodology, introducing my epistemological
orientation (critical realism) and relating it to peace education. Chapter 4 also
describes the data collection process, as well as the methods undertaken for
analysis. | touch on the ethical considerations of the project i which are
considerable given the involvement of children and youth as respondents. The
chapter also deals with the limitations of the research study, which will help

the reader to better evaluate the validity and replicability of the study.

Chapter 5

The next 3 chapters, beginning with Chapter 5, constitute the findings of the
thesis. Together they represent an attempt to weave a coherent narrative from
all the 100+ voices we engaged throughout the research. Chapter 5 outlines
the obstacles to effective peace education in the Cambodian context, in
particular the 3 sites studied, and introduces the notion of a dlis-abling

environmentéwhich hampers efforts at peace education.

Chapter 6

Chapter 6 turns the corner, offering a more optimistic view of peace education
in Cambodia. It looks in more detail the achievements of the partner
organizations and examines the enabling factors in peace education.
Borrowing from the critical realist framework, this chapter posits that there are
structures, systems, and agents that can actualize the latent potential of
education for peace. It attempts to outline the contexts in which peace
education can thrive, looking at connectors, and the different levels of peace,

for an answer to the transformative possibilities of peace education.

Chapter 7

Chapter7att empts to answer the question: A Wh
peace education for C then mgigihts gl€aned ftoma wi n g
hundreds of hours of conversation with students, teachers, and civil society

leaders, this chapter proposes a model for peace education in Cambodia.

Paying attention to the need for cultural relevance, community involvement,

and reflexive action research, the chapter outlines a way forward for future

efforts in peace education.



Chapter 8

The discussion chapter critically reviews the findings from Chapters 5, 6, and
7 with a view to responding to the central and sub-research questions.
Chapter 8 revisits the transpection framework (retrospection, prospection,
introspection, extrospection) and introduces transpection as a pedagogical
guide for peace education curricula. It also examines the data from a critical
realist perspective to better articulate the context, mechanisms, and outcomes
associated with peace education. Finally, the chapter notes the implications
of research findings for the wider discipline of peace education and seeks to

identify dissonant points or those of critical import for the field as a whole.

Chapter 9

The conclusion chapter reviews the findings and lessons learned from carrying
out this research. In this chapter | review the original aims and objectives of
the thesis and assess to what degree | have achieved them. The chapter also
summarizes the gaps in my own research, as well as the gaps in the field
which my research has uncovered. Future topics for further research are
suggested, with a view to deepening the understanding of peace education in

the Cambodian context.
Personal Reflection

This research has benefitted from an extension of 3 years during which | have
had the opportunity to deepen my knowledge of the Cambodian context, to
personalize my research, and to realize its importance in the regional and
global context. As part of the reflexive nature of this research, | have also tried
to integrate the learning from my thesis into my daily personal and professional
life. These observations are classed into: 1) global developments, 2) the

Cambodian context, and 3) my own personal experience.
Global Developments

Firstly, while the world may not have statistically [i.e. in terms of numbers of
violent deaths] become more conflict ridden in the past five years, the threats

which face us are certainly more dangerous. The possibility of nuclear



annihilation has resurfaced, the scourge of global terrorism has advanced, and
competition over scarce resources become even more tense due to the trends
of climate change. There is intensified discussion, media reportage, even
political discourse about conflict: division, discord, and disruption (Abbott et
al., 2006). We rarely see images or hear reports of successful non-violent
conflict resolution, or of active nonviolence promoting peaceful social change.
Our global culture seems to be moving more towards acceptance of a realistic,
zero-sum paradigm where our energy, attention, and creativity is focussed

mostly on devising more ingenuous ways to fight these wars and conflicts.

There is therefore a pressing need for the community of peacebuilding
practitioners, researchers, and activists to make their voices more prominent
in the global debate. The message of peace should be loud and clear: only
through peaceful means can we solve the cultural, structural, and direct
violence that we find at every level i from individual relationships between
husbands and wives to the highest levels of state diplomacy. What this calls
for is a renewing of our resolve as a peacebuilding community, or a redoubling
of our commitment to the very ideals and values which sustain us. We can ill
afford to be quiet withesses to the present global discord and destruction. The
paradigms of mutually assured destruction, first strike responses, and counter-
intelligence operations have can and must be replaced with creative non-
violent resistance, deliberative dialogue, and authentic forms of alternative

dispute resolution.

Peace is a state of mind, a state of relations, a way of being. It is hard to
define, but quite easy to identify by its absence in our lives. Across the
continents, millions of children are suffering from crises of displacement, war,
terrorism, and deprivation. In our schools, if they exist, often the sounds of
gunfire, the cries of violence, and the air of despair have overtaken the natural
rhythm of schools and the melodies of schoolchildren. We are left with the
key question: How can peace possibly emerge from this global state of
bloodshed and violence? It is a difficult question to answer, which requires us
to draw on economy, religion and spirituality, sociology, and anthropology for

possible solutions. Itis evident that the answer cannot come from the present

hatred and violence. As Martin Luther King, Jr .
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violence begets violence; toughness begets a greater toughness. We must
meetthef or ces of hate with the pevewmstbeof | ov

another way 1 one which is filled with peace, love, forgiveness, and hope.

| believe that peace education has a role to play in this transformation. While
images of global turmoil fill our media and entertainment airwaves, we can still
be brave enough to envisage a different future for our planet. Unfortunately,
nation-states seem to be growing more divided, more unilateral or bilateral in
their approaches to solving conflict, and the multilateral institutions on which
peace and democracy were founded seem to have lost their stature and
purpose. There does not seem to be a unified political effort for imagining how
as a global community we might move towards a more peaceful, more
coexistence. How can we ask the grand and challenging questions such as:
What would a world without weapons look like? What if we could end all sexual
violence against women? What if every country had a Ministry of Peace
instead of a Ministry of Defence? These are the questions that peace

education can and should ask.

The present ills of the world are many; the violent conflict which is decimating
societies and degrading our future is all too present in our daily lives.
Somehow, we have become inured to it, because it is just part of the great
stream of readily available information. Yet there is a different path which we
can take. The possibility for peace exists within each and every human being,
even the cruellest terrorist. If we could pool our global resources: our human,
intellectual, social, institutional, and financial capital - and apply it to the
challenge of peaceful conflict transformation, there could and would be a
reduction in violence across the globe. What is lacking is political will, moral
guidance, and the awareness that there is another way to be taken. This is

the job of peace educators across the world to show this alternate path.
Cambodian context

Turning to the second point: Cambodian context, much has evolved since this
research began in 2011. First a word about the evolving Cambodian context,
as it is relevant to the present research on peace education. The past two

years have seen a number of important changes in Cambodia i the socio-
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political landscape has shifted tremendously, and the movement toward
democracy in the country has taken an important step forward. Economically,
however, conditions continue to be difficult for the majority of the rural poor in
Cambodia. The benefits of increased foreign direct investment and growth in
GDP have not been equally shared by all citizens, as can be seen by the
number of families still living at the poverty line (14% as of 2014 according to
the Asian Development Bank)*. The increased integration of ASEAN has
meant that competition from the free flows of goods and services across
borders puts already vulnerable citizens at increased risk. Poor education and
healthcare services, rising prices of goods, increase in substance abuse
among youth, gambling 7 these are some of the key challenges facing
communities across the country. At the national level there is a struggle for
power between the ruling and opposition party, and the recent culture of
dialogue has already reverted back to the culture of fear and violence.
Meanwhile, civil society is continuing with advocacy campaigns, trying to
encourage the government to reform and to be more accountable to its people,
but they are hampered too by legislation which makes them susceptible to

control and manipulation by the government.

The present state of negative peace is articulated in a strategy document for

a local NGO called Kdei Karuna (which means compassionate action to heal):
... () social fragmentation (as a result of the high level of displacement
during conflict and subsequent internal migration); (ii) limited culture
and structures for non-violent conflict resolution (including a slow
progress in building the rule of law); (iii) weak human resources and
slow but steady progress in reconstructing the education system; and
(iv) widespread negative psychosocial effects resulting from
experiencing mass violence (including a high prevalence of trauma)
€ (Karuna, 2016)

There is a need then, for reconciliation, not only reconciliation across
generations due to the violence committed during the period of the Khmer

Rouge, but also reconciliation across groups, in particular across the divides

4 https://lwww.adb.org/countries/cambodia/poverty. Accessed January 14, 2015
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of ethnicity, language, nationality, economic status, gender, and age. The
actors here are: politicians and government representatives, teachers and
university educators, civil society members including NGO staff, media
personnel, and of course citizens themselves. The key stakeholders are
youth; they hold the future of the country in their hands. Yet there are many
demands on youth these days i media, technology, peer pressure, economic
requirements, and family obligations. = Facebook and other social websites
are calling, they need to study to get a good job, their parents are pressuring
them to give back to the family, and they see violent images around in the
media, popular entertainment, even on the streets where they live. How can
youth be encouraged to see the importance of the inner work which is required
to have a value commitment to building peace? And how can we as educators
facilitate this learning process? This is the essence of peace education. The
main goal of peace education should be to make youth understand the value
of peace, harmony, pluralism, tolerance, active citizenship, and the value of

democratic institutions.

It is natural to focus on youth as the change agents in regional peace and
conflict dynamics. But youth in Cambodian youth face a gap between what
they desire and what they possess. What many of them desire is to live in a
society with democratic principles and access to opportunities, goods and
services, in particular education. What many of them want is for their voices
to matter in the critical debates shaping the nation. What many of them have,
however, are limited opportunities to engage in these decisions, uncertain
employment prospects, and a political system that is a fledgling democracy®.
Most Cambodian youth i especially those in rural areas - lack a deep
understanding of their past, part of their identity as Cambodians, which affects
their ability to dream and build brighter future for themselves. If Cambodian
youth reach forward to the future, without understanding and accepting the
importance of their past, then the conflicts of the past risk being repeated. On

the other hand, if they do not look within themselves and understand their own

5 https://www.oecd.org/dev/inclusivesocietiesanddevelopment/youth-issues-in-
cambodia.htm. Accessed April 19, 2019.
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tendencies to stereotype, to solve problems with violence, then it will be

difficult to imagine any real transformation of present conflicts.
Personal Context

| come to the third and final point of evolution over the last 3 years i and that
is a story of a personal journey. On the professional front, | have become
more experienced as a development professional in the Cambodian context
and have learned a great deal through involvement with local and international
non-governmental organizations working towards peace. On the personal
front, | became a father. Indeed, one of the reasons for deferring completion
of my Ph.D. research was the expansion of my family. His mother is
Cambodian; | am American. We gave birth to a son in 2012, and for the next
several years | devoted much of my life to rearing him together with his mother.
During this wonderful life journey, | have learned first-hand the meaning of
peace education. It has been a challenging yet rewarding experience to apply
some of the concepts in my research to fatherhood. The following is a

recollection of some of my experiences and lessons learned along the way.

Firstly, 1 have witnessed with dismay the behaviour of other children at my
sonb6s school . The envi r oplaypamd interacion,c ond u c
the curriculum well developed, and the teachers for the most part very
gualified. Yetthe other children sometimes engage in violent behaviour. This
can range from bullying to playing with toy guns to taking possessions to
outright physical aggression. The teachers are usually ill prepared to deal with
these conflicts, and the parents often do not witness it because it happens
during school time. In some cases, the parents through allowing their children
to be exposed to different currents of violence, have unknowingly contributed
to that this anti-social behaviour. This troubled me at the outset, because | did
not want my son to be exposed to this violent behaviour when | was trying to
teach him about peace. But then | realized that life would be full of aggressive
and angry individuals like his peers at his school, and he needed the skills to

be able to resolve these conflicts.

So, then | began to teach him about the value of peace, beginning with inner

calm. From his earliest age | would tell him that hands were for holding, and
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hugging, not hitting. Feet were for walking, and running, not kicking. We had

a song that we would sing every day to remind him of this. Sharing is valued

very highly in our family, and | tried at every turn to encourage him to be

selfless in his play with others. Anger is an inevitable emotion, especially if as

a child you feel wronged. So, | taught him basic meditation techniques, for

how to breathe out with the anger and frustration, to put yourself in quiet time,

and to get rid of the 0 bfart&idshisame, becagse . 6 Th
2-4-year olds always need to be in constant motion. We also talked about

shooting and fighting games, and why they were not suitable, and what guns

woul d do. AnGuns are for hurting peopl e,
destroys, and you are a c¢r dguments,amang bui | de
children are inevitable, so again I tried to teach him to use his words not his

hands to solve conflict.

Fighting is for cats and dogs . . . Big boys use their words, and not their
hands, to solve their conflict . . . Ask for what you want, and try to give
something in return . . . Try to solve the problem on your own, without
always going to the teacher. . . If the other person is being naughty, or

unresponsive, you can always just give up and try later.

My sonisnotoldenough to help mediate other chil
encouraged him to be a leader in the class, to help other kids get along, and
to be a t eac hter 6osstartt eelnfpreement, repetition, and
simplifying the messages, and also praise for following the correct path
combined with disapproval for deviation, these efforts have borne some
success. My son has developed into a caring, kind, and gentle young child,
not only in the eyes of his parents (who are admittedly biased) but also in the
estimation of his teachers and other chi
having what Gardner would call strong intrapersonal and interpersonal
intelligence. This is something that his school (and most preschools) does not
emphasize as much as they should. | am a strong believer in social and
emotional learning (SEL). Itis in some ways synonymous for peace education.
Having somewhat succeeded in my efforts, | now came to see that my son
was somewhat of an anomaly among his peers. Some of them were

aggressive, physically and verbally so, inattentive to the needs of others, and
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downright cruel at times. Unfortunately, the very ones who were actively so

tended to be the ones that my son had befriended. What to do?

| realized then that what was needed was some instruction in active non-
violence T how to teach your child to firmly, but peacefully, resist aggression
without being overtly violent. This is by no means an easy task and is an
ongoing piece of work. | find it more difficult than the initial instruction on how
to be a little peacebuilder. The elements that | have gathered and am trying
to assemble are: 1) identification of the bad behaviour, 2) rejection of it, 3)

warning the other party, and 4) withdrawal or separation. If someone offends

you, Yyou can Ajust say stop,o0 | would

second chance (forgiveness) |, but i f t hoaiftthe dffersesisvery
bad you need to be firm and remove yourself from his/her presence. It does
no good t o asteenn topassvelysaecedt bullying or aggressive
behaviour. The challenge is because my son naturally wants to please, he
will sometimes tolerate bad behaviour i especially if it comes from his friends.
Teaching him to boycott violence has been the most challenging task of the

peace education process.

Lastly, a word about what | have learned first-hand of modelling. In terms of
being the change you wish to see in others, as Gandhi says, | have tried to
model peaceful behaviour in disciplining my son. | have been fortunate
enough to never have had the cause to resort to physical punishment of any
kind for my son. He has such a high degree of respect and affection for me
and his mother that our stern disapproval is enough to make him correct his
behaviour. 1find this is unusual among children, however, and feel quite lucky
to have this personal quality in him. Children learn a great deal of what they
know from their peers. In fact, from time to time we find that my son will copy
an offensive phrase or behaviour home from school to try it out in the home
environment. His mother and | operate a zero-tolerancep ol i cy wi t

the good things home and | eave the

But we as parents are human, and sometimes we make mistakes, or slip up
and argue in front of our children. We even lose our tempers, raise our voices,

and fall into poor choice of language and words when fighting. When his
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mother and | argue, or we shout or use bad language, then it affects our son
negatively and he takes these as lessons learned. Moreover, because he
looks up to us as his parents, the impression is even stronger. We often
explain to him afterward that we have made a mistake, apologize to him, and
ask him not to repeat that behaviour. Again, we have such high levels of trust

with him that he is eager to please us. We are blessed in this regard.

When | think of the efforts, | have invested in raising my child to be kind, just,
and peaceful, | think about other children in his age cohort. First, | think of
those boys and girls in his socio-economic range. | have observed mixed
behavioural patterns. Some children are calm, collaborative, and gentle.
Others are aggressive, hyperactive, and have difficulty regulating their
physicality. | wonder how much of this is nature v. nurture. What level of
responsibility do the parents have to bear? Then | think of rural Cambodian
children in the poorest part of the country T who may not have the same quality
of schooling, and whose parents may not have the time or capacity to raise
them in such a way. How would they turn out, amidst a culture of violence
where revenge, physical abuse and domestic violence are common? What
can model of peaceful behaviours do to change them from potentially being
aggressive, self-centred, uncooperative playmates into collaborative,

sensitive, and caring schoolmates? This is of course the focus of my thesis.

| have offered these brief thoughts in order to better contextualize the research
| have undertaken, which has been drawn out over the last 8 years and is
nearing conclusion. While | had not originally planned for such a protracted a
timetable, | have found there are many advantages to sustained reflection and
review of the questions at hand. My life experience T both personally and
professionally T has presented a variety of perspectives on my data and my
investigation. And the events unfolding on the global scene and here locally
in Cambodia have evolved considerably over the last 3 years, enough to merit

an updated context analysis to inform the present research.
Chapter One Conclusion

In this chapter, | have established the aims and objectives of my research. |

have delineated my main research questions, as well as hypotheses. | also
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discuss why this thesis is relevant to the field of peace education. The study
of peace education in Cambodia is complex; there are a number of intertwined
social, cultural, economic, and political factors. This thesis attempts to answer
the main research question of how peace education is understood and
practiced in the Cambodian context. It blends reflexive, participatory action
based research to engage the researchers and the respondents themselves
in the process of this discovery. In terms of reflexivity, | have included a
personal reflection regarding the hiatus from my academic career during the
period of writing up. The thesis is divided into 8 chapters, 7 remaining ones
which deal with the state of peace education globally (Chapter 2), peace
education in Cambodia (Chapter 3), methodology (Chapter 4), the findings
(Chapters 5-7), discussion and analysis of findings (Chapter 8) and conclusion
(Chapter 9).

Chapter Two: Surveying the Field

Overview and Aims of Chapter 2

In this chapter | seek to accomplish several aims.  Firstly, | define the
terminology to be used throughout the thesis, including the terms, peace,
education, peace education, peacebuilding and conflict transformation.
Defining these terms helps to clarify the scope of my inquiry and establish the
conceptual framework for the data gathering and analysis. Secondly, |
establish a conceptual linkage among peace education, conflict transformation
and peacebuilding, as a precursor to discussing the culture of peace. Thirdly,
| survey the 6 ki n of peace education, 6or
content and form to peace education, such as genocide education. Fourthly,
| give a brief history of peace education. Fifthly, | speak in more detail
concerning the praxis of peace education, and the 3P model of personal,
political, and planetary. Sixthly, | establish the linkages with feminism, before
going onto to discuss the criticisms of peace education. In this regard, |
connect peace education with the culture of peace. Seventhly, | speak of the
promise of peace education, and its criticisms, which leads me to delve into

critical peace education. And finally, | introduce transpection, the analytical
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framework for my thesis. Chapter 2 paves the way for a more in-depth look at

peace education as it exists in Cambodia i in Chapter 3.
Key Definitions
Peace

Historically peace has played a pivotal role in the development of the human
race. Nearly all the major religions: Buddhism, Taoism, Hinduism, Judaism,
Christianity, and Islam, regard peace as a central element in their belief
systems (Brantmeier et al., 2010). In these religions and belief systems, peace

is usually regarded as a social good that serves as the foundation for the

indi vi dual s connecti on being. Wahilerecenthestory g o d

of mankind (i.e. the last several thousand years) has been fraught with battles,
man in the earliest recorded and researched societies did not have such a

proclivity for war:

Remember that people have been around for at least several million
years with the same dédnatureo6 (i
is only in the last four thousand years of this span that states, and the

inevitable companion, warfare, got going (Kovel, 1984: 10).

There are a considerable number of contemporary connotations for the word
peace, some complementary, others competing. In common parlance, peace
is used by advertisers, politicians, academics, and protesters, all with slightly
different meanings and undertones. It is a testament to the broad semantic
sweep of the term that it can be applied to a nuclear weapon (the

0 Pe ac ek axevek asdo the nonviolent attempts of Gandhi (Stanford,

1983). Il n an attempt to shed some | ight

day society, Harris has constructed a useful taxonomy which divides the
approaches to peace as: 1) peace through strength, 2) pacifism, 3) peace with
justice, 4) institution building, 5) peace through sustainability, and 6) peace
education (Harris and Morrison, 2003: 17). Peace through strength is the
traditional militaristic view that peace can be achieved through victory.
Pacifism embraces the notion that non-violent resistance is the appropriate
path, while peace with justice advocates for notions of equity and harmony to
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be included in the definition. Institution building focuses on the political and
structural aspects of peace, as does sustainability. Peace education, as | shall

demonstrate below, is still lacking in conceptual clarity.

Researching the etymology of the term peace reveals interesting findings.
Raaflaub (2007) notes that peace has both Eastern and Western origins; the
former deriving from t he Satemnfsnker, bpirituad sant i €
peace. The western notions of peace, incipientinthe Lat i n ®@mpt@axd r e
agreements or covenants between individuals, groups, or states and the
cessation of fighting. In this thesis | adoptmyowndef i ni ti on of pea
state of holistic, positive and mutually interdependent relations characterized
by trust, tol er anc elsubscebs o thectassic distindtiore q u al i t
between negative and positive peace pioneered by Galtung (1969). The
former connotes an absence of violence while the latter points toward a
harmonious, pluralistic society where equality, tolerance, and mutual
understanding prevail. The present day negative peace in Cambodia is more
fully detailed in Chapter 3. In keeping with feminist discourse (Reardon,
1988a, Boulding, 1988, Brock-Utne, 1983), | concur that peace is both
inherently personal and political, and that a dialectical tension exists between
theset wo O6f acesd6 of peace. Mor eover, peac

as well as an outer state of relations (Groff, 2002).
Education

Moving on to education, the history of the term is equally rich. Education
derives from the Latin word meaning dndto
therefore have any one of the following connotations: 1) to lead someone out
of ordinary thinking, 2) to indoctrinate someone, 3) to rear or bring someone
up, 4) to enlighten someone. (Rineberg, 2008). From these alternatives one
can trace the origins of divergent schools of thought concerning the purpose
of education. In one camp are the adherents of John Dewey - the
progressives and their philosophy which sees education as a form of self-
development and an access route to democratic structures and opportunities
(Dewey, 1897). In the other camp are the Marxist-oriented liberation theorists

schooled in the tradition of Paulo Freire (1973) who see education as an
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emancipatory undertaking (Kellner, 2003). Rather than debate the merits of
these two opposing viewpoints, | offer instead a hybrid view which paints
education as a broad process in which contested conditions of state
dominance, power, and control (Bourdieu, 1991) often co-exist with
humanistic, individualistic drives toward self-development and access to
democratic values. Education is formal and non-formal, individual,
interpersonal, as well as intragroup, and can therefore be a site for the
propagation of ideologies as well as for personal development. As such, in
this thesis | define education as 6éany p
of individual or coll ective humaThe pot ent
Cambodian formal education system its shortfalls are covered in more detail

in Chapter 3.
Peace Education

The temmedpducat i onmultippeaneanings as wellj derivingi t
fromits constituent ter msPeacpedacatmdhasaand 0ed
number of aliases by which it is commonly known: international education,

human rights education, development education, environmental education,

and conflict resolution education (Harris, 2004). It is also kin to similar

educative endeavours such as social justice education, social and emotional

learning, genocide education, and human rights education. UNICEF defines

peace education as:

the process of promoting the knowledge, skills, attitudes and values
needed to bring about behaviour changes that will enable children,
youth and adults to prevent conflict and violence, both overt and
structural; to resolve conflict peacefully; and to create the conditions
conducive to peace, whether at an intrapersonal, interpersonal,

intergroup, national or international level. (Fountain, 1999: 1)

This definition highlights several important points. Firstly, it notes the capacity
development required to bring about behaviour changes. Secondly, it
recognizes the linkages among conflict, violence, and conflict resolution.
Thirdly, it acknowledges that peace operates on multiple levels. An implicit

assumption in this definition, however, is that fifformal] education is inevitably
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a f or ce (BushandSalaclh 2000: 5) This is not always the case,
as has been aptly explored and detailed by Davies (2005) through the lens of

complexity theory.
My definition

Despite the considerable latitude concerning the definition of peace education,

integration is possible. One commonality among competing schools of thought

is that peace education is a transdisciplinary undertaking. Indeed, i pe ac e
education has consistently asserted the importance of critiquing the
compartmentalized 6silob view of knowl e
transdisciplinary, i (Bynetg 2@0%: 110)e Inethis st e mo |
connection, a more nuanced systems approach to peace education is

necessary (Davies, 2005). This approach would require a fluid movement

between the macro and micro, and the ability to entertain diverse perspectives:

sociological, political, economic, philosophical, and psychological. For the

purposes of this thesis, then, | propose my own definition:

peace education is any transformative® undertaking which fosters
physical, psychological and spiritual states of individual well-being and
helps to build communities based on harmony, trust, love, and the right

of each individual to meet her needs and actualize her human potential.

Her e I am using the word fnserd eganficor mat i \
transformation, but in the Freirean sense of the word as outlined by Mayo xxx
(1999) where education has the potential to transform the both individual,

his/her reality, as well as society.

Peacebuilding

Peacebuilding, broadly speaking, is any individual or collective endeavour
designed to build peace, or to strengthen an existing peace. Peacebuilding is
usually thought of in terms of positive peace, and is a process whereby values,
institutions, and social structures that support peace are consolidated. UN

Secretary General Boutros Boutros-Ghali first introduced the term in the mid-
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1990s, referringt o i &ctioa ® idenfify and support structures which will
tend to strengthen and solidify peace in order to avoid relapse into conflict”
(UN Agenda for Peace, 1994, cited in Barnett et al., 2007: 35). Later the
influential Brahmi report further refined peacebuilding as "activities undertaken
on the far side of conflict to reassemble the foundations of peace and provide
the tools for building on those foundations something that is more than just the

absence of war" (United Nations General Assembly, 2010: 3).

