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Abstract
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A critical inquiry into the nature and promise of peace education in Cambodia
Using transpection to examine the theory and praxis, context, transformative
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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 sociopolitical, 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
i

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 I 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, I pursue a convergence between the fields of education and peace
studies and argue that in certain contexts and with appropriate mechanisms in
1

place, peace education can make a contribution toward conflict transformation
in Cambodia as a post-conflict society. In the undertaking of this doctoral
research, I 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 play in the country’s evolution. With youth under the
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 – mostly young people – 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 rage1. 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.
1

As

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 – may result in a civil war2.
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 words3. Moreover, many images that
appear in the entertainment media – 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, I 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-incambodia-83636. Accessed April 19, 2019
3 Based on my personal observations from nearly 10 years in Cambodia.
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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, I 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, I
designed and led a number of field study tours to Cambodia for mid-career
peace professionals. I 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. I 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. I 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, concerning the term “peace education.” The inquiry
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. I 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, I 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. I have also modified the questions in the process of writing up,
as I saw that the data was evolving in a way that meant I 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
questions; as the findings were generated and analysed, however, it became
necessary to revise the main research question, and to refine the 7 subquestions 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.
approach is described in more detail in Chapter 4 on methodology.
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This

Potential Hypotheses
There are a number of potential hypotheses for each of these research
questions and sub-questions. The possibilities for each are presented below:
Research Question

Hypothesis

The nature of peace education is variable
MRQ. What is the nature and
depending on the type (formal or nonpromise of peace education in
formal) as well as the context and
Cambodia?
mechanisms surrounding its praxis.
SRQ1: What contextual factors Social, political, economic, cultural
affect peace education in factors, in particular history, affect the
Cambodia?
practice of peace education in Cambodia.
Peace education is not fully understood in
SRQ2. How is peace education
the Cambodian context, due to limited
understood and practiced in
notions of its constituent terms ‘peace’
Cambodia?
and ‘education’
SRQ3: In what way does peace
Peace education can contribute to conflict
education contribute to conflict
transformation on all four levels.
transformation in Cambodia?
SRQ4: What is an appropriate An appropriate model of peace education
model of peace education for must be locally owned, culturally relevant,
Cambodia?
and process focussed.

Approach
Initially, I 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
practical question from an educator’s perspective is how to educate effectively
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, I 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
6

past. I 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, I introduce the research. Here I give the overall
aims and objectives, as well as the background and rationale. I relate the
genesis of the research, what influenced its emergence, design and evolution.
I attempt to define the problem, posit a central research question and sub
questions, and also some potential hypotheses. I also describe in detail the
learning I acquired through a 3-year hiatus away from my Ph.D. The chapter
closes with description of the thesis structure – this present section.
Chapter 2
In chapter 2, I delve into the literature review. This chapter aims at reviewing
the state of the field and achieving clarity on the terms being used. I 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. I describe the
evolution of Cambodian conflict from the past to the present. I then look at the
contemporary scene in terms of social, economic, and political perspectives. I
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

7

In Chapter 4, I 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. I touch on the ethical considerations of the project – 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 ‘dis-abling
environment’ which 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
Chapter 7 attempts to answer the question: “What is the appropriate model of
peace education for Cambodia?” Drawing on the insights gleaned from
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.
8

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 I review the original aims and objectives of
the thesis and assess to what degree I 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 I 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, I 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.

9

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 – 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 witnesses to the present global discord and destruction. The
paradigms of mutually assured destruction, first strike responses, and counterintelligence operations have can and must be replaced with creative nonviolent 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. It is evident that the answer cannot come from the present
hatred and violence. As Martin Luther King, Jr. noted “"Hate begets hate;
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violence begets violence; toughness begets a greater toughness. We must
meet the forces of hate with the power of love” (1958). Indeed, there must be
another way – one which is filled with peace, love, forgiveness, and hope.
I 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 – the socio11

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)4. 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 – 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):
... (i) 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://www.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 – 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 democracy5.
Most Cambodian youth – 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-incambodia.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
I come to the third and final point of evolution over the last 3 years – and that
is a story of a personal journey. On the professional front, I 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, I 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; I am American. We gave birth to a son in 2012, and for the next
several years I devoted much of my life to rearing him together with his mother.
During this wonderful life journey, I 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, I have witnessed with dismay the behaviour of other children at my
son’s school. The environment is conducive to positive play and interaction,
the curriculum well developed, and the teachers for the most part very
qualified. Yet the 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 I did
not want my son to be exposed to this violent behaviour when I was trying to
teach him about peace. But then I 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 I began to teach him about the value of peace, beginning with inner
calm. From his earliest age I 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 I 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, I 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 ‘bad feelings.’ This is challenging for kids his age, because
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
would do. “Guns are for hurting people,” I would tell him. “Fighting only
destroys, and you are a creator, a builder, not a destroyer.” Arguments among
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 son is not old enough to help mediate other children’s conflicts, but I have
encouraged him to be a leader in the class, to help other kids get along, and
to be a teacher’s helper.

After constant reinforcement, 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 children’s parents. He is recognized for
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. I am a strong believer in social and
emotional learning (SEL). It is in some ways synonymous for peace education.
Having somewhat succeeded in my efforts, I 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?
I realized then that what was needed was some instruction in active nonviolence – 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. I find it more difficult than the initial instruction on how
to be a little peacebuilder. The elements that I 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, you can “just say stop,” I would tell him. You can give the other child a
second chance (forgiveness), but if that doesn’t work or if the offense is very
bad you need to be firm and remove yourself from his/her presence. It does
no good to anyone’s self-esteem to passively accept bullying or aggressive
behaviour.

The challenge is because my son naturally wants to please, he

will sometimes tolerate bad behaviour – 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 I have learned first-hand of modelling. In terms of
being the change you wish to see in others, as Gandhi says, I have tried to
model peaceful behaviour in disciplining my son.

I 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. I find 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 I operate a zero-tolerance policy with this, “bring
the good things home and leave the bad things at school.”
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 I 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 I think of the efforts, I have invested in raising my child to be kind, just,
and peaceful, I think about other children in his age cohort. First, I think of
those boys and girls in his socio-economic range. I have observed mixed
behavioural patterns. Some children are calm, collaborative, and gentle.
Others are aggressive, hyperactive, and have difficulty regulating their
physicality. I wonder how much of this is nature v. nurture. What level of
responsibility do the parents have to bear? Then I think of rural Cambodian
children in the poorest part of the country – 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.
I have offered these brief thoughts in order to better contextualize the research
I have undertaken, which has been drawn out over the last 8 years and is
nearing conclusion. While I had not originally planned for such a protracted a
timetable, I have found there are many advantages to sustained reflection and
review of the questions at hand. My life experience – both personally and
professionally – 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, I have established the aims and objectives of my research. I
have delineated my main research questions, as well as hypotheses. I 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, I 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 I seek to accomplish several aims.

Firstly, I 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, I

establish a conceptual linkage among peace education, conflict transformation
and peacebuilding, as a precursor to discussing the culture of peace. Thirdly,
I survey the ‘kin of peace education, ‘or ‘educations’ which are similar in
content and form to peace education, such as genocide education. Fourthly,
I give a brief history of peace education. Fifthly, I speak in more detail
concerning the praxis of peace education, and the 3P model of personal,
political, and planetary. Sixthly, I establish the linkages with feminism, before
going onto to discuss the criticisms of peace education. In this regard, I
connect peace education with the culture of peace. Seventhly, I speak of the
promise of peace education, and its criticisms, which leads me to delve into
critical peace education. And finally, I 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 – 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
individuals’ connection to a higher god or spiritual being. While recent history
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 ‘nature’ (i.e., the same pool of genes), and that it
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
‘Peacekeeper’) as well as to the nonviolent attempts of Gandhi (Stanford,
1983). In an attempt to shed some light on the array of ‘peace’s’ in our present
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 I 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 the Sanskrit ‘santi’ which refers to a state of inner, spiritual
peace. The western notions of peace, incipient in the Latin ‘pax’ refer to
agreements or covenants between individuals, groups, or states and the
cessation of fighting. In this thesis I adopt my own definition of peace as “a
state of holistic, positive and mutually interdependent relations characterized
by trust, tolerance, respect, and equality.” I subscribe to the classic distinction
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), I concur that peace is both
inherently personal and political, and that a dialectical tension exists between
these two ‘faces’ of peace. Moreover, peace comprises both an inner journey
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 “to lead, or conduct out of” and can
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 selfdevelopment 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, I 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 I define education as ‘any process whose goal is the actualization
of individual or collective human potential for the benefit of society.’ The
Cambodian formal education system its shortfalls are covered in more detail
in Chapter 3.
Peace Education
The term ‘peace education’ carries with it multiple meanings as well, deriving
from its constituent terms ‘peace’ and ‘education.’ Peace education has a
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 “[formal] education is inevitably
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a force for good” (Bush and Saltarelli, 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, “peace
education has consistently asserted the importance of critiquing the
compartmentalized ‘silo’ view of knowledge” and seeks to forge a more
transdisciplinary, integrative epistemology” (Synott, 2005: 10).

In this

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, I propose my own definition:
peace education is any transformative6 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.
Here I am using the word “transformative” not in the sense of conflict
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-

6
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1990s, referring to it as: “action to identify 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, I borrow from John Paul Lederach who describes
it as the art of being able “to envision and respond to the ebb and flow of social
conflict as life-giving opportunities for creating constructive change processes
that reduce violence, increase justice . . . and respond to real-life problems in
human relationships” (Lederach, 2003: 14). Conflict 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 transformation as “intentional efforts to
address the natural rise of human conflict through nonviolent approaches that
address issues and increase understanding, equality, and respect in
relationships”. He cites four levels at which conflict transformation can take
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 nonviolently 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 – 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 this respect it is similar to the ‘political’
component of the 3P framework. Knowing how certain institutions – like the
media – or elected political parties – function in society – 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
youth’s participation in decisions that affect their lives (as mentioned above)
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 ‘learning peace’ or peace education, has as its core business the ‘social
transformation’ of unjust economic, social, political, cultural, or religious
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 ‘progression of conflict.’ According to Curle, education – a
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. This approach presents a view of conflict as a “dynamic
process and peacebuilding as a multiplicity of interdependent elements and
actions that contribute to the constructive transformation of the conflict”
(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 –
knowledge and competencies for transforming conflicts and altering
structures to affirm justice – and motivations – 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 “peace education
cannot succeed without measures to tackle the destructive educational
practices that fuel hostility, and should be seen as one part of a wider
peacebuilding education approach” (Bush and Saltarelli, 2000). Thus, the
foundations of peacebuilding are in peace education, as peace education
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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 –
(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.7
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 “social justice education encourages students to
take an active role in their own education and supports teachers in creating
empowering, democratic, and critical educational environments” (Hackman,
2005). It is 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.
democratic

education,

multiculturalism,

As Hytten and Bettez (2011) note, this includes:
critical

pedagogy,

interculturalism,

pedagogies

poststructuralism,

of

resistance,
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 linkages further. He posits that Freire’s notion of critical
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 historical perspectives. Artfully done, facilitation can “change
educational interactions, preventing marginalisation, self-marginalisation and
the other unintended consequences of education related to lack of trust”
(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 further writes that ESD “enables all individuals to fully develop
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 relevant to their daily lives” (UNESCO, 2009, cited in Venkataraman,
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 implementation gap between theory and practice in addressing the world’s
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 nonviolence (or what he calls “social peace”) but in the broader environmental
sense of sustainable peace. He suggests that “that peace education can
borrow from the SC movement for integrating social and ecological factors into
their educational curricula in a balanced manner” (Verhagen, 2014: 309).
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 that “Future generations will suffer if we
are not mindful stewards of this beautiful planet” (Brantmeier, 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 – 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 children8. 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 neocolonialism, indigenous education “has
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 of indigenous students” (May and Aikman, 2003: 141).

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, “critical peace education represents persistence of vision and
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 achievement” (Huaman, 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, it is a close kin to peace education. Hymel and Darwich (2018) describe
SEL as the “process through which children and adults learn to recognize and
manage emotions, care about others, make good decisions, behave ethically
and responsibly, develop positive relationships and avoid negative behaviours’
(Hymel and Darwich, 2018: 349). They identify self-awareness, selfmanagement, 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 lifelong rationale for SEL, they argue that “Social–emotional competence
and academic achievement are highly related, and effective schools are
focusing efforts on integrated, coordinated instruction in both areas to
maximize students’ potential to succeed in school and throughout their lives”
(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 co‐operation,
non‐violence, 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
world‐wide 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 selfreflection.

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 global, and adopts a hybrid ‘glocal’ approach. There is
heartening evidence of a trend towards a supra-identity (c.f. Amartya Sen); a
2016 survey noted that “more than half of those asked (56%) in emerging
economies saw themselves first and foremost as global citizens rather than
national citizens” (BBC, http://www.bbc.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
students’ ability to cope with it. Futures education focusses on visioning
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:
I realized that the peace movement was working on peace without
knowing what a peaceful world would look like. They didn’t know what
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 reclaiming the agency in Archer’s (1995) structuration theory and
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 others’ version of the past while the latter is quite similar to the
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
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locale. From this perspective, the information that is presented in historical
textbooks, the narratives that are refashioned, and the ‘truths’ that are
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:
“Historical narratives taught in school may reinforce consensus around
hegemonic and adversarial perspectives, or respectfully engage with
contrasting perspectives to build social bridges and sensibilities for peace”
(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
and approach “have in common the objective to educate their visitors and the
aspiration to contribute to a more peaceful, less violent society – whether in
the local community or at the global level” (Van den Dungen and Yamane,
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 narratives presented are ‘historical
truths’ and valid interpretations of revelations of sometimes suppressed
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
quote 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 18th and 19th centuries in the
United States and Europe, the peace education movement closely followed
the peace movement.

From the Napoleonic wars and the progressive

intellectual resistance, to the socialist worker’s movements in the 2nd half of
the 19th 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 I (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
Women’s International League for Peace and Freedom in 1946 (Brock-Utne,
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
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 – Jane Addams and Maria Montessori – 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, embodied in the slogan “peace and bread” (Harris, 2008: 17). Maria
Montessori’s visionary work with young children across the world is now well
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). Montessori’s unique contribution 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 II, 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 “holds the most promise for the future
of peace education” (Reardon, 1988a: 11).
Moving forward into history the tragic legacy of World War II 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 II, 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 educators would be to ‘call
those forth’ in serve of the ends of peace education.
Contemporaneous with these movements was the thinking of Brazilian
educator Paulo Freire, who articulated the concept of ‘banking education’ and
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).
In the 1980’s, peace education again began to focus on the threat of nuclear
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 criticalthinking, 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
Strengthened

Activity
Conducting a community survey on the
understanding of peace and conflict
Having a debate on the use of nuclear
arms in present day society
Practicing communication skills of active
listening and empathy in pair work
Learning to be peer mediators and solve
classroom level conflict
Analyzing television advertisements for
images of violence and peace
Teaching children how to do meditation
or enhance their self-awareness
Inviting youth to imagine what their
world would look like without weapons
Working with youth from conflict
communities to help them develop a
shared vision of history

Critical thinking, peace, war, futures
Nuclear issues, futures, political literacy
Empathy, self-respect, assertiveness
Critical
thinking,
communication

empathy,

Political literacy, vision, justice, violence
Self-respect
Vision, futures
Critical thinking,
literacy, justice
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empathy,

political

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 is instead “dictated by the issues that
preoccupy a specific society, because it has to be perceived as being relevant
and functional to the societal needs, goals and concern” (Bar-Tal, 2002: 22).
Harris reminds us that peace education often morphs according to varying
needs; “peace education takes different shapes as peace educators attempt
to address different forms of violence in different social contexts” (Harris,
2004). As such, it may be that there are many ‘peace educations’ across the
world, and that “…peace education … is dependent on the issues …
conditions, and culture, as well as the views and creativity of the educators”
(Bar-Tal, 2002: 34-35). Thus the very definition of ‘peace’ and ‘education’ can
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,
viewpoints, and pedagogies.

Synott urges us that the “knowledge

constructions of peace educators and the peace movement generally need to
place indigenous epistemology” at the centre of the discourse (Synott, 1996:
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 postcolonial 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). In fact, in ‘critical’ peace
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 manifestations. She concludes that “there is
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, and cultural globalization” (Bajaj, 2008: 140).

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 theory; for “…without the praxis dimension
there is no true peace education” (Synott, 2005: 11). As an educator, I believe
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
(i.e. with regards to women’s autonomy and control over their bodies). They
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). This ‘peace ownership’ is a critical precursor to the political
and planetary levels as well.

Yet a strictly cognitive or psychological

perspective focussed on “promoting the knowledge, skills, attitudes, and
values” necessary to “resolve conflict peacefully” (Fountain, 1999: 6) is
insufficient. ‘Therapeutic idealism’, or the belief that positive thinking or
people’s ideas alone can change reality (Fay, 1987: 25) only affords a myopic
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 I personally face and recognise. When the
crunch comes, we shall have to see what we can do. I 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 “P” approach from the 3P paradigm is an essential yet challenging
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 for a 3rd component which is the ‘planetary’ component
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 Reardon called an ‘authentic planetary
consciousness’ linking

students to

environmentalism and

ecological

sustainability. Indeed, a “peaceful world order calls for minds which have
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been awakened to the reality of interdependence and the consequential rights
and obligations of a world citizen” (Gardiner, 1974: 44). According to Hicks,
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 see peace education as ‘gender-neutral’
where sexism is treated as a variable, and those who view peace education
from an entirely feminist perspective. As an example, she notes, “a feminist
peace educator does not talk about the way children are raised, but the way
boys and girls are raised” (bold by author) (Brock-Utne, 2000a: 10). Virginia
Woolf, a generation before noted that our schools are mostly replete with
‘violence education’ in that they bestow upon us compartmentalized
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
education to child-rearing, are in fact a type of ‘un-peaceful’ education. While
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
qualified 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 BrockUtne’s thesis 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 neorealist 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
“the foundation of peace to be empowering women to deconstruct a history of
patriarchy and devaluation and reconstruct true equality between the sexes”
(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.
49

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
Nature, 3) women’s work for peace is transpolitical and transnational (BrockUtne, 2000a: 12). More importantly, Boulding interrogates the unseen
‘peaceful’ role of women in the domestic (and to some extent) political sphere
and argues that in both spheres the value of women’s contributions are both
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,

humankind’s stewardship of the earth is seen in gendered terms; in general, it
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’s movement with those of the
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-D’Onofrio articulates the alternative epistemologies and
ontologies associated with ecofeminism, reminding us that the central Gaia
hypothesis is that: “the Earth is a living organism, a being with consciousness
and will of its own” (Anderlini-D'Onofrio, 2004: 77).

Ecofeminism, she

explains, encourages us to question the conventionally accepted dichotomies
of ‘nature-humankind,’ ‘body-mind’ and to embrace a broader ontology
grounded in symbiosis and sustainability. In essence, the power dynamics
inherent in the relationship between the sexes resemble humankind’s
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
‘new eco-feminism’ interrogates a wide range of issues from global gender
justice, sustainable agriculture, ecological, diverse, and inclusive education
curricula. This neo eco-feminism aims to generate common cause “across the
boundaries of race, class, gender, sexuality, species, age, ability, nation”
(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
‘culture of peace’ - deserves fuller discussion.

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
institutions9. 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 the earth’s resources among its
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), this is somewhat akin to “thinking peace into reality” (Ratković
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 ‘saving grace.’ The hope among these advocates is that peace
education might one day be given as much importance as mathematics, for
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“knowledge of peace processes is required for civilization to advance” (Harris,
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
I posit that this lack of clarity derives from insufficient clarity concerning the
terms of ‘peace’ and ‘education’, which I have attempted to define in this
chapter. In other words, “to some extent peace education has these different
names because of controversy surrounding the word ‘peace’” (Harris, 2004:
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
education is so diffuse that “authors disagree on the description of the problem
they wish to address and correspondingly on the proper solution.” (Porath,
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-Ze’ev (2001)
notes, many peace education theorists take a positivist, essentialist approach
to peace building, which he deems inadequate and unable to cover the full
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range and complexity of peace education. Some practitioners note that the
term ‘peace education’ more accurately represents academic 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’ev, 2001,
Danesh, 2002, Duckworth, 2006, Groff, 2002, Boulding, 1988)
Propaganda Tool
Peace education - especially in the United States – 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 States in the 1950’s, ‘peace’ was considered a weak and
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). In modern day times, this ‘red scare’
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, ‘peace’ had become a “dirty word.”10

The

government’s view was that Tamil Tigers sued for peace in order to rearm
themselves and continue fighting.11 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
11

Source: Interviews with Save the Children program staff, circa 2007.
https://www.theguardian.com/world/2007/apr/04/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 accordingly12. 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,
make an impact In terms of ‘recipes for success,’ Lewsader and Myers-Walls
outline the key components of effective peace education as follows: “1) peace
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
should be active” (Lewsader and Myers-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-theworld-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
“peace education … in and of itself cannot resolve ongoing intractable
conflicts; it can however prepare the ground for desirable political changes”
(Salomon, 2004: 21) Returning back to the 3P framework, then, it would seem
that the first P is not enough, and that the 2nd and 3rd 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 postmodernist scholars challenge the discourse of peace education, questioning
the fundamentals of what most consider a benign, positive enterprise (Ze’ev,
2001, 2011). Gur admonishes us to be self-reflexive and to question these
assumptions of what ‘peace’ and ‘education’ actually mean. It is possible, he
notes, “to launch a serious challenge to the concepts of peace and violence
presented within peace education as represented by declared modernists and
postmodernists alike” (Ze’ev, 2001: 321). The central argument is that “the
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 violences”
(italics in original) (Ze’ev, 2001: 315). This critique has given rise to critical
peace education, which I 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-Ze’ev (2011) whose seminal work
questioned the very foundation of peace education. Gur-Ze’ev suggested 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. Schools, she argues, are sites “in which the interrogation of
peace occurs in multiple spaces, forging possibilities for the enactment of
transformative agency”. Thus pedagogies of resistance constitute a critical
component in the ‘whole-school’ peace education endeavour (Zakharia,
2017). Bajaj (2015) further explicates these pedagogies of resistance, citing
what Eisler (2003) calls the ‘horizontalization of power structures.’ She further
outlines the strands of thinking in peace education:
•

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

•

Educators can bestow peace KASH upon others.

Critical peace

educators must root their efforts in locality, agency, participation and
reflexive practice.
58

•

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, I 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) link the “individual” levels (i.e. individual, relational) to the
“collective” levels (i.e. structural, cultural) of conflict transformation, and 4)
align with the key tenets of critical peace education.
What I am referring to is transpection13 – which I define as comprising
introspection - the act of looking backward, prospection – looking forward,
introspection - looking inward, and extrospection – looking outward (i.e. from
the individual). Transpection resembles a type of ‘omnividere’ – or in Latin,
“all seeing”, which encourages the individual (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 – looking back, looking forward, looking inward and looking
outward. They are all mutually interdependent, and transpection as a whole
involves a fluid movement from one component of ‘seeing’, ‘knowing’ or

13

Termed re-defined by Tucker McCravy during his peace education research in Cambodia.
2012.
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‘understanding’

to the other.

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 – 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
consequences 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 learning “by putting yourself in someone else’s place.”14
I 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,
I 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
“the act or process or an instance of surveying the past.” 15 Retrospection is
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
‘political-critical dimension’ and to inculcate students with an ‘effective
historical consciousness.’

She defines the latter as the “movement of the

consciousness from the present to the past and back” (Yogev, 2013: 51-2).
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-critical dimension involves “fostering the ability of the individual to act
as an autonomous being making his own decisions with minimal recourse to
public opinion” (Yogev, 2013: 52).

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
15

http://www.satisfice.com/blog/archives/62. Accessed March 1, 2019
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 yield 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 prospection is defined in the dictionary as: “the act of anticipating,
or foresight. The act of viewing. The act of exploring (as for gold)”16. 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.

62

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-à-vis past and present events: “the mental
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
is a simulation” (Daniel and Timothy, 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. It is an essential counterpart to retrospection,
which yields 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
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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 introspection refers to “a reflective looking inward : an examination
of one's own thoughts and feelings”17. It has a strong kinship with what
Howard Gardner (1999) referred to as intrapersonal intelligence. It is closely
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
philosophy of the mind.

The encyclopaedia defines introspection as: “a

process by means of which we learn about our own currently ongoing, or very
recently past, mental states or processes”18 Introspection as a term has been
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
18

https://www.merriam-webster.com/dictionary/introspection. Accessed May 16, 2019
https://plato.stanford.edu/entries/introspection/. Accessed May 16, 2019
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means that agents “know what they know” and negative introspection states
that agents “know that they do not know what they do not know.” In the field
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 describes introspection as “a
large group of procedures designed to obtain knowledge on one’s own mental
states or processes, such as sensations, impressions, perceptions, or passing
thoughts, as well as bodily sensations and states” (Graiver, 2019: 2).
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)19. Gardner elaborates intrapersonal intelligence as knowing
thyself, being aware of one’s strengths and weaknesses, and areas for
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 to appreciate one’s own relationship to
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 ‘business as usual.’ Introspection is an
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’s own gains at the expense of others (see extrospection
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

‘extrospection’ is to examine or observe that which is outside ourselves. In the
case of transpection, however, I am developing the definition further to suggest
a broader application of extrospection.

It is an exercise in more deeply

understanding one’s identity, involving empathy as well as self-projection.
Extrospection (1999)has similarities with one of the 7 types of intelligence
theorised by Gardner20, namely interpersonal intelligence.

Interpersonal

intelligence refers to a student’s ability to understand and be sensitive to
another’s moods, feelings, and temperaments.

It also measures the

communicative and empathetic ability of a student. Students that have welldeveloped 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
outward, however, it is shifting one’s consciousness to an exterior reference
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,
of seeing things from another’s viewpoint.

From an individual vantage,

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 selfmanagement 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 I 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

dialogue21 which insists on multiple perspectives and invites discussions about
diversity, social justice and conflictual issues” (Parker, 2013: 5) is necessary.
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
Retrospection encompasses:
• Understanding past mistakes, wrongs, and seeking forgiveness
• Facing History, Facing Ourselves
• Forging shared identities
• Reconciling diverging histories & reconciliation in general
• Promoting awareness about transitional justice
• Memorialization and learning from the past

Prospection
Prospection encompasses:
• Visioning and futures thinking
• Collective planning for just peace
• Civic education and global citizenship
• Teaching youth how to address unequal social structures
• Actively working towards conflict transformation through peace learning

Introspection
Introspection encompasses:
• Self-respect, self-understanding
• Intrapersonal awareness
• Development of peace K.A.S.H.22
• Strong connection with and awareness of conflict styles
• Examination of social values, institutions, and mores

Extrospection
Extrospection encompasses:
• Perspective taking
• Empathy, active listening, NVC
• Cross-group or inter-group understanding and acceptance
• Creative problem solving, critical thinking
• Conflict analysis and conflict awareness

Lack of prospection can lead to:
• Unbalanced social systems that are unresponsive to the needs of the
Lack of introspection can lead to:
whole
• Culture of impunity and lack of respect for rule of law
• Degeneration of institutions, systems, and structures through elite capture
• Intergenerational transmission of revenge
• Proliferation of structural injustices and violence (i.e. gender discrimination,
• Perpetuating survivor – victim dichotomies
poverty)
• Retributive justice or using past wrongs to further the cycle of
• Poverty consciousness – an excessive focus on meeting present needs
violence
due future uncertainty
• The proliferation of a culture of fear and violence

Lack of introspection can lead to:
Lack of extrospection can lead to:
• Inner spiritual confusion / self-antipathy (leading to substance abuse)
• Direct violence (gang, political, GBV)
• Advancing individual aims at the expense of the collective
• Abuse of power or corruption
• Proliferation of injustice and (structural) forms of violence
• Identities used to perpetuate (cultural) violence
• Anomie, social disruption, and societal fragmentation
• Otherising, prejudice, stereotype and intergroup (direct or cultural) violence
22

K=knowledge, A=attitudes, S=skills, H=habits
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Transpection therefore encompass elements of the retrospective – looking
back to the lessons of the past, introspective – looking inward for the truth
about our inherent potential for good and evil, extrospective – trying to
empathize with and build bridges with others, and prospective – 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
I have covered considerable ground in Chapter 2, which centred mostly on a
survey of the literature on peace education. I have also explored and defined
the terms of peace, education, peace education, peacebuilding and conflict
transformation. I have situated peace education among its many kin or related
education efforts, such as multicultural and global citizenship education. I
have also surveyed a brief history of peace education and discussed its
practice. Importantly for the thesis, I have demonstrated a clear link with
feminism and an affinity between peace education and the culture of peace.
Further, I have shown that peace education has its promises and its
challenges.

I have made the connections among conflict peace education,

conflict transformation, and peacebuilding.

In doing so, I offer a new

framework for understanding the complexity of peace education: transpection.
Transpection comprises introspection, extrospection, prospection, and
retrospection. This framework, I 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.

1

Chapter Three: Peace Education in Cambodia
Overview and aims of Chapter 3
In Chapter 3, I seek to narrow the focus of my thesis to explore the state of
peace education in Cambodia. In order to do so, I 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 I 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, I 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. I articulate this
negative peace in Cambodia, recalling the triangle of structural, cultural, and
direct violence from Galtung. I 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, I 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 I
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, I 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
that “half a millennia of civil conflict, foreign invasions, and even genocide . . .
devastated Cambodia. . . . Five relocations of the Khmer capital preceded the
three foreign occupations and seven regime changes of the past sixty years
alone” (Kiernan, 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
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Funan state and the subsequent establishment of Angkor in 800 A.D. The
well-known Angkor Wat was built in the early 12th century to sustain the Khmer
empire, which was beset over the next millennia by waves of attackers and
colonizers. Constructed in the 12th century, the intricate temple represents the
interwoven Hindu and Buddhist influences, and symbolizes the zenith of a
once vast empire. The 15th to the 19th 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

Cambodian soil, and “most historians conclude that Cambodia would have
disappeared if . . . King Norodom had not negotiated a treaty with France to
keep its neighbours at bay” (Tully, 2005: 16).
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 Vietnamese from sanctuaries in Eastern
Cambodia, ordered a highly covert and illegal “massive bombing campaign in
Cambodia. . . Anything that flies on anything that moves.” (Shawcross, 1987:
145). This American aggressiveness pushed Cambodia into the hands of the
ascendant Communist Party, later to be re-branded as the Khmer Rouge. The
latter defeated Lon Nol’s soldiers, emptied Phnom Penh and installed the
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
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being tried by an international hybrid court of justice – The Extraordinary
Chambers in the Courts of Cambodia23.
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 raged between the People’s Republic of
Kampuchea (Vietnamese backed), the Khmer Rouge (led by Pol Pot), the
loyalists (led by Prince Sihanouk), and the Khmer People’s National Liberation
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 Agreements24. 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 – led by Prince Sihanouk – who agreed to share power with
Cambodia’ emerging Hun Sen, head of the Cambodia’s People Party (CPP).
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,

“Cambodia did not arise from the ashes of the Khmer Rouge with anything
approaching ideological clarity. Rather, it emerged – after twelve years of
conflict and confusion” (Gottesman, 2003, cited in Tully, 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).

23

For purposes of this

https://www.ibanet.org/committees/wcc_cambodia.aspx Accessed January 1, 2019.
https://peacekeeping.un.org/en/mission/past/untacbackgr1.html. Accessed. January 15,
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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 regime between the “old” people and the
“new” people was strongest. The “old” people were those who stayed in the
villages during the civil war, and the “new” people were those who had been
forced out and later returned after the end of the fighting (Hughes, 2001a).
Moreover, with the influx of Western ideals from the UNTAC era –
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 together25.
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
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shows us how the Cambodian elite have rejected the central tenets of
democratization, preferring to draw instead on “long familiar aspects of
traditional political culture to promote modernization within an authoritarian
political model” (John, 2005: 406).

These ‘long familiar’ aspects include

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
World Bank report of 2009 issues the caveat, however, that the “achievements
of the past decade are very fragile and leave many Cambodians poor and with
few assets” (World Bank, 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 well-known ‘resource
curse.’ (World 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).

6

Cambodia Looking Forward
Cambodia’s demographics are changing rapidly.

The intergenerational

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 boomers “are more educated and connected, and increasingly form the
core of engaged citizens demanding democratic space and social
accountability, rule of law, and human rights” (Sophat, 2016: 110). These
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
7

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 with the ‘democratic’ political system, however, have not
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
terms a ‘violent peace’ (Roberts, 2002: 527). 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 – as noted elsewhere in the research.
Local conflict over natural resources has intensified, with over 500,000
Cambodians involved in land disputes since 200026. 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 the opposition, I’m
going to make them dead . . . and if anyone is strong enough to try to hold a
demonstration, I will beat all those dogs and put them in a cage” (HRW, 2015:
1). According to this recent Human Rights report, elite members of the ruling
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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, I shall argue that Cambodia cannot truly be called a
‘post-conflict’ 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 year27.
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
whether a state is truly “post-conflict”. These include: 1) cessation of hostilities
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:
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Table 3. Cambodia as conflict or post-conflict?
Level of
Achievement

Category
Cessation
hostilities
Signing of
agreements

of
peace

Completely
achieved
Partly achieved

Refugee repatriation

Mostly achieved

Economic recovery

a

There are still sporadic incidences of
(state sponsored) violence
The Paris Peace Accords were signed
in 1991
It is widely acknowledged that
disarmament by UNTAC was not
entirely successful
Most refugees were either repatriated
or expatriated.
Cambodia ranks low in areas of
democratic governance and rule of law
Reconciliation and social integration
are still elusive
GDP growth is strong, but the benefits
are unequally distributed.

Mostly achieved

DDR

Establishing
functioning state
Achieving
reconciliation

Comments

Partly achieved
Partly achieved
Mostly achieved

I would argue, then, on the continuum between conflict and post-conflict, with
numbers being assigned at 0 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
5 – by no means a completely post-conflict state. In this connection, Brown,
et. al (2011) argue that it is misleading to place countries into a single ‘postconflict’ category, as this classification belies underlying factors such as depth
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 54th 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
as either ‘fragile’ or ‘recovering’. The question of import for the research is:
“How does the fluid nature of Cambodia’s conflict dynamics affect the theory
and praxis of peace education in Cambodia?”
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The Liberal Peace Project
Richmond (2006) describes the liberal peace as being a ‘peacebuilding
consensus’ agreed by 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 – have been problematised by a number of
scholars (Öjendal 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, Öjendal 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
more than ‘virtual’, which should cause international 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
has produced an unintended ‘local turn’ which has the power to consolidate a
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
11

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 “not based on an ideal liberal peace formula … may inadvertently
contribute to peace through the everyday nature of this struggle, localising
politics, educating citizens and shaping some form of rugged peace” (Öjendal
and Ou, 2015: 942). The question of import for the research is: “Can peace
education, embedded as it is within broader peacebuilding processed and
intertwined

with

the

democratic

project,

transcend

the

fetters

of

neoliberalism?”
Neocolonialism in education29
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. The regime’s endpoint is to suppress the lesser
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 important role to play here. As Williams writes, “A critical,
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
nations” (Williams, 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,

29

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 colonies or ‘dependent nations.’ In keeping with
the structuration and morphogenic theories of Archer (2003), he notes the
duality of power as reflected in the agency – 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 colonialism’s continuing hold on our imagination (Rizvi et al.,
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
‘de-colonise’ peace education, or to consciously “evoke discourses and
practices that move away from the dominant categories of Eurocentric thought
and engage explicitly with the ways in which understandings and pedagogies
of peace education are implicated in modernity and colonity” (2018: 3). This
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 Galtung’s admonition that
“peace education cannot be only about peace; it has to be peace” (Haavelsrud,
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
13

agenda. He too argues for an integrated approach of critical education which
can “cultivate transformative agency in both students and educators to
question, analyse, and interrupt manifold forms of violence and inequity“ (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.
Indeed “childhood is the time when the seeds of peace and conflict are sown”
(Lombardo and Polonko, 2015: 13). Irrespective of the channel of oppression,
the question of import for the research is: “Can peace education ( in particular
as practiced in the formal education system), transcend the neocolonialist
boundaries of Cambodian history to achieve criticality?”
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

14

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 – 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
façade 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
violence, however, warning that the caricature of a ‘culture of violence’ in
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 question of import for the research is: “Can peace
education as practiced in the Cambodian context escape transcend the
discursive power of this negative peace for a more holistic vision of positive
peace?”

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 dark periods in Cambodia’s history
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 Galtung’s triangular relationship between
cultural, structural, and direct violence (1996).
Galtung notes that “violence can start at any corner in the direct-culturalstructural violence triangle and is easily transmitted to the other corners”
(Galtung, 1990: 302). I propose that according to Galtung’s (1969) typology 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 Index30, 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 context31.
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 International Crisis Group, Cambodia “remains a
strongman’s state, replete with lawlessness, human rights abuses, grinding
poverty, bloated security forces and an economy thriving on prostitution,
narcotics trafficking, land grabbing and illegal logging” (International Crisis
Group, 2000: ii). The prominent human rights organisation LICADHO32 claims
that “the primary function of the courts continue to be: persecute political
opponents . . . perpetuate impunity for state actors, protect the economic
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https://reliefweb.int/sites/reliefweb.int/files/resources/GPI-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 the rich and powerful” (LICADHO, 2007: 1). Those linked to the
government enjoy its protection including immunity from crimes committed.
The most striking example of this ‘culture of impunity’ is the pardoning of
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 2017.33 Since prime minister Hun Sen
ousted his co-premier Prince Norodom Ranariddh in a violent military coup in
1997, Cambodia has been ruled by the autocracy of the Cambodia People’s
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 finds that “around 70% of the Khmer
ethnic group felt their Khmer identity was being threatened” by the presence
of minorities such as Vietnamese, 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 Vietnamese 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 “to support the different political patrons should armed
conflict re-emerge, . . . to secure control over resources and businesses . . .
as tools for various criminal acts” (Sinthay, 2003: 7).

The environment for

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 violence35 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 must be situated in the ‘post-conflict’ environment of
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 I 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 most instances. According to my own experience
as a peace practitioner, there is a 5th style which is that of “patient reflection”
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 I 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. I would suggest, however, that each of these organizations
makes a contribution to peace education according to the definition that I have
advanced in Chapter 2.
Alliance for Conflict Transformation
The Alliance for Conflict Transformation is one of Cambodia’s longest standing
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.36 Together in
cooperation with Centre for Peace and Conflict Studies (CPCS), ACT also
administers the Applied Conflict Transformation Studies program. This is a
regional level master’s degree course conducted in partnership with
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
Institute has organized a training course whose purpose is to “enhance the
capacity of Cambodians and Cambodian institutions to peacefully resolve,
manage, and prevent conflicts” (Cambodia Development Resource 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.37 As part of its peace education outreach efforts, the Centre recently
opened the Cambodia Land Mine Museum (CLMM) School. The goal of the
museum is to “use engaging exhibits to explore the personal stories behind
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

37https://vwvw.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 both in the country and wider region”

38

One of the

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. It is 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 decisionmaking.39 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).
GIZ
GIZ, 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 GIZ 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 entitled “Dealing with the past: Engaging in the present” which was

38www.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. 40
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 “to promote changes in society, by promoting peaceful resolution
of conflicts, reduce recourse to violence and use of weapons” (Maffii, 2005).
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
high school students entitled ‘A Peace and Disarmament Curriculum for
Cambodian High Schools.’ This curriculum was divided into 5 chapters: 1)
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.41
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:
“Peace is growing in Cambodia, slowly, step by step . . . . Each step is a
meditation. Each step is a prayer . . . ” (Ghosananda, 1992, cited in Poethig,
2002: 19). Later the dhammayietra-sithiyietra (March of Truth – 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 Children’s Peace Club called Prek Chrey
Children’s Club Solidarity for Peace (PCCSP). The aim of PCCSP is for both
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
both groups, with the objectives of: 1) understanding each other’s culture and
background, 2) reducing discrimination and prejudice, 3) promoting child’s
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 coauthor of ‘A Peace and Disarmament Curriculum,’ March 15, 2010
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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 Boston‐based International Centre
for Conciliation (ICfC), which began working in Cambodia in 2005 and
registered as a local non‐governmental organization under the laws of the
Kingdom of Cambodia in 2010. Their focus has been on helping Cambodians
seek justice for historically rooted conflicts 42. Borrowing from ICfC’s historical
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
memories43. 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 an ”

. . . understanding and

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
other’s rights (Ministry of Education Youth and Sport, 2004).” The most recent
Education Strategic Plan for 2009 – 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 MoEYS 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
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vocational programs, 6) implementing higher education reform, and 7)
reforming the Sport Sector.44 Moreover, Save the Children, after conducting a
careful budget analysis of resource allocations at MoEYS, was able with other
NGO partners to successfully advocate for a budget increase. “One of the
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 school year.”45 Keeping in 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.46 These efforts have begun with a pilot program implemented by
HWPL in four schools beginning December 2018. One student’s reaction was
as follows: “I never knew the world was this ugly, even when it is seemingly
peaceful. After this lesson, I will be one who is more aware about conflict and
war.”47

These 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

44https://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-qualityeducation-education-budget-increases-24-percent. Accessed 05/19/19
46 https://www.nbc29.com/story/39985740/cambodian-gov3rnment-partners-with-ngo-hwplto-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 peace48. Its main objectives are “to create a
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 effectively and sustainably.”49 The organization does so by providing
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)
– one of the organizations that joined in this research. The mission of the PIC
is squarely focussed on peace education: “PIC aims to become a peace
learning institution that promotes a culture of peace and culture of democracy
through education, research and advocacy.”50

The PIC is composed of:

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 children’s rights through a rights-based approach (Save the
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 focus on children’s rights to ensure they
are operationalized in the Cambodian context. This involves integrating the
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http://peacebridges.net/about-us/. Accessed March 1, 2019
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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 so.51 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 “’middle way’ is needed in which the values of parents’ traditions and the
rights of children are acknowledged and respected” (Gourley, 2009).
UNICEF
UNICEF’s role in Cambodia is to provide institutional support and capacity
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 policy52. 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,
and can be defined as aiming to “help people develop the attitudes, skills and
knowledge to make informed decisions for the benefit of themselves and
others, now and in the future, and to act upon these decisions” (UNESCO,
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
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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.53
UNESCO
UNESCO’s work in Cambodia in the past has targeted primary schools with a
living values program that focused on activities “designed to motivate students
and to involve them in thinking about themselves, others, the world, and values
in ways which are relevant.” (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 – 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 included: children’s behaviour becoming

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 ASEAN, is for participants to “engage in activities in their
own institutions and communities after the workshop to promote peace
education through action, research and policy changes.” (UNESCO, 2010c)

53

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

30

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 ‘Peace Road for Children’, a flexible curriculum which can be used for
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 “agents of change and peace in their own lives and in the
life of the community” (Forbes 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.54
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 late 1990s. The vision of Youth for Peace is “a society where people
are committed to practice the balance of spiritual and material value that leads
to a culture of peace” (Youth for Peace, 2011a). The organisation achieves
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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)

55

. 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.56

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
themselves, their families and communities” (Channsitha, 2008).
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

57

. 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
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57 https://www.yrdp.org/. Accessed April 1, 2011
56

32

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.58
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 – both moral,
spiritual, practical and economical.