Schirch (2008) argues that the lexicon in the field of peacebuilding is
conceptually diverse, and sometimes overlaps with terms such as conflict
resolution, conflict management, and conflict prevention. She refers to The
Institute for Multi-Track Diplomacy who catalogue 3 different strands of
peacebuilding: political peacebuilding, structural peacebuilding, social
peacebuilding. In her taxonomy of peacebuilding programmes, she classifies
those that work on: 1) advocating for change, 2) building capacity, 3) reducing
direct violence, and 4) transforming relationships. And Lederach (1997)
outlines the 3 levels of peacebuilding, depending on the actor group involved:
1) top level peacebuilding (involving track one diplomacy with political leaders),
2) mid-level civil society leadership (involving track two work with religious,
business, and academic leaders, and finally 3) community level civil society
leadership (involving track three initiatives with grassroots co-existence

efforts).
Conflict Transformation

For conflict transformation, | borrow from John Paul Lederach who describes
itasthe artofbeingab |l e At o envision and respond to
conflict as life-giving opportunities for creating constructive change processes
that reduce violence, increase justice . . . and respond to real-life problems in
human r el a(tetdecaohs2003:d4).0Conflict transformation within this
thesis therefore refers to medium to long term efforts to rebuild weakened
institutions and reconstitute broken relationships that have suffered as the

result of civil conflict in Cambodia over the past three decades.
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Working in/on conflict

Here it is useful to distinguish between the different attempts to reduce,
mitigate, or resolve conflict. Conflict management seeks to constrain or
manage conflict in productive ways, while conflict resolution (through
mediation/negotiation) has as its primary goal the elimination of conflict
(Spangler, 2003). Conflict transformation, in contrast to the more limited
remits of conflict resolution, and conflict management, embraces a more
holistic vision of peacebuilding in society. Conflict transformation is a
restorative process that enhances justice, promotes harmony, reconciliation,
social empowerment, and forgiveness as the cornerstone of positive peace.
(Lederach, 1995:23). Conflict transformation sees conflict as playing a
positive, constructive role in society, and attempts to reduce violence through
systemic and personal changes that involve multiple actors who have a stake

or interest in the outcomes of a particular conflict.
Levels

John Paul Lederach describes conflict tr.
address the natural rise of human conflict through nonviolent approaches that
address issues and increase understanding, equality, and respect in
relationshipso. He cites four | evels at

place: 1) personal, 2) relational, 3) cultural, and 4) structural. (Lederach, 2003)
Personal

Looking at the individual level, personal conflict transformation seeks to
minimize the destructive effects of inevitable conflict, and maximize its
potential for physical, emotional, and spiritual growth. With respect to peace
education, this involves teaching youth how to understand the negative effects
of conflict, how to meditate, how to resolve conflicts through mediation, and
how to analyse them. The challenge here is getting young minds to grasp the
positive and beneficial effects of conflict. This requires time, patience, and

commitment.
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Relational

Relational conflict transformation deals with how we can communicate non-
violently with others, in order to reach shared understanding. We need to
understand power dynamics, perceptions, social attitudes, as well as the
hopes, fears and goals of other parties involved in conflict. With youth peace
education camps, for example, this can happen when different cohorts
improve their relations among one another. If greater understanding has been
built, together with a deeper knowledge of the connectors and ties that bring

together different nationalities, then relational transformation has taken place.
Cultural

The cultural dimension of conflict transformation looks at cultural patterns (i.e.
language, identity, national history) that contribute to conflict and identifies
cultural resources (such as religion, for example) to constructively deadly with
conflict. Here the focus is on identity and nationalism. Peace education must
help students or youth comprehend the role of stereotypes and prejudice in
creating conflict, such as through political agendas or inaccurate media
reporting. Cultural resources (such as religion, traditional ways of conflict

resolution) can be used to solve and transform conflicts.
Structural

This is perhaps the most complex level of conflict transformation i it looks at
the underlying causes or roots of conflict. Structural conflict transformation is
concerned with the structures, organizations, institutions that are built and
changed by this conflict. As we shall see in the methodological chapter, it has
close ties to critical realism and the identification of structures within the
domain of the real. Conflict transformation seeks to change these structures
to be more just and equitable. In t hi s respect It [
component of the 3P framework. Knowing how certain institutions i like the
media i or elected political parties T function in society T is instrumental at this
level of conflict transformation. These institutions can both create conflict and
be changed by that very conflict they create (in the case of nationalism, for

example). Another case is populist politics, which can often incite war between
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nations, which then affects the very goals and aims of political platforms. Often
peace education focuses on people-to-people peacebuilding, which does not
always reach the level of addressing violent structures in society. Maximizing
yout hdés participation in decisions that
and integrating an agenda of non-violence to challenge unjust institutions

would be a necessary step toward structural transformation.
Interconnections

The interconnections among peace education, peacebuilding and conflict
transformation are multivalent but sometimes difficult to define. Wintersteiner
and Gruber (2014) offer a compelling theory which links together peace
education and conflict transformation. For Gruber and Wintersteiner, building
peace and learning peace are closely intertwined. Moreover, peace
education, peace politics, and a culture of peace form a trio of interdependent
elements that together can promote social transformation. Social
transformation in this sense can be thought of as cultural or structural
transformation of violence. Grube and Wintersteiner articulate the German
etymology of Friedenslernen or Friedensbildung (or learning peace) as

encompassing notions of peace education and peace building:

Learning peace always takes into account economic, social, political,
cultural, and religious processes in their respective contexts, and
analyses how social transformation can be fostered through education
(Gruber and Wintersteiner, 2014: 9)

Thus O0d emegandnd or peace education, has as
transformationd of unj ust economi c, soc
structures, institutions, or processes. Tanabe underscores this crossover
between the personal to the political (in feminist theory) and the

personal/relational to the cultural/structural (in conflict transformation theory):

Durable and sustainable peace is to be understood as an integration of
outer peace and inner peace. It means a holistic peace wherein
physiological needs of all are secured, structural and institutional

justices are addressed, and people develop and enact multiple
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functions of mind to have positive views of others and become creative
in transforming non-violent dispute into an opportunity to promote an

interdependent and interpenetrating relationship (Tanabe, 2016: 10).

As to the question of where to situate peace education within conflict
transformation, Adam Curle (1971) provides the appropriate guidance with his
framework for the &éprogression ofiaconf | i
version of conscientization (as proposed by Freire) initially stirs the awareness

of individuals as to the presence and causes of violence, both structural, and

direct. At this point, the conflict is latent, but through peace education, and
conscientization, awareness of the conflict may move into an open stage

where confrontation and therefore negotiation and possibly mediation become

important. These processes tend to result in stable and equitable outcomes

where power is more balanced, and thus society moves toward a more

sustainable peace. Thi s approach presents a view o0
process and peacebuilding as a multiplicity of interdependent elements and
actions that contribute to the construc
(Lederach, 1997).

Thus, peace education and conflict transformation share the same ontological
roots. And as Bickmore (2017) notes, peace education and peacebuilding
share a special relationship as well. She concludes that peacebuilding is in

fact premised upon peace education and has the power to transform conflict.:

Agency for peacebuilding citizenship includes both capacities 1
knowledge and competencies for transforming conflicts and altering
structures to affirm justice T and motivations i hope, commitment, and

moral judgment to make difficult choices. (Bickmore et al., 2017: 283)

Bush & Saterelli go one step further, arguing that peace education and
peacebuilding have such a close kinship that peace education should in fact
be termed education for peacebuilding. They note that ipeace educat.
cannot succeed without measures to tackle the destructive educational
practices that fuel hostility, and should be seen as one part of a wider
peacebuil di ng educ at i(Bugh ana Sataralia2000p Thus, the

foundations of peacebuilding are in peace education, as peace education

27



bestows critical agency upon the learner to be able to enact change within

unjust systems ,and to build hope for a more peaceful future.

In summary, then, peace education is the entry point for conflict
transformation, and provides the impetus for moving towards a sustainable
peace. Without peace education, the structures of violence may remain
hidden, the systems of oppression opaque, and the strategies for
peacefulness obscure. It is useful to note, moreover, that peace education 1
(Brock-Utne, 1983) must introduce a solid understanding of conflict as well as
violence (Fell, 1988). Children must be taught to deconstruct the violence that
characterizes contemporary society (Curle, 1995), but also to understand the
strength of peaceful human impulses, the history of peaceful behaviour,

coexistence and harmony among human races (Boulding, 2000).
Kin of Peace Education

Peace education is kin to other related educative endeavours, including 1)
genocide education, 2) human rights education, 3) education for social justice,
4) multicultural or intercultural education, 5) education for sustainable
development, 6) indigenous education, 7) education for social and emotional
learning, 8) global citizenship education, 9) futures education and 10) historical

memory education. Each of these is explained below.
Genocide Education

Genocide education is the study of the history of genocide, crimes against
humanity, and grave human rights abuses in a formal or non-formal setting.
In the Cambodian setting, it reflects civil society and government initiatives to
raise awareness about the atrocities committed during the Khmer Rouge
regime. Genocide education is an expansive concept, and comprises truth
commissions, textbook efforts, memorials and museums, as well as
storytelling and inter-generational transmission of oral and written narratives.

These examples are more fully covered in Chapter 3.
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Human rights education (HRE)

Human rights education is education that is focussed on advancing
understanding, respect, and support for basic universal human rights. These
rights are enshrined in the Universal Declaration of Human Rights (UN
General Assembly, 1948). They include cultural, social, political and civic
rights of both children as well as adults. Amnesty International defines human

rights education as:

a deliberate, participatory practice aimed at empowering individuals,
groups, and communities through fostering knowledge, skills, and
attitudes consistent with internationally recognized principles. ... Its goal
Is to build a culture of respect for and action in the defence and

promotion of human rights for all.”

Human rights education, as Bajaj (2011) notes, shares a similarity with peace
education in that the content and process must be consonant. What this
means is that the subject matter of human rights must align with how it is
delivered; the latter must be based in a participatory and empowering
pedagogy. Bajaj explains the rise in prominence of HRE in different contexts
across the globe. She further elaborates the various ideological orientations
of HRE, including HRE for Transformative Action, HRE for global citizenship,

and HRE for coexistence.
Education for social justice

Education for social justice supports those seeking to understand, atone for,
and obtain justice for current or past wrongs. Education for social justice takes
the perspective that all individuals, regardless of race, origin, gender, age,
ethnicity, are deserving of access to equity, justice, and peace (Zajda et al.,
2007). Hackman writes that fisocial Justice
take an active role in their own education and supports teachers in creating
empowering, democrati c, and c (Hackman,a | edu

2005). Itis closely linked with the notion of restorative (rather than retributive)

7 From Amnesty International, Human Rights Education, available at
http://www.amnesty.org/en/human-rights-educat. Accessed 05.13.19
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justice, which focusses on reconciling individuals after trauma or violent acts.
Restorative justice aims to re-establishing the connecting tissue which

maintains harmony among individuals in society.

Similar to peace education, social justice education draws on a wide range of
discourse and theory. As Hytten and Bettez (2011) note, this includes:
democratic education, critical pedagogy, pedagogies of resistance,
multiculturalism, interculturalism, poststructuralism, feminism,
postcolonialism, and globalization studies. They argue that social justice (like
peace) is often difficult to define from a conceptual and practical standpoint,
which complicates efforts at social justice education. Hytten and Bettez outline
five strands in the literature of social justice education: philosophical /
conceptual, practical, ethnographic, theory specific, democratically grounded.
In terms of the practical approach, Bettez outlines seven dispositions of social

justice education:

(1) promoting a mind/body connection, (2) conducting artful facilitation
that promotes critical thinking, (3) engaging in explicit discussions of
power, privilege, and oppression, (4) maintaining compassion for
students, (5) believing that change toward social justice is possible, (6)
exercising self-care, and (7) building critical communities (Bettez, 2008:
276)

Nussbaum argues that justice is a vital component to critical peace education,
thus establishing the |inkages further.
pedagogy assumes a realization of social justice which is a necessary

foundation for critical peace education.
Multicultural /Intercultural education

Intercultural education is sometimes known by two other different terms:
multicultural education and integrated education. Multicultural education
focusses on the dynamism of different cultures in a learning environment.
Intercultural education promotes the skills necessary to do so. As to the

distinction between these two,
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Multicultural education uses learning about other cultures in order to
produce acceptance, or at least tolerance, of these cultures.
Intercultural education aims to go beyond passive coexistence, to
achieve a developing and sustainable way of living together in
multicultural societies through the creation of understanding of, respect
for and dialogue between the different cultural groups. (UNESCO,
2006: 18).

Thus, multicultural education is learning about other cultures while intercultural
education is learning to live with other cultures. Perry and Southwell (2011)
articulate a spectrum of intercultural education, ranging from: intercultural
understanding, intercultural sensitivity, intercultural competence, intercultural
communication, intercultural professional development, and intercultural
exchange (i.e. youth visits). They argue for greater understanding in how
youth can develop intercultural competence. Kaur, et al. (2017) note how in
Malaysia intercultural education functions, describing how multicultural
awareness is a necessary precursor to intercultural education. School policies
and plans must also promote social cohesion. Farini (2014) details how trust
was used among adolescents in youth summer camps in Italy to promote
peace and intercultural dialogue. Here the role of the facilitator, not the
teacher, is important in bridging the gap between youth with different
worldviews and histori ¢ a | perspectives. Artfu
educational interactions, preventing marginalisation, self-marginalisation and
the other uni ntended consequences
(Farini, 2014: 98). Lastly, the importance of the supra-identity (c.f. Amartya
Sen, Elise Boulding) is necessary for building a sense of a unified identity
(Kaur et al., 2017).

Education for sustainable development (ESD)

Education for sustainable development, which used to be known as
environmental education, focusses on the environment, flora, fauna, and
natural resources as the core topic. It teaches children and youth to be
respectful stewards of both the resources and living organisms on the planet.

The United Nations notes 3 components of ESD: society, environment, and
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economy, and f ur t h eableswalrindivicuas ta fulladevel&pS
the knowledge, perspectives, values and skills necessary to take part in
decisions to improve the quality of life both locally and globally on terms which
are most r el evan{UNESCOt2008, cited irdVenkatayaméni
2009: 8). Education for sustainable development is relevant not only in
countries which have resources constraints (i.e. Cambodia) but also in
developed countries which bear a greater share of responsibility for

stewardship.

Education for sustainable development is also closely linked to education
about climate change. Kelly (2013) writes about the need for peace education
to address the twin crises of global warming and impending peak oil, and
Wenden (2014) advocates for an explicitly ethical dimension to be
incorporated in education for sustainable development efforts. In analysing
the i mplementation gap between theo
ecological crises, he notes that ongoing initiatives such as the Earth Charter
respond to such a need. Intergenerational equity, justice and fairness should
be carefully considered in order to account for the rights of future generations.
This of course bears resemblance to prospection mentioned elsewhere in the

thesis, and the need to consider how peace will be built and sustained.

Verhagen (2014) continues this line of thinking in advocating that we develop
and promote sustainable communities (SC). This approach, he argue, has a
central role for peace education to play, but not just in the promotion of non-
violence (or what he calls fAsoci al
sense of sustainabl e peace. He su
borrow from the SC movement for integrating social and ecological factors into
their educational cur r i ¢Varhagen,i20i4: 809)b
Brantmeier (2013) further elaborates on the notion of sustainable cities by
placing an even greater responsibility at the foot of peace education. Opening
with a prospective phrase, he notes
are not mindful stewards of this beautiful p | a n(Brantineier, 2013: 1). He
builds on the notion of critical peace education by infusing it with an ecological
perspective, widening our circle of interconnectedness to include peaceful

relations not only among humans, but also the animal and plant kingdoms as
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well. Finally, Amster (2014) argues that climate change and militarism are
inextricably intertwined and insists on the need for a committed pedagogy of

hopefulness to combat the looming despair of these twin social problems:

The overarching aim of peace education is to explore the root causes
of conflict and violence, and ultimately to encourage the development
of sustainable alternatives to the profound challenges facing
humankind 7 including especially the entrenched nature of militarism
and warfare, and the escalating global threat posed by climate change

and environmental degradation (Amster, 2014: 270)

His theoretical and practical approach is therefore very much grounded in
prospection, the need to envisage a brighter, and very possible (through peace

education) future for our planet.
Indigenous education

Indigenous education is education for those peoples who are considered to be
autochthonous to a given area. Due to language and cultural differences,

children and young people of indigenous families are more likely to be out of

school or to perform less well than non-indigenous children®. Nevertheless,

the international community and UNESCO in particular have made a dedicated

effort to ensure lifelong opportunities for these groups. Usually these groups

belong to an ethnic minority, speak a different language, and in some

situations have been marginalized socio-economically and politically.

Indigenous education can serve as an important vehicle for greater linguistic

and cultural autonomy. This in turn can lead to political and economic

autonomy, and in particularly in response to formal education systems which

are often ill-suited to the needs of indigenous learners (King and Schielmann,

2004). Against the backdrop of neocol oni al
now come to be seen as a key arena in which indigenous peoples can reclaim

and revalue their languages and cultures and, in so doing, improve the
educational success @MhyandAkman008:U4d). st uden:

8 https://en.unesco.org/themes/inclusion-in-education/indigenous. Accessed June 10, 2019
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Authors such as Sumida Huaman (2011) posit a kind of symbiosis between
critical peace education and indigenous education, noting the strands of
similarity and currents of conversation between the two. She argues that the
resistance to domination, the focus on reflexivity, and the need for synonymity

between content and process are all common denominators. In fact, she

writes, Acr i ti cal peace education represent

resistance to multiple forms of violence. There are many possibilities for
Indigenous education and critical peace education to engage in sustainable
dialogue, especially given their shared concerns around structural violence
affirmed by current discourse around juvenile delinquency, drug and alcohol
addiction, and school a ¢ h i e v e(Huamanh, 2011: 256). Thus, the twin
elements of resistance and affirmation of agency are akin to indigenous
education and critical peace education, the latter which is discussed more fully

later in this chapter.
Social and emotional learning (SEL)

Social and emotional learning as a pedagogical approach is widely applied in
American and Canadian classrooms. Social and emotional learning focusses
on creating a culture of peace by changing the attitudes of young children. As

such, itis a close kin to peace education. Hymel and Darwich (2018) describe

SEL as the fAprocess through whi cdandk hi

manage emotions, care about others, make good decisions, behave ethically
and responsibly, develop positive r
(Hymel and Darwich, 2018: 349). They identify self-awareness, self-
management, social awareness, relationship skills and responsible decision
making as the core of this teaching approach. The quality and characteristics
of teachers plays a key role in the success of this pedagogy. Conflict
resolution also plays a pivotal role in SEL. In short, educating the heart should

be a key component of any SEL and indeed any peace education endeavour.

In terms of the impact of SEL, Durlak, Dymnicki, Taylor, Weissberg, and
Schellinger (2011)conducted an extensive study which was a meta-analysis
of 213 other studies on the effectiveness of SEL. They found that compared

to the control group, SEL students showed significantly improved social and
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emotional skills, attitudes, behaviour, and academic performance. These

findings, they argue, have broad implications for policy makers who could and

should do more to integrate these components into curricular delivery and

teacher training standards. Zins and Elias (2007), moreover, note how
important the institutional context is for SEL delivery. They explain a system

whereby community, family, and school instructors all work together to prevent

violence and promote pro-social behaviours in and out of school. In terms of

the | ifelong rational e fiemotiosaEcompeténbeey ar g
and academic achievement are highly related, and effective schools are

focusing efforts on integrated, coordinated instruction in both areas to
maxi mi ze studentsd potenti al to succeed
(Zins and Elias, 2007: 255). Finally, Belfield, et al. (2015) make an interesting
argument concerning the economic value of SEL. Using the conventional
benefit-cost analysis (BCA), they examine the net worth of SEL interventions

after allowing for all economic inputs. Though the analyses are sometimes

difficult to perform due to variables that cannot be easily quantified, they base

their findings on a close investigation of four SEL programs. Belfield et al.

(2015) conclude that most SEL interventions (with some methodological

caveats) can easily pass a cost-benefit test. This again recommends them to
education policy makers and school directors across the world as an

implementable form of peace education.
Global citizenship education

Global citizenship education (GCE) is built on the notion that in the globalised
word of today, every child needs the skills and competencies to function as a
member of the human family. The conflux of technology, air travel, and the
rapid movement of goods and services across borders has meant that

cultures, languages, and political systems are more intertwined than before.

Global education encompasses the strategies, policies and plans that
prepare young people and adults for living together in an
interdependent world. . . It is based on the principles of coZperation,
nonZsiolence, respect for human rights and cultural diversity,

democracy and tolerance. It is characterized by pedagogical
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approaches based on human rights and a concern for social justice
which encourage critical thinking and responsible participation.
Learners are encouraged to make links between local, regional and

worldZvide issues and to address inequality. (Lapayese, 2003: 494)

Wintersteiner (2017) outlines a model of global citizenship education that is
characterized by: transformation, participation, self-efficacy, and self-
reflection. This model is grounded in the realisation that the
interconnectedness we face across borders is at once a threat and an
opportunity. It collapses the historical barriers between local, national,
regional, and gl obal, and adopt s

heartening evidence of a trend towards a supra-identity (c.f. Amartya Sen); a
2016 survey noted that Amore than

economies saw themselves first and foremost as global citizens rather than
nati onal (BBC,thitpZ\ewwsdblic.com/news/world-36139904, cited in
Wintersteiner, 2017) This global citizenship education also resonates with
education for sustainable development, as it embraces a planetary concern
for sustainability. Wintersteiner (2017) also locates GCE as a critical peace
education affiliate, with potentials for contributing to the decolonising of
education. Gruber (2014) argues for a transnational peace across European
borders that is fuelled by youth exchanges, cooperation among learning
institutions on curricula. Transnational peace learning, she explains, should
be grounded in a critical analysis of political conditions, mutual recognition of

diverse groups, and provide a firm footing for global citizenship education.
Futures education

Futures education is concerned with the future of our nations and our planet;

it is a prospective endeavour which looks at the pace of change and our

studentsodé ability to cope with it.

exercises to both imagine and co-create possible future scenarios (Slaughter,
2008). The need for futures education was articulated by Hicks (1991), who
noted that children unprepared for the rapid pace of future change are in fact
underprepared as the leaders of the next generation. Again, referring to the

great feminist thinkers, Elise Boulding was a leader in progressing notions of
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a more just, human, and peaceful future. She believed it integral to peace

education; indeed, she reflects:

| realized that the peace movement was working on peace without
knowing what a peaceful w o rkhod whato u | d |
they were looking for. It would just be a world with no weapons and no

war. But what kind of society would it be? What kind of institutions?

(Boulding, 2003)

Futures education holds the potential for guiding learners to imagine

alternatives to conflict. This could and should involve re-creating social

structures, institutions, and, in short, a discursive and praxis oriented journey
towards recl ai mi ng t(h985) srgceiratiorytheorynandr c her
using it to strengthen social structures in support of positive peace.

Historical memory education (HME)

On the reverse end of the time scale, historical memory education (HME),also
known as memorializing, or history education, uses retrospection to reach into
the past and learn from our past mistakes. A relatively newcomer in the kith
and kin of peace education, HME has not been fully appreciated as an
independent field in educational research. Corredor et al. (2018) point out how
HME is important for integrating historical narratives with memories in a quest
for healing, repetition, and non-repetition of past crimes. They posit the
centrality of two axes in HME, one of emotion-understanding and the other
individual-social.  The former denotes the necessity of empathy in
understanding othersd6 version daftothche pasH
personal-political division found in feminist thought. Internationally, there are
many organisations working on HME such as Facing History, Facing
Ourselves, and the International Center for Conciliation. Memorialisation is
also a well-understood concept in the Cambodian lexicon, as an attempt at

healing by processing the memories of the violent past.

Bickmore (2017) reminds us that education for peace does not occur in a
historical vacuum, but is grounded in the social, political, cultural, economic,

religious, and technological context of a given time, space, and geographic

37



locale. From this perspective, the information that is presented in historical

textbooks, t he narratives t hat ar e

reinforced are products of our own knowledge construction processes
(Tamashiro and Furnari, 2015). History can illuminate injustice and build

peace, or it can reinforce existing dominant narratives. Bickmore explains:

ref a

AHIi stori cal narratives taught I n dschool

hegemonic and adversarial perspectives, or respectfully engage with
contrasting perspectives to build

(Bickmore, 2008: 283-4). With respect to the 4 case studies under
consideration (Colombia, Guatemala, Bangladesh, and Mexico) she finds that
textbooks and curricula glorify violence and militarisation, and largely failed to
address root causes and systemic social injustices. This points to the need
for more thoughtful reflection and consideration as to how to integrate

narratives of peace into our historical education.

Another form of historical memory education takes place in peace museums,
of which there is one in Cambodia (see elsewhere in the thesis). Van den
Dungen and Yamane (2015) note how museums present an alternative space
for learning outside the formal classroom. Museums, they note, have a special
allure and excitement that are brought about by their interactive nature, which
is something difficult to achieve in a traditional learning environment. They

note museums in Tehran, Hiroshima, and Kenya which though different in style

soCi

al

and approach fihave i n common the objecti:’

aspiration to contribute to a more peaceful, less violent society 1 whether in

the | ocal communi ty (Mam demDungenhaaed Ygrhaod) a |

2015: 215). Tamashiro and Furnari (2015) remind us that museums are also
dependent on their own socio-political and discursive constructs and
interpretations. In keeping with critical realism, epistemic relativism yields
multiple interpretations of peace which have consequences for museum
design, approach, and audience interaction. Peace, for example, is variously
defined as the absence of violent conflict, the precondition for justice and
social harmony, inner tranquillity. Despite this differences, Tamashiro and

Furnari outline the common peace education aims of museums for peace:
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(1) to raise awareness of a history or narrative about particular sets of

events involving war or violent conflict . . .; (2) to persuade museum
audiences that the history and narra
truthsoé and valid interpretBupgressehs of r
facts and events; and (3) to promote remembrance of the events,

people, and places being memorialized, of the lessons learned, of the

resolutions to follow, and of the promises to fulfil (Tamashiro and

Furnari, 2015: 230)

Overview of Peace Education
Brief History of Peace Education

Peace education as both a philosophy and a pedagogy can be traced to the
Czech educator Comenius, whose treatise on the reformation of schools in
1649 provides the first concrete linkages between peace and education. To

guote Comenius, wisdom (and he paraphrases Aristotle) is

. . . the knowledge of many and by marvellous things: (Cicero) the
knowledge of divine and humane things. . . It is more pretious than
Rubies, and all the things thou canft defire are not to be compared unto
it. . . Her ways are wayes of pleasfantneffe, and all her paths are peace.
She is a tree of life to them that lay hold on her, and happy is every one
that retaineth her (Prov. 3.15, Cicero). (Comenius, 1642/1969: A2)

And another quote on global citizenship is apt:

We are all citizens of one world (...). To hate a man because he was
born in another country, because he speaks a different language, or
because he takes a different view on this subject or that, is a great folly.
(...) Let us put aside all selfishness in considerations of language,

nationality, or religion (Comenius, 1990, cited in Golz, 2015)

Desiderius Erasmus, an Italian Renaissance priest and contemporary of
Comenius who was an intellect and scholar of considerable reputation, also

exhorted his comrades on the subject of peace;
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By love and peace, the small things increase and wax great, by discord
and debate the great things decay and come to naught. Peace is the
mother and nurse of all good things. War suddenly and at once
overthroweth, destroyeth, and utterly fordoeth everything that is
pleasant and fair, and bringeth in among men a monster of all

mischievous things (Erasmus, 1907: 26).

Proceeding from the Renaissance forward, in the 18" and 19'" centuries in the
United States and Europe, the peace education movement closely followed
the peace movement. From the Napoleonic wars and the progressive
intell ectual resi st an enevemehtdin theh2® hasfofc i al i s
the 19" century, peace education organizations were formed across the globe
to spread the values of peace, justice, and nonviolence (Harris, 2008).
Subsequently two great thinkers, Immanuel Kant and Leo Tolstoy, did much
to advance the cause of peace and peace education. Kant (1795), a renowned
German philosopher who articulated the school of transcendental idealism,
advocated in Perpetual Peace for a state of international relations which would

bring about lasting harmony among states.

The next greatest challenge to world peace was World War | (1914 to 1918).
In this context it is worthwhile to mention the work of an important Austrian
activist named Bertha von Suttner. She was awarded the Nobel Peace Prize
in 2005 for her work as an abolitionist, activist, negotiator, and author. Suttner
organized numerous conferences which were to eventually give birth to the
Womendés I nternational League (Brack-Utmteace a
1983: 45). Meanwhile in the New World, the United States was busy
establishing School Peace Leagues throughout the country. During the same
period, the renowned educational philosopher John Dewey made his

contribution to the understanding of education, arguing that

schools could become dynamic instead of reflexive agencies; as
instruments of reform, schools could search out and reinforce concrete
patterns to remake society in the name of peace while at the same time
enabling each student to realize his/her potential for building a
nonviolent world (Howlett, 2008: 27).
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This hope for peace education is one that underpins the movement to this day.

This critical insight stimulated American educators to realize that formal
schooling had contributed to the indoctrination of war. As a testament to the
critical role of women in building the foundations of peace education, two other
remarkable women i Jane Addams and Maria Montessori i made their mark

on the movement as well. The former was awarded the Nobel Peace Prize in
1930 for her work in advancing the understanding that poverty was a cause of

war, embodiedint he sl ogan fpe@arres, 2808:dL7).b Maeiaa d 0
Montessoridéds visionary work with young c
known as having influenced the history of peace education. In Education for
Peace she argues that teachers must strive to create open, inquisitive
environments for learning where children can feel free to create and explore.

This compassionate and empowering pedagogy, she argues, is the basis of a
more peaceful world. (Montessori, 1972). Mo rs tngggesantribution to

the field was her focus on children as the messengers of peace. How we

mould the younger generation, in her mind, determines the future of our world.

Shortly after the horrors of World War Il, scholars began to take an interest in
international education, or education for world citizenship. (Harris, 2008) From

this vantage point, some scholars characterized the development of peace
education in three phases: 1) reform, 2) reconstructive, and 3) transformation
(Reardon, 1988b, Snauwaert, 2011). The reform stage aims at preventing war

by focusing on behaviour and attitudes, while the reconstructive approach

moves beyond the individual to address structural and institutional changes

which condone violence in the form of war. The final transformational phase
deals with a rejection of violence, and
of peace ¢Reéardorg1988a:11).

Moving forward into history the tragic legacy of World War Il and use of nuclear
weapons, spurred educators to focus on the elimination of this threat; in places
such as Japan this was the primary focus of peace education, and culminated
in the establishment of peace education centres and curricula memorializing
the events of WWII (Fujii, 1974). At this historical juncture following World
War 1l, the work of Herbert Read comes into focus as a critic who argued for

the integration of the aesthetic and moral into education as a means of
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obtaining peace. Read (1949) believed that our innate tendencies

predisposed us toward symmetry, harmony, and peacefulness. These

intuitive traits would remain latent, and the job of educator

t h o s e infserve bftthé ends of peace education.

Contemporaneous with these movements was the thinking of Brazilian

educator Paulo Freire, who articulatedt he concept of O&édbanking

proposed a process of conscientization in which literacy would be inextricably
tied to self-empowerment, justice, and ultimately peace (Freire, 1973). Also,
of note is Norwegian mathematician Johan Galtung, sometimes seen as one
of the founders of modern peace theory, who made a signal contribution to the
field by delineating negative and positive peace, but also was instrumental for
the compelling linkages he established between peace research, education,
and action. Galtung proposed a synergy whereby research would inform
education and ultimately action, advocating for a peaceful pedagogy as well

as peace content in the classrooms. (Galtung, 1974).

I n the 19806s, peace edasanthe threahof rugeari n

annihilation, with the Cold War between the United States and the Soviet
Union providing the impetus for this renewed focus. Feminist theoreticians and
scholars such as Birgit Brocke-Utne (1996, Brock-Utne, 1983, Brock-Utne,
1989), Betty Reardon (Reardon, 1988a, Reardon, 1988b), and Elise Boulding
(1988) began to write of the need for a more holistic understanding of peace
education, which encompassed the past, present, and future. This peace
education would also be opposed to the masculine militarization of the globe,
and envisions an ecologically sound, socioeconomically just and peaceful

interdependence among people and nations of the world.

In the last two decades, peace education has blossomed in many corners of
the world, from the classrooms of Northern Ireland to the conflict zones of
Israel and Palestine (Bar-Tal and Rosen, 2009) as well as the post-apartheid
context of South Africa (Maxwell et al., 2004). It has expanded its usefulness
in North American classrooms as a vehicle for conflict resolution with programs
such as peer mediation in the context of conflict resolution (Harris, 1996).

Peace education now focuses explicitly on such issues as gender equality,
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human rights, and ecological integrity. Of equal import, peace educators have

become more aware of structural violence in the classroom.
Manifestations of Peace Education

Peace education takes many forms inside and outside classrooms across the
world. Salomon (2002: 6) proposes that these manifestations depend on
whether the region of the world is experiencing relatively tranquillity, ethnic
tensions, or open hostility. Bar-Tal (2002) reminds us that peace education is
relevant to the context in which it is found, but above all must be open-minded,
focused on experiential learning, grounded in the experiences of teachers, and
normative based on the requirements of a given society. The question
remains: In the context of formal school schooling (i.e. in a classroom) how
does this actually look? And how is this different outside the classroom? Hicks
(1988) provides a useful typology which focuses on skills (such as critical-
thinking, empathy, assertiveness, and political literacy), attitudes (such as
open-mindedness, vision, self-respect), knowledge (i.e. conflict & peace, war,
nuclear issues, justice, and futures). The following table illustrates examples

of peace education activities (Hicks, 1988: 15):

Table 1. Possible Peace Education Activities

Skills / Attitude / Knowledge

Activity Strengthened

Conducting a community survey on the
understanding of peace and conflict
Having a debate on the use of nuclear

Critical thinking, peace, war, futures

arms in present day society

Nuclear issues, futures, political literacy

Practicing communication skills of active
listening and empathy in pair work

Empathy, self-respect, assertiveness

Learning to be peer mediators and solve
classroom level conflict

Critical thinking,
communication

empathy,

Analyzing television advertisements for
images of violence and peace

Political literacy, vision, justice, violence

Teaching children how to do meditation
or enhance their self-awareness

Self-respect

Inviting youth to imagine what their
world would look like without weapons

Vision, futures

Working with youth from conflict
communities to help them develop a
shared vision of history

Critical thinking,
literacy, justice

empathy, political
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This list of activities is by no means comprehensive and would again vary from
context to context. Each of these activities could be carried out inside or

outside the classroom.
Locality of peace education

The literature on peace education clearly demonstrates that peace education

is not a one-size-fits all endeavour, but i s i nstead fidictate
preoccupy a specific society, because it has to be perceived as being relevant

and functional to the societal needs, g o al s a n d (Bar-dal, 2002 22h

Harris reminds us that peace education often morphs according to varying

needs; Afpeace education takes different
to address different forms of (Hars| e nc e
2004). As such, it may be thatthereare many 6 pec e educati onsd ac
wor |l d, and that Nfépeace education e i s
conditions, and culture, as wel/ as the
(Bar-Tal, 2002: 34-35). Thust he very definition of Opeact
vary according to the context, and usually has connections to power

(im)balances and conflict dynamics within a given context (Salomon, 2002).

As with other peacebuilding paradigms which have their origins in Western
countries, however, there is a need to be careful about imposing alien values,
vi ewpoi nt s, and pedagogi es. Synott ur
constructions of peace educators and the peace movement generally need to
pl ace indigenous epistemol og(@Byottal®96:t he c e
85). This is in keeping with the philosophy of conflict transformation which
validates local processes, stresses the need for elicitive methodologies, and
cautions against the importation of foreign models and ways of thinking
(Lederach, 1995). These recommendations are particularly germane to post-
colonial contexts such as Cambodia where there is already a history of
subjugation, domination, and authoritarian imposition, much of which have

employed traditional education systems as their vehicles. (Clayton, 1995).

Peace education also varies depending on its location within the context of an
ongoing protracted social conflict (Azar, 1990). Il n fact, in oOcr

education (explored later in this chapter), one of the primary goals is to
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transform structural and cultural violence. This main aim is directly linked to
the authentication, integration, and embracing of local meaning and
experiences. Bajaj notes that the overly prescriptive nature of most peace
education literature fails to account for the complexity and diversity of
indigenous peace education manifes
much mutual learning which can take place if peace educators cast their gaze
toward the local in order to understand the hybrid meanings created from
economic, political, &Bajal, 2@08: 1140u r While
remaining locally focussed, however, scholars and activists alike must be
attuned to global movements which inform local peace education endeavours.
This often requires, as in the case of India, localized approaches to peace

education (Tewari, 1974).
Praxis of Peace Education

A review of peace education literature surfaces a need for further research to
bridge the gap between praxis and t
there i s no tr u@ynpte2805:41).eAbancedutatonq Irbélieve
that peace education can be a tool for positive social change. Yet focusing
exclusively on either personal or political approaches to peace education is
insufficient. A useful paradigm for understanding the perspectives of peace
education is the 3 P framework - personal, political, planetary - referred to by
Hicks (Hicks, 1988). At the personal level, peace education concerns the
transformation of individual behaviours, attitudes, and practices. An American
educator, Hicks outlines the concrete skills, attitudes and knowledge that are
essential for any peace education initiative. At the political level, peace
education attempts to transform unjust institutions, structures, and systems.
From a planetary perspective, peace education teaches us to appreciate Gaia,
or mother earth, and to recognize that we have a stewardship duty to protect
and ensure the sustainability of the planet. This framework has close
resonance with the feminist approach, which views personal actions within the
civic sphere as ultimately having political import, and vice-versa. That is to

say that political choices or policies often have deeply personal ramifications

A

tation

gl obal

heory,;

(i .e. with regards to womends autonomy a

also tend to have planetary implications as well (i.e. decisions about how to
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regulate emissions which lead to climate change). The following section

describes the interrelation among the 3 levels: personal, political, planetary.
Personal

Firstly, the personal and psychological nature of peace education is important.

It advocates that peace begin at the individual level. Realizing that individual

peace is not an external value that is imposed, nor the responsibility of the

state, or schools, or religion, but of individuals, is a key stepping stone to

change. Peace education must recognize our potential for aggression and

thus develop skills in reflection, problem-solving, and cooperation (Harris and

Morrison, 2003). Thi s &épeace o0 wn epresulsor fpdhe pokticah cr i t |
and planetary levels as well. Yet a strictly cognitive or psychological
perspective focussed on fApromoting the
val ueso necessary t o A r @aumdiny #399.c6&) msf | i ct
insufficient. 6Therapeutic ideal i smo, 0 |
peopl ebs i deas al o(kray, 1984 a5) anly affardsea myopia | i t vy
view which fails to appreciate the importance of social structures. In

recognition of this reality, the 3P paradigm leads us then to consider also the

political aspect of peace education.
Political

Peace education must take into account the social structures which perpetuate
violence. It should teach students to interrogate the political, social, economic,
and cultural institutions that exist. More importantly, political peace education
equips learners with the tools to critique and deconstruct these systems, and
to understand where they promote structural and cultural violence
(Christopher and Taylor, 2011). This is where critical peace education
engages with the structural and cultural aspects of conflict transformation. It
centres on the possibility of peace education to enhance transformative
agency and participatory citizenship in response to unjust institutions and
social structures (Bajaj and Brantmeier, 2011: 222). In this vein, then, peace
education can in fact be a subversive activity, inasmuch as it challenges the
existing status quo (in terms of distribution of resources, power, and privilege

within society). As Curle notes:
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the danger that the heavy hand of bureaucracy, suddenly realising that
we are doing something extremely subversive, will come down on us.
This is a danger which | personally face and recognise. When the
crunch comes, we shall have to see what we can do. | really believe
that education for peace is in a sense a revolutionary activity (Curle,
1974, cited in Haavelsrud, 1974: 75)

Thus peace education is inherently an ideological endeavour, one that can be
radical, anti-hegemonic, and openly in support of social change (Synott, 2005).
Peace education in this regard contributes to conflict transformation by laying
the groundwork for a reform of unjust power structures. peace education can
offer us a pathway to reconfigure a schooling system which often produces

violence, alienation, and disharmony (Eisler, 2004a). As Freire tells us:

without changing the social arrangements which prevent the great
majority of human beings from being fully human beings, we will never
have peace with justice. And without making education for peace part
of a concrete process of socio-political action toward progressive
change, we will never have education for peace and justice, we will just
have a new kind of nonsense. (Freire, 1970, cited in Haavelsrud, 1975:
70)

Thus the AP0 approach from the 3P paradi
manifestation of peace education, challenging as it often does the prevailing

norms and institutions that promote structural, cultural, or direct violence.

Planetary

It is also true that the individual and political aspects alone are insufficient;
thus, Hicks advocated fora3“c omponent which is the 6pl a
of peace education. This strand of peace education suggests that we raise
our sights above the concerns of individuals, even nation-states, and look

more broadly to our place in the solar system. As such, peace education

should strive to inculcate what Betty Re
consciousness?©o l i nking student s t o en\
sustainability. I ndeed, a fNpeacef ul W C
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been awakened to the reality of interdependence and the consequential rights
and obligati ons (@Gafdinaa, 19%4 #A4l). Accarding to Hieks, 0
then, the scope of peace education thus begins with the personal level, moving
outward to social engagement in the political realm, and continuing beyond

nation-state borders to a duty of stewardship for the Earth, the planetary vision.
Peace education and feminism

Feminism is a useful lens for understanding how to bridge the personal,

political, and planetary. The centrality of feminist discourse in peace education

has been amply demonstrated by scholars such as Reardon, Brocke-Utne,

Boulding, and others. When considering how to educate children or youth for

peace, these scholars advocate that we think differentially about the role

gender has to play in the education experience. Brock-Utne delineates the
tension between educators who -seet rpaelat e
where sexism is treated as a variable, and those who view peace education

from an entirely feminist perspective. A
peace educator does not talk about the way children are raised, but the way

boys andgirlsar e r ghold leycuihor) (Brock-Utne, 2000a: 10). Virginia

Woolf, a generation before noted that our schools are mostly replete with
6violence educati ond i n t hat t hey best
knowledge in a banking education format (cf. Freire) which propagates an

artificial separation of the domains of the personal and the political (Woolf,

1938, cited in Brock-Utne, 2000a).

Furthermore, Brock-Utne (2009) explains how gender is both social
constructed and heavily aligned with either war or peace. As an example, she
shows how boys and girls are taught very differently from an early age; the
former to battle and fight, the latter to care and nurture. These social norms,
embedded though they are in every aspect of our cultures from language to
educationtochild-r eari ng, are ipehaef ud 6tWhiee cat i
the role of biology in gender, and gender in war is the subject of some
contestation among scholars, there is a clear association between the male
gender, militarised violence, and the feminist attempts to analyse and change

that violence.
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Brock-Utne (1985) outlines a feminist approach to peace education grounded
in a number of foundational assumptions: 1) women are disproportionately the
victims of structural and direct violence, 2) women are more inclined and
gualified than men to serve as peacemakers, 3) boys and girls are socialized
differently with respect to peace and conflict, and 4) the struggle for gender
liberation resonates closely with the struggle for liberation from violence writ
large (i.e. war). While the second assumption is arguable, the import of Brock-
Ut n ¢hésss is that feminism brings a gendered aspect to peace education.
Through this lens, questions of how we educate individual boys and girls are
inextricably linked to political questions of how we prepare for either war or

peace.

In this vein, Reardon clearly exposes the roots of structural and direct violence
as being militarization and patriarchy. Militarization and its accompanying neo-
realist paradigm of state security that fuels conflict and sustains inequality,
should be replaced with more just, democratic, and human-centred models of
governance. Reardon advances the argument that military policy is in fact
misogynist, and argues that an analysis of militarism is not complete without a
deep understanding of the social, economic and political underpinnings of
sexism and gender discrimination (Carter, 2016). Thus, these structures
present critical obstacles to peace and feminism is about endowing the learner
with the agency to interrogate, challenge, and hopefully transform these unjust
structures toward the aim of building peace. Indeed, Elise Boulding considers
At he foundation of peace to be empoweri nt
patriarchy and devaluation and reconstru
(Brock-Utne, 2012: 131) The project of peace education becomes, in the truest
sense, an exercise in learning about and promoting consensus based models
of gender equality and participatory democracy. Thus, the personal lived
experience of gender is inextricably interwoven with politics, or decisions made

and enforced by the state.

Brock-Utne (2000a) further collapses the distinction between the personal and
the political. Since there is so much violence against women within the
confines of the home, it becomes necessary to analyse this, to make social

commentary upon this, and therefore to develop (political) responses to it.
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Brock-Utne also makes a useful distinction between teaching for peace and

teaching about peace. She notes the distinction as follows:

While educating for peace deals with the affective way of learning,
educating about peace deals more with the cognitive side. While
educating for peace deals with attitudes and a change in behaviour,
educating about peace has more to do with presentation of information
and building of knowledge (Brock-Utne, 2009: 2013).

Clearly, she argues, peace education in the feminist tradition should focus on

education for peace over education about peace.

When speaking of peace education, it is necessary to speak of peace
research. Elise Boulding (1986) highlights the difference in peace research
conducted by males and females, noting that men are more likely to study
demilitarization while women are more likely to study nonviolence and conflict
resolution. She laments the challenges of having peace research by women
taken seriously by men. In this vein, Brock-Utne outlines the seminal
contributions women have made to peace education: 1) women work for peace

through nonviolence, 2) women value the life of all human beings and of

Natur e, 3) womends wor k f or nafona Breck-i s

Utne, 2000a: 12). More importantly, Boulding interrogates the unseen

Opeaceful 6 role of women in the daoanest. i

and arguesthati n both spheres the val uebothf

under-recognised and under-appreciated. Brock-Utne (2009) also laments the
lack of history and curricular materials for school children that mention the
work of feminist scholars or female peace activists. This has the effect of
reinforcing male-centric versions of peace (i.e. through re-armament and
peace through strength) at the expense of female-centric understandings of
peace (i.e. through compromise, diplomacy). Clearly these gendered elisions

have critical consequences for the pedagogy of peace education.

In terms of the planetary aspect, the ecofeminist debate centres on peace
through environmental sustainability. From the ecofeminist perspective,
humankindds stewardship of the eart

stewardship is viewed as dominion by males which of course resembles
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patriarchy. One of the earliest feminist voices to sounds the connection

between environmental sustainability and patriarchy was Rosemary Ruether:

Women must see that there can be no liberation for them and no
solution to the ecological crisis within a society whose fundamental
model of relationships continues to be one of domination. They must
unite the demands of the women
ecological movement to envision a radical reshaping of the basic
socioeconomic relations and the underlying values of this [modern
industrial] society (Ruether, 1975, cited in Warren, 1996: ix)

Warren (1996) outlines the connections between feminism and the
environment, which she argues are numerous: 1. historical, 2. conceptual, 3.
empirical, 4. epistemological, 5. symbolic, 6. ethical, 7. theoretical, and 8.
political. Anderlini-D6 Onofri o articul ates the

ontologies associated with ecofeminism, reminding us that the central Gaia
hypothesis is that: Athe Earth is a
and wi | | o(Andeiilini-3'Onafrie, n20604: 77). Ecofeminism, she
explains, encourages us to question the conventionally accepted dichotomies
of O Rhautnuarnek i n dmién dédb oaryd t o embr ace

grounded in symbiosis and sustainability. In essence, the power dynamics

i nherent i n t he relationshiop bet ween

dominion over the earth. The essence of ecofeminism advocates that these
relationships are fraught with violence, exploitation and should be reconfigured

in a more humane, caring, and just fashion(Glazebrook, 2002) .

An updated version of this philosophy which Gaard (2011) tentatively terms
60 new-feaod nintesrogates a wide range of issues from global gender

justice, sustainable agriculture, ecological, diverse, and inclusive education

0s mo
al ter
| Vi

br

t

curricula. This neo eco-feminismaimstogener at e common cause |

boundaries of race, class, gender, sexuality, speci es, age,

(Gaard, 2011: 44). As the history of eco-feminism shows, there is a strong
affinity between feminism and the environment, or the planetary. As such,
feminism clearly brings the planetary aspect of peace education into close

focus. The key message for peace educators is that: As human beings, we
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should adopt a more sustainable, partnership approach to our relationships

with all flora, fauna, and even planet earth itself.

Thus, feminism serves as a conceptual convergence point for the realms of
the personal, political, and plenary. Feminism, and eco-feminism, bridge these
3Ps with a coherent discourse that looks at issues of power, domination, and
marginalization. While bridging these realms is important from a conceptual
standpoint, peace education is most concerned with attempts to infuse peace
into the lives of everyday citizens. In this regard, another movement - the

6cul t ur e- dedervgs éultecdesdussion.
Culture of Peace

The culture of peace has become widely popularized, alongside the UNESCO
Decade for a Culture of Peace (2001 to 2010) as a global commitment to
promoting peace instead of violence within our schools, communities, and

institutions®. The UN defines it as:

a set of values, attitudes, traditions and customs, modes of behaviour
and ways of life that reflect and are directed towards respect for life, for
human beings and their rights, the rejection of violence in all its forms,
the recognition of the equal rights of men and women, the recognition
of the rights of everyone to freedom of expression, opinion and
information, attachment to the principles of democracy, freedom,
justice, development for all, tolerance, solidarity, pluralism and
acceptance of differences and understanding between nations,
between ethnic, religious, cultural and other groups and between
individuals (United Nations General Assembly, 1997: 3).

The notion of peace education as a stage in the cycle of conflict transformation
is closely linked to the role of peace education in building a culture of peace.
Enshrined in efforts by UNESCO and the International Decade for a Culture of
Peace (2001-2010), the culture of peace is defined by Boulding as one that

9 https://www.un.org/en/ga/62/plenary/peaceculture/bkg.shtml. Accessed May 13, 2019
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includes life ways, patterns of belief, behaviour, and accompanying
institutional arrangements that promote mutual caring and well-being
as well as an equality that includes appreciation of differences,
stewardship, and equitable sharing of

members and with all living beings (Boulding, 2000, p. 1).

Wintersteiner (2009) notes how the culture of peace plays a fundamental role
in peace education, by both: 1) bridging the gap between peace education,
and peace politics, and 2) challenging the role of the education system as
reproducers of violence. He argues for the transformative power of the culture
of peace as both a discourse and an ideology which, while grounded in the
personal, can eventually lead to transformation of social structures (and even

war). A culture of peace:

Can even be developed in a society which is politically dominated by a
war system. When this culture of peace becomes strong enough, it may
lead to a change of the political system, which helps to promote a

culture of peace and so on (Wintersteiner, 2010: 55).

In the words of the motto of the Klagenfurt Peace Centre (borrowed from
Virginia Woolf),thisi s somewhat akin to #ftIRianlkiowvg [pe
and Wintersteiner, 2010: 13). This formula is a testament to the power of
creative thinking, imagination, and what Elise Boulding (2000) refers to as the
200 year present. Thus, peace education is emboldened, rejuvenated, and

re-purposed politically with the infusion of the culture of peace.

Promise of Peace Education

In increasingly violent contexts both in the global South and the North, peace
education as a tool for reducing violence and building peace has been
acknowledged among scholars and practitioners alike. In fact, many
contemporary peace educators (Hicks, 1988, Reardon, 1988a, Harris and
Morrison, 2003, Eisler, 2004a) agree that the world is in such a state of
violence, greed, unpeacefulness (Curle, 1984) that peace education may be
the only s akei hopg angongatitege. advocates is that peace

education might one day be given as much importance as mathematics, for
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Aknowl edge of peace processes i fHartrisequi r e
2004: 17). As we shall see below, however identifying the correct content,

form, and processes for peace education can be challenging.
Criticisms of Peace Education

Although the promise of peace education is great, it also faces a number of
challenges, including: 1) lack of clarity, 2) logic versus emotion, 3) propaganda
tool, 4) delivery contexts (i.e. formal education), 5) effectiveness, and 6)

criticality.

Lack of Clarity

| posit that this lack of clarity derives from insufficient clarity concerning the

terms of O6peaced and Obébeducationd, whi ch
chapter. Il n other words, Ato some exte
names because ofcont r over sy sur r ound(Harg, 200h.ce wor d
8). Peace is ultimately malleable; it can be at once personal / political,
intrapersonal / interpersonal, individual / social, and from these binaries it

derives its very complexity. Porath laments the fact that the field of peace

educationis sodiffusethathaut hor s di sagree on the desc
they wish to address and corre@opamdi ngl y
2003: 525). As testimony to the complexity of the concept, Groff details seven

levels of peace. These are: 1) peace as absence of war, 2) peace as balance

of international forces, 3) peace as negative peace, 4) feminist peace

(absence of physical and structural violence), 5) intercultural peace, 6) holistic

Gaia (i.e. environmental) peace, and 7) inner peace (2002: 1-4). In his classic

analysis, Galtung (1969) differentiates between positive and negative peace.

And Salomon (2004: 5) has pointed out that power imbalances and prevailing

conflict dynamics can effectively colour the way children perceive peace. In

this respect, Israeli and Palestinian children have divergent definitions of the

same word. Both Synott (2005) and Harris (2004) present typologies of peace

education and its transformative powers, which are rooted in modernist,

rationalist conceptions of education and knowledge. As Gur-Z e 6 €001)

notes, many peace education theorists take a positivist, essentialist approach

to peace building, which he deems inadequate and unable to cover the full

54



range and complexity of peace education. Some practitioners note that the

term Opeace e dcouately represedts anadendc theory whereas

peace building education refers to actual interventions (Bush and Saltarelli,

2000: 26-27). In place of logic and theory, some scholars argue for a greater

spiritual or moral component to peace building. (Porath, 2003, Ze 6 e v , 2001,
Danesh, 2002, Duckworth, 2006, Groff, 2002, Boulding, 1988)

Propaganda Tool

Peace education - especially in the United States T has historically been

criticized as subversive, biased, and undermining social structures, in

particular those pertaining to law and order (Reid, 1984). While these
judgments are often politically motivated and biased (White, 1988), the
emotional appeal of their rhetoric is not lost on conservatives. As peace

education is inherently political, it has often faced attacks from reactionary or
conservative elements. For example, during the Red Scare and McCarthyism

in the United St apeaeedwas nonsiddied a tvénlb and s ,
traitorous word to use. Peace educationists were criticized for being
propaganda artists who were intent on filling the minds of students with
communist ideas (Stomfay-Stitz,2008). | n moder n day ti mes, t
mentality resonates with criticism by state officials concerned with national

security at the expense of human security. In Sri Lanka, at the height of a
protracted civil war between the Liberation Tigers of Tamil Elam (LTTE) and

the Sri Lankan government, Opefacied had
government 6s view was that Tamil Tigers
themselves and continue fighting.!! Based on my personal experience in Sri

Lanka, the Ministry of Education (during the period 2000 to 2010) was
suspicious of efforts to engage in peace education. The media and
government officials conspired to equate peace activism with weak
compromise, unproductive dialogue and passive resistance. As such, in

conflict contexts, peace education (in particular formal peace education) can

be painted as one-sided, divisive, and supportive of opposition elements.

10 Source: Interviews with Save the Children program staff, circa 2007.
11 https://www.theguardian.com/world/2007/apr/O4/srilanka. Accessed March 15, 2019
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Formal Education

In the context of the formal education system, there are additional institutional
hurdles to the effective delivery of peace education initiatives. The challenges
of school systems around the world include: low enrolment rates of children,
insufficient or under-qualified teachers, poor quality or lacking infrastructure,
gender, minority, and disability inequalities, outdated curricula and pedagogy,
weak administrative support structures, low student achievement, and
insufficient education finances (Heng et al., 2016). On a micro-level within the
classroom, there is often insufficient time to introduce additional curricular
components into an already overloaded teaching schedule. Secondly, teacher
capacity is often inadequate, and resources are not available to train the
teachers accordingly'?. Another complicating factor is that peace education is
different from other curricular components in that it is explicitly value-laden. At
the base of peace education is the core belief that the world would be a better
place if free from violence. This requires an ethical, philosophical and spiritual
commitment by teachers and students, which is very different from that
required in engaging with traditional subjects such as: reading, writing, and

arithmetic.
Effectiveness

It is difficult to estimate the effectiveness of peace education interventions, as
this very research attempts to demonstrate. Peace education can, however,
makeanimpact In t er ms of O&érecipes for -Walstcess, ¢
outline the key components of ef fective peace educatio
education is not a specific curriculum; (2) dialog and discussion are central;
(3) the values and beliefs of the educator are critical; and (4) peace learning
shoul d b dLewsaderiandeviyers-Walls, 2017: 5). It is important,
however, not to overestimate the power of peace education as a cure for all
conflict and a pathway for conflict transformation. As Paulo Freire and Curle
(1974) agreed in a dialogue, education alone cannot bring about a change in

the violent structures of society.