The following sub-section provides a

cursory overview of the formal education system in Cambodia.
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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 subdivided into primary (Grades 1-6) and Secondary (7 – 12) education. It is 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
– nearing 87% for girls and 90% for boys (UNESCO, 2010b), the secondary
enrolment rates are disappointing. The net enrolment rate for secondary
education59 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
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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
qualified 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
authors find that “public school teachers perceive themselves to be underpaid,
under-supported, and working in under-resourced schools” (NGO Education
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
reform, yet most of these reforms are being pursued in a “top-down and
centralized manner, and Ministry staff at lower levels have been implementing
reform without full awareness of the rationale for reform” (Ministry of Education
Youth and Sport and UNICEF, 2005)60.

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.
The Ministry of Education has been struggling to accommodate ‘gender
mainstreaming,’ ‘education for sustainable development,’ ‘human rights
education,’ and a number of other causes being advocated by local NGOs.
Yet there are real concerns about the capacity of teachers to communicate
these concepts in the classroom.61 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
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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) – 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.
In this regard, Porath has argued that educators’ failure to address the political
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 – active nonviolence, critical thinking and problem solving, interethnic relations – 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
quite 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

37

misunderstanding.62 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 Cambodia’s troubled past has always been a difficult task. In this
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 occupation63 of the capital
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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
Vietnamese in Cambodian history, the arrival of the Vietnamese army in January 1979, the
resultant neutralization of the Khmer Rouge, and the subsequent decade of rule by
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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 killed people and sucked people’s blood (Dy, 2009).
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: “When we signed the Paris Peace Accords, the international
community demanded we take out the term ‘genocide’ from [school books]”
(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
‘Democratic Kampuchea.’ A new government of the DK, led by Pol Pot,
came into existence, following which the massacre of Khmer citizens
began (Sou Sour, 2009: 1).

Vietnamese is variously referred to as “liberation,” “occupation,” “invasion” and, more
radically “post-colonialism.”
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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: “I don’t know who are the Khmer Rouge. I never learned about the
regime and my parents never told me about it either” (Suy, 2009: 1).
On the 3rd 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 infighting.

This textbook represented a step forward in the government’s

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 allowed that “the text can be used as a core reference to write a
history textbook, but cannot be used as a history textbook for general
education” [italics mine] (Sothy, 2007).
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 risks of pathologising Cambodia’s past.
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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. According to DC-CAM’s strategic mission, the
purpose of genocide education is to help Cambodians “understand how and
why the genocide happened, appreciate the effects of the tragedy, and
address the many continuing challenges that flow from the genocide” (Chhang,
2009). Yet Page (2000) articulates the difficulties with using history to teach
peace, pointing out that genocide or history education is “axiomatically pastoriented” and that the “futuristic and utopian nature of peace and peace
education does not sit comfortably with a discipline that emphasizes the past”
(Page, 2000). Genocide education in Cambodia also fails to address the
conflict holistically, and to provide answers to the burning questions: “Why did
Khmer kill Khmer? How can we prevent this from happening again? What is
my role in conflict transformation?” Essentially these questions arise from the
need for introspection, prospection, and extrospection.
Assumption of truth
Secondly, the organization at the forefront of genocide education efforts in
Cambodia, DC-CAM, prides itself on the history of “12 years of independently
Searching for the Truth.”64

This belief in a single verity 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
‘truth’ out there, it implies that concepts such as identity, violence, survivor,
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
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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 period, the “culture of fear . . . eventually consumed not only the victims
but the victimizers themselves” (Um, 1998). She reminds us that Tuol 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 ‘out there’ waiting to be found, but instead a multiplicity 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 –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 are “many elders [who] refuse to
rehash history because of the nightmares it unleashes” (Gellman, 2008). More
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 means a ‘pathos of the Khmer past.’
There is an abundance of contemporary literature, research, scholarship, and
press coverage on the crimes against humanity committed during the Khmer
Rouge period65. 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
contextualization and explanation, and therefore “leave visitors feeling
Cambodians are animals” (Ngarm, 2007).

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 “bloody” (Suy, 2009), “brutal” (Heydeman, 2009), replete with notorious
“killing fields” (Chea, 2001), inducing “posttraumatic stress disorder” (Jeffrey
Sonis et al., 2009), “psychosocial dissonance” (Hinton, 1996), and “sheer
violence and terror” (Locard, 2005).

Ayres refers to this as a ‘discourse of

destruction’ concerning the Khmer Rouge which also emanates from the silent
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 simple search on Google Scholar using the words “Khmer Rouge” in quotation marks
produces about 35,100 results.
65
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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
‘patron-client’ relationships which characterize much of Cambodia (Un, 2006).
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 – one positive, and
the other negative. Cambodia might either move down the path of solidifying
a precarious negative peace – the ‘green’ scenario, or regress into further
cultural, structural and direct violence – the ‘red’ scenario (USAID, 2009). The
ICAF cites three key dynamics which are of import to the future of Cambodia:
economic, political/institutional, and youth/social. I 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 rentseeking 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 compromise the government’s ability to deliver
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
Cambodia’s population are under the age of 30 years (Khmer Youth
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 – a critical demographic
for the nation’s future – is essential for conflict transformation. 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).66 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, Cambodia’s
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)67
Chapter Three Conclusion
In this chapter, I have reviewed the past, present, and future of Cambodia in
terms of its social, political, and economic landscape. I 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, I highlight several
characteristics that make Cambodia a generalizable case: post-conflict nature,
liberal peace project, neocolonialism, and the paradox of peace. In this chapter
I also highlighted the contemporary structural, direct, and cultural violences
present in Cambodian society. Against this landscape I reviewed the major
peace education initiatives being carried out by state and non-state actors. I
have reviewed the challenges of Cambodian peace education initiatives:
inability to transform conflict, lack of coherence, and structural violence. I have
especially focussed on the inefficiencies and hurdles associated with
delivering peace education in the formal system. I have further argued that
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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 – with a prognosis
for how a positive peace might develop.

I 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. I 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.

48

Chapter Four: Methodology
Overview and aims of Chapter 4
In this chapter, I establish the foundation of my methodological approach to
answering my research questions. In brief, I describe both my epistemological
and ontological orientation which is that of critical realism. I also detail the
relevance and applicability of critical realism to an investigation of peace
education. Next, I 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 I undertook to train my
research team and prepare the field. I then turn to a brief sketch of the data
gathering sites, before presenting my overall research framework for my
thesis. With the framework, I 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 I generated the data, who
assisted me to do so, and how I gained access to the necessary sites. I then
follow with a summary of my data analysis techniques, describing the methods
and models I have used to code, thematise and analyse the data. I note the
importance of ethical consideration relating to working with youth in Cambodia.
I then reflect on some of the challenges and limitations of the methodology,
and close with reflections on my own situation as a practitioner – 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 ‘armchair empiricists’ who attempt to statistically correlate economic
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.
I subscribe to the notion that peace education requires a subtler
epistemological approach than that of positivism. Moreover, I concur with
Sayer who reminds us that “in order to be able to explain and understand social
phenomena, we have to evaluate them critically” (Sayer, 1992: 6).

We are

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. I 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.

Critical realism and in particular

morphogenesis68, can serve as a bridge between the personal and political
spheres. This is 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 I will use critical realism as a foundational underpinning to shed
light on the contexts and capabilities of peace education in Cambodia. I 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, I must also interrogate my own dual
role as an academic/practitioner within the context of this research.

Morphogenesis elaborates the duality of the agent – structure and also the nature of
interactions between the individual and social structures.
68
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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
‘real’ denotes the realm of whatever exists – objects, their structures, and
powers. When those powers are activated and there is an event, this event
migrates to the domain of the ‘actual’. Whatever we witness or observe from
the plane of the actual is termed the ‘empirical’. (Sayer, 2000: 12-13). Since
the latent powers of these objects and structures may or may not be
actualized, “what has happened or been known to have happened does not
exhaust what could happen or have happened” (Sayer, 2000: 12). For critical
realism, then, the domain of the empirical does not take primacy as it only
represents the “tip of the iceberg” of reality, so to speak. As our perceptive
abilities are inherently limited, moreover, it means that the empirical
component – what we see and what we hear – 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 idealism and believe that “reality is only accessible to people as an
individual or social construction” (Baert, 2005: 91). Critical realism takes a
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
“the world should not be conflated with our experience of it” (Sayer, 1992: 11).
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 kind’s self-conception (Hanson, 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
‘epistemic relativism’, or multiple ways of knowing the world (Al-Amoudi and
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 sociocultural situations and thereby make a difference in how we can and do
‘see’ or know or approach things, and indeed they bear on which we
seek to know. (Lawson, 2003: 162)
Epistemic relativism
Since all knowledge is socially constructed and does not represent one
singular objective truth, “we can never justifiably claim to have discovered the
absolute truth about matters of fact” (Sayer, 1992: 67). Critical realists focus
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 – its knowledge, objects, subjects,
and structures. Indeed, as Bhaskar and Lawson (1998) note, the function of
explanatory theories is to expose false beliefs, for the “ideas integral to a
society can be logically contradictory, and to show that they are is to criticise
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them and to criticise that society” (Bhaskar and Lawson, 1998, cited in Burnett,
2007: 12).
Indeed, epistemic relativism carries with it a value and even a moral
responsibility – 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, “to identify understandings in society as false, and hence
actions informed by them as false based, is to imply that (other things being
equal) those beliefs and actions ought to be changed” (Sayer, 2000: 19). From
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 Butler calls ‘performative discourse’ which
is “that aspect of discourse that has the capacity to produce what it names”
(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 macroframeworks which influence human behaviour. Agency is defined as human’s
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, “together constitute society, [and] are
collections of internal relations between social positions which are abstracted
from the ongoing interaction between individual agents” An example is the
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 structure’s causal powers, under certain conditions (which may be other
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 – whether
sufficient heat is applied, whether the gunpowder mixture is correct, whether
it is dry enough. In other words, “in realist terms, the outcome (the explosion)
of an action (applying the flame), follows from mechanisms (the chemical
composition of the gunpowder) acting in particular contexts (the specific
environmental conditions which allow the reaction to take place)” (Robson,
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
desired ‘caught in the act’ mechanism is likely to be ineffective in producing
the desired outcome – 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) reinstating 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 that terms such as ‘education,’ ‘peace’ and ‘conflict’ cannot be taken as
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.

I

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 education, the domain of the real encompasses a student’s
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 – as in more peaceful behaviour – 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. At this 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 –
structure dialectic bridges the gap between the personal  relational dyad
and the cultural  structural dyad. Similarly, within the 3P framework (Hicks,
1988), this agency – 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 – 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. Critical 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 Critical of Critical Realism
Sayer reminds us that ‘social science must be critical of its object’(Sayer, 1992:
6). I 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. Critical realism
advocates the inclusion of subjectivity and its influence on research, and we
are required to “examine those standpoints so as to guard against forms of
projection and selection which misrepresent our objects” (Sayer, 2000: 53).
Thus, in keeping with a critical realist approach I must be reflexive and, in the
tradition of double hermeneutics (Lynch, 1993)69, realize my place in the
Double hermeneutics refers to Anthony Gidden’s theory that discourse is a two-way street,
and that technical discourse and concepts from scientific research can be interrelational with
lay discourse and concepts from everyday life.
69
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context of this research process. I 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, I 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). I am in favour of peace education and see it as
a positive and desirable social good. As a teacher, I see education as both a
means of self-actualization and liberation. However, I 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, I 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, I 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 methodology, I draw on Yin’s definition of case studies. He defines the
key characteristic of a case study as its “attempt to examine: a) contemporary
phenomenon in its real-life context, especially when b) the boundaries
between the phenomenon and the context are not clearly defined” (Yin, 1981:
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59). I 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
– usually involving qualitative data collection – 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, I developed several possibilities for the case study70:
1 – 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?
2 – 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?
3 – 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?
4 – 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.
5 – 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?
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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.

60

6 – 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, I 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
Question
Theoretical
Propositions

Units
Analysis

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.
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
of
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.

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, I 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. I have attempted where possible to
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select cases which might be what Denscombe calls a “typical instance”
(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, selfreflexive 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
research: “empowerment of participants, collaboration through participation,
acquisition of knowledge, and social change” (Walker, 1995: 2). In order to
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,
I have engaged young peace students – my co-researchers – and motivated
them to learn more about peace studies. In short, I 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 nongovernmental 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 I 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 group leader’s role was to ensure the
preparation of the field for that site, and to oversee the data compilation,
cleaning, translation, and entry. I 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, I 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
Research methods workshop
Data generation workshops
Technical working group meetings
Analysis workshops
TOTALS

# of events
19
14
2
6
41
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# Hours
38
28
5
12
83

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 General71
Figure 1. Map of Cambodia
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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 Vietnamese and Khmer living together.
Table 6. Overview of Sites for Case Study Partner
NGO

YFP

Site

Program

1-Young leaders for
Multiple Villages, Kus Peace
Focus on former
Commune, Pram Kok
Khmer
Rouge
2-Youth Justice & citizens
District, Takeo Province
Reconciliation
1-Peace Club

KCD

Comments

Prek Chrey Village, Prek
2Peace
Chrey Commune, Koh
Community
Thom District, Kandal
Development
Province
3-Child Rights

Focus on ethnic
& relations
between
Vietnamese
/
Khmer

1 – Formal peace
education

ACT

Multiple villages, Phsar
Chnnang
Commune,
Kompong Chnnang Town
District,
Kompong
Chnnang Province

2
–
Multiple
Focus on formal
Approaches to Conflict
peace education
Transformation
in schools
(MACT)
3 – Training Commune
leaders

Takeo72
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 5th to 8th 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
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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.73 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 people’s houses when invited. Otherwise they
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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Politics
In terms of politics, the main political party in this village is the Cambodian
People’s Party (CPP) who presently rule the government. There is a minority
presence of the Human Rights Party (HRP).

The CPP is more active,

however, and is involved in community development activities to both support
the people but also to strengthen its party base and recruit constituents.
CSO Activities
There are training programs for youth, and with the help of a local NGO the
communities have built a memorial place for those who lost their lives. The
population of the village is starting to grow. There are active NGOs – YFP –
youth for peace – that teach youth about peace, and CEDAC (Cambodian
Centre for Study and Development in Agriculture) - who teach the villagers
about agricultural techniques. In general, NGOs support with resources such
as books, materials, and financial help
Connectors & dividers
The main connectors in the community are common historical background,
positive support from NGOs, reconciliation efforts, government resources, and
youth.

Since the cultural connections – language and religion – are fairly

homogenous, culture (i.e. shared history, language, and religion) serves as a
connector in this village. It encourages the people to love and respect each
other, and to forgive one another if there is harm done.

Related to their

background, people feel unified because they experience so much trauma and
loss during the period of the Khmer Rouge. Some of the key dividers are the
presence of gangs, and also violent entertainment. Often when youth attend
movie shows that depict violence, it encourages them time after time to solve
their problems in a violent way.
Peace education
Several NGOs are teaching about the perils of domestic violence and how to
avoid or mitigate it. Moreover, youth are encouraged to play a role in peace
education efforts. In terms of peace education programs being operated, there
are 2 being run by Youth for Peace:
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Young Leader for Peace (YLP): The goal of Young Leaders for Peace is to
develop youth’s personal development, critical thinking, analytical skills,
organizing and leadership abilities so that they can engage in community work.
YLP was established to build youth’s capacity to actively engage in society.
Through YLP, youth learn how to deal peacefully with conflict, and reduce
negative stereotypes and discrimination. They are encouraged to reflect on
their own behaviour and learn concepts of morality, solidarity and civic
responsibility.
Youth for Justice and Reconciliation (YJR): The objectives of YJR are: 1) to
improve youth understanding of the genocide history of the Khmer Rouge and
the possibilities for reconciliation; 2) to engage youth in a peaceful search for
restorative justice, accountability for past wrongs, and reconciliation between
victims and perpetrators; 3) to provide space for young and old Cambodians
to share their experiences to deepen understanding of the Khmer Rouge
Tribunals; and 4) to encourage youth to take an active role in the ongoing
processes of transitional justice using creative arts, culture, and memory.
The benefits from these peace education programs are clear74. Youth have
started to improve relationships with their parents and siblings, and parents
have begun to value and appreciate their children’s participation in social work.
Youth participants in these projects have also become more diligent and hard
working at school. They serve as role models for their peers and advise their
fellow students to behave in a proper way.

Elders in the community,

impressed by the commitment of youth, have begun to acknowledge their role
as active contributors to the common interests of the school and communities.
Last, conflict among youth has been reduced as a result of these interventions.
Youth also play a role as advisors to their parents to help them understand the
importance of community and civic engagement.
Not only youth, but adults also benefit from these peace education projects.
Through YJR, adults are invited to the exhibition of the paintings related to
Khmer Rouge regime. During this process, they can release their feelings,
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It is important to note that this is not an evaluative undertaking by the researcher; the
information in this section comes from YFP itself, so in a sense this data is self-evaluative.
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including negative energy, and openly share their experience of the Khmer
Rouge regime. By talking about the past, those adults can process their grief,
and release the fear, hatred, and distrust of those difficult times.
Conflict
In terms of conflict in the village, the major causes of conflict are social ones:
alcohol, gambling, land disputes, and gangs. Domestic violence usually arises
when the husband consumes too much alcohol and argues with his ex-wife,
which can often involve physical violence. Small scale land conflicts are the
second biggest type of conflict, which happen between families with low
mutual understanding and knowledge of the law.

These conflicts usually

relates to disagreements over shared land borders. These types can often be
solved by local village chiefs, or commune councillors. In terms of efforts to
build peace, the government has passed a ‘peaceful commune’ law. It teaches
villagers how to ensure safety and security in the village. .
Kampong Chnnang
History
As with other areas of the country, this province and village suffered heavily
under the Khmer Rouge, and before that under the heavy-handed rule of a
French administrator during the times of colonial rule. Over the last 5-10
years, the government has made efforts to provide better services, and NGOs
are also intervening to improve the quality of life.
Geography
The sites in Kompong Chnnang also comprise two villages – Phsar Krom, and
Phsar Leu, within Phsar Chnnang Commune, in the district of Kompong
Chnnang, and the province by the same name of Kampong Chnnang. In fact,
this site is the only one of the three which is located in an urban area.
Geographically the town sits on the Tonle Sap river and is a major water and
road connector to the North of the country. Geographically speaking, the site
possesses a varied terrain of rivers and mountains. Annually there is flooding
during the rainy season, but not as severe as in other parts of the country.
However, during the rainy season, many locals transfer their homes to floating
fishing villages.
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The Alliance for Conflict Transformation (ACT), one of the key partners in the
research, operates formal peace education within the school system. This is
different from the other two sites, where the initiatives are nonformal or
informal peace education initiatives. The ACT program aim is to integrate
inter-ethnic peace education competencies into the school curriculum with a
view to building peace among the various ethnic groups in the community.
The primary target groups are: teachers, commune councillors, CBOs,
religious and ethnic leaders.
The main drivers of conflict in Kampong Chnnang are prejudice,
misunderstanding, and stereotypes between the two major ethno-religious
groups. This often relates as well to conflicts of interest over resources such
as land and fisheries. In general, ACT is trying to promote peace concepts
and give commune councillors, ethnic and religious leaders the skills to resolve
their conflicts peacefully. The fact of development – economic and social – is
both a potential connector (a rising tide lifts all boats) as well as dividers (where
it encourages jealousy or competition over resources). Economically
speaking, Kompong Chnnang is the second largest province in terms of total
annual sales and turnover from business (with the exception of Phnom Penh).
Rice is the main source of production.
Since Kampong Chnnang high school students, teachers, and parents are the
respondent base for this site, they have come from a wider range of
communes, approximately 6-7 to be exact. This reflects the fact that the high
school draws in students from a wider geographic area than in other sites. As
with Prek Chrey there is a sizeable portion of Vietnamese immigrants, many
of whom lack proper documentation for citizenship. Due to the socio-historical
and political context of the two countries’ relations, this ethnic group often have
strained relations with ethnic Khmers.
Demographics
As with Prek Chrey, Kampong Chnnang also includes a sizeable number of
Vietnamese immigrants, as well as a considerable Muslim population. The
majority of its inhabitants – around 70% - are under the age of 30 years.
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Religiously speaking, the area is diverse, with Muslims, Christians, and
Buddhists.
Livelihoods
The major income producing activities for villagers in these sites are fishery,
agriculture, and the production of handicrafts. Phnom Kong Rei is a local
tourist attraction and important cultural landmark which attracts travellers and
spirituals alike, as it offers a Buddhist refuge for prayer and meditation. Again,
there are no major natural resources apart from fisheries that community
members can exploit.

Anecdotally, many villagers live in poverty,

approximately 30% in situations of critical or extreme poverty.
Services
In terms of education, the primary data generation centre for Kompong
Chnnang is the high school, located about 4 km outside the town. There are
also some private schools offering education for wealthier families.
Politics
Politically speaking, it is similar to the other sites – with the CPP in command,
and the Human Rights Party a minority. The hierarchical fashion of leadership
means that for NGOs or even CBOs, all civil society activities require
permission from the government to implement.
CSO Activities
Since it is an urban area, there are more organizations (as compared to the
other 2 sites) working on: human rights, advocacy, education, health, forestry
and fishery conservation, and livelihoods.
Peace Education
The Alliance for Conflict Transformation is operating a teacher training
program on peace education in Kampong Chnnang High school, one of the
sites of data generation in the research. Beyond that, there are apparently no
other peace education interventions are being implemented.
Conflict
The dominant language is Khmer, and the dominant cultural practices are
Khmer Buddhist. There is a certain degree of conflict between the Buddhist
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and Muslim traditions, however. The level of harmony among the religions
depends mostly on the behaviour of religious leaders. If the leaders spread
disinformation and mistrust among their members, there will be hatred and
fear.

On the other hand, if they carry messages of hope and interfaith

dialogue, then peace will be possible.
Prek Chrey
History
The historical backdrop of the area is interesting. Vietnam has always had
geopolitical and regional influence in the affairs of Cambodia. In the events
leading up to and during the Khmer Rouge, most of the Vietnamese left or
were deported. This was welcomed by the Khmer inhabitants. When the
Vietnamese returned to challenge the Khmer Rouge in 1979 and establish a
firmer presence in the country, many of their country men and women returned
at that time. Then a second wave of settlers came from 1989 to 1993, not all
of whom were welcome by the local Khmer population there. The local folk, in
particular those who see Vietnamese as having access to better life
opportunities, view these settlers as invaders.
Geography
For Prek Chrey, there are two villages which comprise the site: Prek Chrey
and Khnar Tang Yu, both of which belong to Prek Chrey Commune, Koh Thom
District, Kandal province.

The organization called Khmer Community

Development (KCD) intervenes in a catchment area which contains about
8,000 people from these 2 villages. In terms of the topography of the land, as
noted before it sits on the Tonle Bassac River, with many small streams. The
area is beset by seasonal flooding, and in fact during the data collection the
villages were flooded on at least several occasions, and passage throughout
the village only was possible by boat. The village does not have any natural
resources that it can exploit, except for fisheries which are closely regulated
by the local authorities who require permits to allow the fisherman access.
Demographics
Although Khmers are the dominant ethnic group throughout Cambodia, in the
two site villages they constitute a minority of the population (30% to 35%). The
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population are 60% to 65% Vietnamese ethnic origin, and 5% of mixed origin.
The villages themselves are situated on the Bassac River right on the border
with Vietnam. Approximately 60% of the population are under 30 years old.
Livelihoods
In terms of livelihoods, most of the ethnic Vietnamese are farmers and
fishermen.

The population is divided into 3 groups: First are the ethnic

Vietnamese who have Cambodian nationality, which confers the right to vote
and to own property. Second are the Vietnamese nationals without nationality
in Cambodia. They rent their land and do small retail business, which is
oriented towards import-export activities with neighbouring Vietnam. The third
group are ethnic Vietnamese with neither Cambodian nor Vietnamese
nationality. They have lost their paperwork during the displacements and
upheaval of the Khmer Rouge and are basically stateless.
The major income producing activities for villagers are farming (rice, corn,
beans, vegetables) and fishing.

Concerning poverty estimates, they are

higher than Takeo – about 20% of the inhabitants are living in extreme
poverty75, with the remainder of them living at or slightly above the government
established poverty line.
Services
The status of education in Prek Chrey is poor. Most of the Khmer students
are registered, but do not actually attend school. This is because they are
required to work at home to help out and supplement the family’s income.
Concerning the education of the Vietnamese, since the school system in
Vietnam is more efficient, most of those who live in Prek Chrey cross the
border daily to attend school in their home country. Yet the poorest group who
are stateless do not have birth certificates and thus cannot attend school in
either country.
Regarding other social services such as health, the village of Prek Chrey itself
does not have its own health centre. The only health centre is in the village of
Khnar Yang Tu in the commune of An Phu; this health centre serves
Note these figures are based on anecdotal evidence only – from interviews with village
leaders.
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approximately 12,500 inhabitants. With better health facilities across the river,
the Vietnamese prefer this option. When Khmer try to access this same health
care in Vietnam, they are often charged excessive fees for routine treatment
such as dengue fever. This again contributes to their feeling of being slighted
or mistreated even by the presence of the Vietnamese in Prek Chrey.
Politics
Politically speaking, again the majority party is the CPP, and the smaller
faction parties present in the villagers are the Human Rights Party, and
Norodom Party. Many of the villagers belong to the opposition parties, and
this may explain their alignment with some NGOs in the village such as KCD76.
Culture
The official language is Khmer, but the most widely spoken language is
Vietnamese, according to the ethnic background of most inhabitants.
Religiously speaking, there are temples for Khmer Buddhists and Vietnamese
Buddhists. The former practice Theravada Buddhism, and the latter practice
Mahayana Buddhism. The latter is considered to be more flexible in its
interpretation of the teachings. As with Takeo, the religious leaders are not
very active. The monks live in the pagoda but rarely venture out to interact
with the local population except when called to hold functions or ceremonies.
Each of the communities celebrates New Year at the same time – although
they do so separately and in their own traditions. Since 2007, KCD has
implemented the major cultural event in the commune. It consists of an annual
Child’s Day and Peace rally, which is a month long celebration of artistic
workshops and sports that are attended equally by both Khmer and
Vietnamese communities.
Civil society activities
In general, the social safety nets are thin to non-existent, and there are a few
citizens who are at high risk for extreme poverty; this is because they are
unable or unwilling to access social services provided by CSOs or the
government. KCD is the main non-governmental organization working in the
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In Cambodia traditionally, there is a linkage between the opposition party and nongovernmental organizations.
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area. KCD is carrying out a number of activities in Prek Chrey. Firstly, they
are supporting Khmers to engage in livelihood and small-scale substance
activities, in order to improve their economic situation.

They do this by

operating: a cow bank, a savings group, and a rice bank. These income
generation projects are carried out in a participatory and democratic fashion,
where the community members are taking the initiative and the responsibility
for shaping and implementing them. Secondly, KCD is encouraging and
supporting Vietnamese children who cannot afford school in Vietnam, to learn
Khmer language and try to integrate into Cambodian schools.

They have

also created two local groups, a farmer development group called Prek Chrey
Community for Development (PCD) and a Children’s Peace Club called Prek
Chrey Children’s Club Solidarity for Peace (PCCSP)
Conflict
Regarding the interaction between the two groups, there is a feeling among
some Khmer in the community that the Vietnamese are wealthier and have
access to more resources and opportunities than Cambodians. While there is
not a discernible difference in living standards between ethnicities in Prek
Chrey, the biggest difference is between the inhabitants of Prek Chrey and the
nearby inhabitants across the river in Vietnam, who are clearly more
prosperous. There is also the issue of Vietnamese being given nationality by
the Cambodian government. This transaction is rumoured to be in exchange
for their support of the ruling party. This contributes to a feeling among some
Khmer of being dispossessed. This feeling is exacerbated as the Vietnamese
have access to better opportunities such as markets, health care, and
education – just across the river.
Connectors and dividers
In some ways, then, culture is a divider – as the different holidays (King’s
birthday, Water Festival) are celebrated separately by the two communities,
with no interaction between them. On the other hand, the efforts of KCD have
encouraged both communities to respect each other’s traditions, even if they
don’t actively participate in their celebrations. Moreover, there is the 5% of
ethnic mixed Vietnamese-Khmer who feel connected to both cultures and have
fluency in both languages and therefore can serve as go-betweens.
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In terms of other dividers, as cited above, the perceived inferiority complex of
the Khmer mentioned elsewhere is the biggest issue. The Vietnamese, on the
other hand, often feel that the local authorities treat them with disrespect and
on a level lower than their Khmer neighbours. Khmers feel that they are the
‘legitimate’ inhabitants of the country, and the Vietnamese are the ‘invaders.’
This is compounded by a divide-and-rule approach of the local authorities.
And it is compounded by barriers of language, culture, and lifestyle that
separate the two groups.
There are potential connectors. Buddhism as a religion which is common to
both sides advocates for peace. The children of the KCD peace club, in
particular the mixed Khmer-Vietnamese, are particularly well placed to serve
as connectors between the two communities.

Also, to some extent

commercial transactions between the two groups can serve to cement bonds
of familiarity and friendship.
Phnom Penh
Phnom Penh is a minor site for data generation; approximately 10% of the
respondents are based in Phnom Penh. As with any capital, the city serves
as the economic, social, and political centre of the country. Siem Reap is the
cultural seat and home to the world famous UNESCO World Heritage Site for
the Angkor Wat Historical Temple Complex.

Power is centralized in the

nation’s capital – deriving from the concentration of population as well as the
intellectual, social, human, and financial capital accumulated. At the same
time, as with any urban centre, there is a certain disconnect in terms of
knowledge, awareness, and understanding of what happens in the periphery
(i.e. the rural areas of the country). As such, interviews with key informants in
Phnom Penh must be viewed in this context.
To be specific, residents of Phnom Penh are not always in close touch with
what is happening in the outlying rural areas. More often than not, they are
primarily based in the urban centre with infrequent visits to the outstation. As
such, their understanding is limited by what second hand reports they receive.
As such, what these informants report and believe in these interviews about
the state of affairs in the outlying provinces must be interpreted in this light.
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On the other hand, because they work at the national level, they tend to have
a more complete picture of the macro-view in terms of the socio-political,
technological, legal, and environmental context of the country.
Research Framework
Questionnaire
The master research questionnaire (see Appendix 1) was developed based
on the overall objectives of the thesis and served as the starting point for the
creation of all data generation tools, including the semi-structured interview
schedules (see Appendix 3) and focus group discussion guides (see Appendix
2).

The questionnaire was designed to assess a range of knowledge,

attitudes, skills, and behaviour of respondents concerning peace and conflict.
They were arranged to begin with knowledge, followed by skills, attitudes, and,
lastly, behaviour. The rationale for this decision is that knowledge and skills
are easier to discuss and to investigate. This approach also allowed time to
build rapport with the respondent. Of these, attitudes and behaviour were
intended to cross-check one another.

For example, a respondent could

potentially display ‘peaceful’ attitudes but not ‘peaceful’ behaviour; this would
require further triangulation. Knowledge of peace and conflict encompasses
a definitional understanding of the words ‘peace’ and ‘conflict’, as well as an
inquiry into the root causes of conflict and the possibilities for resolving conflict
and building peace. When looking at the respondents’ understanding of
conflict in Cambodia, we focus on familiarity with the conflict (its causes and
actors), social perceptions towards peace, prior efforts to solve the conflict,
and ability to think of creative solutions for the conflict.
The skills group of questions looked at a number of elements.

Do the

respondent show ability in negotiations and mediations? How developed are
the respondent’s social and emotional capacities? What is the respondent’s
ability to empathize as well as to creatively problem solve? When looking at
attitudes towards the other, I chose identity and self-concept as important
elements. Equally important is the respondent’s notion of nationhood, belief in
reconciliation, and attitudes towards pluralism.

The behaviour group of

questions looks at examples of recent interactions with other ethnic groups,
78

and peaceful or non-peaceful practices and thoughts. The final group of
questions looks at the type of peace education program. Other indicators of
interest are the nature of the program, retention of learned concepts, and
parents’ attitudes towards participation.
The interview protocol always concludes with several questions concerning
demographics, including age, gender, and socio-economic status.

At the

close of the interview, each respondent is given a chance to reflect on the
interview process itself. This is an attempt to engage the interviewee in a
practice of reflexivity which could offer the potential for learning.

These

questions are also designed to provide an opportunity for the research team
member to engage more with the respondent, and to develop a relationship
through the course of the research.
Sampling Frame
The PERP partners were instrumental in choosing the respondents for each
site based on their project engagement there. The research project was
introduced to community members who were then given an opportunity to
participate based on their willingness. As such, the sampling was purposive,
in that we needed to choose respondents who could dedicate a certain portion
of their time over several months. This is because the interviews in particular
were an iterative process.

The criteria for participation including: 1)

respondent’s willingness to participate, 2) his/her prior involvement in a peace
education programme with the partner, 3) and his/her interest in learning more
about peace.

As the unit of analysis is the site, the following types of

respondents were chosen from each site or community: 5 parents, 3 village
leaders, 4 educators (teachers or school principals), 15 youth (ages 11-18), 3
members of civil society; 8 heads of NGOs, 7 representatives from MoE and
other educational institutions (at national level); 9 research team members
who are considered as researcher-subjects – as they have played a dual role
in both data gathering and reflecting on their own peace practices.
Altogether we interviewed 97 individuals in the field, 13 key informants in
Phnom Penh. These key informants were ministry of Education officials, NGO
representatives, and other education activists. Each of the 9 research team
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members interviewed each other. This yielded a total of 118 voices from the
interviews for this data set. The table below provides more detail.
Table 7. Summary of Field Interviews
Respondent Type

Takeo

Prek
Chrey

Kampong
Chnnang

TOTAL

Village Leaders
Educators
Civil Society
Parents
Youth
TOTAL

4
4
3
5
15
31

3
4
3
9
16
35

3
5
3
5
15
31

10
13
9
19
46
97

In terms of focus group discussions, there were a total of 12 FGDs, 2 with
youth in Kampong Chhnang, 1 with educators, 1 with parents, and 1 with youth
in Prek Chrey, and 3 with educators, 1 with parents, and 3 with youth in Takeo.
On average, there were 7 participants in each FGD, with a gender balance of
boys and girls. This means an additional 84 voices enriched the data set.
Methodological Pluralism
In order to understand the contexts, mechanisms, and actors involved in peace
education in Cambodia, I engaged in methodological pluralism. Miles and
Huberman (Miles and Huberman, 1994: 267) support a synergistic approach
combining qualitative and quantitative research, using triangulation where
possible to achieve a better understanding of the research object. Robson
(2002: 174), in explicating Denzin

(Denzin, 1988), mentions both

methodological and data triangulation; I employed mostly the latter which
involves the use of more than one data gathering method. The research
design evolved over time and benefitted from the input of project stakeholders:
teachers, students, educational administrators and other co-researchers.
As mentioned, I took a hybrid approach to data generation in order to be
flexible according to the local situation. Primarily qualitative in nature, the
three main methods were semi-structured interviews, focus group discussions,
and indirect observations. In some cases, however, due to respondent age
(youth), a variation of these two methods was employed.
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For example,

sometimes pair interviews were conducted, with 2 respondents and 1
interviewer. In some cases, small group interviews were conducted, with all
of the interviewees collectively giving their responses, facilitated by one
research team member but responses recorded as individuals. These hybrid
methods were adopted to make the respondents feel more comfortable with
participating in the process of data generation.
Research Methods
As mentioned above, I chose three methods to illuminate the units of my
analysis: semi-structured interviews, focus group discussions, and indirect
observation. All interview schedules and focus group discussion guides were
translated into local languages (Khmer and Vietnamese). Research team
members conducted indirect observation and recorded all notes in their field
journals, which were included as a separate component in the FGD guides
and interview schedules (as ‘Observation’).

One key component of the

research and data gathering process was the peer to peer approach.
Peer to peer approach
The approach of having youth work with other youth to interview was very
effective. Strong connections and relationships were built among the research
team members and their interviewees, enabling a more natural and elicitive
approach to the data collection process. For the research, all interviews and
focus group discussions with students were conducted by my research team
colleagues, whereas I conducted interviews with the adult respondents such
as teachers, parents, civil society leaders, and key informants in Phnom Penh.
The closing comments from one research team member (RTM) about her
interview shows how personal bonds were formed during the course of the
research between the RTM and the respondent:
She [the respondent] was happy to join and would like to join again.
She cried when she left, for we finished all data collection. I didn’t
understand myself why I didn’t cry like her, just emotional. I accepted
that during these cycles for collecting data, we have built our
relationship.” (RTM #4)
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Another respondent mentioned that participating in the peace education
research helped her to better guide her children afterward, and that she felt
proud to join the interview.
Interviews
The method of semi-structured interviews was well suited to the respondents.
The interviews themselves were in-depth, semi-structured, and iterative in
nature. There were a core set of 118 questions, which were tailored to suit the
individual respondent group (see Master Research Questions in Appendix #1).
The interviewer was given the discretion to modify the questions as and where
necessary, depending on the circumstances. The respondents varied widely
in terms of their knowledge of peace, and their ability to comfortably engage
in an interview process. The interviews were semi-structured in order to allow
for flexibility of interaction and to mitigate some of the cross-cultural and
linguistic confusion that may arise from translation.

The interviews

themselves were also iterative. Given the large number of questions, it was
necessary to have multiple interviews with each respondent in order to cover
them all. Although this was logistically challenging, it brought a number of
advantages to the data collection process in general.
Firstly, it allowed the research team to become very familiar with the
surroundings and environment of the community. This in turn helped the
researchers to become more accepted by the communities, and also facilitated
indirect observation. In many cases, this data gathered from observation
provided useful counterpoints for triangulating what was being presented in
discussions and interviews.
Secondly, these repeated trips permitted the individual researchers to build up
a rapport and relationship with each respondent. Informal visits to homes
helped the researchers to learn more about the respondents’ families, their
education, and their life challenges. This resulted in higher levels of trust and
confidence, which in turn allowed the research team members to ask more
sensitive and in-depth questions. On average, each research team member
spent between 4-6 interview hours over a total of 3-4 visits with every
respondent.

Over this time, personal relationships (and in some cases
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friendships among youth researchers and youth respondents) developed,
which were an added positive benefit of the research experience.
Thirdly, the reflexive nature of some of the questions encouraged the
respondents to introspect, or to look within themselves, to retrospect, or look
back into their personal and community histories, as well as to prospect, or
think about the future. In this regard, participation in the research interview
process was an empowering experience. Several youth respondents reported
being more confident, more aware about concepts of peace after having joined
several interviews with us. This has to do partly with the type of questions
being asked, but also the style of interviewing by my research colleagues
which encouraged dialogue and critical thinking.
Fourthly, the iterative nature of the interviews actually helped to focus the data
collection so as to yield more relevant and concrete responses. By interposing
a period of time between the meetings, this allowed respondents time to reflect
on what they had said, compare it with their life experiences, and bring a
deeper awareness to subsequent interview sessions.