12 https://www.worldbank.org/en/news/immersive-story/2019/01/22/pass-or-fail-how-can-the-
world-do-its-homework. Accessed April 4, 2019.
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Some scholars are pessimistic about whether peace education contributes to
the resolution of protracted conflicts (Salomon, 2003). Taking an example from
youth in the Israeli-Palestinian conflict, Salomon provides us with evaluative
results on a program for peace education based on the contact theory (Allport,
1954). Salomon places particular emphasis on the importance of building and
maintaining social relations, shared narratives, and historical memories.
Theorizing that the socio-political context is more powerful, he notes that
Aipeace education é in and of i tself ca
conflicts; it can however prepare the gr
(Salomon, 2004: 21) Returning back to the 3P framework, then, it would seem
that the first P is not enough, and that the 2"% and 3™ Ps are equally important.
It also suggests that especially in conflict contexts, peace education can only
contribute to structural and cultural conflict transformation if it operates in the
context of broader peacebuilding initiatives (Lopes Cardozo, 2008). This

brings us to the discussion of a critical discourse around peace education.

Criticality

It is important to be critical of peace education as an endeavour. Some post-

modernist scholars challenge the discourse of peace education, questioning

the fundamentals of what most consider a benign, positive enterprise ( Ze 6 e v ,
2001, 2011). Gur admonishes us to be self-reflexive and to question these
assumptions of what ¢ malyaneand Itiapossiblé bed uc at i
notes, ifito | aunch a serious challenge to
presented within peace education as represented by declared modernists and
postmodern{ Zeéewa)] i R60OMh:e 2t r al argument
justifications that are common in current discussions of peace education not

only serve various violences (which peace education fails to reflect upon and

challenge); peace education is in itself a manifestation of those violenceso

(italics in original) ( Ze 6 e v , 2 This Lritiqued Had given rise to critical

peace education, which | discuss below.
Critical peace education

Zembylas and Bekerman (2013) provide a trenchant critique of peace

education, by questioning the moral premises on which peace is based,
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exposing problematic dichotomies (i.e. good v peace, peace v. conflict) and
interrogating the roots of peace education in the western neoliberal paradigm.
Cremin (2016) further argues that peace education is facing a crisis of praxis
and theory, drawing on the work of Gur-Z e 6 @011) whose seminal work
guestioned the very foundation of peace education. Gur-Z e @ seiggested that
peace education, in the hands of the wrong educators, can become a tool for
reinscribing cultural and structural violence. Peace education, then, can
become a form of legitimising conflict and inequity. From this ontological crisis
emerged the field of critical peace education. Critical peace education draws
on the work of Freire and critical pedagogy, transformative agency, and
liberation. It cites reflexivity in peace education as necessary to achieve the
requisite transformation of unjust power structures (Ze'ev, 2011), Zembylas
and Bekerman (2013), Bajaj (2015). The key hallmarks of critical peace
education are: 1) critical peace education pays attention to unjust social
structures, 2) critical peace education amplifies marginalized voices, and 3)
peace education recognises the dual role of schools as both possible sites of

transformation as well as marginalization (Bajaj and Hantzopoulos, 2016).

Zakharia brings postcolonial theory into conversation with critical peace
education, and problematizes the very definitions of peace and conflict,
suggesting they are imbued with the normative notions of Western
enlightenment. School s, she ar gamefs , ar e
peace occurs in multiple spaces, forging possibilities for the enactment of
transformative agencyo. Tconstitite p eriticalg ogi e s
component i n-s cthhoeo | @ w hpoelaec e e d u(@akhaiiap n end
2017). Bajaj (2015) further explicates these pedagogies of resistance, citing
whatEisler (2003)c al | s t he O0hori zont albdi z &thieor uaoft h

outlines the strands of thinking in peace education:

il Violence in all its forms inhibits the actualization of human potential.
Moreover, power asymmetries marginalize certain groups and social
action must disrupt these asymmetries.

1 Educators can bestow peace KASH upon others. Critical peace
educators must root their efforts in locality, agency, participation and

reflexive practice.
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i Educational sites can be equally sites of transformation and
marginalization. Critical peace educators would note that peace

education must have synonymous content and process.

Bajaj sketches the core competencies for a critical peace education grounded
in pedagogies of resistance; it should include: 1) critical analysis and thinking,
2) empathy and solidarity, 3) individual and coalitional agency, 4) participatory
and democratic engagement, 4) education and communication strategies, 5)
conflict transformation skills, and 6) ongoing reflective practice (Bajaj, 2015:
162). Thus, it would seem through the criticality, that peace education can
indeed transform social and cultural violence. What is needed is an analytical

framework to understand and assess peace education in Cambodia.
Transpection: A Framework

In response to this need, | have developed an analytical framework with which
to view and analyse the data generated. This framework aims to achieve the
following: 1) situate peace education in Cambodia within a fluid temporal
continuum, 2) bridge the gap between the personal, political and planetary in
peace education, 3 ) | i nk tlekets (i.@. ingividual relational) tadthe
ficol | devetsi(i.e.estbuctural, cultural) of conflict transformation, and 4)

align with the key tenets of critical peace education.

What | am referring to is transpection® i which | define as comprising
introspection - the act of looking backward, prospection i looking forward,
introspection - looking inward, and extrospection i looking outward (i.e. from
the individual). Tr anspecti on resembl e$ oranldtiype of
nal l s e e iemcguiages thehindigidual (in this case, the researcher) to
contemplate the past, present, future, and psychological as well as
sociological phenomena. The starting point for transpection can be any of
these 4 vectors i looking back, looking forward, looking inward and looking
outward. They are all mutually interdependent, and transpection as a whole

involves a fluid movement f réokm oowmi en g © o nop

13 Termed re-defined by Tucker McCravy during his peace education research in Cambodia.
2012.
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0 u nrdset a n dto they dther. Transpection provides both an analytical
framework for making sense of the data a pedagogical guide for peace
education programs. Peace education in Cambodia can be explored,

analysed, and critiqued from the perspective of transpection.

The proposed conceptual and analytical framework of transpection emerges
from the literature review, is grounded in critical realism and has ties to both
feminist and educational theory. Scholars such as Elise Boulding (1988) have
often referred to the 200 year present i the notion of looking backward to the
past (retrospection) and forward to the future (prospection) in order to
imagine the possibilities of peace building and peace education. In addition,
much of the work of peace education centres on introspection - internal
reflection and the deepening of skills required for effective conflict resolution.
This complements the seminal work of Howard Gardner (1999) on multiple
intelligences. Finally, on both an individual and group level, extrospection
provides the key to perspective taking, which is crucial to developing shared

understanding in mediation or dispute resolution.

As an example, one might engage in prospection to think about the future,
then move to retrospection to learn from the past. Or another example is
introspection designed to learn more about conflict styles followed by
extrospection which is based in analysing human interactions. Transpection
can be an individual or collective undertaking. A society learning from its past
and a conflictual or violent period is engaging in collective retrospection.
Similarly, crises and natural disasters often prompt a kind of collective
introspection, where a community reflects on its shared values and social
connections. Transpection is also important to help us understand the
conseguences of an absence or imbalance of any of these components. To
give an example, a society that fails to engage in collective retrospection can
never learn to develop a shared history of its past. This has a potential

negative impact on its ability to forge a positive peace.

A word on the origin of transpection is relevant here. This term was first

coined by James Bach in 2006; he refers in his blog to transpection as a type
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of dialogue process of |l earning @bl
| have re-defined the term for the purposes of my thesis. While transpection
has a scant footprint of usage, the constituent terms of retrospection,
introspection, extrospection, and prospection are more prevalent. They are
found in disciplines such as: linguistics, organizational management,
philosophy, psychology, and art. In the explication of constituent terms below,

| refer to the uses of the terminology in other fields.
Retrospection

As analytical framework

As a critical framework or perspective, the term retrospection literally means
ithe act or process or an ¥ Resospaaian é
closely linked to history education, historical memory education, and genocide
education (covered elsewhere in the thesis). It is the temporal act of reaching
into the past and finding meaning in what has gone before. In this regard,
Esther (2013) advocates for the need to imbue the study of history with a
O6pol-ctitciatal di mensiono and to i n
historical consciousness. 0 She d
consci ousness from the pr es(éogav, 2018 51t2h
This is very similar to the act of retrospection, which we have noted is one
critical component of the transpection framework for peace education. The
political-cr i t i cal di mension involves #Afo
as an autonomous being making his own decisions with minimal recourse to
publ i c ¢rpgewy 20AH 62). Thus, retrospection and criticality, or
interrogating discourse, meaning, and subjectivity with a critical eye, are
conjoined. This, Yogev argues, can make students more immune to the

manipulations of history by demagogues and politicians alike.

As peace education pedagogy

As a component of peace education pedagogy, retrospection refers to the
individual or collective act of looking backwards into history to understand,

embrace, and learn from it. Retrospection from an individual perspective

14 http://www.satisfice.com/blog/archives/62. Accessed March 1, 2019
15 https://www.merriam-webster.com/dictionary/retrospection. Accessed May 16, 2019.
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involves the act of revisiting past actions, behaviours, and incidences in order
to learn from them. In many cases, it also involves evaluating our past
behaviour to understand where we might have wronged someone or
contributed to conflict. In this case, retrospection provides the foundation for
seeking forgiveness for these wrongs. Collective retrospection indicates a
social endeavour of reviewing the past, analyzing both achievements and
failures, and learning from it. Revision from a collective perspective often
involves assessing our performance as a society against established and
accepted standards such as human rights, democratic norms, etc. In the
context of genocide, for example, memorialization efforts attempt to look at the
systems, structures, and political conditions that allowed widespread direct
violence to occur. The goal is to alter or change these systems and structures
SO as to prevent recurrence. Facing History, Facing Ourselves is an example
of an organization that deals with such change. The absence of proper
retrospection can lead to conflict on a number of levels. Individually, failure to
retrospect or to hold ourselves accountable for our behaviour can lead to a
culture of impunity or failure to respect accepted social norms or institutions.
Collectively, when past wrongs are not addressed, atoned for, and learned
from, cultural violence may continue unabated. Historical atrocities, for
example, can generate a desire for intergenerational revenge. Perpetuating
discourses founded in the dichotomy of survivor vs. victim, moreover, can
prevent the necessary healing and reconciliation after traumatic episodes of
mass violence. Using retributive justice in place of or at the expense of
restorative justice mechanisms, moreover, can Yyield unbalanced and
unhealthy outcomes for society as a whole. Finally, lack of retrospection on

an individual and a collective level can lead to a culture of fear and violence. .

Prospection

As analytical framework

The term prospectioni s defined in the dictio
or foresight. The act of viewing. The act of exploring (as for gold)d®. It is

therefore a forward-thinking exercise, and engaged with the future, rather than

16 https://www.merriam-webster.com/dictionary/prospection. Accessed May 16, 2019.
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the present or the past. In academic literature, the term is mentioned in
conjunction with the fields of animal biology (Daniel and Timothy, 2007), and

medical science (Daniel et al., 2016). Gilbert (2007) explains how prospection

is physiologically produced vis-a-vi s past and present

representation of a past event is a memory, the mental representation of a
present event is a perception, and the mental representation of a future event
i's a s i (bariebhand Tanotby, 2007: 1352). Prospection is also linked
to a critical realist perspective (addressed in Chapter 4) as it speaks to the
latency of events and mechanisms that have the potential to generate conflict
or peace. Finally, prospection is closely related to the field of futures studies
(Hicks, 2004). The linkages among creativity, visionary thinking, imagination,
and peace education have been well established by scholars such as Reardon
(2002) and others.

As peace education pedagogy

From a pedagogical perspective, prospection is the counterpart to
retrospection. Individual prospection is the act of looking forward and
imagining a future state of being, evolution, or achievement. In life planning,
it involves projecting oneself ten years into the future and determining a goal
to which one can work towards. Itis an essential counterpart to retrospection,
which vyields lessons learned from the past. Prospection builds on these
lessons learned to suggest a way forward to develop or build up on inner
peace. From a collective perspective, prospection is about imagining as a
society what the future looks like in terms of ecological sustainability, just
social structures, co-existence and institutions that promote plurality and
recognize diversity. It is concerned with cultivating the image of a desired
future into the collective consciousness, and then seeking pathways to reach
that desired collective state. As noted, prospection can happen on both the
individual and collective level. Politics, for example, is the act of uniting
personal and collective interest, needs, and ambitions into an agreed agenda
for action or change. Prospection also involves examining, unpacking, and
interrogating unjust structures that prevent peace. It embodies the act of
nation building and the movement towards strengthening democratic

institutions founded on principles of good governance. Prospection yields

63

evel



concrete benefits at the individual and collective level. In the absence of
prospection, unbalanced social systems or structures that do not meet the
needs of the people are allowed to take hold. Worse yet, the absence of an
inclusive shared social goal established through prospection can permit

structural injustice (i.e. racial discrimination, poverty) to flourish.

Retrospection and Prospection

Retrospection and prospection are temporally linked and are referred to in this
way in the medical sciences, as being both the memory of the past and the
future. Medical scientists argue that the two states reinforce each other; the
stronger our ability to recall the past the better able we are to project into the
future (Bar-Tal et al., 2007). Thus, retrospection and prospection are also
interlinked, as there can be no projection of the future without sensory data or
experience from the past. In terms of transpection, this means gleaning
lessons learned from past historical mistakes that produced violent conflict and

using them to avoid this conflict in the future.
Introspection

As analytical framework

The term introspectionr ef er s t o fia reflective | ookir
s own thotghthas aatoay kifiskie with whats o
Howard Gardner (1999) referred to as intrapersonal intelligence. It is closely

of one

linked with extrospection and has been widely used and cited it philosophy
and psychology. The Stanford Encyclopaedia of Philosophy notes its central
importance as a key concept in epistemology and a pivotal component of
phil osophy of the mind. The encycl opace
process by means of which we learn about our own currently ongoing, or very
recently past, me n t&Introspectmn as a term has peero c e s s €
used in the fields of art (Okoshi, 2007), philosophy of science (Chase and
Rush, 2018), psychology (Graiver, 2019) and business research (Takhar-Lail
and Chitakunye, 2015). Chase and Rush (2018) write about the phenomena

of positive and negative introspection. Positive introspection in lay terms

17 https://www.merriam-webster.com/dictionary/introspection. Accessed May 16, 2019
18 https://plato.stanford.edu/entries/introspection/. Accessed May 16, 2019
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means that agents fAiknow what they knowo
that agents fAiknow that they do not know
of psychology, Graiver (2019) describes how introspection has been central to

the field of psychology, and has been used and developed by religious figures,

most notably monks, throughout antiquity. He descri bes i ntrospe
| arge group of procedures designed to obt
states or processes, such as sensations, impressions, perceptions, or passing
thoughts, as well as bdGaivery20l19:@nsati ons a

As peace education pedagogy

From a peace education perspective, introspection is at once an individual and
a collective undertaking. From a personal perspective, introspection is most
closely related to intrapersonal intelligence as advanced by Howard Gardner
(Gardner, 1999)!°. Gardner elaborates intrapersonal intelligence as knowing
thysel f, being aware of oneds strengths
improvement. More importantly, introspection teaches one to be acutely
aware of his/her conflict style (i.e. avoidance, competition, collaboration,
compromise). This is valuable for recognizing how one is likely to respond in
any particular conflict situation, and t
conflict in general. Introspection is closely linked to activities such as personal
reflection and meditation, as they help the individual to gain a deeper
understanding, appreciation, and eventually mastery over the various
emotional, psychological and intellectual states. Introspection is necessary to
develop peace K.A.S.H. as well as interpersonal awareness. At a collective
level, introspection involves a similar act of interrogating social values, mores
and practices. Introspection in the collective sense usually occurs at moments

of social urgency or during political, economic, or cultural crises as these

(@}

incidents prompt an investigation into
examination of the collective psyche or social identity of a group of people
living together under a social contract. When coupled with retrospection,
introspection allows the individual to become acutely aware of individual

tendencies, proclivities and predispositions, but also to situate them in a

19 The seven intelligences are: 1) visual-spatial, 2) bodily-kinaesthetic, 3) musical, 4)
interpersonal, 5) intrapersonal, 6) linguistic, and 7) logico-mathematical.
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historical continuum of actions, reactions, and behaviour patterns. That is to
say that introspection + retrospection allows a broad lens for understanding
our own behaviour, and how it has evolved over time. At the individual level,
absence of introspection can lead to spiritual confusion or chaos. It can lead
to pursuing own 0 sexpensenof ahars (sese exrospettibne
below). It can also lead to a deterioration of values (at personal or collective
level) and to unjust or immoral behaviour. In this respect it is linked to
prospection, where lack of both a future vision and a deep moral or spiritual

foundation can give way to social fragmentation, social disruption, and anomie.

Extrospection

As analytical framework

Introspection is closely linked to extrospection, which involves looking at all
things external to oneself, and particularly in this case the perceptions,

judgments, behaviour and needs of others. The dictionary definition of

Oextrospectiond is to examine or observe

case of transpection, however, | am developing the definition further to suggest

a broader application of extrospection. It is an exercise in more deeply

understanding oneds identity, -projectorol vi ng
Extrospection (1999)has similarities with one of the 7 types of intelligence

theorised by Gardner?®, namely interpersonal intelligence. Interpersonal
intelligence refers to a studentods abil]
anot her 6s moods, feelings, and temperar

communicative and empathetic ability of a student. Students that have well-
developed interpersonal intelligence are sensitive, empathetic, skilful listeners,
and productive communicators. Students, on the other hand, that have low
interpersonal intelligence, are poor communicators, and in general display an
insensitivity to the needs of others. The term extrospection has been used in
the fields of art (Okoshi, 2007), organizational studies, and philosophy.
Gabbita (2008) writes about introspection and extrospection as organizational
strategies for inspecting and understanding the internal and external causes

for breakdowns in customer relations.

20 Gardner originally developed seven, but subsequently added more types
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As peace education pedagogy

Extrospection is therefore the act of transporting oneself outside the
boundaries or limitations of the self. In this sense it is the counterpart to
introspection, which is looking inward. Extrospection is more than just looking
out ward, however, it is shifting oneoés
point (i.e. another place, space, or point in time) in order to observe or
experience reality from a different vantage point. Within the context of

transpection, moreover, extrospection includes the act of perspective taking,

C

of seeing things from anotheroés vVviewpoi

extrospection encompasses a range of capacities, from empathy to active
listening to non-violent communication. From a collective perspective,
extrospection involves understanding, empathizing, or perceiving reality from
the point of view of another group. This group can be an ethnic, racial,
economic, linguistic, communal, or nation-state. It draws on the need for
critical thinking, collective problem solving, and acceptance of the other.
Extrospection can be promotive of both individual, intergroup, and collective
efforts at mediation, compromise, and conflict resolution. Extrospection
complements introspection in the sense that extrospection serves as a
balancing counterpoint to introspection. Excessive introspection can
undermine extrospection and vice-versa. A healthy tension exists between
the two, and both are necessary for the effective functioning of transpection as
a whole. The absence of extrospection at the individual level leads to the
primacy or hegemony of identity (c.f. Amartya Sen and Identity and Violence).
What is meant here is that inordinate emphasis on the self (i.e. an excess of
introspection), leads to false claims or beliefs about the superiority of one
identity over another. As such, It paves the way for otherising, which in turn
can lead to cultural, structural, and direct violences (i.e. gang, political, and
gender based violence). It also facilitates abuse of power, corruption, and

systemic human rights violations.

Introspection & Extrospection

Introspection and extrospection are linked. The ability to see what is within as
well as see what is without are codependent processes. Collectively,

interpersonal and intrapersonal intelligence are sometimes referred to as
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emotional intelligence. Sparrow and Knight (2006) note the two sides of this
ability, which are essentially constituted of self-awareness and self-
management on the one hand, and other awareness and relationship
management on the other hand. As Farini writing about intercultural education

in Italy notes that successful peace education:

develops as a co-evolutionary process between the sensitivity toward
personal expressions and the recognition of the others: . . . that creates
the conditions for encounters where the | and the Thou meet one
another in their authentic existence, without any qualification or

objectification of one another (Farini, 2014: 86)

Thus, peace education contains a dialectic component of intro/extro-spection
which is at the heart of integrative notions of identity, perspective taking,
intergroup, and intercultural interactions. Parker goes further, noting that
diversity and identity should be critical components of peace education. On
identity, Parker notes that self-expression of identity, while it generates
conflicting perspectives, can in fact promote critical thinking and thereby
expose the inequities or injustices in existing institutions. Critical conflict

dialogue?! which insists on multiple perspectives and invites discussions about

di versity, soci al | usRaiker,&013a B6)ds necessafyl i ct ua

Tanabe (2016) further reminds us that forms of inner peace and outer peace

are inextricably intertwined.

Thus, transpection is both a suitable analytical framework for assessing the
data, as well as a conceptual framework for the design, assessment, ad
evaluation of peace education programs. The following table presents the 4
components of transpection, together with the consequences arising from

imbalance in one of these component areas.

21 Constructive discussion of conflict within framework of democracy, equity & social justice
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Table 2. Transpection Analytical Framework

Retrospection

Prospection

Retrospection encompasses:

1 Understanding past mistakes, wrongs, and seeking fd
Facing History, Facing Ourselves
Forging shared identities
Reconciling diverging histories & reconciliation in gen
Promotingwareness abdtdansitional justice
1 Memorializatiand learning from the past

il
)l
il
)l

Lack of introspection can lead to:
1 Culture of impunity and lack of respect for rule of law
1 Intergenerational transmission of revenge
1 Perpetuating surviveictim dichotomies
1 Retributive justice or using pasgsvto further the cycls
violence
1 The proliferation of a culture of fear and violence

Prospection encompasses:

9 Visioning and futures thinking

1 Collective planning for just peace

9 Civic education and global citizenship

1 Teaching youth how to addmesguadocial structures

1 Actively working towards conflict transfahmatigim peace learnin

Lack of prospection can lead to:

1 Unbalanced social systems that are unresponsive to the n¢
whole

1 Degeneration of institutions, systenss;uetdres through elite cay

1 Proliferation of structural injustices and violence (i.e. gender di

1

poverty)
Poverty consciousness excessive focus on meeting presen
due futurencertainty

Introspection

Extrospection

ntrospection encompasses:

Selfrespect, salinderstanding

Intrapersonal awareness

Development of peace K.A%S.H.

Strong connection \aitld awarenessooinflict styles
Examination of social values, institutions, and mores

= =4 =4 -4 =4

Lack ointrospection can lead to:
1 Inner spiritual confusion-asdiibathy (leading to substance &
1 Advancing individual aims at the expense of the collectiv
1 Proliferation of injustice and (structural) forms of violence
1 Anomie, social disruption, andadcagmentation

Extrospection encompasses:

Perspective taking

Empathy, active listening, NVC

Crosgyroup or intgroup understanding and acceptance
Creative problem solving, critical thinking

Conflict analysis and conflict awareness

= =4 -8 8 -9

Lack oéxtrospection can lead to:
9 Direct violence (gang, political, GBV)
1 Abuse of power or corruption
1 Identities used to perpetuate (cultural) violence
1 Otheising, prejudice, stereotype and intergroup (direct or cultur

22 K=knowledge, A=attitudes, S=skills, H=habits



Transpection therefore encompass elements of the retrospective 7 looking
back to the lessons of the past, introspective 1 looking inward for the truth
about our inherent potential for good and evil, extrospective i trying to
empathize with and build bridges with others, and prospective i casting the
net of our imagination onto the prospects of positive peace for the future.
Transpection is the conceptual framework which will be adopted for the

remainder of the thesis.
Chapter Two Conclusion

| have covered considerable ground in Chapter 2, which centred mostly on a
survey of the literature on peace education. | have also explored and defined
the terms of peace, education, peace education, peacebuilding and conflict
transformation. | have situated peace education among its many kin or related
education efforts, such as multicultural and global citizenship education. |
have also surveyed a brief history of peace education and discussed its
practice. Importantly for the thesis, | have demonstrated a clear link with
feminism and an affinity between peace education and the culture of peace.
Further, | have shown that peace education has its promises and its
challenges. | have made the connections among conflict peace education,
conflict transformation, and peacebuilding. In doing so, | offer a new
framework for understanding the complexity of peace education: transpection.
Transpection comprises introspection, extrospection, prospection, and
retrospection. This framework, | propose, affords greater conceptual clarity
for analysing and understanding peace education efforts in Cambodia. The
following Chapter 3 entails a detailed look at the social, political, cultural, and

historical background as well as peace education efforts in Cambodia.



Chapter Three: Peace Education in Cambodia

Overview and aims of Chapter 3

In Chapter 3, | seek to narrow the focus of my thesis to explore the state of
peace education in Cambodia. In order to do so, | begin by first providing a
situation analysis looking at political, economic, and social forces at play in the
country. In keeping with retrospection and prospection, first | look to the past,
examine the present, and then contemplate the future possibilities for positive
peace in Cambodia. The rearward looking view will comprise a brief history of
Cambodia sufficient for the reader to grasp the present socio-political and
historical context. The contemporary view surveys some of the violences
common in Cambodian society. As to the choice of Cambodia, | seek to frame
its importance as a case study and note the key elements of the liberal peace
project, neocolonialism, and the paradox of a negative peace. | articulate this
negative peace in Cambodia, recalling the triangle of structural, cultural, and
direct violence from Galtung. | then explore the formal and non-formal peace
education activities being carried out by civil society, some in partnership with
the Royal Government of Cambodia. Thereafter, | describe the challenges
facing the formal education sector in relation to peace education. They relate
to conflict transformation, lack of coherence, and structural violence. Then |
move to a similar assessment of genocide education. The forward-looking
section draws on a recent conflict analysis of Cambodia to assess the future
possibilities for peace. Finally, | set the stage for the methodology in chapter
4, and my choice of critical realism as an appropriate ontological and

epistemological framework.
A Brief History of Cambodia

The history of the Khmer civilization is a tumultuous one. Kiernan points out
t hat Afhal f a millennia of civil conflict
devastated Cambodia. ... Five relocations of the Khmer capital preceded the
three foreign occupations and seven regime changes of the past sixty years
a | o n(k€igrnan, 2004: 16). Yet the Khmer Empire was a glorious one that

dates back over 2,000 years to the influence of the Indian continent on the



Funan state and the subsequent establishment of Angkor in 800 A.D. The
well-known Angkor Wat was built in the early 12" century to sustain the Khmer
empire, which was beset over the next millennia by waves of attackers and
colonizers. Constructed in the 12" century, the intricate temple represents the
interwoven Hindu and Buddhist influences, and symbolizes the zenith of a
once vast empire. The 15" to the 19" centuries are considered to be a dark
period in Cambodian history, in which much territory was lost to aggressors
(Chandler, 2000). The Vietnamese and the Thai fought furious battles on
Cambodi an soil, and Amost histori a
disappeared if . . . King Norodom had not negotiated a treaty with France to
keep its nei dhly®ds:46).at bayo

Thus, Cambodia became a protectorate for the period of 1863 to 1953, when
it gained its independence from France. King Norodom Sihanouk led his
country through this period of independence until Cambodia once again
became ensnared in geopolitics. Despite its asserted stance of neutrality,
Cambodia found itself trapped in the cross fire of the Indochinese (or
Southeast Asian) War. In 1970 an American backed coup dethroned the king,
and installed General Lon Nol (Kiernan, 2002). Cambodia by then had also
moved into the crosshairs of American president Richard Nixon, who in his

efforts to repel the Communist Viethamese from sanctuaries in Eastern

Cambodia, ordered a highly covert and

n

Cambodia. . . Anything that f |(Shavsross t987a ny t hi r

145). This American aggressiveness pushed Cambodia into the hands of the
ascendant Communist Party, later to be re-branded as the Khmer Rouge. The
l atter defeated Lon Noldés soldiers

regime of Democratic Kampuchea led by Pol Pot (Owen and Kiernan, 2007).