One civil society

member from Takeo felt the methodology of repeated visits was very helpful
to help the respondents to give quality answers, reflect on what they had said,
and engage with the topic. A closing remark from one teacher says that he
valued the FGD because it helped to refine the thinking of the teachers. In his
exact words, “it is like knife that has been dull for very long and now it can
have a chance to be sharpened. If organizations have more time with teachers
to continue discussion, it is better and is helpful a lot.” (FGD08, closing
remarks). This is echoed by the educators in Prek Chrey as well. This is in
keeping with sentiments of other respondents who stated that participation in
the interviews has been useful for introspection.
Focus Group Discussions
The focus group discussions were conducted for youth, parents, and
educators in each of the 3 sites. The teachers, being from the communities of
the students themselves, were in the best position to evaluate the impact of
peace education on their students. The focus group discussion also provided
teachers the opportunity to reflect on their own practice to see how far they
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had been able to contribute to peace in their own classrooms. The parents
also spoke to the ‘peacefulness’ of their children from a different perspective
and elaborated on their own role as guides and mentors. For many of the
youth the FGDs presented a new experience, a dynamic setting and
conversation where they could easily discuss ideas – not only about peace,
but livelihoods, education, community development. The aim was to make
them feel free, so they could draw connections with their everyday lives and
peace education.

As previously mentioned, having a young researcher

facilitate the FGDs for high school youth was very relevant and useful. It
allowed the facilitators to create an atmosphere that was friendly and inviting
for the students. It also allowed them to establish rapport with the discussants
which provided for more rich data.
Indirect Observation
An integral part of the data collection process was observation.

Since the

research team visited each site a number of times, and we stayed with local
families in some sites, we had ample opportunity to observe the environment
of each site. This included the socio-economic status (SES) of villagers, their
lifestyles, environmental challenges as well as hopes and fears of the people.
This additional layer of data was recorded in journals and logs of research
team members, and formally documented through the Observation section of
the Interview Schedules and FGD guides. There was also a Site Visit Data
Report for each site that detailed further findings not captured in the interviews
and focus group discussions.
Data Collection
Protocol
In order to ensure quality of the data collected, a rigorous data collection
protocol was developed. Each site had 3 team members, one of whom was a
research team member and whose role was to ensure the timely and correct
collection, transcription, and cleaning of data. The process is outlined in
Appendix 11, and the Codebook excerpt is provided in Appendix 10.
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Iterative Reflection
During data collection, the research team held data collection workshops once
we entered the field.

These workshops convened the entire team, or

sometimes just members from one site, or sometimes just the research team
leaders. The purpose was to address challenges in data collection, reflect on
emerging themes and issues, and update the master list of questions.
As the data collection process proceeded – over a period of 6 months from
July to December, the questions were updated and modified to address
emerging realities on the ground.

Unhelpful questions were discarded,

interesting questions were deepened, others were merged. This meant that
as the team moved together through initial data generation, we were able to
be respond to preliminary themes by altering our data collection tools. In
addition, the teams in the field met on a daily basis before going to the field to
verify the timetable, logistics, and cross check other roles and responsibilities.
Analyzing the Data
The data set is rich and complex. With over 300 pages of interviews and focus
group discussion transcripts, and approximately 423,000 words of print to
analyse, the task was daunting. Initially over 100 themes emerged, and these
were consolidated into a dozen themes which are presented below, as they
key themes which represent the views of the respondents.

I used NVIVO

initially and later shifted to inductive and reflective memo generation as my
main methods of data analysis. In certain spots, the multitude of data points
seem to argue with each other, move in one direction only to turn and reverse
into a different direction. Triangulation has helped to resolve some of these
problems, but there is a certain amount of ambiguity which remains in the
collective voices we heard.
Process
Once the data had been verified and cleaned, it was imported into NVIVO as
internal sources. These were then classed by folder name. I subsequently
created sets for the types of data collection tool and the respondent group (i.e.
Youth FGD, Educator SSIR). Then I produced a query to identify and auto85

code all MQs within all internal sources. I also created a number of useful
nodes, for MQ, PIN, respondent types. Then I established classifications
according to demographic characteristics of each respondent, i.e. age,
ethnicity, position. Through classification I also sorted the different types of
internals – either FGD or SSIR. I have experimented with relationships and
models – and how they could be useful.
Firstly, I completed a read through of the data set, and generated reflective
memos for each site, including the FGDs and Phnom Penh. I have written 22
extensive memos concerning the data. Initially I used NVIVO as the platform
for writing all my memos, but after some serious data loss in the program I
shifted to using Microsoft Word.

I then printed out hard copies of all these

memos and made hand edits around clarification and merging of codes and
themes. I made all these revisions based on my hand edits. I used track
changes to record these revisions on the soft copies, and then created a
second version of all memos with the accepted changes. These second
version of memos serves as the primary content for my findings chapters.
Frameworks
Once I initially established classifications in NVIVO, I was able to go to a
deeper level of detail. With age, position, category, ethnicity, gender, and
commune, a richer look at any of these as the independent variables might
yield some very interesting results as concerns the dependent variables (see
the research questions). It was found after closer inspection that this approach
was not really in keeping with critical realism, as it was overly cause-effect or
dependent variable focussed. Returning to the analytical approach of a case
study, then, caused a shift in the use of analysis methods to inductive memos,
as mentioned above. This was done for two main reasons.
Firstly, the original respondent types were chosen with the expectation that
their viewpoints would differ, thus offering a richer data set. However, intersite variation in responses is not always greater than intra-site variation. For
certain questions there is greater variation in opinions within same site
respondents (i.e. what do students vs. teachers say about the level of peace
in the classroom). Secondly, critical realism calls for an in-depth look at the
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phenomenon under question – peace education – in order to understand the
contexts, circumstances, and mechanisms which affect it. This required a
more generative, inductive approach to analysis. In summary, an initial read
through of the data with the reflective memos has served as the first base of
analysis, thereafter I have gone into deeper analytical detail.
Coding Scheme
NVIVO was originally used for the coding of the data, but as mentioned above,
the process shifted to reflective memos instead. The codes were developed
in line with the research questions, and it was therefore an inductive process.
Validity and Reliability
In terms of data verification, the following steps were taken: Firstly, the data
generation tools were piloted to ensure their reliability. A number of changes
were made to both the semi-structured interview schedules and focus group
discussion guides.

These changes were made to facilitate ease of

understanding for the respondents.

All schedules and guides were also

reviewed by the technical working group who provided inputs and suggested
revisions.

They were then translated into local languages – Khmer and

Vietnamese - by the research team members. After being translated, they
were verified independently by another member of the research team.
In terms of data generation in the field, a rigorous set of procedures and forms
was established to ensure consistency and standardization of approaches
across all research team members. There was a detailed data collection
protocol (see Appendix 11) which included immediate electronification of the
data. The data were then verified by the research group leader for that site.
Then the lead researcher (myself) reviewed the semi-structured interview
responses (SSIRs), Focus Group Discussion Responses (FGDRs) and Site
Visit Data Collection Reports – before they were approved as content for the
data set. Once all electronification had taken place (transferring hard copy
data to soft copy data), and all verification completed, the hard copy data forms
were returned to me.
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The soft copy data was then thoroughly cleaned, and all formatting and tables
were removed through macros that I wrote in Microsoft Word. This was a
lengthy process that required a great deal of experimentation – taking only the
answers and extracting them out of the tabular format of the SSIs and FGDs
was time consuming and painstaking. This was a necessary step before
importing that data into NVIVO.
Throughout the writing process, references to the original source codes of the
data have been included, so as to ensure the validity of the findings.

Data

has been cross-referenced and cross-checked to ensure consistency; this has
been done both within and across sites. In order to verify the coherence of the
data, statements made by respondents in interviews were triangulated across
the data set. The data is both valid and reliable, and to a certain extent can
be generalized to other similar sites throughout the country.
Ethical Considerations
Introduction
The ethical issues of the thesis fall into several categories. Firstly, there were
standard considerations of confidentiality and anonymity.

Secondly, I

considered ethical challenges peculiar to working in post-conflict environments
(i.e. do no harm). Thirdly, as I am working with youth, another area of concern
was the power imbalance between researcher and youth. Fourthly, I had to
deal with the pitfalls of “divided loyalties” (Bell and Nutt, 2002: 81) between
researcher and practitioner as I have a dual role to play. Fifthly, my research
adhered to the guidelines of the British Sociological Association (2004), the
Social Research Association (2003)(2003), and Bradford University’s Code of
Ethics(2006). For my solutions to ethical challenges involving participatory
research I have drawn on insights provided by Bray et al. in their work in South
Africa (Bray and Gooskens, 2005)
Confidentiality and anonymity
Confidentiality and anonymity are of crucial importance in conflict situations.
Research data could contain information which if linked to individuals might
have negative political implications (Wood, 2006: 381).
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In order to address

these concerns, I created a system of electronic safekeeping which prevented
respondent data from being matched to respondent personal information kept
in the code book. I maintained separate electronic records in different physical
locations with a key linking the two together which will be destroyed upon
completion of this thesis. As such, respondents are not identifiable by their
social positions, views or the nature of their responses. In our community
information sessions, we clearly explained these procedures to our
respondents. This made them feel safer and more secure to participate in the
data generation activities.
Do No Harm
Concerning do no harm within conflict settings, Goodhand has developed a
number of considerations which include: 1) perverse outcomes, 2)
confidentiality, 3) re-traumatization risk, and 4) security and safety .
I first turn to the notion of perverse outcomes – which is closely related to the
doctrine of do no harm (Anderson, 1999). Researchers should be aware of
how their intervention may alter the dynamics of the conflict, to the potential
detriment of those being studied. We must be impartial as researchers, careful
not to legitimize certain groups by our association with them, and explicit about
the aims of the research. Moreover, transmission of information plays a crucial
role in perpetuating or calming conflict situations. As such, researchers who
prioritize certain voices over others may unknowingly contribute to the
escalation of a conflict (Goodhand, 2003b: 12). Indeed, researchers should
be aware of how their research enters into the “information economy”
(Marriage, 2000) and may become a potential weapon for oppression or
violence. We (myself and my research colleagues) mitigated our impact on the
local communities by clearly explaining our research intentions, not aligning
ourselves with any political agenda or group, and treating all research
respondents equally.
As a research team we were aware that given Cambodia’s historical
challenges with free speech, respondents might risk physical, emotional, or
economic harm by participating in the research. In the 3 sites of the research
we did experience the watchfulness of local authorities who were always keen
89

to keep themselves informed as to whom we were talking and what we were
discussing. We were eventually successful in maintaining the integrity of the
interview and focus group discussions so there was no eavesdropping. We
were also aware of the choice of topics for discussion, in particular those
involving political topics.

Even discussing peace could be seen as a

contestation of state power. So, in order to mitigate this risk, we carefully
navigated the sensitive topics. As Goodhand says, “when choosing subjects
for discussion, researchers must identify which are more sensitive than others
and likely to endanger research subjects” (Goodhand, 2003b: 13). This was
accomplished by the careful vetting of the master research questionnaire, the
adapting of the guides and schedules to the local context, and the discretion
of the interviewer who could change the questions to suit the individual
circumstances.
We also needed to consider the psychological impact of our research process
or the possibility of re-traumatizing respondents.

In Cambodia which

experienced more than 3 decades of civil, it was likely that, as Bell (2001)
describes, “revisiting such traumatic events may cause significant harm and
lead to experiences of secondary traumatization” (Bell, 2001, cited in Lundy
and McGovern, 2006: 56). Thus, additional care was required to avoid reopening these mental and emotional wounds. In keeping with Romano’s
approach, we also informed participants they have no obligation to answer
research questions which they find uncomfortable (Romano, 2006: 441). The
research team members were trained in how to identify possible emotional
triggers, to avoid sensitive topics and to reduce the stress of the interview
atmosphere if necessary. On a number of occasions, we did experience
respondents who experienced strong emotions during the course of
interviews; with the above measures in place, however, we were able to
successfully mitigate any risk or adverse psychological harm.
Finally, when travelling in post-conflict states that have a history of
militarization such as Cambodia, the outbreak of violent conflict can occur at
any time. I carried the duty as research team leader to be aware of the local
dynamics of conflict to avoid injuring myself or my team members. So as far
as personal security and safety were concerned, myself and my team of 9 co90

researchers relied on our gatekeeper partner organizations to keep us updated
on the latest security situation in each site. Except for the natural disaster of
flooding mentioned elsewhere, we encountered no substantial threats in this
area during the research.
Working with Youth
As my thesis focuses on students aged 11 to 15 years, the main consideration
was the potential power imbalance between the researcher and the students.
Waksley notes that “adults routinely set themselves up as the understanders,
interpreters and translators of children’s behaviour” (Waksley, 1991, cited in
Morrow and Richards, 1996: 98). This is particularly true in a hierarchical
society such as Cambodia, where youth are a relatively voiceless age group
whose opinions are not readily valued.

Indeed, without an adequate

understanding of youth and how they relate to the social fabric, we risk causing
harm to subjects through inducing “undue stress through participation, loss of
self-esteem, psychological injury or other side effects” (Social Research
Association, 2003: 35). Another consideration was that of informed consent.
It is usually assumed that parents must be involved in the process of ‘informed
consent’, but this carries with it the additional challenge that “in this respect
children are to a large extent seen as their parents’ property, devoid of the
right to say no to research” (Morrow and Richards, 1996: 94). Thus, an ethical
issue arises whereby a child may be re-inscribed in unequal power relations
with their parents, the latter who function as gate-keepers restricting their
child’s autonomy and decision-making abilities (Miller and Bell, 2002: 55)
Mindful of the difficulties involved for youth to withdraw from ‘adult-led’
research activities such as interviews, I provided ‘exit routes’ – which were
anonymous and ‘consequence-free’ opportunities for youth to discontinue
participation in any activities of the research project. Written informed consent
was obtained from all participating youth and adults (see Appendices 4 and 5
for consent forms). The ethics forms and process of administering same were
designed to ensure that youth in particular were not coerced by school
directors, NGO workers, teachers, or parents to participate in the research.
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Bray and Gooskens (2005) advise that to mitigate the concerns arising from
power balances, children and/or youth should be empowered to participate in
the research process. This I have done by involving youth as agents in the
thesis both as researchers and as subjects.

I also concur with Holt who

contends that power relations “can no longer be reduced to the powerful and
less powerful, along essentialised lines of difference” (Holt, 2004: 15).

In

short, disempowerment or disenfranchisement do not operate as binary states
where children are either “empowered” or “disempowered.” Rather, there is a
‘continuum of agency’ along which it is appropriate for researchers to try and
move, insofar as possible, in the direction of greater empowerment of children
and youth. Morrow notes and I agree that we “can and should take children
seriously as social actors in their own right” (Morrow and Richards, 1996: 98).
For my thesis, this involved taking an approach which placed attention on “. .
. the rights that refer to children’s positive engagement in social relations, for
example, the right to express their views freely in matters concerning them,
and to seek, receive, and impart information and ideas of all kinds” as per
Articles 12 and 13 in the UN Convention on the Rights of the Child. (Bray and
Gooskens, 2005: 4)
In terms of addressing these ethical challenges of working with youth, my two
decades’ experience as an educator have proven valuable. Through this
thesis I have empowered youth (i.e. my co-researchers) who participated in
the construction and implementation of the research project. It is useful to
think about a continuum of psychological and intellectual development for the
youth who participated in the research. Some had lesser ability to understand
their own role, and to take on the opportunities for agency afforded to them.
Others were highly active, engaged, and even experienced a certain degree
of transformation as a result of participation.

Engaging nine youth co-

researchers was a key strategy for empowerment, which in turn enabled the
children to more freely, comfortably, and actively engage in interviews and
focus group discussions.
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Divided Self(ves)
The choice of an action research approach for my thesis presented certain
ethical considerations, namely the presence of the ‘self’ in the research. Since
action research “. . . engages researchers on equal terms with marginalized
groups in a collaborative initiative to bring about social justice and social
change” (Lundy and McGovern, 2006: 51), it is inevitable that the researcher
becomes a participant in the research process. This was true for me as the
lead researcher as well as my nine youth co-researchers.

This dual role

sometimes made it difficult to define a clear barrier between the researcher
role and the participant role played by each of us on the team.

The same

dilemma obtained for the youth co-researchers who developed a certain
connection with the student participants in the research. In their dual capacity,
they also had to tread a careful line between researcher and participant. This
was a new experience for these young researchers, and at times challenging
for them to navigate between the roles of friend-peer and researcher-elder who
needed to be concerned with the well-being of these student respondents
(Holt, 2004, Morrow and Richards, 1996).
Another ethical dimension relating to the presence of the ‘self’ in my research
project concerned my own identity while in the field. I experienced a clear
case of “divided loyalties” (Bell and Nutt, 2002: 81), finding myself at times
caught between the competing (and sometimes conflicting) identities of
practitioner and researcher.

A social science researcher should be a

dispassionate observer who records events, analyses, and produces insights
and findings. A practitioner on the other hand usually has an explicit agenda
for change. Mauthner, et al. notes the need to “choose whether or not to
emphasize the role of practitioner when carrying out research” (Bell and Nutt,
2002: 71).
In this regard, I have multiple identities with respect to the research.

In my

case, I was acting as: 1) a researcher linked to the University of Bradford, 2)
a practitioner working for an international non-governmental organization
(Cord), 3) a university lecturer in the Cambodian education system, 4) and an
individual with my own grounded sense of morality and ethics.
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There are no

explicit guidelines for resolving these dilemmas, but I was guided by the
principle of having “the intent to improve the human condition” (Oliver, 2004:
13). In terms of the multiple perspectives and potentially competing ethical
frameworks, I was reflexive and consulted my colleagues when necessary. I
was also aware of the “unstable and dynamic nature of identities that are
constituted within power” (Holt, 2004: 15). For me it seemed then more useful
not to think of these identities as fixed, problematic power bases which might
contaminate the research. On the contrary, I sought to exploit them as sources
of creativity and insight for the research.
In an attempt to be transparent, I was clear in all research undertakings and in
communications with all stakeholders about my primary status as a
researcher, yet one who is fully committed to peace in Cambodia. In this
sense, I situated my role as practitioner/activist within the context of my own
research goals. In terms of being involved as a participant in the research
process, I composed a clear plan of responsibilities, dividing them between
myself and my team so that action points were clearly distributed among us
all. My intercultural connections with teachers and Cambodians facilitated my
communication, which Benatar (2002) cites as essential when working in
contexts where relationships are central to the social fabric.
I also attempted to ‘know responsibly’ (Doucet and Gillies, 2002) by developing
a keen sense of social, political, and moral responsibility to the research
participants. In this connection, I developed a mental mind map of all the
actors and within my research paradigm, in order to pinpoint possible power
imbalances or potential ethical considerations.

I also maintained a

professional diary of ethical considerations, which has functioned as a journal
to record my thoughts on the tensions between these multiple identities.
Moreover, through discussion with my research team members, we attempted
to be receptive to and aware of what Guillemin terms “ethically important
moments,” or the subtle and difficult situations which arise in everyday
practice. (Guillemin and Gillam, 2004: 262). Some examples include being
invited to the house of a village chief where we knew that news of our presence
might potentially alienate certain other respondents. Finally, I concur with
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others in the field (Birbeck and Drummond, 2007, Bray and Gooskens, 2005,
Holt, 2004, Bell and Nutt, 2002, Morrow and Richards, 1996) who argue that
ethics should be an ongoing process and that constant attention to “detailed
ethical considerations in all stages of the research projects” is necessary to
avoid being unethical (Bell and Nutt, 2002: 5).
Bradford Ethics Approval
The research went through the proper ethics approval protocols. I submitted
my clearance to the Research Ethics Committee for working with youth and
students and received full approval to do so.

Challenges & Limitations
The challenges and limitations section is divided into the following
subsections: 1) please the interviewer, 2) shifting responses, and 3)
limitations.
Please the interviewer
One of the main challenges of the methodology, which is a common
phenomenon in the Cambodian context, was the ‘please the interviewer’
effect. Many respondents seemed to see the interview process as a test
where they were expected to give the correct answers. Despite the research
team assurances to the contrary, this was a recurring theme. Moreover, there
was a tendency for respondents to feel ashamed when they didn’t have the
correct answers, or to constantly ask for confirmation of accuracy.
The please the interviewer effect seemed to be strongest when the respondent
had the least clear idea about peace education.

Then peace education

became a ‘panacea’ for all the ills of society – being able to cure everything
from injustice to discrimination to lack of rule of law to human rights violations.
Some respondents were so eager to give the right answers that even when
they apparently did not know much about peace education, they were still
eager to affirm its transformative power.

In certain cases, it was more

complex, and village leaders, in particular, were keen to present a positive and
optimistic picture of their communities. With these interviewees, it sometimes
appeared as if every question having to do with peace in the community was
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met with a positive answer.

For example, local leaders allied with the ruling

party portrayed their villages as completely peaceful.
Shifting responses
Another difficulty in data gathering was that due to the iterative nature of the
interview, respondents – both youth and adults – often changed their answers
in the middle of the interview, or from one interview to the next. At first glance,
this might seem like deceit or even dishonesty. But what it revealed is that
these respondents were being asked to think about some of these topics for
the first time – and so did not have fully formed answers. In some cases, the
process of dialogue with the researcher (i.e. via prompts, probes) encouraged
them to reflect themselves and to come to a better awareness and
understanding of their own thoughts, feelings and beliefs. In other cases,
sometimes the younger respondents change their opinion after being
prompted or probed.