The Khmer Rouge regime was responsible for the deaths of an estimated 1.7
million people over a four year period (Kiernan, 2004). Many of these died
cruel and tortuous deaths at such places as Tuol Sleng and S-21 reasons and
were vilified and stripped of their humanity for allegedly betraying the Khmer
Rouge. Most people died from starvation, disease, or being overworked in the

communes of the Khmer Rouge. These crimes against humanity are presently

e mp



being tried by an international hybrid court of justice T The Extraordinary

Chambers in the Courts of Cambodia?3.

Following the demise of the Khmer Rouge in 1979, the Vietnamese assumed

power in the capital and ruled the country for the next 10 years. During the
period of Vietnamese rule, a civil war
Kampuchea (Viethamese backed), the Khmer Rouge (led by Pol Pot), the

| oyalists (led by Prince Sihanouk), and
Front (led by Son Sann) (Kiernan, 2002). In 1992, in an international effort to

bring unity among these fighting factions, the United Nations Transition
Authority for Cambodia (UNTAC) was established to implement the Paris

Peace Agreements?*. This foundational agreement established a multi-party

liberal democratic regime in Cambodia for the first time (UN Security Council,

1991). The following year in 1993 during elections a vote gave the loyalists a

majority T led by Prince Sihanouk i who agreed to share power with
Cambodi ad emerging Hun Sen, head of the
This agreement was to collapse several years later in 1998 in a violent coup
engineered by strongman Hun Sen (Sorpong Peou, 1998). In the last few
decades, the country has struggled to develop democratic institutions and

ensure the well-being of its people as it remains under the authoritarian grip of

the CPP (Springer, 2009b).

Contemporary Cambodia

As Cambodian scholar Evan Gottesman has aptly noted, Cambodia is still
struggling with the destruction wrought by decades of conflict. Indeed,
ACambodi a di d n ashesafrthe Kiemerf Rougenwith &ngthing
approaching ideological clarity. Rather, it emerged i after twelve years of
confl i ct a rfGbttesnmam 2003 ditexd mdully, 2005: 11). The toll of
trauma, the vast social, economic, and cultural losses, and the large scale
extinguishment of human life during the period of civil war exacted a

tremendous toll on Cambodia (Gottesman, 2003). For purposes of this

23 https://www.ibanet.org/committees/wcc_cambodia.aspx Accessed January 1, 2019.
24 https://peacekeeping.un.org/en/mission/past/untacbackgrl.html. Accessed. January 15,
2019
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environmental analysis, Cambodia is viewed through various prisms: social,

political, and economic.
Social Perspective

From a social perspective, the legacy of the Khmer Rouge is one of distrust
and suspicion. In a 2001 study of conflict management mechanisms in
Cambodian villages, Hughes found that the greatest breakdown in trust was
not in areas which had the most fighting, but in villages where the artificial
divide created by the Khmer Rouge regi me
Anewd people was strongest. The Aol do p
vill ages during the civil warohadbeeh t he n
forced out and later returned after the end of the fighting (Hughes, 2001a).
Moreover, with the influx of Western ideals from the UNTAC era i
individualism, capitalism, and human rights - many traditional village
structures and patterns of social interaction were undermined and eroded
(Luco, 2002). In many cases, elders were no longer respected, and the new
generation youth became more concerned with consumerist trends than with
the traditional mores or customs that once bound the community together?.
One of these cultural foundations is Buddhism, which once served as the
spiritual guide for Cambodian society, and is now fading in relevance with the

onset of modern values. (Morris, 2000)
Political Perspective

In the realm of politics, Cambodia is a multi-party democracy, yet the
accompanying institutions, values, and practice are still very underdeveloped.
Although institutions of democracy have emerged, these institutions remain
fragile and weak (Morgenbesser, 2017). The media, opposition parties, and
civil society have all been either effectively subjugated or co-opted by ruling
elites who employ patron-client relationships to achieve their ends. These
power brokers are adept at demonstrating constructive cooperation and intent
to the international community, but within the internal affairs of their own

country their intentions are very different (Un, 2006). Ronald Bruce St. John

25 Source: Interview with Mr. Cheang Sokha, Executive Director of YRDP, March 5, 2011
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shows us how the Cambodian elite have rejected the central tenets of
democratizati on, preferring to draw ins
traditional political culture to promote modernization within an authoritarian

pol i ti c alJdohnn200b:e406). These Ol ong familiard¢
nepotism, patronage, familialism, and the capture of public state resources for

private gain, otherwise known as corruption. As a result, the efforts of the
international community to build democracy in Cambodia have not succeeded

(Sorpong Peou, 2007). Moreover, despite the billions of dollars spent on

overseas development assistance (ODA) since the UNTAC mission, Sophal

argues that this ODA can in fact undermine the democratic process in

Cambodia by legitimizing corruption and existing power imbalances (Ear,

2012).

Economic Perspective

In the economic sphere, the picture is mixed. It is true that Cambodia more

than doubled its per capital income in the decade from 1997 to 2007. The

Worl d Bank report of 2009 issues the cave
of the past decade are very fragile and leave many Cambodians poor and with

f ew as(Wald Badgk, 2009). The report highlights that the upswing in

growth is unsustainable because it is largely built on a narrow base of FDI,

and does not represent a strong, diversified portfolio of economic assets. In

addition, the management of natural resources poses a considerable

governance challenge to Cambodia, in the form of the wellkk n own O6r esour ¢
c ur s(Warld Bank, 2009) Extractive industries and timber extraction are

highly lucrative but poorly regulated and have resulted in unequal distribution

of economic benefits and outright conflict between companies and local
communities (De Lopez, 2002). In terms of the welfare of its citizens,

Cambodia ranks 129 out of 177 according to the latest UNDP Human
Development Report. Among the challenges facing Cambodia, according to

the Report, are: widening inequality, high infant mortality rates,
malnourishment and school dropouts, lack of access to safe drinking water,

and land rights (UNDP, 2007).



Cambodia Looking Forward

Cambodi abs demographics ar e changing

tensions referred to in the literature and captured in the data are likely to
exacerbate in the coming years. The new generation of post-Khmer Rouge
baby boomersfi a r e aduratesl and connected, and increasingly form the

core of engaged citizens demanding democratic space and social

accountability, rul e (@dphat, 2006; 11@).n Theséd u ma n

youth are breaking with old traditions, beliefs, and value systems. And, more
importantly, they are renouncing the notion that negative peace is good
enough for Cambodia. They want social progression, equality and equity,
justice, and access to resources. In short, they seek positive peace. As
Hughes (2017) notes, this youth demographic has been largely marginalized
or excluded from political participation by the ruling party. As time progresses,
and as the recent 2013 elections have shown, they are demanding a greater

voice.

Young Cambodians are looking to the future, expecting progress in their
material and non-material well-being, and demanding greater
opportunities to influence decisions and policies affecting themselves,
their families, and their communities. (Eng and Hughes, 2017: 406).

Sebastian Strangio (2015) in his interview with the Brookings Institution in
2015 predicted several things for the future of Cambodia. Firstly, he augured
that the nation would continue to develop, more along the lines of its own
internal political models than international ones. Secondly, he opined that the
fault lines from the civil war would continue. Thirdly, he predicted that the
tradition of charismatic leadership would continue. This is to say that politics

in Cambodia will be neither democratic, nor peaceful.
Contours of Cambodia
As case study

The reasons for selecting Cambodia as a case study for this research are the
characteristics of Cambodian society that are generalizable to other conflict or

conflict-prone environments. To the extent that this profile meets that of other

r
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similar countries, the findings from this research can be broadened and
applied in other contexts. These features are: 1) Cambodia is a post-conflict
society that is still in conflict, 2) The neo-liberal assumption threatens to taint
peace education, 3) Cambodia experienced neocolonialism, and 4) there is a
paradox of peace which manifests itself as a hybrid negative peace. In
addition, each of the 3 sites provides rich contextual differentiation such at the

findings can be generalizable or transferred to other similar settings.
As post-conflict society

As documented in Chapter 3 of the thesis, Cambodia is a country that
experienced armed conflict as recently as the coup of 1997. Only 20 years of
an experiment wi t h t hsgstenfy di@veverc haget notc 6 p o |
yielded a sustainable or durable peace. By almost every conceivable measure
of direct, structural, or cultural violence, Cambodia is in a state of what Robert
termsa O v i ol e(Robertyp 20B2c ¥210). From the macro perspective, a
recent Asia Foundation report traces not only the lineage of the civil war, but
also the present contours of national political conflict, among other vectors
(The Asia Foundation, 2017). They argue that deteriorating respect for rule of
law, basic freedoms, and an enhanced police state all constitute ongoing
conflict. In addition, large scale communal and ideological conflicts remain, in
particular among ethnic Vietnamese 7 as noted elsewhere in the research.
Local conflict over natural resources has intensified, with over 500,000
Cambodians involved in land disputes since 2000%°. Domestic violence is
prevalent, with 1/5 women reporting being subjected to same by an intimate

partner at some point in their lifetime (UN Women, 2015).

Moreover, the illusion of stability and order (i.e. the negative pace) is a fragile

one sustained by a violent dictatorship. Prime Minister Hun Sen, with regards

to his intention to stay in power stated: i | not only weaken th
going to make them dead . . . and if anyone is strong enough to try to hold a
demonstration, | will beat all those dogs and putt he m i n (HRWc281%:e o

1). According to this recent Human Rights report, elite members of the ruling

26 http://www.asianews.it/news-en/Half-a-million-Cambodian-victims-of-land-disputes-and-
forced-evictions-30733.html. Accessed June 11, 2019
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party have been involved in sponsoring extrajudicial murders, arbitrary arrests,
summary trials, bans of freedom of assembly and association, and spying on
the local population. Peou notes how the present government has used
repression in the recent 2013 elections to consolidate power (2017b). Based
on these circumstance, | shall argue that Cambodia cannot truly be called a

Opecsotnf | i ctd society.

The term post-conflict is usually used to indicate a country or society that has
endured a civil war or some type of armed confrontation. Uppsala Department

of Peace and Conflict Research defines armed conflict as:

a contested incompatibility that concerns government and/or territory
where the use of armed force between two parties, of which at least one
is the government of a state, results in at least 25 battle-related

deaths in one calendar year?’.

These conflicts can also include non-state actors as conflictants. Post-conflict,
then, is the cessation of such a conflict, either through a cease fire, peace
accord, or simply the end of fighting. Post-conflict, however, as Brown, et al.
(2011) argue, is not as easy to define as it seems, noting that in places like Sri
Lanka and Northern Ireland the durable peace has taken decades to achieve.
They suggest a continuum with a number of proposed criteria for determining
whet her a stadenfilsi ¢traul y Tilpeosd i ncl

and violence, 2) signing of peace agreements, 3) demobilisation,
disarmament, and reintegration (DDR), 4) refugee repatriation, 5) establishing
a functioning state, 6) achieving reconciliation and social integration, and 7)
economic recovery. The following table is an indicative assessment of

Cambodia with regards to each of these criteria:

27 https://www.pcr.uu.se/research/ucdp/definitions/#Ceasefire_agreements Accessed May
26, 2019
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Table 3. Cambodia as conflict or post-conflict?

Level of
Category P ——— Comments
Cessation of , There are still sporadic incidences of
S Mostly achieved .

hostilities (state sponsored) violence
Signing of peace | Completely The Paris Peace Accords were signed
agreements achieved in 1991

It is widely acknowledged that
DDR Partly achieved disarmament by UNTAC was not

entirely successful

Most refugees were either repatriated
or expatriated.

Establishing a Partly achieved Cambodia ranks low in areas of
functioning state democratic governance and rule of law
Achieving Reconciliation and social integration
reconciliation are still elusive

GDP growth is strong, but the benefits
are unequally distributed.

Refugee repatriation | Mostly achieved

Partly achieved

Economic recovery | Mostly achieved

| would argue, then, on the continuum between conflict and post-conflict, with
numbers being assigned at O for presently in a state of conflict and 10 for
presently in a state of post-conflict, that Cambodia is somewhere near a 4 or
51 by no means a completely post-conflict state. In this connection, Brown,
et.al(20l1l)ar gue that it is misleading 4
conflicté category, as this classif
of economic recovery, the commitment of international community toward
state building, and the inclusivity of political arrangements. From another
viewpoint, Cambodia could be seen as a failed state, although this terminology
is far from precise (Brinkerhoff, 2005). It is worth noting, however, that
Cambodia ranked 54™ out of 178 countries on the failed states index for
201828, This places it in the bottom 1/3 of countries in the world according to
cohesion, economic, political, and social indicators. As such, Cambodia is a

nation not fully recovered from conflict, nor has it escaped from being labelled

o

as either oOf r ag irHe qugstiam of importear thevreseairch ig: 6 .

AHow does the f | ui dcomfiattdynamics affdct the theobyo di a 6 s

pl a

cat.

and praxis of peace education in Cambodi

28 https://fragilestatesindex.org/data/ Accessed May 26, 2019
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The Liberal Peace Project

Richmond (2006) descri bes t he l i ber al peace

c o n s e magreed ldy international actors which is grounded in democracy,
human rights, free markets, and operates within a framework of

multilateralism. He further outlines the contours of the liberal peace project:

to be a self-sustaining peace within domestic, regional and international
settings, in which both overt and structural violence are removed and
social, economic and political models conform to international
expectations in a globalized, transnational setting (Richmond and
Franks, 2007: 29).

The main components - free markets, democratisation, rule of law, human
rights and neoliberal development i have been problematised by a number of
scholars (Ojendal and Ou, 2015, Richmond and Franks, 2007). Moreover,
recently scholars have cast considerable doubt on the liberal peacebuilding
project in Cambodia, arguing that it has enjoyed limited success as a
framework for conflict transformation and democratic national building
(Richmond and Franks, 2007, Irene, 2002, Ojendal and Ou, 2015). The
UNTAC experiment in Cambodia was an example of the LPP being imposed
on a failed state by the international community, with a modicum of local
ownership Richmond (2007). As such, there is a question as to whether a
liberal peace has taken hold in Cambodia, and moreover, whether it should
have been expected to in the first place. He argues that limited progress has
been made in the case of Cambodia, and that the liberal peace in place is little
mor e t han iéhvshould cassé idternatioral peacebuilders to reflect

on their own role as interventionists in Cambodian affairs.

In this regard, Ojendal and Ou (2015) resonate with Richmond yet their critique
is more nuanced; firstly, the LPP is doomed to failure on a Western
interventionist scale if it takes a grand narrative approach to structural

transformation. On the other hand, in the Cambodian context, they argue, it

as

has produced an unintended o6l ocal turnbd

more positive peace. This local turn was broadly overlooked by UNTAC, the

prime mover of the LPP, as it largely failed to consider local peacebuilding
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processes and reconciliation. They argue that despite the broad failure of the
LPP, locally inspired efforts led by civil society and other indigenous actors,
though #dAnot basemdalonp eaalc ei dfecarl mulliab eé may
contribute to peace through the everyday nature of this struggle, localising
politics, educating citizens an@endahapi ng
and Ou, 2015:942). The question of import for the
education, embedded as it is within broader peacebuilding processed and
intertwined with the democratic project, transcend the fetters of

neol i beralism?0o
Neocolonialism in education?®

Neocolonialism is most succinctly explicated by Ghanaian philosophy Kwame
who expounds that it is merely another way for colonial powers to exert their
influence through capitalism. Theregimed s e n d p cupprdss the gesséro
developed countries for the benefit of the developed countries. (Nkrumah,
1966). Neocolonialism is linked to education in the sense that education
becomes the vehicle for indoctrination, propagandising, and essentially
creating a class of individuals who are pliant to this ideology. Critical peace
education has an 1 mportant r ol &Acritical, pl ay
global peace education permits us to see the grand arc of imperialism that
divided the world into cores and peripheries and that maintains that
disequilibrium today via divisions into camps of developed and developing
nat i ¢Willams, 2015: 3).

Neo-colonialism presents several philosophical and conceptual hurdles for
peace educators: 1) colonial legacies that disempower through discursive
hegemonies and vertical power relations, 2) education systems designed to
serve the predominant capitalist model, and 3) lack of creativity, visionary
thinking, and moral imagination with regards to education. Neocolonialist

discourse, power and pedagogy find their expression within the classrooms,

2% In the subsequent sections, neocolonialism refers to a socio-political and economic state
whereas postcolonialism refers to the philosophies and scientific models that address the
negative impacts and consequences of neocolonialism.
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where teachers are perpetuating the hegemony of thought and the students

are being circumscribed within this discursive and actual power relations.

Yet Rizvi argues that neocolonialism as a practice, and postcolonialism as its
philosophical partner, should not be seen as a blanket ideology which
completely subjugates former col oni
the structuration and morphogenic theories of Archer (2003), he notes the

duality of power as reflected in the agency i structure dichotomy as follows:

In this way, education has a systematically ambivalent relation to
postcolonialism. On the one hand, it is an object of postcolonial critique
regarding its complicity with Eurocentric discourses and practices. On

the other hand, it is only through education that it is possible to reveal

and resist colonialismbs c@ietalyi ng

2006: 257).

Shirazi further explains that postcolonialism is a theoretical complement to
critical peace education, which aims to cultivate transformative agency in both
students and educators to question, analyse, and interrupt manifold forms of
violence and inequity (Shirazi, 2011: 291). Critical peace education, then,
becomes the vehicle for redirecting and reshaping the adverse influence of
neocolonialism. Zembylas argues that critical peace education can and should
6deol oni sebd peace educati on, or t o
practices that move away from the dominant categories of Eurocentric thought

and engage explicitly with the ways in which understandings and pedagogies

h

cons

ofpeace education are i mpl i cat(20W:3).mMhismnmoder n

de-colonisation can only come through comprehensive reform of the content
(what we teach), the form (how we teach), and structure (where we teach)
(Eisler, 2004b, p. 25). In this regard, we recall Ga | t siadmodition that
Afpeace education cannot be o n(Hyavetsiid
1975, p. 81).

Shirazi warns us that the peace education project is not always emancipatory,
and that authoritarian regimes (i.e. Cambodia) can successfully co-opt the
peace education narrative, usurping discourses such as democratic dialogue

and empowerment which then become facades for the neoliberal education
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agenda. He too argues for an integrated approach of critical education which
can ftultivate transformative agency in both students and educators to
guestion, analyse, and interrupt manifold forms of violence and inequityfi(Rizvi
et al., 2006: 257). Zembylas (2018) further argues that peace education, in
order to be truly transformative and critically responsive toward the colonial
order, must disassemble all colonial practices from its social practices and
theoretical frames. He frames a model of post-critical, decolonial peace
education that: 1) places a strong emphasis on deconstructing the epistemic
consequences of coloniality within peace education (i.e. the very notions of
peace from a colonial legacy), 2) a pedagogical primacy on action-oriented
empathy and solidarity, and 3) curricular emphasis on inclusivity with respect
to histories of the oppressed peoples (Zembylas, 2018, 17). Post-colonial
peace education, as articulated by Williams, needs to take more into account
the legacies of colonialism and slavery in curricular and teacher training efforts
(Williams, 2016)

From a different but vey related vantage point, Lombardo and Polonko (2015)
note how the power dynamics between adults and children are colonial in
nature. Parents, as the colonisers, are in dominant power relationships with
youth and children, who are the colonised. As both discursive, political, and
familial currents of power run vertically from adult to child, this is similar to the
relationship between the colonising nation and the colonised nation or subject.
They note the paucity of research concerning the structural cultural, and direct
violences perpetrated by adults (i.e. parents, teachers) against children, and

argue for the need to place this as the fore of peace education pedagogy.

|l ndeed Achildhood is the time when the
(Lombardo and Polonko, 2015: 13). Irrespective of the channel of oppression,
the question of import for t hdinpagialarar c h
as practiced in the formal education system), transcend the neocolonialist
boundaries of Cambodian history to achi

The Paradox of Peace

As Sorpong Poeu notes (2017a), Cambodia has enjoyed a negative peace

since the tumultuous and violent 1998 elections. Simangan (2018) takes this
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further, articulating what she terms a negative hybrid peace, that is neither
wholly externally imposed, nor wholly internally validated and owned. This
hybrid peace is born out of the fusion between the external imposition of the
liberal peace project, and localized resistance to same. She likens it to the

structural violence described by Galtung (1969) and argues that:

a negative hybrid peace lacks the liberal values of democracy, the rule
of law and human rights. The result of a negative hybrid peace,
therefore, is an illiberal and non-emancipatory peace i one that is
absent of physical violence but preserves an oppressive status quo and

restricts civil and political liberties (Simangan, 2018: 1529).

When this negative hybrid peace intersects with traditional modes of conflict
avoidance and reticence, then, the institutionalized structural and cultural
violence continues to self-propagate. Elites are able to profit from both the
facade of the liberal peace project as well as the socio-cultural norms which
inherently lean towards avoidance of conflict and non-resolution of injustice

and violence. Springer (2009a), however, cautions against orientalising this

vi ol ence, however, warning that t he

Cambodia is a highly problematic discourse for two reasons. Firstly, it
reinforces Western notions of pathologising Cambodian violence, and
secondly it unfairly exculpates the Western neoliberal project itself from any
burden to bear regarding the ongoing structural and cultural violences in
Cambodia. The culture of violence dangerously paves the way for
neoliberalism to emerge as the civilizing mission of the West, a paradigm

which is in itself fraught with neocolonialist overtones. Given the prevailing

negative hybrid peace,the questi on of i mport for

education as practiced in the Cambodian context escape transcend the
discursive power of this negative peace for a more holistic vision of positive

peace?0
Negative Cambodian Peace

As the above environment scan shows, Cambodia is socio-politically and
economically fragile, and is in fact experiencing a state of negative peace

(Simangan, 2018). Much of this instability is the result of a generation of civil
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war and Pol Pot s reign of death. These
have left an indelible mark on the nation and made a significant contribution to
the present day instability which is marked by structural, cultural, and direct
violence (Prasso, 1994, Springer, 2009b). It is difficult to estimate to what
extent and in what way decimated levels of social capital and the enormous
disruption of social fabric during the Khmer Rouge have affected present day
Cambodian society. In order to analyse the present negative violence in
Cambodia, it is helpful to recall Gal t ungdés triangul ar rel e

cultural, structural, and direct violence (1996).

Galtung notes thatAivi ol ence can start a-tultumlhy cor |
structural violence triangle and is easily transmitted to the other cor ner s 0
(Galtung, 1990: 302). | propose that accordingto Ga | t u(19§9ptgpology a

negative rather than positive peace prevails, but given the past turbulence this

is a significant achievement. Yet in 2017, Cambodia ranked 89 out of 163

nations on the Global Peace Index®, indicating there is still much to be done

in building a more humane and just society. Each of the violences is explicated

below with reference to the Cambodian context®?.
Structural Violence

In terms of structural conflict, present day Cambodia suffers from political

domination, weak democratic structures, poor governance, ineffective rule of

law, inequitable distribution of resources, corruption, and a culture of impunity.

In the words of the I nternational Crisis Group,
strongmanédés state, replete with | awlessn
poverty, bloated security forces and an economy thriving on prostitution,
narcotics trafficking, | a (indernagional ICsis n g anc
Group, 2000:ii). The prominent human rights organisation LICADHO?? claims

t hat Aithe primary function of polteal court

opponents . . . perpetuate impunity for state actors, protect the economic

30 https://reliefweb.int/sites/reliefweb.int/files/resources/GPI1-2017-Report-1.pdf. Accessed
June 11, 2019.

31 These sources, though outdated, still accurately represent the state of affairs in Cambodia
as of the time of writing.

32 LICADHO, the Cambodian League for the Promotion and Defense of Human Rights.
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interests of t hdLICADHON200&:nMd Thosenieked taitheo
government enjoy its protection including immunity from crimes committed.

The most striking example of this oO6cul't
former Khmer Rouge senior leaders by the standing prime minister (Chandler,

2008). Cambodia is at the bottom of the world charts on perceived corruption,

ranking at 161 out of 180 nations in 2017.3® Since prime minister Hun Sen

ousted his co-premier Prince Norodom Ranariddh in a violent military coup in

1997, Cambodia has beenruled byt he autocracy of the Cam
Party (CPP). This unilateral party rule has been effective in stifling opposition

through intimidation and violence, discouraging democratic expression and

free speech through suppression of the media, and curbing independent

checks on government policies and agendas (John, 2005).
Cultural Violence

Of equal importance is the cultural violence which exists and manifests in

prejudice and antipathy among the various ethnicities and nationalities in
Cambodia. Recent research by the Alliance for Conflict Transformation on
inter-ethnic relations and national identity findst hat fAaround 70% of
ethnic group felt their Khmer identity w
of minorities such as Viethamese, Chinese, Thai, Lao, Khmer, and various

other indigenous groups (Sokeo and Miletic, 2007: 136). According to the

report, periodic violence between Thais and Cambodians arises from negative

beliefs that ethnic Khmer hold towards Thai and Viethamese in Cambodia.

Several examples of this violence include the 2003 attack on the Thai embassy

over alleged remarks by a Thai actress concerning Angkor Wat (Human Rights

Watch, 2003), and the more recent border dispute over the Preah Vihear

temple34. The latter has in the recent past caused both countries to martial

troops at the border and even incur casualties on a number of occasions.

33 The 2010 Transparency International Index which measures countries based on their
perceived level of corruption. Available at: http://www.ticambodia.org/cpi2017/. Accessed
June 1, 2019

34 Preah Vihear was ceded to Cambodia by the ICJ in 1962 International Court of Justice
1962. Case Concerning the Temple of Preah Vihar (Cambodia v. Thailand) Merits:
Judgment of 15 June 1962. Reports of Judgments, Advisory Opinions and Orders.
International Court of Justice. Thailand has refused to accept this ruling and continues to
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Direct Violence

As the above demonstrates, the Cambodian social, political, and economic

landscape is characterized by structural and cultural violence which has the

potential to lead to direct violence. The situation is exacerbated by the

proliferation of small arms and munitions which are a direct legacy of the civil

war. According to the Working Group for Weapons Reduction in a 2003 survey

conducted, nearly two-thirds of Phnom Penh households possessed weapons.

These have been used fAto support the dif/f
conflict re-emerge, . . . to secure control over resources and businesses . . .

as tools for v a(Sinthays2008:r7). niliherenvironaent far O

violent crime continues, by individuals as well as the stage against its own

citizens (Broadhurst et al., 2015: ix) .

One of the most pressing issues concerning direct violence are the unusually
high rates of gender-based violence in Cambodia. Due to cultural stereotypes,
economic inequalities, inadequate legal and judicial frameworks, and poor
awareness, women suffer disproportionately at the hands of men. This
violence is sexual, economic, verbal, and physical in nature (Brickell, 2015).
In Cambodia as many as 25% of Cambodian households experience some
form of domestic violence in comparison to an Asian norm of 8% (Asia Human
Rights News, 2002). This notably disturbing trend of rape is exacerbated by
a culture of impunity, widespread corruption, and lack of respect for human
rights. Equally disturbing is the increasing trend for the victims of this violence
to be minors; one local NGO reported that 78% of rape survivors were children

under the age of 18 (Amnesty International, 2010).

Of considerable concern is the reported level of violence in schools as well as
homes. The WGWR survey reveals that 78% of teachers and 85% of students
had experienced some form of violence®® in school (WGWR, 2003). Direct
violence is found in the homes as well as schools. More recent research by

Save the Children indicates that 36% of girls and 51% of boys had been beaten

dispute its legitimacy. The dispute has periodically flared up in border violence over the last
3 years, the most recent being in early 2011.

35 This violence was predominantly direct, and included such things as: insults, hitting,
threats, gang confrontations, corporal punishment by teachers, and shooting.
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by their parents at some point in their lives. As a measure of the complex
cultural attitudes concerning this violence, nearly half of the children
interviewed also felt that physical punishment could sometimes be beneficial
(Plateau et al., 2005).

Situating Peace Education

Peace education mu st b-e o rsfi ltiuatt & d e
Cambodia, bearing in mind the dangers of the neoliberal paradigm outlined
elsewhere, as well as lingering risks associated with neo-colonialist
interventions. Gellman (2010) writes convincingly of the need for us to be
reflexive concerning our own role as peacebuilders (and | would argue peace
educators) in the post-conflict Cambodian context. Though they are well
intentioned, Western peacebuilders can unintentionally further neoliberal and
regimes of democratisation and universalisation, at the expense of indigenous
modes of reconstruction, including conflict resolution. This can in fact serve

to recreate the very hegemonies that peace education is trying to deconstruct:

When Western epistemologies are transposed into post-conflict
settings that do not share the same cultural, religious, and structural
characteristics, they can contribute to the disintegration of indigenous

culture already affected by civil war (Gellman, 2010 :92).

In essence, she notes, peacebuilding and by extension peace education, are
oriented by Westerners toward a Western neoliberal framework at the expense
of autochthonous traditions (Gellman, 2010). This is despite the rich tradition
of indigenous strategies for conflict resolution, conflict mitigation, dispute
resolution and consensus building at the village level which have long existed
in Cambodian culture (Hughes, 2001a). Gellman explains that there are
prevailing socio-cultural norms that mediate the perceptions and resolution of
conflict. She reminds us that traditionally any act which disrupts social norms
or harmony is frowned upon in Cambodian culture. Saving face is of prime
importance in a society which places a premium on social relationships.
Grievances or conflicts are usually handled discreetly, and when they reach
the level of public discourse, they are often already quiet intense (Gellman,

2010). From the conflict styles of collaboration, compromise, avoidance,
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competition, and accommodating (Thomas, 2008), Cambodians are wont to
take the path of avoidance in mostinstances. According to my own experience
as a peace practitioner, thereisa5"st yl e which is that of
or waiting for the right moment to enter into the resolution of the conflict. In
sum, peace education should not be viewed as something innovative or
external to the practices, discourses, and traditions that Cambodians have
been using in resolving conflicts and educating their young about the value of

peace.
Peace Education Interventions

In Cambodia there are a variety of organisations carrying out peace education
interventions focusing on topics such as inter-ethnic relations, morality and
values, as well as community peacebuilding. They can be classed as either
formal or nonformal peace education activities. There are also a number of
curricula which have been developed for use in the classroom, yet there is less
data on the effectiveness of these curricula or their deployment in the
classroom. Below | draw on interviews with organizational leaders and
document reviews to present a brief summary of these interventions. It is
important to note the many of these organizations are working in the fields of
human rights, democratic governance, conflict transformation, and
peacebuilding. As such, peace education may not be the focus of what they
do, and in fact they may not even conceive of or represent their work as being
peace education. | would suggest, however, that each of these organizations
makes a contribution to peace education according to the definition that | have

advanced in Chapter 2.
Alliance for Conflict Transformation

The Alliance for Conflict Transformati on
organizations dedicated to building positive peace through education in
Cambodia. Founded in 1999, it is also one of the few organizations with an
exclusive focus in this area. Their programs are as follows: 1) Multiple
Approaches to Conflict Transformation, 2) Interethnic Peacebuilding, and 3)
Interfaith Initiative for Peace in Cambodia (Copnell, 2009). In response to

recent research they conducted that inter-ethnic tensions comprise the most

20



serious root causes of conflict in Cambodia, they have developed a nonformal
peace education curriculum (Sokeo and Miletic, 2007). ACT also specializes
in the use of Reflecting on Peace practices (from CDA Collaborative Learning
Projects) to engage practitioners, government officials, and NGO leaders in
dialogue concerning their contributions toward peacebuilding.® Together in
cooperation with Centre for Peace and Conflict Studies (CPCS), ACT also
administers the Applied Conflict Transformation Studies program. This is a
regional l evel masteros d e gnershep withour s e
Pannasastra University which focuses on developing conflict transformation

skills in local contexts (Centre for Peace and Conflict Studies, 2011).
Cambodia Development Resource Institute

At the professional and tertiary level, the Cambodia Development Resource
|l nstitute has organized a training cours
capacity of Cambodians and Cambodian institutions to peacefully resolve,
manage, and pr ¢ambodia Developméni Retograe Institute,
2009). This course had a well-developed curriculum for teaching NGO
professionals, but as of the time of writing of this thesis (2011) it has been

discontinued for internal organizational reasons.
Centre for Peace and Conflict Studies

The Centre for Peace and Conflict Studies (CPCS) is based in Siem Reap,
Cambodia, with a mission to further conflict transformation within the country
and beyond the borders throughout Asia. CPCS approaches its work through
several core strands: 1) influencing Asian peace processes, 2) building local
capacities for peace, and 3) influencing peace theory and practice through
research.?” As part of its peace education outreach efforts, the Centre recently
opened the Cambodia Land Mine Museum (CLMM) School. The goal of the
museum iIis to fiuse engaging exhibits to e

peace movements and highlight what can be learned from Cambodia's past to

36 Source: Informant Interview with Meas Sokeo, ACT Co-director, March 3, 2010
SThttps://Ivwvw.peaceinsight.org/conflicts/myanmar/peacebuilding-organisations/centre-for-
peace-and-conflict-studies-cpcs/. Accessed May 19. 2019.
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build and sustain peace bot h3®0Oneofthee coun
recent exhibits uses art as peace education to teach the students about the

conflictual past of the country and how to build future peace.
Community Peacebuilding Network (CPN)

There are many non-governmental organizations in Cambodia; most of whom
are service providers with weak links to their constituents. The Community
Peacebuilding Network is a broad-based, community movement to engage
citizens in defining and protecting their rights, in particular their economic
rights. Itis a decade old movement in Cambodia dedicated to empowering
citizens to stand up for their livelihoods, sustainability, peace and justice. The
network employs social mobilization to empower citizens so that they can
participate in and influence those in positions of leadership and decision-
making.3® Through their hands-on work with communities, the Community
Peace-building Network (CPN) has become one of the leaders in the
community natural resource advocacy. One of their key focal areas is in
teaching and advocating for active nonviolence as a way to respond to land
grabbings by companies and military officials (McCravy and BunChhoeuth,
2015).

Glz

GlZ, under the auspices of the Civil Peace Service (CPS) works to raise
awareness among Cambodians about the justice mechanisms of the Khmer
Rouge Tribunal, with a view toward promoting long term reconciliation in the
country. The CPS focusses on disseminating stories from survivors and
facilitating family as well as intergenerational dialogue involving youth. Local
organisations sponsored by GlZ include YFP, a local peace NGO working with
broadening the understanding about the history of the Khmer Rouge. There
is a strong focus on trauma healing and recovery, with both a psychological
and psychosocial component to the work of CPS. In 2016, they hosted a

conference entitl ed nfiglagya lnign g nwitthhke tphr e speans

sBwww.centrepeaceconflictstudies.org/exhibition-explores-youth-ideas-of-peace-
reconciliation-in-cambodia/ . Accessed 5/19/19.
39 https://cdpscpn.org/. Accessed February 1, 2019
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very much centred on themes of retrospection and introspection. CPS also
supports the work of KCD on interethnic conflict; KCD is one of the NGOs who
participated in the research for this thesis. Finally, they support Youth
Resource Development Program (YRDP), with arts and cultural festivals

designed to promote peace education. 4°
Hague Appeal for Peace / Working Group for Weapons Reduction

The 1999 Hague Appeal for Peace (HAP) conference launched the Global
Campaign for Peace Education, which has produced a curriculum entitled
Learning to Abolish War. The HAP is also founded on the principles of the UN
Culture of Peace (Weiss, 1999). In Cambodia, the HAP supported the projects
of the Working Group for Weapons Reduction (WGWR), a local non-profit
organization dedicated to advancing the aims of disarmament, reintegration,
reconciliation, and peace education. This project coordinated by WGWR was
entitled Cambodia Peace and Disarmament Education Pilot Project and was
carried out in 2003 and 2004 (Thavory et al., 2003). The overall goal of this
project was dngesin gociatynby premotnd peaceful resolution
of conflicts, reduce recour s @afft,@005).i ol enc
The findings from an external evaluation showed that in general more peace
education needs to be carried out, communities should be more involved,
more energy, time and resources need to be devoted and a gender element
should be incorporated (Maffii, 2005).

One of the specific outputs from this project was a curriculum developed for

hi gh school students entitled O6A Peace
Cambodian Hgh School s. & This curriculum was
communication and relating to others, 2) conflict, 3) decision making, 4)
cooperation, and 5) peace and vision building. It centred mainly on developing

skills of empathy, perspective taking, problem solving, and non-violent
communication (Thavory et al., 2003). Anecdotal evidence suggests that this

curriculum motivated teachers to begin addressing peace education issues in

their classrooms. Peace corners were built in many schools, and some school

directors reported a reduction in the use of violence to solve problems. In

40 giz-cambodia.com/civil-peace-service/. Accessed May 19, 2019
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addition, the curriculum was publicly endorsed by the then Minister of

Education for Cambodia.**
Inter-religious Mission for Peace in Cambodia and the World

The Dhammayietra is a non-violent peace walk joined by Cambodian monks
and citizens from all walks of life. It was organised in 1992 in response to
ongoing political violence in the country and focussed on spreading awareness
of peace among the population (Soeung and Lee, 2017). It was originally the
idea of the revered monk Maha Gosananda and has since been taken up by
other leading monk figures in the country. Maha Gosananda himself saw it as
a symbolic representation and a catalyst for the growth of peace in Cambodia:

APeace is growing in Cambodi a, sl owl vy,

N

medi tation. Each s(@Ghegananda, 1982, gptedanyPeethig,.
2002: 19). Later the dhammayietra-sithiyietra (March of Truth i March of
Rights) took a more assertive approach to non-violent resistance. Poethig
(2002) nominates the walk squarely within the discourse of socially engaged
Buddhism, and describes how the Dhammayietra transcended national

political and cultural borders to become a transnational movement.

Khmer Community Development (KCD)

KCD has been operating in Prek Chrey (one of the data generation sites) since

2007. They have established a Chi | drends Peace Club <cal
Childrendés Club Solidarity for Peace (PCC
the ethnic groups to come together, to learn more about one another, to

analyse social issues, and to work together to improve their community. They

do this by organizing campaigns to encourage children to go to school,

teaching language to the younger students, and serving as peer mediators

during celebration events. They also hold education and peace camps for

bothgr oups, with the objectives of: 1) wund
background, 2) reducing discrimination &
rights across ethnicity, 4) increasing friendship and mutual trust, 5) sharing of

experiences, and 6) promoting peace. Sports are also an important equalizer

41 Source: Informant Interview with Thavory Huot, former WGWR staff member and co-
aut hor of OA Peace and Disarmament Curriculum, o |
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and connector. The ultimate goal is to involve equal numbers of Khmer and
Vietnamese children, helping them to develop non-violent communication and
constructive conflict resolution skills, to carry out common projects, so that
they can strengthen cultural, economic, and social linkages between their two

countries.
Kdei Karuna

Kdei Karuna (KdK) is an outgrowth of the Bostonzdased International Centre
for Conciliation (ICfC), which began working in Cambodia in 2005 and
registered as a local nonZjovernmental organization under the laws of the
Kingdom of Cambodia in 2010. Their focus has been on helping Cambodians
seek justice for historically rooted conflicts #2. Borr owi nhystoficelom | Cf
Conciliation methodology, they bring together offenders and survivors in
controlled and environments. These carefully mediated encounters are
designed to heal past wounds and to transform hatred and anger into empathy
and understanding. KdK staff guide the participants through a deep reflective
dialogue process that helps people free themselves from the grip of painful
memories*®®. KdK also recently concluded an ASEAN History for Cooperation
project which aimed at promoting leadership, critical thinking, analysis and
intergroup interaction among students from Cambodia and Thailand. In order
to break down stereotypes and enemy images, the program used an
intergroup contact approach to encourage active citizenship, promote
mechanisms non-violent communication, and instil critical thinking skills in
youth. Through the program, youth had a number of opportunities for reflective
and explorative learning in an atmosphere of open dialogue (McCravy and
Muny, 2015).

Ministry of Education Youth and Sports (MoEYS)

The Ministry of Education Youth and Sports (MoEYS) of the Royal
Government of Cambodia works with UNICEF and UNESCO as well as other

multilateral and nongovernmental organizations to strengthen its educational

42 http://kdeikaruna-organization.squarespace.com/about-us#about-kdk. Accessed October
24,2018
43 http://kdeikaruna-organization.squarespace.com/new-page-1. Accessed October 25, 2018
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service delivery. Their work in peace education falls primarily under curricular
development and teacher capacity development. With respect to the latter,
they cooperate with local NGOs to integrate peace education content into their
teacher training initiatives. These is carried out through the National Institute
for Education (NIE), the body responsible for in-service and pre-service
teacher training. The second involvement of the MOEYS makes in the peace
education is in curriculum and policy design. The 2005-2009 policy for

curriculum development cites a number of aims, including giving students the

capacity to manage and work effectively and harmoniously with others
. . . the capacity to exercise judgment and responsibility in matters of
morality and a commitment to . . . working towards solutions of
problems experienced by their families and society (Ministry of
Education Youth and Sport, 2004).

They also aim to provide students with
appreciation of other people and other cultures, civilizations and histories that

leads to the building of a public spirit characterized by equality and respect for

ot her 6 @Vinistiy gf Edusation Youth and Sport, 2004). 0 The most r e
Education Strategic Plan for 2009 i 2013, moreover, makes an explicit

reference to

imparting a culture of peace, respect for human rights and dignity,
respect for the principles of freedom, democracy and justice, and
instilling a culture against violence, drug use, child and women
trafficking and social discrimination (Ministry of Education Youth and
Sport, 2010).

New MoOEYS efforts

Since the beginning of this thesis, the helm of the Ministry of Education Youth
and Sports has changed hands. The new minister is Dr. Hang Chuon Naron
who took charge in 2013 and has been responsible for major educational
reforms, including: 1) strengthening professional development for teachers, 2)
increasing salary for education actors (including teachers), 3) improving

classroom resources, 4) establishing an education think tank, 5) reforming

26



vocational programs, 6) implementing higher education reform, and 7)

reforming the Sport Sector.** Moreover, Save the Children, after conducting a

careful budget analysis of resource allocations at MOEYS, was able with other

NGO partners to successfully advocate f
results of this series of advocacy activities has been a successful
announcement from the government that the education budget would increase

up to USD60 million for the 2018 sc h 0 o | “*°y Keeping i0 line with these

advances and reforms, the MoEYS has recently partnered with an NGO called

Heavenly Culture Word Peace Restoration Light (HWPL). Through this
partnership, HWPL to introduce nationwide peace education into the
curriculum.*® These efforts have begun with a pilot program implemented by

HWPL in four schools beginning December
as foll ows: i never knew the world was
peaceful. After this lesson, | will be one who is more aware about conflict and

w a r*’. ®hese developments show that the MoEYS is committed toward
addressing the critical need for integration of peace education into formal

schooling for Cambodian children.
Peace Bridges Organization

Peace Bridges Organization is a Christian non-governmental organization
registered with the Ministry of Interior of Cambodia. Peace Bridges began as
an organisation that had a mandate to help resolve the conflict among a
number of churches and faith based organizations in Cambodia. It is not a
proselytizing organization but seeks to work with the Christian community to
disseminate Christian peace building values grounded in respect for all living
things, the value of human life, love, and the importance of embracing other
faiths. As such, Peace Bridges Organization takes a multi-faith approach to

working in dialogue with both Christian churches as well as other organizations

4“https://www.riseprogramme.org/sites/www.riseprogramme.org/files/inline-

files/Politics_of Change_Phalla_Chea.pdf. Accessed May 291, 2019

45 https://campaigns.savethechildren.net/blogs/sriagnottikassim/cambodia-its-way-quality-
education-education-budget-increases-24-percent. Accessed 05/19/19

46 https://www.nbc29.com/story/39985740/cambodian-gov3rnment-partners-with-ngo-hwpl-
to-establish-peace-in-the-country. Accessed 05/19/19

47 theindependent.sg/cambodia-includes-peace-as-a-subject-in-its-school-curriculum/.
Accessed 05/19/19
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in achieving its goal toward peace*, Il ts main tobrgae@ati ves

network and movement to promote peacebuilding through providing training,
mobilization, and conflict counselling and mediation in order to equip

individuals, families and communities to be able to prevent and transform their

conflicts eff ect #vibeosganaatiah deesiss by@rovidiad | y .

training, working in partnership, developing the capacity of civil society
members for active non-violence, and convening alumni to initiate peace

projects in their communities.
Peace Institute of Cambodia

The Peace Institute of Cambodia (PIC) is an offshoot of Youth for Peace (YFP)

T one of the organizations that joined in this research. The mission of the PIC

i s squarely focussed on peace educat.i

learning institution that promotes a culture of peace and culture of democracy

on

through educati on, r & s Eha PIC lis campased @afd v o c a ¢

Peace Education Unit, Peace Research Unit, a Documentation and
Publication Unit, and a Legacy of Memory Unit. The organization is fledgling
but its work on memorialisation in particular is already underway. It is seeking
both national and international partners to advance its work on peace research

and peace education.
Save the Children

Save the Children in Cambodia has the mandate of improving the quality of
life for children, especially those in vulnerable populations. They promote

access to basic health care and education, protect children from abuse, and

strengthen chil dr en 0 s-based gpprbash ($aker tbeu g h

Children Cambodia, 2011) . While Save the Children does not directly do any
programming or operate any interventions in peace education, one of their
core goals is the protection of children from harm. In conjunction with regional
and global Save the Children, they focusonchildr endés r i ght s

are operationalized in the Cambodian context. This involves integrating the

48 http://peacebridges.net/about-us/. Accessed March 1, 2019
49 ibid
50 Source: internal PIC project document
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right of children to participate and exercise their voices in environments where
children have not traditionally been granted the permission to do so0.>! This is
due to prevailing cultural stereotypes in Cambodian culture in which children
play subservient roles to their parents. These norms sometimes deny children
their freedom of expression (Sophat, 2012). In order to bridge the divide
between tradition and human rights, a Save the Children study concludes that
a fNomiddle wayd is needed in which
rights of children are dGouley2009e dged

UNICEF

t he

and

\

UNI CEF6s role in Cambodia is to provide

building to its key partner the Ministry of Education Youth and Sports (MOEYS)
of the Royal Government of Cambodia. Historically UNICEF has had minimal
involvement in the area of peace education, focusing instead on capacity
building of education officials in the areas of: child protection, education, health
and nutrition, water and sanitation, and education policy®?. According to a
2003 WGWR report, UNICEF officials at one time expressed a belief that
peace education should be streamlined with morality subjects and should not
be included as an additional subject. Moreover, they indicated their preference
for targeting secondary school students rather than primary school students,
as the latter need to focus on basic skills. (WGWR, 2003). More recently,
however, UNICEF and UNESCO have been active in education for sustainable
development (ESD). ESD has some broad parallels with peace education,
andcanbedefinedas ai mi ng t o Ahel patitypescskills ad
knowledge to make informed decisions for the benefit of themselves and
ot her s, now and in the futur e(UNESQ@Q
2010a) They do not have an explicit focus on peace education, however, and
UNICEF devotes the majority of its resources to the development of a child

friendly schools (CFS) programme. The CFS initiative is a rights-based

51 Source: Informant Interview with Hank van Beers, Program Director, Save the Children,
July 15, 2010
52 https://www.unicef.org/cambodia/what-we-do. Accessed December 23, 2018.
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approach that places the holistic needs of the child learner at the centre of

educational services design and delivery.%3

UNESCO

UNESCOG6s work in Cambodia in the past

l iving values program that focused

and to involve them in thinking about themselves, others, the world, and values
in ways which are relev a n (UNESCO, 2000a). Featured in this curricula
were lessons on the importance of peace, respect, love, tolerance, happiness,
among others. In more recent years, UNESCO has focused on nonformal
education together with community outreach learning centres. They have also
collaborated with UNICEF on education for sustainable development initiatives
[see previous section]. The Conflict Prevention through Education i Education
for Peace and Development Project funded by the Belgian government and
implemented by UNESCO recorded a number of positive outcomes in the
areas of peace education. These

politer, a decrease in domestic violence, and an increase in democratic
spaces. This has been mostly achieved through the culture of peace and living
values activities and trainings provided by the programme (Krishna, 2005). Of
equal interest are the activities emerging from the UN Decade for the culture
of peace from 2001 to 2010. The culture of peace espoused the following
precepts: 1) respect the life and dignity of every human being, 2) practice
active non-violence, 3) share time and material resources with less fortunate,
4) defend freedom of expression and cultural diversity, 5) promote responsible
consumer behaviour, and 6) contribute to the development of the community
(UNESCO, 2000b). In this connection, since 2010 UNESCO have organized
a series of regional Youth Peace Ambassador Training Workshops. The
expected outcome of these workshops, which invites young leaders from
countries throughout ASE A N, I's for participants
own institutions and communities after the workshop to promote peace
education through acti on, (UNEEXCO,2010ch

53 Source: Informant Interview with UNICEF Education Director Peter deVries, Aug. 19, 2010
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World Vision

World Vision is a humanitarian organization with Christian values that works
with children and communities worldwide to help them achieve their potential
by removing barriers such as poverty (World Vision International Cambodia).
In Cambodia, World Vision operates a multi-sectoral approach to address the
livelihood, health, and education needs of communities and vulnerable
populations (World Vision International Cambodia). World Vision International
conducted a study on violence in Cambodian communities in 2004, wherein
they concluded that the root causes stem from a number of issues: incorrect
socialization of children, lack of tolerance, insufficient love from parents,
aggressiveness, selfishness, violent behaviour of role models, absence of
local governance structures, and weak rule of law (World Vision International
Cambodia, 2004). As a result, World Vision created a curriculum for children
called 6Peace Road for Childrend, a fl ex
students from primary to high school levels. The units focus on diversity,
gender equality, empathy, healthy relationships, and peacebuilding (World
Vision International Cambodia). The curriculum creates peace clubs where
youth can become fAagents of change and
life of the communit y(Korbes et al., 2009). An external evaluation found that
this intervention helped students to improve their self-esteem, manage their
anger, appreciate their prejudices and stereotypes, and learn to work
collaboratively and productively for peace (Curran, 2006). One of the program
challenges, however, is that it had limited sustainability and ongoing support

from World Vision International Cambodia.>*
Youth for Peace

Another leading peacebuilding organization in Cambodia is Youth for Peace
(YFP), established shortly after the end of the last round of election violence
in the | ate 1990s. T h e awacisty vehare pedple Yo ut h
are committed to practice the balance of spiritual and material value that leads
to a cul t ufYeuthdof Pegre 280d1a) The organisation achieves

54 Source: Informant Interview with Mark Chan Sitha, former World Vision staff member
March 3, 2010
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these aims through providing leadership, conflict resolution, reconciliation
skills, and peace education to Cambodian youth. Their flagship programmes
include: Youth Leadership Programme (YLP), Youth Empowerment Project
(YEP), Youth Participation and Youth House Project, Youth for Justice and
Reconciliation, Healing through Buddhism, and Young Leaders for Peace
(YLP) %. The last program, YLP, includes a peace education component
which focuses on the topics of morality, solidarity, a culture of peace, and
leadership. In existence since 1999, it is also the longest running programme
of the organization.®® The curriculum includes a focus on: building self-
esteem, a culture of peace, leadership and planning, understanding history of
the genocide, community development and proposal writing, as well as project
implementation in communities (Youth for Peace, 2011b). A 2008 evaluation
found that YFP:

through the work with the students, has made a significant contribution
to changing the attitude and behaviour of high school students and have
equipped them to be active in building a culture of peace for

themsel ves, their f a(@hahnsitbas20@8nd c o mmu n |
Youth Resource Development Programme

YRDP is an outgrowth of YFP and was founded in 1992. Whereas YFP works
exclusively with high school youth, the primary target group of YRDP is
university students. The programmes of YRDP are: Youth Training, Youth
Engagement, Extractive Industries Transparency, Social Accountability, and
Inter-ethnic Peace and Justice °’. Of these programmes, the Youth Training
programme contains projects which are most related to peace education. The
Young Peace Messenger, Young Social Development, and Youth and Good
Family Development projects are the most relevant ones. Of these, the Young
Peace Messenger includes activities on active non-violence, conflict resolution
and management, value promotion, interfaith and interethnic peacebuilding,
and critical analysis training on Khmer Rouge history (Youth Resource

Development Program, 2011). YRDP engages youth from the provinces to do

55 http://www.yfpcambodia.org/. Accessed March 1, 2019
56 Source: Informant Interview with Long Khet, Executive Director of YFP, March 2, 2010
57 https://www.yrdp.org/. Accessed April 1, 2011
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field work in their villages and return to the capital to reflect on their learning
experiences. The ultimate goal is to have them design community
development projects which benefit members of their communities.®®
Examples of past community development projects are: addressing out of
school youth problems, reducing domestic violence, health and hygiene

education, and garden building.
Challenges of Peace Education

Despite this wide variety of peace education efforts being undertaken,
approach and implementation challenges do exist. These are: 1) formal
education gaps, 2) inadequate conflict transformation, 3) lack of coherence,

and 3) societal structural violence.
Formal peace education

The particular challenge addressed here is relevant only to peace education
in the formal education system. These initiatives tend to suffer from

sustainability issues as the teaching methods employed are often inadequate.

Since teaching about peace requires personal transformation, an appropriate
methodology is the K.A.S.H. model which advocates change in knowledge,
attitudes, skills, and behaviour (Sparrow and Knight, 2006). Teachers in
schooling environments focus on imparting knowledge and perhaps skills as
well as attitudes. But because changing behaviours require long term,
sustained attention, formalized education does not often achieve behaviour
transformation, which is critical for turning violent behaviour into peaceful
behaviour. This process requires careful facilitation, self-realization, and the
provision of available support and peer coaching for personal change.
Changing violent mindsets and behaviours can only follow from an
understanding of what the advantages are of behaviour change i both moral,
spiritual, practical and economical. The following sub-section provides a

cursory overview of the formal education system in Cambodia.

%8 Source: Informant Interview with YRDP Executive Director, Cheang Sokha, April 9, 2010
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Overview

The formal education system in Cambodia is divided into pre-primary, primary,
lower secondary, upper secondary, and higher education. Pre-primary is for
children ages 3 to 5, while basic education begins at age 6 with Grade 1 and
lasts through the end of Grade 9. Basic education in Cambodia is further sub-
divided into primary (Grades 1-6) and Secondary (7 i 12) education. Itis free
to all those who wish to access it, provided for by the Constitution and the
Royal Kingdom of Cambodia. In addition, the country has a university system
which offers associate, bachelor, master and doctoral degrees (UNESCO,
2008).

Challenges
While Cambodia has made considerable progress in upgrading the

infrastructure, quality, and purpose of its educational system of its primary
and secondary schools since the end of the civil war, a number of critical
roadblocks still exist in the areas of financing, management, and quality
(Thomas, 2002) These challenges can be grouped according to: 1) access,

2) quality, and 3) structural deficits.