This could be out of deference for age, or mere

uncertainty about their responses, or lack of conviction.
Limitations of Methodology
There were certain difficulties which arise from the chosen methodology,
specifically those related to: credibility of generalization and difficulties in
defining the case (Denscombe, 2007: 45-46). These weaknesses are inherent
in the methodology, and the primary concern is that in order to gain the depth
of knowledge about processes and relationships, breadth of the study and the
generalisability of its findings had to be sacrificed. Moreover, in terms of
defining the site itself, I encountered difficulties in delimiting the boundaries of
school versus community for example, where the two often had a symbiotic
relationship. Another limitation had to do with the balance of gender in the
focus group discussions (FGD). In some cases, the FGDs with youth were
imbalanced in terms of gender. In at least one FGD there was a gender
imbalance and in another FGD with certain participants dominating the
discussion.

Finally, relative to the methods chosen there were various

challenges resulting from the observer effect as well as cultural and linguistic
barriers. As it was necessary for our team to visit the research site for a
protracted period of time, our very presence in those communities may have
altered or affected the outcomes of the research.
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For the focus group

discussions and interviews conducted by me, the data was filtered through
translation, and thus some meaning inevitably lost.
As a research team, we have tried to mitigate all these risks to the best of our
ability by documenting the data generation and analysis procedures to ensure
replicability of the study and reliability of my findings. All these shortcomings
notwithstanding, the case study approach and chosen data gathering methods
were most appropriate to my research than other methodologies (i.e. grounded
theory, experimental designs) for two reasons. Firstly, critical realism calls for
an intensive study of the social phenomenon; secondly, the case study is
conducive to building a theory about peace education.
Chapter Four Conclusion
In this chapter, I have analysed the proposition that peace education, the
object of my study must be ‘critically evaluated’ in order to be correctly
understood and explained. I have attempted to show that the critical realism
is most appropriate for an analysis of peace education. In explicating the
phenomenon of peace education, I have drawn on the morphogenesis theory
of Archer (2003) to suggest a dialectic approach to understanding the agency
of the individual within the structures of society.

I have also described the

case study approach, as well as the sites I have chosen and the reason for
doing so. The research methods including methodological pluralism, the
sampling frame and data collection methods are discussed in detail, along with
the process for analyzing the data. I have also outlined the issues I faced with
the ethics of research with children, the ethics of research in a conflict area,
and the ethics of a ‘divided self’ and multiple identities within the context of
participatory action research. I have tried to describe in detail some of the
techniques and methods I have applied in order to effectively address these
ethical challenges.

Finally, the challenges and limitations to both data

gathering, and the overall methodology are also reviewed. The thesis now
turns to Chapters 5, 6, and 7, the crux of the findings.
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Findings & Discussion
The subsequent three chapters concern the findings of the research: Chapters
5, 6, and 7. These chapters are structured according to the emergent findings
from the data. From a critical realist perspective, these chapters explore the
contexts and mechanisms which produce desired outcomes. In my case, the
desired outcome is an example or instance of a peace education initiative that
contributes or has the potential to contribute to conflict transformation. Mindful
of transpection, moreover, the findings chapters refer to retrospection,
prospection, introspection, and extrospection. As noted in the methodology
chapter, sometimes these elements are more noticeable by their absence than
their presence. For example, the absence of retrospection contributes to a
desire for intergenerational revenge. On the other hand, mindful retrospection
facilitates reconciliation and the co-creation of shared histories and narratives
about the past. Concerning the research sub-questions, it is useful to map
them against the findings in the 3 following chapters:
Table 8. Mapping of Research Questions to Chapters
Research Question
SR1. What (contextual) factors affect
peace education in Cambodia?

Chapters
This is dealt with in Chapter 5
(alongside Ch. 3).

SR2. How is peace education
This is discussed in Chapter 6.
understood and practiced in Cambodia?
SR3. In what ways does peace
education
contribute
to
conflict Chapter 6 looks closely at this question.
transformation in Cambodia?
SR4. What is an appropriate model of This model generation is dealt with
peace education for Cambodia?
exclusively in Chapter 7

In terms of linking the findings to the analysis chapter, I return to the main
objective of the thesis which is to address the need for more locally driven
perspectives on indigenous modes of peace education in Cambodia.

In this

regard, the critical realist tradition advocates a need to be reflexive and critical
concerning the limits of science, and the methods employed in social research
(Sayer, 2000). Moreover, when moving from finings to analysis, researchers
must be careful to “examine those (i.e. our) standpoints so as to guard against
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forms of projection and selection which misrepresent our objects” (Sayer,
2000: 53) (italics mine).

Thus, criticality is important, and as a researcher I

must be careful of my own (Western, while male) biases, predispositions, and
philosophical orientation.

I have attempted therefore to maintain an

appropriate critical distance as a researcher during analysis, and to suspend
my interest as a practitioner in the import of the findings. This analysis section
therefore attempts to find meaning from the voices of teachers, students,
educators, and parents. It seeks to define what peace education is, how it
works, and how it could work better given the needs of the local context.
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Chapter Five: Disabling environment
Overview and Aims of Chapter 5
Chapter 5 argues that the constraints to peace education in the Cambodian
context are noteworthy. It takes a critical look at peace education as practiced
in the 3 sites, and then proceeds to define the disabling environment for peace
education. I argue that the prevailing negative peace is manifest in structural,
cultural, and direct violence.

From the vantage point of critical realism,

moreover, there are key inhibiting or limiting mechanisms – social, historical,
political, economic, and cultural – that ‘disable’ peace education. I further note
the conceptual and praxis challenges with peace, conflict, and peace
education. This is coupled with the fact that the state has a monopoly on the
narrative of peace – and that results in distortion of concepts of peace and
peace education. There are any additional set of socio-economic and cultural
hurdles that youth face before they must embrace peace education. These
include limited opportunity, lack of role models, and the attraction to anti-social
behaviour.

The broad message of this chapter is that it is difficult for

educators, parents, and teachers to advocate for peace or communicate its
value as a social good. Peace education in the 3 data sites is seen as
apolitical, which therefore makes structural and cultural conflict transformation
challenging. Finally, I comment that extrospection, or perspective taking,
elicited a range of behaviours and attitudes – some negative, some positive; it
is therefore seen as a bridge between the disabling environment and the
enabling environment described in the following chapter.
Critical of Peace Education
In order for us to understand the changes taking place around us, we need to
be aware of contexts, mechanisms, and outcomes. Any mechanism (such as
a peace program) has to interact with underlying structures (such as power
dynamics, societal institutions, etc.) in order to produce an outcome. However,
due to its complexity, it is not possible to develop one recipe for how peace
education functions. As researchers we cannot infer causality from actions
and their results even though they may appear to be associated. Critical
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realism invites us to project our own view of reality, to extract it from the data,
to make sense of it, but to ground it in the mechanisms, contexts, and
outcomes. So, it is fitting that the investigation into peace education in the
Cambodian context begins with a look at the context surrounding it, what
factors affect it, and the mechanisms that prevent peace education from
obtaining positive outcomes.
Disabling Environment Defined
Peace, like any other social good or value, can either flourish or languish,
depending on the institutions, systems, and individuals that nurture it within a
given society. After emerging from 3 decades of civil war and genocide, as
outlined in Chapter 3, the hurdles to peace education are significant. In order
for individuals (i.e. teachers, parents) to communicate peace as a positive
message and desired social good to students and children, two things are
required. First, there must be individual agency (Archer, 1995) in the form of
receptive individual values (i.e. openness, desire to change, willingness to
learn) as well as supporting structures (i.e. egalitarian institutions or
partnership power arrangement) in place. This is defined as the enabling
environment: the social, cultural, political, environmental factors that either
facilitate or hinder social change. In this case the change we are interested in
is greater awareness of peace among youth and successful peace education
endeavours.
To take an example, when key actors such as parents, teachers, village
leaders, and NGO workers fail to appreciate, understand, and model peaceful
values, peace education cannot succeed. Likewise, when structures such as
discrimination or systems of violence are strong, it may be difficult to engage
in peace education. In Chapter 3, I argued that Cambodia is a country in
conflict. An uneasy negative peace prevails, and this is evinced by high levels
of direct, cultural, and structural violence.
the following section will show.
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This is borne out by the data, as

Negative Peace – Violence
This negative peace is framed by the presence of cultural, structural, and direct
violence. Each of these violences is interwoven with a complex set of social,
historical, political and economic factors that serve as inhibiting mechanisms
of the implementation of peace education activities. The following section
looks at the evidence of cultural, structural, and direct violence from the 3 sites.
Cultural Violence
The cultural violence witnessed can be viewed from the lens of transpection
and generates several lessons learned. Firstly, religion is a divider rather than
a connector, which speaks to a deficit in introspection. Secondly, ethnicity is
also a source of conflict due to lack of understanding, which speaks to a need
for greater extrospection.

Thirdly, community members seemed to be

focussed on the wrongs of the past (i.e. excessive retrospection) at the
expense of building a shared vision for the future (i.e. prospection).
Religion
Cambodia is a majority Buddhist country, and although different religions are
tolerated, the country does not have a strong history of embracing religious
pluralism.

In particular evangelical Christians have gained a negative

reputation because of their reputed proselytizing practices (US State
Department, 2016). In the sites studied, particularly Kampong Chnnang, we
noted evidence of religious discrimination. In this semi-urban community,
there are Buddhists, Christians, and Muslims co-existing.

With respect to

Islam, the sentiments voiced by some Buddhist youths and other respondents
(i.e. teachers, village leaders) is that Muslims should ‘do more to integrate’ into
Khmer society. This pressure to assimilate is problematic, of course, as it
suggests that Islamic traditions and values should be subordinate to Khmer
culture.

An example was provided from a few youth in Kampong Chnnang

provided based on two rituals which are very important to Cambodians.
Because of the difference in eating and worshipping practices between Islam
and Buddhism, they noted, it can be difficult for the two to interact in
meaningful ways. At least one official at the national level, however, reflects
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that both ethnic and religious discrimination have improved over time. Now
these different sects or groups go to school together, for example, whereas
before they were segregated.
Ethnicity
Ethnicity as a cultural factor is most sensitive in Kampong Chnnang and Prek
Chrey, where there are sizable Vietnamese populations. In Prek Chrey, the
dynamic between Vietnamese and Khmer groups is complex. In the first
instance, the feelings of distrust and suspicion have been heightened by
alleged historical wrongs. During the Khmer Rouge regime, Vietnamese and
Khmer ethnic groups battled with each other. In this connection, we heard
from some parents in Prek Chrey of a deep mutual dislike and desire to
revenge perceived past wrongs. Through indirect observation, we witnessed
a tension in the villages among the different ethnic groups, though it should be
noted this was more pronounced among adults than youth.
Despite the fact that many ethnic Vietnamese have been living in Prek Chrey
for generations, most Khmer we interviewed in Prek Chrey still see them as
newcomers to the land.

As the ‘owners’ of the land, Khmer feel that

Vietnamese should defer to them. Moreover, the Vietnamese of Prek Chrey
tend to be skilled in business and commerce with higher incomes, whereas
Khmer there are fisherman with typically lower incomes. This also increases
the envy and animosity between the two groups, especially as some Khmer
parent and village leader respondents complained to us of unfair treatment by
Vietnamese in commercial transactions. Lastly, some ethnic Khmers in Prek
Chrey see Vietnamese as having more opportunities as the latter have the
ability to cross the border into their native land and take advantage of social
services (i.e. health and education) opportunities which are not open to
Khmers.
In reality, most Vietnamese who have lived for a long period of time in Prek
Chrey are often not recognized by their own country folk as being truly
Vietnamese. In most cases, these Vietnamese are not granted rights under
Cambodian law. We heard from several parent respondents and local village
leaders that resident Vietnamese in both Prek Chrey and Kampong Chnnang
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desire citizenship in Cambodia, because they feel ancestral ties to the land.
In a few cases, Vietnamese respondents (i.e. parents) felt their identity is more
closely linked to being Khmer than to being Vietnamese.

But according to

them, the Kampong Chnnang local authorities allegedly do not permit identity
cards to be issued for Vietnamese. Matters are complicated by the fact that
some Vietnamese we spoke to feel they are being exploited by the local Khmer
authorities (in Prek Chrey) who impose informal daily levies on them for access
to natural resources such as fishing lots.
In short, the relations are tense, and this is magnified by politics at the national
level. During our data collection in Prek Chrey we heard from several of the
local village leaders in Prek Chrey about a number of cross-border spats
where Cambodian youth had crossed over briefly into Vietnamese territory and
picked fights with local youth groups there. We learned that this is not an
isolated incident. According to these leaders, some Khmer youth feel that their
Vietnamese neighbours have been ‘expansionist’ and ‘predatory’ in moving to
Cambodia and taking over land and resources that should rightfully belong to
Khmers. In sum, in both Kampong Chnnang and Prek Chrey, the mutual
feelings of suspicion, distrust, envy, jealousy, and animosity between ethnic
and Khmer groups reinforce cultural violence.
Structural Violence
The main manifestation of structural violence is vertical power, which again
arises from lack of sufficient introspection (alignment with personal values of
integrity) and extrospection (understanding the needs of others).
Vertical power
Much of the conflict in Cambodian society is about trying to change vertical
power structures to horizontal ones where power is shared equitably among
the citizens (Roberts, 2009: 122). At the local level, most youth in all 3 sites
we interviewed are aware of these ‘strings of power’ which manifest
themselves in cronyism, nepotism, and other corrupt behaviours . As one key
informant (civil society member in Phnom Penh) noted when asked to rate the
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level of peace in Cambodia: it is a level 577.

He said there is much

infrastructure to be proud of, but lack of opportunities for youth, aging political
systems, and the unanswered expectations of youth movement all spell
potential conflict in the future. This informant noted that the government is
failing to invest sufficiently in social and human capital and they feel this is a
critical mistake (Cf. conflict analysis and the red scenario in Chapter 3).
Interestingly enough, this informant felt that though vertical power existed,
youth have enough autonomous through knowledge and freedom so they
cannot be easily controlled by ‘family style politics’ (i.e. nepotism, corruption)
of the government anymore. This statement aligns with the belief in agency to
be able to transform structure. In observations, we noted this vertical power
also manifests itself in violent communication quite frequently among
community members in all 3 sites, especially between village leaders and
community members. With several local authorities, we observed that their
position of power manifested itself in a sense of superiority, entitlement, and a
general desire to dominate others.
Indeed, for most youth in the respondent pool (across all 3 sites), they hope
for a different future, one which is based on democratic ideals including
participation, transparency, and equality. They do not embrace the present
system where those in power serve themselves at the expense of the rest of
the country. It is important to note, moreover, that this power does not need
to actually be exercised to be a kind of structural or cultural violence. The fact
that there is the potential for this power to be exercised, and that through it the
life trajectories of so many can be decided by so few is, in and of itself, a form
of structural (and in many cases) cultural violence.
On a micro, individual level, vertical power often operates in seemingly
innocuous ways.

In this vein, one father in Prek Chrey admitted to

admonishing his children not to tell anything to other students for fear that
those outsiders might “steal the knowledge of his children”. This reinforces the
maxim that knowledge is power, especially in rural communities like Prek
Chrey. One student in Prek Chrey also talked about the negative aspects of
77

1 being absolute chaos and war; 10 being perfect harmony and peace.
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oppression and how power could be used to suppress a minority. But in the
very same breath she also mentioned that we should use it to protect
ourselves. This belief concerning the use of power – ‘endure it when we must,
use it when we can’ belies both a lack of extrospection concerning the views
of the other as well as a certain sense of fatalism.
Direct Violence
Direct violence in the 3 sites visited arises from a failure to introspect (connect
with our own values) and extrospect (respect those as we wish to be
respected). There are various manifestations of direct violence in the 3 sites
we visited: 1) school violence, 2) gang violence, 3) human insecurity and 4)
domestic violence.
Violence in Schools
One of the critical sites of violence is schools themselves. One Ministry of
Education official shared his concern about the high level of violence within
schools – student on student, teacher on student, and in some rare cases
student on teacher. He noted that this level of violence has existed since the
time of Pol Pot; the major change is that now students are using weapons
whereas before they did not.

We learned from responses across all 3 sites

that most teachers and school directors are authoritarian and oppressive in
their classroom and management styles. In Kampong Chnnang, according to
a few teachers and students, a praxis of violence is commonplace in the
classrooms. In Takeo, when asked to rate the level of conflict in the schools
(1 is very low, 10 is very high), several respondents – students as well as one
teacher, agreed on level 7. These students reported the school was chaotic
and not a place for them to learn. According to these respondents, conflict
occurred in the school between 2 to 3 times per week. In the words of teacher
from Takeo, students often came to school angry and ready to fight.

This

violence was sometimes made worse by parents who supported their children
in conflicts against other students or teachers. A desire for revenge combined
with impunity form a dangerous cocktail here. If a student feels she has been
wronged she is likely to seek retribution. And if she has a well-connected or
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powerful parent to back her up, she would be more likely to engage in violence
without fear of reprisal.
The teachers we interviewed in all 3 sites are often no more peaceful than the
students; in a few rare cases we learned from educators themselves that they
are the aggressors in the conflict. Many educators and ministry officials stated
they believe corporal punishment is an acceptable form of discipline for
students. Teachers admitted they find it difficult to deal with recalcitrant
students without recourse to violence. One teacher in Kampong Chnnang
admitted:
Sometimes I fight my children to let them remember their wrong action,
and don’t do it again because I cannot control my feeling because the
children nowadays are difficult to educate, so we hit them sometimes
when we educate them (KC48 #100).
One educator in Prek Chrey even stated that if corporal punishment is not
employed, “the education system will fail” (PC9, #104).

Several teachers

bemoaned the fact that whatever they try and teach the students, the latter do
not listen, even when the teachers use corporal punishment. At least one
educator made a distinction between corporal punishment meted out in anger
or frustration, and corporal punishment with the intention of behavioural
improvement. This paradox of ‘peaceful punishment’ is somehow supposed
to align with ‘the best interests of the child.’ Teachers reminded us that it also
follows the old Khmer proverb: “it is said that if you want peace, you have to
go to war” (FGD08 #105). Ironically, most of these same teachers who
admitted to using corporal punishment also fully supported peace education
as a tool for conflict transformation.
Not only teachers, but also many parents in all 3 sites admitted recourse to
physical violence for disciplinary purposes.

Parents in focus group

discussions recalled that when their children did not listen, sometimes the
heavy hand was the only way to send a message.

One parent from Prek

Chrey admitted: "We should blame when someone does something wrong. If
we need to hit him/her, we should hit him/her, especially when she/he is
headstrong. Physical punishment is a must sometimes.”
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And another

professed: “When we give advice, or educate children and they don’t listen,
we also hit them. In the village, we try to educate or advice the youth” (FGD04,
#19). The challenge of course with this approach is that violence begets more
violence, and sometimes results in students seeking revenge against
teachers, or children rebelling against their parents.
Gang violence
The most prevalent type of youth conflict is petty violence among gangs or
groups of youth in the village. We learned from conversations with many youth
in Prek Chrey that one of the cultural celebrations which should bring the
greatest joy – wedding celebrations - also serve as a hotspot for conflict.
Several parents in Prek Chrey informed us that youth anticipate these events
as arenas for violence, and they go prepared to showcase their strength in
numbers. These parents reported that it is enough for these youth to “see
each other’s faces and they immediately begin fighting.”

One singular

revelation from a youth in Takeo is that these gangster youth enjoy violent
conflict because it makes them happy and they derive satisfaction from it.
Conversely, they do not see the value of peace at all. Indeed, some of the
parents from Takeo revealed they felt the greatest challenge facing their youth
is gang violence. So, from this perspective, these gang youth serve as spoilers
– those who benefit from and wish to see violent conflict prolonged.
We learned from this data and elsewhere that the attitude among some youth
gang members is that every conflict requires a violent resolution. With political
violence at the national level as the role model for youth in the villages
(Springer, 2006), this mindset is very difficult to break. In fact, according to one
key informant in Phnom Penh, the best we can do is “is look for those who are
trying to escape and facilitate their exits from these cults [gangs] as safely and
skilfully as we can. (PP06 #89)”. The culture of ‘bong thom’ or ‘big brother’
exacerbates the situation.