Access

According to the most recent statistics, while primary enrolment rates are high
T nearing 87% for girls and 90% for boys (UNESCO, 2010b), the secondary
enrolment rates are disappointing. The net enrolment rate for secondary
education®® is 33% for boys and 28% for girls, showing a precipitous drop off
in the number of children who attend school past the age of 11 years of age.
Moreover, the enrolment rates decline even further from lower secondary
(Grades 7-9) to upper secondary (Grades 10-12). In Ratanakiri, for example,
one of the poorest indigenous communities in the country, secondary
enrolment rates are less than 5% for upper secondary, and slightly less than
20% for lower secondary (UNESCO, 2008) Tan explains that these barriers
to accessing education are caused by high opportunity costs for schooling,

heavy educational costs due to informal fees, and institutionalized corruption

59 Net enrolment is defined as the total number of students enrolled in secondary school as a
percentage of the school age population
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in the education system (Tan, 2007). Scholars and practitioners alike blame
a range of push and pull factors which force children out of school (push) or
prevent them from enrolling (pull). On the push side these factors include
physical punishment in discipline, discrimination in school, poorly motivated
teachers, harsh learning environments. On the pull side children are
prevented from enrolling by migration, child labour, early childhood marriage,
and poverty (Heng et al., 2016). These educational failures most significantly
impact students at the secondary level, where the majority of curricular based

peace and genocide education initiatives are taking place.

Quality

Though strides have been made at the primary then, access at the secondary
level still remains a considerable hurdle for most children. One of the key
factors for high dropout rates at the secondary level is the poor quality of
education being provided. Students may not be interested in the content being
taught, it may not be relevant, or the teachers may be inadequate. Indeed,
the rates of repetition and dropout are so high that an average Cambodian
child takes 19 years to complete primary school (Tan, 2007). In this regard,
one of the core challenges facing the education system is a shortage of
gualified teachers. In this regard, there is evidence to suggest that the Royal
Government of Cambodia does not dedicate enough resources to education.

In a recent study conducted by Volunteer Service Overseas (VSO), the
aut hors find that fApublic school teacher s
under-supported, and working in under-r e s o ur ¢ e d (N&@ Ekdacatiors 0
Partnership, 2008). The government spent only 1.4% of its GDP on education

in 2008 (UNESCO, 2010b), which is well-below the suggested target of 5.5%
for meeting the MDG targets by 2015 (Steer and Smith, 2015).

Structural Deficits

The larger picture reveals that human capital gaps, poor management styles,
and private capture of public resources also contribute to inefficient
administration of the education system. Teachers report being de-motivated
by the array of systemic problems including: poor transparency and
accountability, weak management and administrative capacities, insufficient

leadership, and inadequate incentives (NGO Education Partnership, 2008).
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The MoEYS in concert with development partners is undertaking steps toward
refor m, yet mo s t of t hese r e fdownnasd
centralized manner, and Ministry staff at lower levels have been implementing
reform without full awar en e(Misistrgdf Edudat®n
Youth and Sport and UNICEF, 2005)%°. This combined with insufficient
capacity, patronage and nepotism, have generated substantial inefficiencies
that need to be redressed. More importantly there are broader questions
about how relevant and appropriate the design, scope, and aims of the
education system are for the Cambodian population. Within the Cambodian
environment, the objectives of the formal education system have been
problematized due to its neoliberal and Western origins, with particular
reference to questions concerning its suitability and appropriateness for
Cambodia as a post-conflict, largely agrarian society (Ayres, 2000, p. 461).

In summary, the education system is suffering from crises of access, quality
and systemic weaknesses. Given this fact, it is difficult to imagine the formal
education system being able to function as an appropriate vehicle for peace
education. Many education experts in Cambodia agree that the system is

fragile and cannot be overloaded with too many concepts and frameworks.

rati or

The Ministry of Education has been stru

mai nstreaming, 0 6education for sustaina

education, 6 and a number of other

Yet there are real concerns about the capacity of teachers to communicate
these concepts in the classroom.’? Peace education, like other topics, is
competing for scarce time and resources. For this reason, other more

sustainable and holistic approaches to peace education should be identified.
Conflict Transformation

Lederach describes 4 levels of conflict transformation: personal, relational,
structural, and cultural (2003). While most peace education endeavours

address the personal and relational, few of them contribute to structural and

60 Note that it is too soon to evaluate the next wave of reforms initiated by the new Minister of
Education beginning in 2013.

61 Key informant interviews with Henk van Beers, SC Program Director, Sun Lei, UNESCO
Education Coordinator, Peter de Vries, UNICEF Education Manager
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cultural transformation. As mentioned in Chapter 2 with regards to the 3P
framework, however, peace education must be personal as well as political.
Peace education initiatives that do not transform the agency of the individuals
(students, youth, and teachers) as well as the structures which create violence
and discord (heavy handed discipline methods, charging extra fees from
students, nepotism in school admissions processes, etc.), may not result in
conflict transformation (Zembylas and Bekerman, 2013). Peace education
must involve the transformation of relationships (and power structures) i so
that a structural and relational revolution in thinking, interacting and
harmonizing in everyday life can occur (Lederach, 1997). Due to ongoing
political repression and lack of space for freedom of expression in Cambodia,
organisations find it challenging to concentrate peace education efforts on
transforming structures. Due to the disabling environment for civil society
organizations, therefore, it is not possible to fully engage in retrospection or
introspection. Peace education in Cambodia therefore suffers from a lack of
meaningful retrospective focus and is a-historical and a-political in its focus.
Inthisregard, Por at h has argued that educatorsod °

aspects of peace education render their efforts ineffective. (Porath, 2003).

Lack of coherence

From a practical perspective, the various strands of peace education in
Cambodia i active nonviolence, critical thinking and problem solving, inter-
ethnic relations T lack a common thread which brings them together. This lack
of coherence derives from the varied institutional attempts to address the
many forms of violence which exist in Cambodia. Peace educators in other
contexts are often faced with a vast landscape of violence, and often lack the
theoretical frameworks or capacity to address these violences (Harris, 2002).
This is what is happening in Cambodia; the result is a diffuse effort which lacks
necessary direction and clarity. Finally, in a donor driven environment it is
guite common to see competition for funding among and lack of cooperation
among peacebuilding organizations. This prevents the creation of necessary

networks and alliances for knowledge sharing and encourages ignorance and
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misunderstanding.?? As a result, instead of synergies among different NGOs
to achieve maximum impact, there is overlap, duplication, and even

organizational insularity.
Structural Violence

Another obstacle facing peace educators is the socio-political context in which
Cambodian peace education initiatives operate. Morris (2000) describes the
vertical and oppressive power structures which pervade Cambodian political
life and institutions. They exist in the relationship between village headman
and villagers, between politicians and citizens, between parents and their
children, and between teachers and students (Morris, 2000). Springer argues
that authoritarianism and a penchant for political violence are inscribed within
the hegemony of neoliberalism itself in the Cambodian landscape (Springer,
2009a). What is meant here is that locally mediated expressions of violence
in a specific time and place must be considered within a larger enabling

framework of violence that is facilitated by the neoliberal regime.

Genocide Education

Facing Cambodiabs troubled pastinthas

respect, the track record of the government in educating Cambodian youth
about the history of genocide and civil war in the country is lacking. The
education system has presented either nothing at all, or distorted views of
history, to its students (Dy, 2013). This is critical in the Cambodian context
and is a contributing factor to the ongoing praxis of violence in the country.
Scholars widely acknowledge the important role the state has to play in
collective retrospection; curricular efforts including textbooks and their content
can either foster peace or animosity (Ben-Porath, 2006, Porath, 2003, Davies,
2004, Bryan and Vavrus, 2005, Bush and Saltarelli, 2000, Tawil and Harley,
2004). After the fall of the Khmer Rouge in 1979, the occupation® of the capital

62 Source: Informational Interview with Thavory Huot, Executive Director of Khmer Ahimsa,
March 15, 2010

63 The use of the term occupation, itself, is a vigorously debated one among scholars and
present-day politicians. Owing to the multiplicity of views concerning the role of the
Viethamese in Cambodian history, the arrival of the Viethamese army in January 1979, the
resultant neutralization of the Khmer Rouge, and the subsequent decade of rule by

38

al



and subsequent decade of rule by the Vietnamese, history and genocide

education were subverted for political ends. Dy writes,

in post-genocide Cambodia, education became a political tool for
parties competing for power. Children in the PRK-controlled territories
were taught that the Khmer Rouge were inhuman devils or monsters
that Kkilled people a@g209.cked peopl ed:

As such, the history of the genocide was heavily politicized and the creation of
hate days served to vilify the Khmer Rouge and serve the interests of the ruling
government (Chandler, 2008). Thus, the classroom became a space for

propaganda tainted with hatred, revenge, and fear mongering.

Subsequent to the inauguration of the Paris Peace accords in 1991, however,
it became convenient for the state to again perpetuate a culturally and
structurally violent elision of history. During this period, all mention of the
Khmer Rouge, including the atrocities committed during the regime, were
removed from textbooks (Dy, 2013). In a recent interview on the subject,
Minister of Information Khieu Kanharith is clear on the assignation of blame
for this decision. fiWhen we signed the Paris Peace
community demanded we take out the term
(Chan Thul and Wasson, 2006). This was deemed necessary in order to
promote reconciliation and enhanced understanding among victims and
perpetrators. In 2000, a number of textbooks were revised, and this period of
history was somewhat restored, but the dearth of information on actual events
is striking. In Grade 9 textbooks, the following lines serve as the only reference

to the genocide:

From April 25 to April 27, 1975, the Khmer Rouge leaders held a special

general assembly to form a new Constitution and renamed the country
6Democratic Kampuchea. d A new governme
came into existence, following which the massacre of Khmer citizens

began (Sou Sour, 2009: 1).

Vi etnamese is variously referrveadsitoon 0oa sa nfidl,i bneorraet i
radi calcloyl ofinpioasiti s m. 0
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Efforts were initiated again in 2002 to include more material on the genocide.
The proposed textbooks caused a rift between Prime Minister Hun Sen and
his political rival Norodom Ranaridhh and were subsequently withdrawn from
schools, to the detriment of the children and the nation as a whole (Suy, 2009).
As a result of this avoidance of the genocide in national curricula, the majority
of Cambodian youth from the present generation have grown up in an
historical vacuum where little or no information about their past is available to

them. Indeed, many youth are in the same situation as 15-year-old Si Phana

who says: Al dondt know who ar e iutthe Kh me]

regime and my parents neSugR2009:d] d me about

On the 3" of August 2009, Cambodia witnessed an event with important
consequences for this generation of Cambodians who were born after the
Khmer Rouge. The Documentation Centre of Cambodia (DC-CAM), with the
approval of the Ministry of Education, Youth and Sports, began distributing half

a million copies of A History of Democratic Kampuchea (Heydeman, 2009).

Before that time, no substantial official history of the Khmer Rouge period had
existed in any curriculum taught in any Cambodian school. Textbooks had

been introduced in the past but removed from circulation due to political in-

fighting.  This textbook represented a step f or war d i n the gove

willingness to teach its citizens about the past of the Khmer Rouge and the

genocide of 1975 to 1979. The passing of this textbook into the formal
curriculum has not been without resistance from the Ministry of Education
which has all owed t hatadore lefrenceetxwrite@aan be
history textbook, but cannot be used as a history textbook for general
educati ono (Bathy,2007).cs mi ne ]

Challenges of Genocide Education

The difficulties concerning genocide education in Cambodia include: 1) overly
retrospective focus, 2) assumption of a monolithic truth, 3) the present

instability of the country, and 4) the r
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Overly retrospective

Firstly, the focus on genocide education is essentially retrospective and

grounded in history, with the expectation that by learning about the past,

students and youth will understand how to be more peaceful in the future, so

the genocide is not repeated. Accordingto DC-CAMGs strategi c mis
purpose ofgenoci de education is to help Cambodi
why the genocide happened, appreciate the effects of the tragedy, and
address the many continuing chdgChhaegpges t h
2009). Yet Page (2000) articulates the difficulties with using history to teach

peace, pointing out that genocide -or his
orient edoq a ntdristit dnd utopianhnaturei df peace and peace
education does not sit comfortably with
(Page, 2000). Genocide education in Cambodia also fails to address the

conflict holistically,andtopr ovi de answers to the burnin
Khmer kill Khmer? How can we prevent this from happening again? What is

my rol e i n conf | Essentally thesegudstomsaresd fiora the? o

need for introspection, prospection, and extrospection.

Assumption of truth

Secondly, the organization at the forefront of genocide education efforts in

Cambodia, DC-C A M, prides itself on the history
Searching f & Thistbelief hrausindle. virity concerning the

genocide is misleading for two reasons. Firstly, it suggests that there is one

version of history, or events that happened, which is waiting to be uncovered.

But as the trove of DC-CAM archives suggest, there are in fact thousands of

voices and therefore thousands of personal truths about the events that

transpired during those four years. Secondly, when claiming there is one
6truthé out there, It I mp | viokersce, sutvigor, conc e
victim are fixed and immutable. For example, one of the core tenets of

retributive justice is the notion idea that in mass atrocities there are clearly

defined perpetrators and victims (Mohamed, 2015). However, other scholars

64 Source: DC-CAM, or Documentation Centre of Cambodia website.
http://www.dccam.org/Abouts/History/Histories.htm. Accessed October 15, 2009
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argue for the fluidity of this divide, and the potential of seeing both victims as
perpetrators and conversely perpetrators as victims (Um, 1998, Waldorf,
2006). Kathryn Um points out that during the mass upheavals of the Khmer
Rouge per i oreaffear h eeveitoallylcdansumed not only the victims
but the victi m{Umeldos). SHhHe eemiads lisvthat§uol Sleng,
the schoolhouse transformed into death house, contained some 20,000 former
Khmer Rouge cadre who were the living symbols of a dysfunctional revolution
that had turned upon itself. (Um, 1998). As such, there may indeed be no
monolithic truth &éout, buthneteaé & mwtiglicity of
truths, narratives, and identities waiting to be explored.

Instability of the country

Thirdly in terms of challenges, the topic of genocide education is being taught
amidst socio-political and cultural instability. For the two decades after the fall
of the Khmer Rouge, Cambodia as a nation was divided 1 spiritually, politically,
economically, and generationally (Gottesman, 2003, Martin, 1994). Thirty
years after the end of atrocities, survivors of the genocide still live in the same
communities, in fact in the same neighbourhoods, or even door to door with
their erstwhile persecutors. Many of these agents of the genocide have never
been punished and do not stand to be prosecuted under the present Khmer
Rouge tribunal (Menzel, 2007). Memories are still raw among many of those
who lived through the period, and there ar e A ma [who] reflise ®
rehash history because o f(Getlntae 2008). dVbrée
importantly, with the spotlight on tribunal activities and associated outreach
and reconciliation efforts in local communities, some former Khmer Rouge
cadres may feel uncertain about their future status, worried about the potential
for backlash and vilification, and afraid of potential revenge killings (Munyas,
2008). Thus, efforts to teach about the past genocide, if not handled with the
proper expertise, resourced with appropriate safeguards, and grounded in
forward looking solutions for reconciliation and harmony, could cause

divisiveness and discord.
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Pathologising Cambodians

Fourthly, perhaps the greatest challenge facing genocide education is the
danger of reproducing through discursive
There is an abundance of contemporary literature, research, scholarship, and
press coverage on the crimes against humanity committed during the Khmer
Rouge period®. Much of this body of evidence depicts Cambodians in a
negative or derogatory fashion. Plai Ngarm laments that some current
genocide education initiatives such as the memorial sites lack sufficient
contextualizati on and explanati omg and
Cambodi ans aiNgarng 200 a Indeed, Munyas writes of the
dangers of youth visiting this museum which has few educative signposts for
contextualizing the chilling images of death and torture. He notes they risk
experiencing emotions of fear and anger towards the Khmer Rouge, or

feelings of hopelessness against unattained justice (Munyas, 2008).

With regards to discourse, certain scholarship and media imprints tend to
reinforce these stereotypes. The genocide and Cambodian past is referred to
as nbl(Suyp 200D, i b (Heydemarmy 2009), replete with notorious
Aki | | i rfGheaf200d), ds @ducing fAposttr allefieyt i ¢ st
Sonis et al., 2009), Apsychosoc (Hnton, #9963, s ocannadn c efdos h e e
vi ol ence @acdrd, 2085).r or 0Ayres refers to this
destructiond concerning the Khmer Rouge v
artefacts of Tuol Sleng museum and other such storehouses for the dark
memories of this period. =~ And while these terms may carry a degree of

accuracy in their own right, they also serve to pathologise Cambodians.
Cambodia Looking Forward

Cambodia is at a crossroads. The possibility for transforming negative to
positive peace depends on the behaviour of several key actors: civil society,
the international community, and the Royal Government of Cambodia. The
extent to which Cambodia will move more towards democratic rule and

positive peace depends on these actors. If they remain locked in the pursuit

% A si mple search on Googl e Scholinquotatosinankkg t he wor
produces about 35,100 results.
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of mutually exclusive goals dictated by self-interest, the country risks
backsliding into sectarian or political conflict. Virak Thun argues that the
central challenges in the development of positive peace are: weak
governance, deep-rooted corruption alongside economic insecurity and

poverty, and social injustice with human rights violations (Thun, 2008).

In 2009 the United States Agency for International Development (USAID)
conducted an interagency conflict assessment (ICAF). The objective of the

analysis was to engage in scenario planning concerning the potential positive

and negative future outlooks for the country. The ICAF looks at the endemic
Opatcrlarent &6 rel ationships whi cn2006.r acter
In the short term, the prognosis is that the risk of conflict is low. But over the

medium to long term, two possible scenarios are outlined i one positive, and

the other negative. Cambodia might either move down the path of solidifying

a precarious negative peace it he o0gr een6 s c e n afurtheo , or
cultural, structural and directviolenceit he 6 r e d @QUSAIR, 2009D. rTheo

ICAF cites three key dynamics which are of import to the future of Cambodia:
economic, political/institutional, and youth/social. | now turn to analyzing each

of these two prospects, closing with comments on the hope for the future.
Reliving Past Mistakes

In the red scenario, the economy would be undermined by poor government
policy. If the RGC becomes complacent with the double-digit growth from the
previous decade, then potential trouble lies ahead. Moreover, if the
appropriate mix of private and public-sector growth drivers cannot be
determined, then the economy will stagnate. If new drivers are not located to
diversify the economy and generate new sources of wealth, then both the
masses and the elites will become dissatisfied. The former will be disillusioned
due to lack of employment opportunities, the latter due to shortage of rent-
seeking venues which have become familiar and accustomed to them. This
might lead to social unrest or a fragmentation in power of the ruling party in
Cambodia, or further instability (USAID, 2009)

The political/institutional dynamic might deteriorate if the proper

decentralization, democratization, and governance controls are not put in
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place to ensure adequate and equitable policy decisions by the government.
This would further exacerbate the economic downturn, which would drive up
the need for rent-seeking, but also decrease the opportunities for same.
These capture practices by elites would therefore become more predatory,
likely intensifying the existing conflicts with the masses in the process (i.e. land
grabbing, deforestation, etc.). This dynamic would weaken government
institutions, would which further compror
basic services to the people. This in turn could compound the general
dissatisfaction among the population. In addition, this would make the
Kingdom more susceptible to external shocks from climate change and from
the vicissitudes of the global economy (USAID, 2009)

Finally, the negative scenario for the youth / social dynamic plays an important
role. Following from the above discussion, the major results would be: an
economy in decline, a deterioration in basic services, and an accompanying
increase in rent-seeking by elites. These key drivers would possibly lead to
frustration on the part of youth, who would become disenchanted at the lack
of opportunities in education and employment (USAID, 2009). These youth
could be mobilized to resist or revolt against an underperforming government.
Disenchanted youth combined with easy access to small arms could form a

dangerous cocktail for violent conflict.
Positive Pathways

The green scenario offers a very different outlook with respect to the dynamics
cited above. In the economic realm, elites would be willing to accept smaller
rent seeking opportunities at the outset in order to allow the government to
make critical long-term investments. This would soften the economic decline,
and also attenuate the pressure to seek alternative rent seeking opportunities
on the part of elites. More stable government investment would lead to
increased revenue, and hopefully enhanced public services, greater job
creation, and the strengthening of existing institutions to manage the health of
the economy (USAID, 2009). This would have the overall effect of creating
economic stability and individual well-being.
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In terms of the institutional/political dynamic, the key public goods to be
provided are: accountability, governance, and transparency. More effective
policy mechanisms and systems for identifying and eliminating inefficiencies
within the civil service would be necessary. Eliminating nepotism in favour of
meritocratic systems would greatly strengthen civil service management. The
streamlining of appointments, promotions, and rewards based on performance
in the civil service would have a ripple effect throughout ministries. This would
in turn allow the government to: better manage the economy, improve service
delivery, and more effectively resist external shocks (USAID, 2009). These key
public goods would also serve to further reinforce democratic leanings of the

government in the areas of free elections and freedom of expression.

The green scenario for the youth/social dynamic requires improved education
opportunities and job training for the youth. In addition, micro-enterprises and
entrepreneurial efforts between private and public sectors would need to be
encouraged to both validate and empower youth initiatives. In terms of the
democratic space, more room would need to be afforded to the voices of
children and youth, and support provided for civic education initiatives as well.
If these efforts are taken, then the risk of conflict among youth or
dissatisfaction will remain low (USAID, 2009). It is worth noting that 70% of
Cambodi abs popul ati on ar e U Khichex rYouth
Association, 2011). If this key segment of the population remain satisfied and
content that opportunities are available, then the likelihood of social stability

and consolidation of a positive peace remains high.

This is a key point; peace education aimed at youth i a critical demographic
for the nat isessedtal fof conflictrtransformation. The social,
political, and economic future of the country depends on whether the youth
can acquire and/or be given the space to become constructive actors in the
equitable, peaceful, and sustainable development of the country. Political
parties are well aware of the leverage of the youth demographic, and most of
them in Cambodia are keen to court the support and patronage of young voters
(Eng and Hughes, 2017). This points to an increased need for civil society
actors and the government to develop solid plans for both non-formal and

formal peace education initiatives that are devoid of political agendas.
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Potential for Conflict Transformation

Cambodia is slowly revering from a generation of violent conflict. The country
has known only a little more than a decade of peace since the cessation of
hostilities in 1998. Moreover, in the memory of most Cambodians lies the
spectre of the Khmer Rouge and the mass atrocities that took place in the
years following Year Zero (Brinkley, 2009).%6 At this point in the history of the
nation, long term, sustainable conflict transformation efforts are needed to
consolidate the gains of the past decade. On a more positive note, Cambodiad
youth are filled with hope for a peaceful future. In a survey conducted by the
Working Group for Weapons Reduction among high school youth in
Cambodia, 100% of the students interviewed said they would like to learn more
about peace and disarmament, and 93% of teachers questioned considered

peace education a priority for schools (WGWR, 2003)%’
Chapter Three Conclusion

In this chapter, | have reviewed the past, present, and future of Cambodia in
terms of its social, political, and economic landscape. | trace the roots of the
current negative peace to the history of genocide and the civil war. In terms
of my rationale for choosing Cambodia as a case study, | highlight several
characteristics that make Cambodia a generalizable case: post-conflict nature,
liberal peace project, neocolonialism, and the paradox of peace. In this chapter
| also highlighted the contemporary structural, direct, and cultural violences
present in Cambodian society. Against this landscape | reviewed the major
peace education initiatives being carried out by state and non-state actors. |
have reviewed the challenges of Cambodian peace education initiatives:
inability to transform conflict, lack of coherence, and structural violence. | have
especially focussed on the inefficiencies and hurdles associated with

delivering peace education in the formal system. | have further argued that

66 Year Zero refers to January 17, 1975, the day the Khmer Rouge marched into Phnom
Penh and began their reign of exactly 3 years, 8 months, and 20 days during which between
2 and 3 million Cambodian citizens died or were killed.

67 The survey was conducted in June 2003, wherein 90 high school and secondary school
students (ranging in ages from 12 to 19) as well as 100 teachers from high schools,
secondary schools, and pedagogy schools were interviewed on a range of topics, including
concepts of peace and experience of peace education.
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present day genocide education efforts, due to their focus on the past, risk
certain pitfalls such as: reinforcing the pathos of the Khmer past and further
dividing the nation at a time when reconciliation has yet to be achieved.
Finally, I revisited a conflict analysis of the nation at present 1 with a prognosis
for how a positive peace might develop. | suggested that peace education
has a critical role to play in the development of a positive peace in Cambodia.
The nature and potential of peace education in Cambodia is the focus of my
main research question. | now turn to the research framework, methods, data
collection analysis, case study outline, ethics and other important

methodological details, the subject of the following Chapter 4.
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Chapter Four: Methodology

Overview and aims of Chapter 4

In this chapter, | establish the foundation of my methodological approach to
answering my research questions. In brief, | describe both my epistemological
and ontological orientation which is that of critical realism. | also detail the
relevance and applicability of critical realism to an investigation of peace
education. Next, | introduce the methodological approach which is the case
study combined with action research. This leads me to explain the Peace
Education Research Project (PERP) and the steps | undertook to train my
research team and prepare the field. | then turn to a brief sketch of the data
gathering sites, before presenting my overall research framework for my
thesis. With the framework, | review the questionnaire, sampling frame, and
describe my methodological pluralism: peer to peer approach, interviews,
focus group discussions, and indirect observation. Data generation processes
are then discussed, including information on how | generated the data, who
assisted me to do so, and how | gained access to the necessary sites. | then
follow with a summary of my data analysis techniques, describing the methods
and models | have used to code, thematise and analyse the data. | note the
importance of ethical consideration relating to working with youth in Cambodia.
| then reflect on some of the challenges and limitations of the methodology,

and close with reflections on my own situation as a practitioner i researcher.
Why Critical Realism?

Analyzing the context in Cambodia requires careful interpretation of the
multiple and intersecting currents of change: social, political, economic, ethnic,
and religious. Since a fuller understanding of conflict transformation and
peacebuilding requires inspecting underlying systems, structures, and
institutions, an empiricist approach is inadequate. An empiricist or positivist
approach would not look deeply at institutions, values, structures, and
relationships and would therefore be incomplete. Korf (2006) is critical of what
he calls O6armchair empiricistsd who atte

variables from afar, and produce inaccurate or worse incoherent theories as
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to the causes of the conflict. On the other hand, an interpretivist approach
would also not suit, as it relies upon the creation of subjective meaning based
on observable events. Critical realism, as both an epistemology and an
ontology, offers another approach by which it is possible to understand the
mechanisms and contexts which (dis/en)able peace education in Cambodia.
| subscribe to the notion that peace education requires a subtler

epistemological approach than that of positivism. Moreover, | concur with

Sayerwhor emi nds wus that Ain order to be
phenomena, we have t o Gayar]l199%:t6 Welhnem

therefore not totally at liberty to interpret our empirical data as we see fit.

Critical realism, with its focus on interdisciplinarity, (Price, 2014) its nuanced
approach to causality (Kurki, 2007), and its emphasis on emancipation and the
agency of the individual (Archer, 2003), is particularly well suited to the
complex and dynamic nature of peace education. | argue that critical realism
can be used to investigate peace education with the goal of forging an
understanding of the complex interrelationship between peace, conflict
transformation, and peace education. Ciritical realism and in particular
morphogenesis®, can serve as a bridge between the personal and political
spheres. Thisis relevant as Archer (2003) and other peace educationists such
as Reardon (1988a) and Brock-Utne (2000b) advocate for the integration of

personal and political in studying peace education.

In this thesis | will use critical realism as a foundational underpinning to shed
light on the contexts and capabilities of peace education in Cambodia. | am
aware that critical realism must be critical not only of the objects of its study,
but also of the subjects who are conducting that study. What this means is
that as the lead researcher for this thesis, | must also interrogate my own dual

role as an academic/practitioner within the context of this research.