Several youth in Prek Chrey describe this

phenomenon, which in essence means if you are a youth and you are well
connected to ‘big brother,’ then you can act with impunity or fear of retribution,
including committing violent acts.
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Closely connected to this gang violence is the notion of vigilante justice. With
some youth in the 3 different data sites, there was mention of punitive justice,
or dealing with problems in a retributive way. These youth made references
to vigilante justice, or mob beatings to exact retribution for violent crimes and
considered this an acceptable social practice. In short, they believed the type
of justice found in the Code of Hammurabi should prevail78. One notable
response from a youth in Prek Chrey advocated that should someone commit
a violent crime they should be locked up in prison and tortured daily.
Domestic violence
Another site where children and youth learn about violence is in the home.
Domestic violence is one of the most widespread forms of violence at the
village level in the 3 sites of the data generation. We learned of cases both
anecdotally from observations but also during interviews with parents, village
leaders, and even youth themselves. We noted that youth were most open to
speak of domestic violence. In a few cases in Prek Chrey, we found that in
cases of domestic violence, there are neighbours or other peers who are
encouraging the parents to fight. In at least one case we learned about from
a parent in Prek Chrey, when the parents fight, the children have now learned
to take sides and encourage a victor in the battle. This is a clear example of
how the cycle of violence can perpetuate itself. These parents are unlikely to
be able to serve as messengers of peace to their children.
Human (In) Security
In the 3 sites we visited, there are varying degrees of concern with human
security, meaning the local government authorities are not able to guarantee
basic freedom from physical fear, want, or violation of property and person.
Human security is defined as “an integrated, sustainable, comprehensive
security from fear, conflict, ignorance, poverty, social and cultural deprivation,
and hunger, resting upon positive and negative freedoms.” 79 The feeling of
human in-security was noted as a cause for concern by youth, parents, and
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Taken from Hammurabi was King of Babylon, 1792-1750BC. The code survives today in
the Akkadian language. Used in the Bible, Matthew 5:38 (King James Version):
79 http://www.gdrc.org/sustdev/husec/Definitions.pdf
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teachers (but not village leaders) in all 3 sites. Several parents and teachers
in Prek Chrey we spoke to do not feel safe to move around at night, because
of robberies and other petty crimes. This is worsened by the fact that there
are no local police to maintain law and order.
The government has enacted “Khum Phum Sawattapheap” or “Village
Security Policy”, which is community policing by volunteers enlisted to help
maintain law and order at night. Despite the commune safety policy, people
do not feel safe to travel at night. This finding is present most strongly in Takeo
and Prek Chrey, where one student rated the safety level at 4/10, with 1 being
totally insecurity and 10 being fully safe.

Among the leaders in these

communities, there seems to be an insufficient response or capacity to deal
with this violence. These leaders can only advise youth not to fight and obey
the law. The youth respondents themselves are very aware that inner peace
and outer peace are linked: when external well-being and safety are imperilled,
they observe it is difficult to feel at peace within oneself. As one youth in
Kampong Chnnang notes, “peace is security around us.” (KC17 #18).

Mechanisms
As noted above, there, a number of social, historical, political, economic, and
cultural mechanisms which constitute a disabling environment for the practice
of peace education.
Social
There are several social challenges which act as inhibiting mechanisms on
peace education: 1) school dropout, 2) violent media and 3) substance abuse.
Each is taken in turn below.
School dropout
Parents who are mired in the day-to-day struggle of making ends meet cannot
afford the opportunity costs of sending a child to school. In the sites visited, in
particular Prek Chrey and Kampong Chnnang, there was a clear connection
between domestic violence – divorce – and school dropout. Children who
came from troubled homes, we learned from parents and youth, were more
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prone to drop out of school. This coupled with informal and formal school fees
as well as travelling distance keeps many children out of school, according to
many youth surveyed in these two sites. In these communities where children
are losing educational opportunities, and in particular the exposure to values
and principles of peace education, there are compound negative
consequences. Firstly, it means these children will find it more difficult to
actualize their full potential as members of society. Secondly, being out of
school exposes them to negative influences (drugs, alcohol, petty crime).
Fortunately, non-formal peace education programs, as cited by two teachers
in these areas, are filling this gap in Prek Chrey and Takeo.
Violent media
Another element of the disabling environment for peace education disclosed
by several teachers, parents and village leaders in all 3 sites are pervasive
violent images from the mass media and popular entertainment sources. In
the last decade or so, according to popular news reports and anecdotal (i.e.
from respondents) evidence, there has been an influx of digital video discs
(DVDs) and movies which are shown in movie houses in villages and urban
areas throughout the country. The government has tried unsuccessfully to put
measures in place to control the importation of these media80.

Testimony

from these respondents (parents, village leaders, civil society members)
reveals that the content are often gangster films which glorify combat,
violence, pornography, and even death.

In particular authority figures

lamented that the movies teach children to revel in violent behaviour, denigrate
members of the opposite sex, and engage in antisocial behaviour. Moreover,
as research shows, this media serves as a gateway for immoral, and/or antisocial behaviour on the part of the youth (Huesmann, 2007). The antidote to
these external influences, according to some youth across all 3 sites, is to
include morality as a component of peace education. Morality is currently
taught in the formal education system, however, there is often a disconnect
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https://www.khmertimeskh.com/56421/cambodian-feature-film-piracy-steady-porn-downofficial/. Accessed April 28, 2019.
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between methods and content (explored later in this chapter) which means the
uptake of the values and ideas by the students is quite low.
Substance abuse
The situation of domestic and communal violence is compounded by the
prevalence of substance abuse (drugs and alcohol) in all 3 sites visited.
Among many of the respondents (teachers, youth, village leaders) we
interviewed in all 3 sites, there is a tendency to see alcohol as the root cause
of the conflict, rather than as a mere catalyst. From discussions with these
respondents, the following consensus emerges:
Excessive consumption of alcohol enhances our feelings of superiority,
relaxes our restraints, and makes us more prone to be aggressive or
cause trouble with others. It helps to surface our repressed feelings
of anger and perceptions of injustice and blinds us to the perspective of
others [paraphrased only].
Thus, alcohol reduces the ability for both introspection and extrospection.
Another perceived factor in this equation is ignorance. There is a belief among
some respondents (teachers, leaders, parents, youth) in all three sites that:
Alcohol + Ignorance = Conflict. According to these respondents, then,
‘uneducated’ individuals with substance abuse problems are more prone to
situations of violent conflict. For the purposes of the disabling environment, it
is relevant to observe that according to these respondents, substance abuse
operates in several ways: 1) it exacerbates latent conflicts (i.e. domestic and
gang violence) and renders them overt (see paraphrase above), 2) it causes
youth to deviate from opportunities for self-development, and 3) it prevents
youth from engaging with messages of peace.

Firstly, youth involved in

substance abuse are more likely to engage in conflict (i.e. weddings, cultural
celebrations).

Secondly, youth involved in substance are missing

opportunities for self-development. They may engage in substance abuse in
the first place because they see limited educational and employment
opportunities (see later in this chapter). Thirdly, substance abuse not only
facilitates violent behaviour, it prevents youth from engaging in messages
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about peace, love, harmony, and reconciliation. It is therefore an inhibiting
mechanism with regards to peace education.
Moreover, according to some village leaders and parents in Takeo and Prek
Chrey, social problems such as drug usage and anti-social behaviour among
youth emerge because youth are not sufficiently “moral” and “disciplined.”
While this may be a contributing factor, it obscures a deeper realization by
these respondents of the social systems and structures which deny youth
opportunities and therefore pressure them into these negative pathways.
These structural violences are often hidden from view and therefore harder to
recognize and validate.
Historical
There are two historical factors which limit peace education efforts: 1)
generational divide and 2) intergenerational transmission of revenge. Both of
these are closely connected with retrospection and extrospection. The
absence of a framework for the ‘200 year present’ has caused a generational
divide where parents and their children find it difficult to establish common
ground. The latter points to a deficit in extrospective abilities as well.
Generational divide
What we witnessed in these 3 data sites from speaking to all the parents and
youth, is a clear generational divide between youth and their parents. The
majority of youth and parents spoke in ways which gave us to understand this
gap, or directly referenced it themselves. This generational divide derives in
large part from the gap in experiences; most parents endured the Khmer
Rouge whereas their children did not (Sophat, 2016). Thus, as we learned
from some parents in the interviews (in particular in Takeo but also Prek
Chrey), the conflict plays out in generational terms. The parents want their
children to obey them, to respect the law, to pay attention to authority.
According to Cambodian culture, youth are expected to show deference to
elders’ opinions, wishes, desires, views of society (Xiong et al., 2005).

Yet

most of the youth we spoke to in all 3 sites in focus groups have a desire for
a society based on principles of equality and mutual respect.
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They want

freedom, independence, and respect from their parents. As explained by one
key informant in Phnom Penh, Cambodian parents order their children not to
go out – which makes the children unhappy. When their children don’t listen
to them, according to parents in Takeo, they feel the need to control their
offspring to get them to respect the traditions of hierarchy. In infer from these
stories that fault lines between generations (and other negative influences
noted elsewhere), have resulted in some youth challenging existing social
norms, which can manifest itself in disrespect toward their parents. It may also
be a factor in youth moving towards anti-social behaviour such as substance
abuse and participation in gangs. One Ministry of Education key informant
claimed this is one of the biggest challenges facing youth – that the older they
get the less they respect their parents and teachers. He reflected this could
be influenced by exposure to violent media (see above), or to ‘foreign
influences’ since the 1993 UNTAC instalment altering the culture of Cambodia.
Intergenerational revenge
The history of the genocide and the Khmer Rouge is one that, according to a
few parent respondents we interviewed in Takeo (one of the killing fields),
evokes strong feelings of sadness, regret, and reflection. The upheaval from
the Khmer Rouge is still present in the minds of these parents. In some cases,
these leads to healthy introspection and retrospection. In the absence of these
processes, however, some respondents openly link these historical wrongs to
a desire for revenge. To paraphrase one key informant (Executive Director
from CSO): the “causes of violence of 40 years are directly linked to present
cultural, political, religious aspects of society.” (PP#05, 100).

We witnessed

this belief in the 3 sites we visited through indirect observations; there is a
palpable anger just beneath the surface of seemingly peaceable relations.
When we consider that youth under 30 years of age who are the majority of
the population did not live through the Khmer Rouge, this presents another
barrier for peace education. Some parents we interviewed in Takeo are still
emotionally troubled from their experiences of the Khmer Rouge and therefore
find it difficult to communicate these experiences to their children. And up until
recently genocide education, or the history of the Khmer Rouge in general,
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received scant coverage in the history textbooks of the formal education
system (see chapter 3). As a result, according to these parents in Takeo,
some children are incredulous about their stories. To make matters worse,
some parents in Takeo and Prek Chrey resort to using the atrocities of the
Khmer Rouge as threats when trying to discipline their children. ‘You don’t
know how bad it used to be,’ or ‘be careful or it will be like it was before.’
Moreover, the research team found that those parents have not participated in
any meaningful reconciliation activities, are still seeking to revenge on those
who harmed them during the Khmer Rouge period.

This feeling is

communicated – both consciously and unconsciously – to their children. This
desire for revenge is extended to both perpetrators of the Khmer Rouge as
well as what these respondents term Vietnamese interlopers who have come
to usurp their land and resources (see Chapter 3 and site overview). One
village leader from Prek Chrey related how parents sometimes unwittingly
pass the desire for revenge onto their children.
In sum, the Khmer Rouge past still haunts many adult respondents (in
particular in Takeo), and they feel the wounds are too deep yet for
reconciliation. This, they explain, is primarily because the memory of past
wrongs still exists, trust has been broken, and therefore the relationships with
perpetrators cannot be restored.

An extreme viewpoint in this regard

presented by one adult respondent in Takeo is that community members could
only reconcile when all Khmer Rouge perpetrators have disappeared.
Political
There are two main political mechanisms that inhibit peace education: 1)
political violence and 2) attitudes toward peace through war.

Political

instability in the sites we visited points to a local as well as national absence
of shared visioning, or a deficit in prospection.
Political divides
At the macro level, the political situation in Cambodia (as detailed in Chapter
3) serves as a major disabling mechanism for peace education in Cambodia.
In particular, the infighting among the major political parties sometimes
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involves intimidation and even the use of deadly force (Bernath, 2018).
According to our interviews, politics in Cambodia is such a divisive that most
parents (across all 3 sites) forbid their children from discussing it because it is
so closely associated with conflict.

In fact, most respondents’ views of

progress, peace, and development are substantially biased according to which
political party they support.

The majority of respondents (i.e. teachers,

parents, village leaders) in all 3 sites support the ruling party and state
unequivocally that it has contributed to peace through developing
infrastructure, maintaining Cambodia’s borders intact, providing technical
support for agriculture, and teaching citizens about solidarity. The minority of
respondents in all 3 sites support the opposition party and tend to be more
critical of the government on their record of maintaining people’s rights and
freedoms.

While there is nothing inherently wrong with these opposing

viewpoints, the disabling mechanism arises from the lack of a healthy pluralism
in Cambodia; those in the ‘opposing camp’ are seen as the ‘enemy’. This
belies a clear inability to engage in both introspection as well as extrospection.
Peace through war
Most respondents in all 3 sites, in particular the parents, teachers and leaders
of the elder generation (above 40+), are wary of war as a vehicle for bringing
peace. This is not surprising, given that civil war and genocide marked the
country in such a dramatic way. However, the counter belief which emerged
from the data set is that war is an appropriate solution to conflict.

Most

respondents we interviewed across all 3 sites – youth as well as elders considered it justifiable to pick up arms to defend the nation’s borders.
Interestingly, these respondents also evinced a commitment to peace in their
knowledge, attitudes, and behaviours. Youth, educators, and village leaders
in Kampong Chnnang appear to condone the use of inter-national violence,
especially in cases of threatened sovereignty.

Only two– both ethnic

Vietnamese parents from Prek Chrey, responded that war is not justified in
any case. This minority viewpoint notwithstanding, these ‘just war’ beliefs act
as another potent disabling mechanism for peace education.
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I hypothesise that these feelings are motivated by nationalist sentiments
concerning the defence of Khmer borders. During the time of research, the
Preah Vihear conflict was topical, and many politicians on both sides were
fomenting nationalist rhetoric against one another. In attempts to consolidate
power, some national leaders and politicians capitalize on this conflict by
fanning national xenophobic sentiments81.
Economic
There are three economic components which inhibit the practice of peace
education: 1) gap between rich and poor, 2) poverty consciousness, and 3)
the rice and peace duality.
Rich vs. poor
The first mechanism has to do with the gap between the rich and the poor.
Many respondents in Kampong Chnnang and Prek Chrey (youth as well as
adults) emphasized that the flashpoints for conflict in Cambodian society are
not among ethnic groups, but between the rich and the poor. This is primarily
due to how power is vertically exercised in Cambodia society (see previous
section). Several parent respondents in all 3 sites complained that elites often
misuse or even abuse their power to take advantage of poor people. One
Khmer proverb was quoted by a respondent in Prek Chrey to demonstrate this
point: “the spit of poor people is worth less than that of rich people” (PC13,
#60).”

One youth from Takeo expressed his desire to be seen as a

Cambodian national, rather than someone from Takeo (and hence a rural
area) due to the tendency of urban (or rich) people to look down on rural (or
poor) people. Another civil society leader at the national level noted that some
Cambodians feel so strongly about the present day injustices (i.e. socioeconomic equalities), that they would welcome a return to the rule of the
Khmer Rouge.

In other areas of the country

where the Khmer Rouge

maintained a stronghold this is not an uncommon belief82.
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https://www.undispatch.com/how-anti-vietnamese-racism-is-fueling-politics-in-cambodia/.
Accessed November 1, 2018.
82 The source of this information is anecdotal reports collected by Tucker McCravy during
the course of other research projects in Cambodia.
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Resource allocation
Another key social divider and inhibiting mechanism for peace education is
conflict over limited resources.

From some respondents (youth as well as

adults) in the 3 sites we learned that envy, jealousy, and greed are powerful
catalysts that can lead to conflict. They explained how this happens when
resources within a community, family, or even between a couple are limited,
and individuals do not have the capacity for justly allocating them. Moreover,
the noted, if one party perceives an inequitable allocation of resources and
feels aggrieved enough, they may plot for revenge (see above section). In
these cases, several respondents noted, sometimes perceived wrongs of the
present are compounded with alleged historical wrongs (i.e. from the Pol Pot
era), heightening the individual’s desire for revenge.

Another finding is that

a win-lose mentality is prevalent among the majority of respondents in the 3
communities where we gathered data. This is linked to attitudes towards
conflict covered in the subsequent section.
Poverty consciousness
Poverty consciousness is defined as a “set of attitudes and beliefs and
feelings and values associated with material lack or fear of material lack.
Poverty consciousness equals a belief in limitation, and almost always
includes fear.” 83 It also includes a preoccupation with the present, an
inability to visualize or plan for the future, and a fear of anything which
deviates from the comfort of the status quo.

From the transpection

perspective then, this equates to a lack of prospective interest. We
observed behaviour in all 3 sites that was not associated with income
generation, civic participation, or other productive activities. Examples
include gambling and substance abuse (see previous section).

While

these behaviours are not intrinsically problematic, they could be indicative
of an underlying poverty consciousness.

We also heard from several

teachers in Prek Chrey that some youth had become disinterested in selfdevelopment, and only focussed on generating meagre incomes for
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http://www.trans4mind.com/counterpoint/index-success-abundance/marshall3.shtml
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recreation through daily labour. This could also be indicative of a lack of
interest in the future (prospection).
Rice and peace
The fourth socio-economic factor has to do with the peace and rice
conundrum. One of the main themes that emerged from interviews with some
respondents in Prek Chrey and Takeo is a symbiosis between the need for
peace and the need for rice. In Prek Chrey, some parents and village leaders
were confused as to why any civil society organization would be working on
peace. For them, they reasoned:: 1) the war is already over, and 2) economic
needs are a more urgent priority. One village leader in Prek Chrey viewed
peace as a privilege and luxury, as most people are fighting for a daily
existence. Several adult respondents across the 3 sites argued that peace
was not as important as basic needs and human relationships, and the former
must be fulfilled before peace can be pursued. A few parents and youth
respondents in Takeo and Prek Chrey felt that without economic security there
could be no peace.
Cultural
Decline of Buddhism
In Cambodia, Buddhism could bring together people of different
backgrounds by spreading messages of tolerance, harmony, and diversity.
As such, Buddhism has a potential role to play in advancing peace
education. The sentiment among most respondents in all 3 sites (parents,
village leaders, youth), however, is that Buddhism at present does not have
the legitimacy, authenticity, and respect of the people to do so. According
to the different groups we interviewed, this is due to several reasons.
Firstly, the religion has experienced an uneasy relationship with leading
political figures, such that its purity as a spiritual guide has been somehow
compromised.

In this connection, we found some local community

members (i.e. parents) are in conflict with their head monks over the lack
of transparency in handling community donations to the temple 84.
84

Site name is omitted for confidentiality.
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Secondly, the reputation of Buddhism has been beset with examples of
immoral and ethical behaviour by monks – from petty offenses to
allegations of rape85. A third reason is that the pedagogy of the monks –
with their emphasis on speech rather than actions - fails to engage the
youth in a meaningful way .
In this respect, according to some elders as well as youth in Prek Chrey
and Kampong Chnnang, there is a general disconnect among the youth
with the tenets of Buddhism. According to one youth in Takeo, this is due
to a number of factors: influence of modern media and technology, influx
of other religions, a healthy sense of scepticism, and general
disillusionment.

In the first instance, the popular culture of youth –

listening to music, enjoyment and recreation, easily accessible social
media, all serve to challenge the teachings of Buddha and undermine its
relevance for the youth.

One village leader from Prek Chrey opines:

“Because the youth never believe in religion, only reality . . . students are afraid
of religion. They don’t respect gods, but they respect pop stars instead.”
(PC18 ??, # ??) Anecdotally, we learned of the entry of other religions such
as Christianity in places like Takeo, which draw youth away from Buddhism
as well. A few youth themselves bemoaned the lack of usefulness of
Buddhism (i.e. ‘the monks just stay at the temple’) and regarded it with a
sense of irrelevance. In this connection, we learned of a feeling among
some adult respondents in all 3 sites that the Buddhist monks have not
evolved to meet the changing needs of the youth.

Theory, Belief and Praxis
With regards to peace education, there is both theory and praxis that emerges
from the data; theory are the conceptions and beliefs concerning peace,
conflict, and peace education.

Praxis concerns how peace education is

carried out in these 3 sites. The theory and belief centres firstly on conflict &
peace, then an aversion to conflict.

85

This is taken from the national context.

120

Conflict & Peace
Most respondents (parents, teachers, village leaders, youth) in Prek Chrey,
Takeo, and Kampong Chnnang exhibited a lack of in-depth understanding
about the theory of peace and conflict.

Based on discussions with

respondents, the typology of conflict which emerged is: 1) small scale conflicts
like domestic violence, broken love affairs, wedding scuffles and 2) large scale
conflicts involving land or other natural resources.