68 Morphogenesis elaborates the duality of the agent i structure and also the nature of
interactions between the individual and social structures.
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Primer on Critical Realism

Ontological Assumptions

The primary ontological assumption of critical realists is that the world exists
independent of our knowledge of it, and that we can, through various ways of
knowing, come to comprehend that world. This places them in firm opposition
to postmodernists and social constructionists. For critical realists, reality is

stratified according to three planes: the real, the actual, and the empirical. The

0real 6 denotes the rieadbjects theif strustbhrest smd e r

powers. When those powers are activated and there is an event, this event

migratest o t he domain of the O6actual 6.

the plane of the actuali s t er med t hSayeqd 2060p1i2113).cSinted .

the latent powers of these objects and structures may or may not be

actualized, Awhat has happened or been

e X

Wh at

k

exhaust what coul d ha/gSpemn200D:rl2)hFoncetican a p p e n

realism, then, the domain of the empirical does not take primacy as it only

represents the Atip of the icebergo

abilities are inherently limited, moreover, it means that the empirical

component i what we see and what we hear i is only a fraction of reality.

Epistemological Outlook

In terms of epistemology, the critical realists disdain a purely empirical outlook.
In other words, we should not confine our understanding of the world to that

which we can observe. On the other hand, we also cannot move to the other

extreme of i deali sm and believe that

i ndividual or s(Baeit, 2005: @1h nCsitical realigmi takes @
more complex approach to epistemology. The process of interpreting and
constructing reality is at once socially engaged and discursively mediated.
The individual researchers is required to be an astute observer of events that
present themselves as experience as well as a critical investigator of the

substratum of the unobservable (Gorski, 2013).

(In)transitive knowledge

Concerning how we can know the world, critical realism (CR) divides

knowledge into the intransitive and the transitive dimensions. The social
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phenomena which we study comprise the intransitive dimension, while our

theories about these objects constitute the transitive dimension. This is a
fundamental difference for CR, and reminds social scientist researchers that

Aithe world should nekxpbei e qSagel B092eld)t wi t h ¢
Our theories of the way the world works may constantly change, but this does

not always bring with it a corresponding change about the world itself. For

example, for centuries the world believed that the sun revolved around the

earth, until the dawn of the Copernican revolution, which forever changed

human ki “oahdegiongHamhsdn, 1959). The discovery of Copernicus,

however, did little to alter the celestial path of the bodies he so correctly

described. In its epistemological underpinnings, critical realism promotes
6epistemic relativismb, or (AutAmbudipphde way s
Willmott, 2011). As Lawson notes,

Epistemological relativism expresses the idea that our categories,

frameworks of thinking, modes of analysis, ways of seeing things,

habits of thought, dispositions of every kind, motivating concerns,

interests, values and so forth, are affected by our life paths and socio-

cultural situations and thereby make a difference in how we can and do

6seed or know or approach things, and
seek to know. (Lawson, 2003: 162)

Epistemic relativism

Since all knowledge is socially constructed and does not represent one
singuarobj ecti ve truth, Awe can never justif
absolute truth aliSayert 1992a67)t Eritical realifsts fbcasc t 0
instead on the explanatory power of our theories. This epistemological

relativism does not, however, grant social scientists license to accept or

endorse any version of the truth, but to critically evaluate and identify

competing social versions of the truth, or social theories. More importantly,

the possibility that our knowledge may be flawed does not exonerate us from

our principle duty to be critical of society 1 its knowledge, objects, subjects,

and structures. Indeed, as Bhaskar and Lawson (1998) note, the function of
explanatory theories is to expose false

society can be logically contradictory, and to show that they are is to criticise
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them and t o cr i(BhaskarandlLawdom 1998saiterl in Burngto
2007: 12).

Indeed, epistemic relativism carries with it a value and even a moral
responsibility 7 that of screening false or deceptive theories which may be
harmful to society. To take an example, social scientists who advance theories
that gender is a product of biological forces and has nothing to do with culture
or social mores are reproducing a social order which is potentially harmful to
women. In such an example, devotees of critical realism would reserve the
right to judge which ways of knowing are better than others (Sayer, 2000: 47).
As Bhaskar asserts, fAto identiandhencender st :
actions informed by them as false based, is to imply that (other things being
equal ) those beliefs and(Sayert2000:1%.From ght t o
this philosophical position follows the recognition that our theories carry

transformative and even emancipatory potential.

Performative discourse

According to critical realism, therefore, humans and their actions are not

dictated by causes external to their will (Kurki, 2007). In rejecting determinism,
critical realism advocates for what Butl
i sthatfaspect of discourse that has the capacity to produce what it nameso

(Butler, 1994, cited in Sayer, 1997: 474). Far from being confined by their

destinies, human beings as agents are empowered to re-create, to transform,

to bring about change in their reality. For both Bhaskar (1979) and Archer

(1995), structure and agency are core concepts of critical realism. Structure

is defined as the overarching institutions, social relations, and other macro-
frameworks which influence human behaviour. Agencyi s def i ned as hu
ability to act, deriving from reasons, intentions, and plans, on the one hand.

Human action is both determined by these structures and can in turn influence,

affect, or even transform these structures (Archer, 2003, Archer, 1995).

Causation
Regarding causation several definitions are necessary: structures,
mechanisms, contexts, outcomes. According to critical realists, there are

structures that operate within a given context in space and time. As explained
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by Kaidesojaa (2009), social structures,it oget her conadjard ut e s
collections of internal relations between social positions which are abstracted
from the ongoing interaction betwwen ind
capitalist mode of production and the social relations of individuals within that
structure. In short, structures are macro-level determinants of behaviour
(Wynn and Williams, 2012). Moreover, a structure can interact with a
mechanism, which is a causal structure that explains a phenomenon. A
market is an example of a mechanism. Each mechanism, however, produces
different outcomes depending on the context and structures with which it
interacts. Context denotes the sum total of all social relations and structures

in a given time and space. Poland describes context as

the local mix of conditions and events, social agents, objects and
interactions which characterize social systems, and whose unique
confluence in time and space selectively activates, triggers, blocks or
modifies causal powers and mechanisms in a chain of reactions that
may result in very different outcomes depending on the dynamic
interplay of conditions and mechanisms in time and space. (Poland et
al., 2008: 309)

The critical realist interpretation of causality is that agents create change
through their actions, reactions, and behaviours. All of these actions and
behaviours take place in a certain time and context. Contrary to Humean
versions of causality, there is no pattern or law which systematically governs
these outcomes, and they interact in open space and time within open
systems, and with other mechanisms. They also interact with the context and
with the resulting outcomes. (Kurki, 2007, Lacouture et al., 2015). Thus,
structures interact with mechanisms, which can be seen as the actualization
of a structureds causal p oviniah may,be atherd er c e
mechanisms) to produce an outcome: an effect or event (Sayer, 1992: 104).
In order to fully comprehend recognisable events or occurrences, we must
understand their corresponding underlying structures, the enabling / disabling
mechanisms which cause them to be actualized (or not), the appropriate
contexts or conditions which are conducive to these interactions, and the

resultant (observable) outcomes. This task is complex because the
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relationships among these various structures are multivalent and
interdependent. This view of causation, however, allows for the development

of more nuanced and exacting theories of social change.

Case studies

Several examples are needed to clarify the causation theory of critical realism.

An initial example concerns the physical world and the flammability of
gunpowder. Does it always explode? It depends on the conditions i whether

sufficient heat is applied, whether the gunpowder mixture is correct, whether

it is dry enough. | n o tobteome (the explasion) ni n r
of an action (applying the flame), follows from mechanisms (the chemical
composition of the gunpowder) acting in particular contexts (the specific
environmentalcondi ti ons which all ow (Rbbsonr eact.
2002: 30). In a more complex example, taken from Pawson and Tilley (1997:

78-82), the critical realist is investigating the possible solutions for deterring

parking lot thefts. The researchers identify eight possible mechanisms of
surveillance and deterrence that might be effective in reducing loss. One of

these is the installation of closed circuit television monitors in parking lots. The

efficacy of this mechanism depends on the particular context, or the
circumstances surrounding the commission of the crime. To be clear, if the

context is that the crimes are being carried out solo, then the above described
mechanism is likely to be effective. If, on the other hand, the context is that

the car park under scrutiny is the target of organized thievery, then the CCTVs

desired6 c aught imechdnisma is Bkely t@dbe ineffective in producing

the desired outcome i a reduction in theft.
Critical Realism and Peace Education

Zembylas and Bekerman (2013) articulate the connection between critical
realism and peace education. Such a critical view of peace education
recognizes that social realities are constructed, and that we must carefully

examine these constructions. They note that

peace education is critical for us; in that we (educators, students,
parents, policy-makers) in peace education need to reclaim criticality

for the prejudices, fallacies, and philosophical false trails that have
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covered or disguised some realities in peace education such as social

injustices and power inequalities (Zembylas and Bekerman, 2013: 204)

In outlining their model of critical peace education, they propose a model which
is grounded in postpositivist relativism, and critical realism, and rests on: 1) re-
instating the materiality of things and practices,2) re-ontologising research and
practice in peace education, 3) becoming critical experts of design, and 4)
engaging in critical cultural analysis (Zembylas and Bekerman, 2013: 203). In
terms of reinstating the materiality of things and practices, Zembylas et al.
argue thatterms such as O6education, 6 6épeac
homogenous units and are actively and discursively mediated by participants
within the context of social structures and mechanisms. Regarding re-
ontologizing, they argue that there is a need to re-ground meaning of these
words in everyday life, and to look to the views, understanding, and practices
of children in this regard. Becoming critical experts of design, involves
investigating social structures, discursive patterns, and power relations that
are often internalised (i.e. identity, patriotism), and then externalising,
disentangling and ultimately re-imagining them. Finally, engaging in critical
cultural analysis involves looking at the role of identity and culture within peace

education, and challenging the nature of these categories as defined and fixed.
Critical Realism, Peace Education and Transpection

Insofar as critical realism provides the epistemological and ontological
grounding for the research, transpection provides the analytical framework for
how to view peace education in the Cambodian context. The elements from
critical realism which are useful to the analysis of the data gathered herein are:
1) the ontological domains (real, actual, empirical), 2) the theory of causation,
3) the agency-structure relationship and 4) social transformation. |

demonstrate below the relevance of each to my research.

Firstly, the ontological approach of critical realism is more appropriate than
other schools of thought (positivism, interpretivism, empiricism) as it offers a
more complex and in-depth framework for understanding reality. Peace
studies, and by extension peace education, are multi-disciplinary studies; they

focus on a holistic understanding of what works to promote peace in and
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across various contexts, disciplines, and schools of thought. As such, critical
realism is more suited to provide a vehicle for interdisciplinarity and has the
ability to generate explanations for social phenomena that are at once broader
and deeper than other systems of thought. (Price, 2014). Indeed, in the
example of my research, critical realism can provide a useful analytical
framework for understanding how children learn about peace. To provide an
example from educati on, the domain
dormant capacities, innate learning preferences, and growth potential. When
a student draws on any of these capacities in learning about peace, these
phenomena move into the domain of the actual. When a teacher witnesses
the process of this learning i as in more peaceful behaviour 7 these

phenomena move into the realm of the empirical.

Secondly, from a standpoint of causality, at the level of the real, there are
possible structures, connections, relationships, interdependence, which could
exist. Atthis level we can theorize about the interrelationships between peace,
conflict, education, and conflict transformation. As these elements intertwine,
actualize causative powers and move into the domain of actual, we can then
begin to recognize the context of peace education as comprising the
structures of institutions, structures, social relations, power dynamics, forms
of latent (i.e. structural and cultural) violence, ideologies and political systems
such as neo-colonialism and neoliberalism. The mechanisms of importance
for peace education are formal learning systems (i.e. the classroom),
nonformal learning methodologies (i.e. parent-child support, peer-to-peer
interaction). The outcomes, or observable events, include: 1) parents or
teachers increasing their capacity for understanding peace, 2) students or
children becoming more peaceful, and/or 3) families or communities

embracing peace as a positive social good.

Thirdly, from the agent-structure perspective, critical realism provides a useful
lens to think about the interplay between human agency and social structures.
The agents are teachers, government education administrators and actors (at
local and national level), school directors, parents, village authorities and
leaders, NGO workers, students and children themselves. These individuals

are both shaped by the structures (i.e. gender dynamics at the local level)
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and they themselves shape those structures in return. In a similar sense,
children who participate in peace education programs are both affected by the
social structures in which they operate (i.e. patriarchy, gender inequality, etc.)
but once educated about peace, they gain the ability to push back, and to in

turn begin influencing these structures by their own individual behaviour.

From a conflict transformation perspective (Lederach, 2003), this agency i
structure dialectic bridges the gap between the personal € relational dyad
and the cultural € structural dyad. Similarly, within the 3P framework (Hicks,
1988), this agency 1 structure dialectic represents the movement between the
personal on one hand, and the political and planetary on the other hand. In
other words, critical realism and its ontological and epistemological orientation,
but in particular its views on agency i structure, provides the missing link to
explain how peace education of the individual can then lead to structural and
cultural conflict transformation. One of the key metrics for (critical) peace
education is whether it can make this leap from educating for individual change
(i,e. K.A.S.H.) to transforming social change. Ciritical peace education is
therefore capable of empowering the agent (i.e. learner) to influence social
structures, which in turn contributes to 1) cultural and structural transformation

and 2) political and planetary peace (Bajaj and Brantmeier, 2010).
Being Ciritical of Critical Realism

Sayerremindsus t hat O0social sciencE@ayeru8®: be cr
6). | would argue that social science must be critical of its objects and its
subjects. In order to be able to explain and understand social phenomena, we
have to evaluate them and ourselves critically. In so doing, we must place
more emphasis on the reflexive nature of critical realism. Ciritical realism
advocates the inclusion of subjectivity and its influence on research, and we
are required to fiexamine those standpoin
projection and selection wBayea,h200nb33.Tr epr es
Thus, in keeping with a critical realist approach | must be reflexive and, in the

tradition of double hermeneutics (Lynch, 1993)%°, realize my place in the

69 Double hermeneutics refersto Ant hony Gi ddends t heorwaystrdetat di sco
and that technical discourse and concepts from scientific research can be interrelational with
lay discourse and concepts from everyday life.
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context of this research process. | must also be aware that the research
process represents a social construction which is the by-product of the effort
of researchers who have gone before me (Baert, 2005: 119). In keeping with
transparency, | should also declare my view of peace as follows: a state of
social being characterized by non-violence, social justice, and ecological
sustainability (Galtung, 1969). | am in favour of peace education and see it as
a positive and desirable social good. As a teacher, | see education as both a
means of self-actualization and liberation. However, | also subscribe to the
Bourdeuian belief that formal education systems reinscribe social inequalities
through reproduction of class systems and mediating access to social and
cultural capital. (Mills and Gale, 2004: 2)

Methodological Overview
Intensive Approach

Again, drawing on critical realism and the dichotomy between intensive and
extensive research, | situate my thesis in the context of the former. Sayer
(2000: 13) notes the distinguishing feature of intensive research is that it
focusses on how a process works in a particular case. It attempts to construct
causal explanations by looking at individual agents in their contexts. Some of
the tools used are interactive interviews, ethnography, and qualitative
analysis. The tests for generalizability are corroboration. In this case, | am
looking at a small group of teachers, students, village leaders, civil society
members, and Ministry of education representatives in order to build an
understanding of peace education and how it operates in various contexts in

Cambodia. As such, the case study is relevant as a methodological approach.
The Case Study

The case study approach is concerned with relationships and processes and
the holistic understanding of phenomena (Denscombe, 2007: 36). In designing
the methodol ogy, I draw on Yinods defini
keycharacteristic of a case study as its
phenomenon in its real-life context, especially when b) the boundaries
between the phenomenon and the context are not clearlyd e f i (¥ie,d981:
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59). | borrow from Robson who adds that the particular focus of the case can
vary from an individual to a phenomenon, and that typically multiple methods
T usually involving qualitative data collection 7 are involved (Robson, 2002:
178). According to Yin (2008), the central components of a case study
approach are as follows: 1) research questions, 2) theoretical propositions, 3)
units of analysis, 4) logic linking data to propositions, 5) criteria for
interpretation. Yin further suggests using multiple sources of evidence,
creating a case study database, and maintaining a chain of evidence as the
proper procedures to follow in data collection. At the outset of my research

journey, | developed several possibilities for the case study’°:

17 Comparing what all respondents in each of the 3 data sites think about
each of the research questions. For example, how do the views of

respondents in the 3 sites differ regarding religion in peace education?

217 Comparing what similar respondent groups across all data 3 sites (i.e. all
the educators) think about one of the research questions. For example, do all

educators think that corporal punishment is acceptable?

31 Comparing what different respondent groups across all 3 data sites (i.e.
the men vs. the women, or civil society vs. educators) think about one of the
research questions. For example, do either men or women tend to view war

as more acceptable solution to conflict?

47 Comparing what different respondent groups within each data site think.
This is fairly similar to #1, with an introspective as opposed to an extrospective

approach.

51 Looking at what each of the data collection tools has yielded in terms of
similar questions and respondent types. For example, do educators vary their

view about the efficacy of peace education in SSIs vs. FGDs?

70 Note these possibilities refer to the old set of research questions which can be found in
Appendix 1; the research question and sub-research questions have evolved over the course
of the research.
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6 1 Focussing on telling a story about peace education is enabled in certain
contexts, how it is disabled in other contexts, and what the success factors for

a model of Cambodian peace education should be.

After considerable reflection, | have chosen #6. The following table below

summarizes the elements of the case study approach for this thesis:

Table 4. Elements of the Case Study Approach

Research What is the nature and promise of peace education in
Question Cambodia?

The nature of peace education is variable depending on the type
(formal or non-formal) as well as the context and mechanisms
surrounding its praxis.

Theoretical
Propositions

The 3 sites for the data collection: Takeo, Prek Chrey, and
Kompong Chnnang. The unit of analysis is therefore the site
which is either a village or a commune. The 3 sites are as
follows: 1) Kram Ta Chan village in Kus commune in Pram Kok
district in Takeo province, 2) Prek Chrey commune in Koh Thom
district in Prek Chrey province, 3) Phsar Chnnang commune in
Kompong Thom town of Kompong Tom province.

Units of
Analysis

Link data to Using logic models, pattern matching, and cross-case syntheses

proposition
Criteria for | Analysis will use rival hypotheses to test the data under
interpretation investigation

My research question is: What is the nature and promise of peace
education in Cambodia? My hypothesis is that the nature of peace education
is variable depending on the type (formal or non-formal) as well as the context
and mechanisms surrounding its praxis. As the contexts differ in each site
according to the socio-economic, educational, and cultural background, the
site is the most appropriate unit. Indeed, the peace education interventions
themselves vary from site to site. Explanation building is my primary analytical
tool to examine the contexts and mechanisms which affect the outcomes of
peace education. In particular, | examine curricula, relationships between
informants, socio-cultural characteristics, networks of power and reciprocity,
and other social dynamics within the school setting, as well as the connection

between the school and the community. | have attempted where possible to
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sel ect cases which mi ght be what
(Denscombe, 2007: 40).

Action Research

In line with my grounding in critical realism, and my desire to have generate
research findings of practical relevance and important, an action research
approach has been taken. Action research is the process of systematic, self-
reflexive and collaborative research which engages multiple stakeholders in
processes of construction of meaning, introspection, and cooperative

identification of social phenomena. There are four basic themes in action

Densca

research: ifempower ment of p dpdricigatop,ant s,
acquisition of knowl e(\Walker, 199%:r2d Inso@er toa | c ha

operationalize the action research approach, the data generation was carried
out as a collaborative endeavour with a number of civil society organizations
(CSOs) and one academic institution. These CSO members have been
empowered through collaboration, and they have learned how to improve the
design of their own programs through participation in the research. Moreover,
| have engaged young peace students i my co-researchers i and motivated
them to learn more about peace studies. In short, | have drawn on my
experience as a practitioner to work with teachers, students, educational
administrators, and NGO practitioners in identifying the processes and

mechanisms that are conducive to peace education.
Peace Education Research Project (PERP)

This research was carried out in collaboration with several local non-
governmental organisations, under a project termed the Peace Education
Research Project (PERP). For more information on the PERP, please see

Appendix 15.
Research Preparations
Research Team

The data generation for this thesis was carried out by a team of ten (10)

individuals: me and 9 research assistants from the Department of International
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Studies at the Royal University of Phnom Penh (RUPP). Each of these
researchers were students in classes | taught as a lecturer at RUPP. They
were invited to serve as volunteers and selected through a rigorous
recruitment process. They did not receive any compensation or other benefit
for their services. The 9 students were divided into teams of 3, with a group
leader appointed for each team. The groupl eader 6s rol e was to
preparation of the field for that site, and to oversee the data compilation,
cleaning, translation, and entry. | served as the lead researcher for the entire

project, to ensure the quality of the data generation.
Training

In order to build local capacities for peace research, but to ensure the integrity
and quality of the data collection process, | developed and delivered a course
in research methods for my co-researchers before they went to the field.
Topics covered included: 1) familiarity with master research questions, 2)
basic understanding of positive and negative peace, 3) data collection
techniques, 4) interview and focus group techniques. Altogether we
conducted 19 research method workshops for a total of 38 hours, and the team
were given off-site tasks to carry out as well (see Appendix 12 for more
details). In addition, there were 14 data generation workshops (28 hours)
during the course of field work, 2 technical working groups meetings (6 hours),
and 6 analysis workshops (12 hours). In total, 41 events for a total of 83 hours
were conducted in conjunction with the research study. This collaborative and
participatory approach was seen as a key step in ensuring ownership of the
process as well as validity of the findings from the research. The following

table provides a summary of these activities.

Table 5. Summary of Activities for Research Workshops

Activity # of events # Hours
Research methods workshop 19 38
Data generation workshops 14 28
Technical working group meetings 2 5
Analysis workshops 6 12
TOTALS 41 83
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Field Preparation

Before going to the field, each partner was requested to complete a site data
report outlining the social, political, and economic context in each site (see
Appendix 14). This background information has been presented in the
following site overview section. It was very useful for the research team to
review this contextual information before going to the field. In addition,
community information sessions were held in each site, to brief the
respondents on the objective of the research, and to seek prior informed

consent before beginning the research.

Site overview

The following table summarizes the details of the sites:

Cambodia General’*

Figure 1. Map of Cambodia
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1 http://www.cambodia.org/facts/. Accessed September 1, 2017
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The Kingdom of Cambodia, as it is known, is a small heart-shaped country in
Southeast Asia bordered by Vietnam on the East, Laos to the North, Thailand
to the West, and the Gulf of Thailand to the South. The official name for the
country is the Kingdom of Kampuchea. The main language is Khmer, and the
main religion is Theravada Buddhism. Cambodia has approximately 17 million
inhabitants, 10% or so of whom live in the capital city of Phnom Penh. There
are Khmer (90%), Vietnamese, Lao, Tai, and Chinese minority groups.

Cambodia has a tropical humid climate with a dry season and a rainy season.

The country covers 181,035 square miles and is divided into 24 provinces and
4 municipalities. Administratively speaking, provinces are further divided into
districts, communes, and then villages. Until 1953 Cambodia was a French
protectorate, and in that year, it gained independence. The history of the
country has been a tumultuous one, with strong influence from geopolitical
actors in the region. Caught in the crossfire of the Indo Chinese conflicts,
Cambodia lost its attempt at neutrality when an American backed coup
overthrew the government in 1970. Shortly thereafter the Khmer Rouge took
power in 1975 and two decades of civil war and genocide reigned, during
which approximately million people died. The Khmer Rouge fell in 1979, and
in 1991, the Paris Peace Accords were signed, and the process of
reconstruction began. Cambodia is a constitutional monarchy, with a

parliamentary representative democracy.

The GDP is $14 billion (WB, 2012), and the life expectancy 62.98 years (2011).
Its major exports are garments, fisheries, products, and rubber. Its major
industries are: tourism, the garment sector, and construction. Since 2013, the
country has been in a prolonged period of political deadlock as the opposition
party allegedly won a majority of seats during the national election that year.
The ruling party refuses to recognize these gains, and democracy appears to

be at a standstill. This is covered more thoroughly in Chapter 3.

A description of each of the sites is provided to inform the background of the
case study. Three sites were chosen for their distinct characteristics: 1) one
in Takeo province as it was a former site of killings during the Khmer Rouge,

2) one in Kompong Chnnang where a formal peace education program is
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being implemented, and 3) one in Kandal province where the community is

composed of Viethamese and Khmer living together.

Table 6. Overview of Sites for Case Study Partner

NGO Site Program Comments
1-Young leaders for
Multiple  Villages, Kus | Peace Focus on former
YFP Commune, Pram Kok _ Khmer  Rouge
District, Takeo Province 2-Youth  Justice & | citizens
Reconciliation
1-Peace Club c i
. ocus on ethnic
(F;LerléyChz:egm\r/r:lLIJ?I%e’ F;(rgﬁ 2- Peace & | relations
KCD Thom District, Kandal Community b_etween
Provi Development Viethamese  /
rovince
Khmer
3-Child Rights
1 7 Formal peace
education
Multiple villages, Phsar . :
Chnnang Commune, i roa::hestol\cﬂ:glrt:‘ﬁlft Focus on formal
ACT Kompong Chnnang Town PP . peace education
o Transformation !
District, Kompong in schools
. (MACT)
Chnnang Province
371 Training Commune
leaders
Takeo"?
History

Historically, Takeo province is often referred to as the cradle of Khmer
civilization, due to the fact that there are several pre-Angkorian sites dating
from the 5" to 8" Century AD. The Funan Empire, which is the beginning of
Khmer civilization as it is known, was centred here in Takeo Province. The
site for Takeo is Kraing Ta Chan village, in Kus Commune, Tram Kok District,
Takeo Province. Kraing Ta Chan is famous for holding a key Security Centre
during the Khmer Rouge period. Situated in the Southwest Zone of

Democratic Kampuchea, in District 105, Sector 13, the alleged crimes that took

72 The source of the information from the site briefings comes primarily from the partner Site
Data Report.
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place are: crimes against humanity, enslavement, extermination,
imprisonment, murder, enforced disappearances, rape, forced marriage,
persecution on political and racial grounds, and torture. According to ECCC
court documents, 15,000 people are said to have perished at this site.”® There
are 146 families in Kraing Ta Chan village, all of whom are ethnic Khmer.
Approximately 60% of the villagers are under 30 years old. The village was
an active place of genocidal killings during the Khmer Rouge. Slowly over the
last generation, the village has sought to rebuild itself, and in the last 5-10

years, there have been more developments toward reconciliation and peace.

Geography
In terms of geography, the Dom Rei Ro Miel Mountain is nearby, and rain

runoff from this mountain provides most of the water for the village as there
are no lakes or ponds. If water is dry from this source, people resort to wells.
They must travel 1 km to reach the nearest market. There are no natural

resources as such that the villagers can exploit in the nearby vicinity.

Livelihoods

Growing rice is the major livelihood activity for most villagers, and they can
harvest twice by producing other crops such as vegetables, beans, sugarcane,
corn, and potatoes. It is estimated that 10% of the village lives in extreme
poverty, while the rest of the village is either at or slightly above the

government established poverty line.

Services

In terms of social services, in Kraing Ta Chan there are 3 schools, 2 of which

are primary schools. The third is a lower secondary school which runs through

Grade 9. All of the schools are located in the pagoda. For higher secondary

education, students must travel 7 km away. There are 2 health centres in the

village; one health centre is shared by two communes. Although monks are

present in the communities, apparently they are not really active, and only
perform ceremonies and visit peopleds ho

stay in the pagoda. There is a small minority of Christians.

73 http://www.eccc.gov.kh/en/crime-sites/kraing-ta-chan-security-centre. Accessed June 9,
2016
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