In general, most

respondents from all 3 data sites were unable to identify: 1) the nature and
root causes of conflict and 2) the constructive possibilities for conflict (in terms
of transformation). The respondents were nearly unanimous in their negative
views of conflict at the outset of the interviews. Interestingly enough, when the
researchers countered with an example of conflict which could result in
constructive outcomes, the respondents changed their minds and agreed with
the researchers’ proposition.

For the most part, recognition among the

respondents as to the positive value of conflict was confined to youth who
participated in peace education programs (and is discussed in more detail in
the following chapter). An example given by one youth from Prek Chrey built
upon a Chinese proverb describing the opportunism which follows a lengthy
conflict. As the proverb goes, when 2 parties are fighting, a 3rd party can wait
and reap the benefits from the conflict after the 2 parties are exhausted from
battle.
Mistaken equations
Secondly, regarding the nature and origin of conflict, there are a number of
misconceptions, which can be expressed as equations:
1)

+> poverty = +> violence or conflict.

2)

poverty + low education = violence or conflict

3)

Poverty + substance abuse + ignorance = conflict
+> poverty = +> violence or conflict

The first equation expresses a belief among many respondents (youth and
adults) across all 3 sites that increased poverty makes one more likely to
engage in violent conflict. As one parent from Prek Chrey notes: “I think the
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rich have money, so they have peace.” Conversely, the “poor have no money,
so they have no peace.” (FGD04 #18). An immediate counter example to this
belief is the land conflicts that villagers experience which involve wealthy
individuals (see section below).
poverty + low education = violence or conflict
The second equation reflects a prevalent assumption among many
respondents across all 3 sites (youth and adults) that conflict originates from
an individual’s lack of education or awareness. To be specific, the belief is as
follows: the more educated a person is, the less prone (s)he is to violent
conflict. Conversely, the less educated a person is, the more prone (s)he is to
violent conflict. One youth in Kampong Chnnang notes that the majority of the
conflict he experiences is ‘poor on poor.’ Similarly, some respondents across
all 3 sites feel, the rich do not get involved in conflict.This belief is exemplified
by quotes, first from a civil society leader in Phnom Penh, the remaining 3 from
Kampong Chnnang:
When people are low educated, they do not use their critical thinking to
solve the problems, so they tend to use violence. Because people are
poor, they can commit wrongdoing to get what they want. Civil society
leader, Phnom Penh (PP03 #23).
Mostly, illiterate people always cause conflict. Yet, I don’t mean all
ignorance do not have peace. Village leader, Kampong Chnnang
(KC25, 28)
There is no peace in the community because mostly people don’t have
knowledge. Youth, Kampong Chnnang (KC07, #30)
If our knowledge is low, there cannot be peace. Civil society member,
Kampong Chnnang (KC54 #20)
Furthermore, the claim by some respondents was that we need understanding,
knowledge, and education in order to advance peace.

The accompanying

idea was that low levels of education, together with conflict, brought about
violence. As one civil society leader in Phnom Penh put it, “knowledge is the
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base of real peace.” (PP06 #1). According to this viewpoint, people need to
knowledge in order to be peaceful. One counterclaim to this point given by
one civil society leader in Phnom Penh is that skills and knowledge can lead
to ruination and destruction, as in the making of the atomic bomb. In both
these cases, people have high degrees of knowledge, but lack inner peace.
We encountered one parent (a farmer) in Prek Chrey who serves as a strong
counterexample to the belief forwarded elsewhere that people need skills and
knowledge to spread peace. This farmer was unschooled but possessed a
solid concept of peace and was even able to make peace in his personal life
and even to explain about peace education. This would seem to contradict
the site-wide prevailing belief that ignorance breeds conflict, or lack of (formal)
education predisposes one towards conflict.
Poverty + substance abuse + ignorance = conflict
As noted above, there is a key finding among many respondents that conflict
emanates from the poor by virtue of their poverty. In a similar vein, some
respondents across the 3 sites (youth as well as adults) hypothesise linkages
among poverty, substance abuse, ignorance, and conflict. In specific, these
respondents feel that poor, uneducated villagers who are prone to substance
abuse are more likely to engage in conflict than those who are wealthy,
educated, and sober. This is reminiscent of the link between substance abuse
and conflict mentioned in the preceding section.
In conclusion, the responses of most villagers who had not participated in
peace

education

programs

demonstrated

limited

awareness

and

understanding of peace and conflict. The conflict tree is an apt metaphor to
describe the level of comprehension. While respondents were familiar with
the consequences of conflict (i.e. broken relations, unfair distribution of
resources, injury or loss of property), they were less able to assess the root
causes of conflict.

Where conflict had structural or cultural roots in

asymmetries or verticality of power, or injustice, most adult respondents had
difficulty identifying these elements. This lack of awareness about the origins
of conflict may be due to lack of introspection, extrospection, or prospection.
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Lexical Disjoint
Upon reflection, the lack of comprehension concerning conflict could be partly
the result of a lexical disjoint, or choice of words used in translation during the
interviews. In Khmer, there are multiple words for the translation of conflict as
shown by the following table:
Table 9. Lexical Possibilities for Conflict
Transliteration

Khmer

បញ្ហា
ទំនាស់
ឈ្លោះគ្នា
ជឈ្លោះ

Bunhah
Tomnuoh
Chluah Knie
Chomloh

Meaning
A problem
Conflict
To argue
Argument

In a few cases the researchers found that while these technical terms of
‘peace’ and ‘conflict’ were not familiar to respondents, they were aware of the
reality of these words in their daily lives. What is meant here – is that these
respondents

had

in

fact

experienced

arguments,

disagreements,

incompatibilities of interest, yet they did not identify these lived experiences
with one of the above-named terms. This is perhaps natural, given the conflict
aversion mention in the subsequent section. This points to an gap between
discourse and reality that has further implications for peace education.
Aversion to conflict
As conflict is seen as a disruptive activity which tears at this complex web of
social relationships, it is generally viewed negatively. Nearly all respondents
in the data set (regardless of type and site) demonstrated an aversion to
talking about conflict. During the data collection, there were many times the
researchers observed that respondents would circumvent the topic of conflict
(especially a violent one), not wanting to mention the specifics of the event or
episode. In other cases, respondents would refer to conflicts ‘elsewhere’ but
not in their own villages.
Closely related to conflict aversion, we witnessed the cultural practice of
‘saving face’ as present in all 3 sites visited: Kampong Chnnang, Takeo, and
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Prek Chrey. ‘Saving face’ is a colloquial term for preserving personal dignity,
honour, reputation, as well as the status quo.

The importance of social

harmony and of maintaining interpersonal relationships often leads to conflict
aversion. According to some respondents (adults as well as youth) in Takeo,
the loss of face occurs after a conflict, when the two conflicting parties are not
able to face one another. As a result, it often takes a considerable period of
time for conflictants to reconcile after there has been a serious argument or
disagreement. In another example given by a parent in Kampong Chnnang,
parents lose face when their children engage in antisocial or disruptive
behaviour. This provides an incentive for them to control the behaviour of their
children, although sometimes out of shame they tend to be excessively
disciplinarian.
Peace Education
Misconceptions of peace education
Evidence from most respondents in the 3 sites indicated they did not have a
clear understanding of peace and the potential for conflict transformation. In
general, there was a low awareness of peace education among nonparticipants of peace education programs. There was a confusion between
‘education’ and ‘peace education’, as well ‘peace’ and ‘peace education’.
Sometimes youth or teachers were familiar with the constituent terms (i.e.
‘peace’ and ‘education’) but not the compound term. This was true across all
the sites, although in Takeo most of the youth tended to have a somewhat
more advanced understanding. One youth in Kampong Chnnang claimed they
had joined peace education programs, when in she participated in a training
course on NRM, or HIV/AIDS. One youth respondent in Prek Chrey confessed
they see no difference between education and peace education. Another
youth in Prek Chrey equated peace education with an absence of physical
violence. Finally, one youth respondent in Prek Chrey was brave enough to
admit she doesn’t know what peace education is at all.
In this same vein, some officials in the training department of the MoEYS noted
that peace education was being taught through HIV/AIDs, child friendly
schools, inclusive education, child rights and morality. While these topics have
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affinities with peace education, the affiliation is an incidental one. And as
noted with the morality section (see below), there is a potential clash between
the values of peace education and the morality agenda. Some other youth in
Takeo mentioned that peace education was being taught in Buddhism, history,
social studies, or ethics classes, where the themes are “love one another,” and
“share with one another.”
From the point of view of extrospection, if the ‘other’ in ‘one another’ refers
exclusively to the Khmer Buddhist population, however, these ‘peace
education’ programs would actually be spreading messages of divisiveness.
In this regard, evidence from most key informant interviews (in Phnom Penh)
suggested the existence of an ‘in-group’ population of ethnic Khmer Buddhists
and an ‘out-group’ population consisting of ‘others.’ What is meant by this is
that the ingroup consists largely of ethnic Khmers who practice Buddhism, and
the out-group is everyone else in the country. Thus “love one another” means
“love other ethnic Khmer who practice Buddhism.”

This is of course

problematic for an agenda of peace education.
National level education officials claimed that peace education is already
implicit in the government’s education strategy. This strategy consists of four
pillars: 1) learning to know, 2) learning to do, 3) learning to live together, 4)
learning to apply86. As such, there is a belief among these officials that the 3rd
component refers to peace education. While the third element does have the
potential to convey messages of peace and contribute to peace education, the
opposite could also be true.

In this regard, the ‘learning to live together’

component was viewed by at least one key informant from the Ministry as
guidance for students to integrate themselves into the national identity – one
which is based on the trinity of nation, religion, king. Again, this takes an
assimilationist view which is problematic for ethnic minorities or non-Buddhists
as it could tend to deny rights or freedoms of some of these groups. While this
type of peace education purports to teach all people to live in harmony, this
could be seen as asking certain groups to give up their customs, language and
identity, in order to fit into the mould of the national identity. This would in
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Ministry of Education Youth and Sports, Education Sector Plan, 2010 to 2014.
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effect be a form of cultural violence presented under the guise of peace
education.
Again, as with the lexical disjoint mentioned above, several (adult)
respondents across all 3 sites were not familiar with the term ‘peace
education,’ yet they could convey examples of lived experience of peace
education.

Although they did not respond specifically to the term (as a

discursive construct), stories in their personal lives were reflective of efforts to
model peaceful attitudes, behaviours and to communicate peace to others.
This discursive-praxis can be understood through the critical realist lens.
Although the respondents did not have transitive knowledge of these
phenomenon, they had concrete intransitive knowledge of them.
Morality as peace education
One of the critical mechanisms that dis-ables the potential of peace education
in the Cambodian context is the notion among the adult generation (i.e. above
40 years of age), particularly those in positions of authority, on what peace
education should entail. There is a recurring theme which emerged from the
data among nearly all adult respondents (teachers, parents, village leaders,
Ministry officials) that peace education should involve teaching pupils morality,
obedience, and conformity to the status quo.

In schools, for example, we

learned from one school director in Kampong Chnnang that during the morning
anthem, students are required to stand at attention and salute the flag. During
this time, teachers and the directors often give ‘morality speeches’ telling the
students to follow the law, obey their elders, etc. While this attempt to instil
discipline is perhaps well-intentioned, the challenge is that it risks re-inscribing
the pupils within the very systems and institutions which– as I have shown in
Chapters 2 and 3 – are fraught with structural and cultural violence.
Further to this examination, we must review the Chbbab Srei (Law for Girls)
and the Chbbab Pro (Law for Boys). These codes of conduct affirm the
expectations for boys and girls in Cambodian society.

DC-CAM, The

Documentation centre of Cambodia, describes these codes as follows:
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… Chbab Srei calls on women to be gentle and shy, not leave the house
and never challenge their husbands, no matter how much he might
curse them. Chbab Pros describes men as decision makers with
strong/firm character and as caretakers. These very restrictive rules
promoted unequal gender relations whereby women would always be
subservient to men. In a society that is built on strict hierarchies, the
placement of women beneath men has had significant consequences
in all aspects of personal and professional life. Unfortunately, the spirit
of the Chbab Srei and Chbab Pros lives on today.87
The propagation of these rules is considered to be so problematic by some
stakeholders that the Ministry of Women’s Affairs requested them to be
removed from the school curriculum in 2007.88 If teachers are teaching their
students to be ‘good’ and to follow these customary laws, they are actually
contributing to the reinforcement of patriarchal gender norms and other cultural
values that can tend to limit the freedom and rights of Cambodian youth.
Importantly, however, we did encounter some teachers in all 3 sites (primarily
Kampong Chnnang) who are focusing on humanistic values – mutual love,
respect, forgiveness, which are relevant components of any peace education
endeavour. The challenge is that these two philosophies of peace education
are interwoven but self-contradictory. We encountered some educators in
Takeo who believed that relations and society can be peaceful only insofar
as citizens (i.e. students) follow the law and are disciplined. As a further
example, some teachers in Kampong Chnnang and Prek Chrey related how
they are teaching their pupils to: 1) obey (the rules and figures of authority)
and 2) love and help one another. The primacy for these twin points of
guidance is clearly on the former. Moreover, in this moral advice from parents
and teachers to youth on how to be good citizens, there is no formal reference
to peace. In the absence of same, youth become unwittingly ‘colonised’ (see
chapter 2) by the directives of their elders and authority figures. .
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http://www.sri.dccam.org/sleukrith/gender_policy.php

88https://www.cambodiadaily.com/opinion/%C2%ADthere-is-no-place-for-chbab-srey-in-

cambodian-schools-85230/
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Apolitical peace education
As outlined in Chapter 2 and 3, it is necessary for peace education to
encompass the 3Ps: personal, political, and planetary. We learned from the
data generation that for the most part, the formal and non-formal peace
education initiatives being carried out in all 3 sites are apolitical. When asked
about peace education, not one single respondent in the entire data set made
any reference to its political or planetary power. The following statement by
one youth respondent in Takeo highlights the predominant focus on the
personal : “peace education is the education about how to forgive, understand
and have good communication and relations with each other.” (T38 #1). In
other words, the emphasis is on emotional intelligence, interpersonal relations,
empathy, building social cohesion through understanding and tolerance of
diverging viewpoints. There is very little about challenging power structures,
questioning dominant modes of patriarchy, gender discrimination, or looking
into the legacy of poverty. As noted in earlier chapters, however, in order to be
transformative, peace education must challenge existing power inequalities:
structural, cultural as well as direct violences.
Praxis Challenges
Based on the focus group discussions with teachers in all 3 sites, there are
various challenges they face when trying to teach about peace. At the local
level, the challenges teachers face in implementing peace education are: 1)
inadequate understanding of peace and peace education, 2) insufficient
learning time, 3) curriculum overload, 4) lack of teacher capacity to integrate
peace education, and 5) professional code of conduct.

Firstly, as noted

above, teachers have an unclear understanding of what peace education
should be. This derives from the fact that most of them we interviewed in the
3 sites conceive of peace as negative peace only. Secondly, the practical
problem is we observed that in the school settings we visited, the number of
teaching hours are insufficient. In most cases, teachers only teach half days
of school. Thirdly, as we learned from key informants at the Ministry in Phnom
Penh, there is pressure from civil society actors on MoEYS to integrate a wide
range of topics into the curriculum: HIV/AIDS, climate change, gender. Yet
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with limited face time for learning, the teachers find it challenging even to cover
the basic essentials such as reading, writing, and arithmetic.

Fourthly,

challenges of teacher capacity are evident; teachers in Prek Chrey for example
note that they require more support in teaching peace: more exposure, more
exchange visits, more audio-visual aids. In general, teachers lack proficiency
in the student-centred approach, which is essential for teaching about peace
(Kim and Rouse, 2011).
There is also the possibility, which was raised by one key informant in Phnom
Penh at the Ministry, that instead of advancing values of tolerance, pluralism,
and acceptance in the classroom, teachers are doing the opposite. One of the
hurdles he started which faces the profession is a lack of a code of ethics or
professionalism.

In-service training opportunities are limited or not non-

existent for most teachers, he notes, and in general the competency and
character requirements to become a teacher are quite low. As a result, he
reasons, it is likely that teachers bring their prejudices and stereotypes – which
are not conducive to peace – to their instruction in the classroom. We learned
from several students across the data set, that if peace education is taught in
school, and teacher behaviour outside the classroom is not aligned with what
they teach inside the classroom, this disconnect serves to undermine the
message of peace. One educator in Prek Chrey bemoaned the fact that his
fellow teachers engaged in immoral or illicit behaviour (i.e. gambling, drinking,
domestic violence) and that this behaviour had a powerful negative effect on
the children than any positive classroom teachings about peace.
Moreover, in a small number of cases, the misalignment of teacher values and
attitudes with principles of peace creates further confusion. One singular
finding came from one pupil in Kampong Chnnang who related how her
teacher had explained to her about the value of conflict and revenge in
maintaining the social order. What she was trying to say is that revenge and
sometimes violence can be a useful tool for sanctioning anti-social behaviour.
Such a message of course constitutes the anti-thesis of peace education.
Most teachers we interviewed across all 3 sites, however, are endeavouring
to teach their students how to (in the words of one Prek Chrey student)
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“communicate, to be united and respectful, and to live with each other with
happiness” (PC63, #1)
Youth Challenges
Concerning the uptake of peace education, the transmission of peace values,
and the dis-abling environment in general, it is useful to look at youth and the
specific challenges they face in the 3 data sites.

From the summary of

discussions with youth, these challenges are as follows: 1) lack of role models,
2) absence of educational possibilities, and 3) risk of anti-social behaviour.
Youth lack role models
We learned that most youth across all 3 sites lack appropriate role models for
peaceful behaviour. The potential for parents, teachers, and even village
leaders to play this role exists, but according to our interviews, discussions,
and indirect observation was not being fully utilized.

We recorded and

observed examples of a number of negative role models: teachers espousing
corporal punishment, heavy-handed parents, and leaders engaged in political
violence. These behaviours by adult figures may cause youth to lose faith in
the wisdom and guidance of the elder generation.

When a teacher is

instructing her students to be moral and disciplined, and then hits one student
for failing to copy an assignment correctly, this sends a mixed message.
“Peace is possible, but only through violence.” The risk is that peace is
promoted as a social value in the classroom, but in everyday life students see
that violence prevails.

For example, powerful individuals who have

connections solve their problems with impunity by using violence.
As to parents, we learned the advice given by some parents in the 3 sites
focusses on maintaining harmony in the family – share resources, be gentle
with your spouse, help the neighbours. While this is helpful and valuable, we
did not record one instance of a parent who is able to give their children clear
guidance or instructions for how to positively transform conflict. The primary
message is one of conflict mitigation or even avoidance.

In fact, we noted

that some parents feel so traumatized by the starvation, forced displacement,
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mass killings, and deprivation they experienced during the Khmer Rouge
period, that they are loathe to discipline their children in any way.
No youth opportunities
Most youth from the 3 sites we visited feel they have limited educational
opportunities. In specific, lack of access to higher education opportunities is
cited as a key obstacle.

Of note here is that the research team members,

university students themselves, served as role models to the respondent (high
school). From the personal reflections of the research team members and the
testimony of the high school youth, we learned that this relationship was
beneficial to both sides. For the most part, youth across the 3 sites recognize
that they lack the knowledge and opportunities for personal growth. One civil
society leader feels that Cambodian youth in general do not feel connected to
their country, or a sense of ownership. This he claims is due to lack of proper
civic education, rising unemployment of youth, and preoccupation with
material goods and technology. In this regard, some youth in Takeo spoke of
the promise of tertiary education as well as employment in Phnom Penh as
being attractive opportunities that they wished the government would provide.
Anti-social behaviours
As mentioned in the section on gang violence, we observed in all 3 sites that
a minority of out-of-school youth who have no education or employment
opportunities tended to congregate into groups or cliques.

These cliques

provide an identity to youth who otherwise have little sense of belonging to
community or family. Often anti-social behaviour patterns are involved:
consumption of alcohol, gambling, aggressive behaviour. Given the valorising
of violence (mentioned above), moreover, these youth often derive a sense
of satisfaction and identity from membership in these groups. It is beyond the
scope of this thesis to understand this behaviour; this is an important area for
further research.

Extrospection
Cambodia is a multi-ethnic society, with a number of indigenous groups in the
northeast of the country (Phath and Sovathana, 2012). Politically speaking it
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is a liberal, multi-party democracy with an in-principle commitment to pluralism.
From the respondent pool, we encountered various levels of tolerance of
diversity. Many teachers, parents, and community leaders across the 3 sites
appreciate that a melting pot of cultures and ideas could help to enrich
Cambodia’s development and promote positive growth. There is at the same
time an expressed concern among some respondents (teachers, students,
civil society leaders) in Kampong Chnnang and Takeo that these differing
groups might find it difficult to co-exist. These respondents feel that different
religions, traditions, languages, could come into conflict with one another.
Interestingly enough, the proposed solution among some youth (including the
research team members themselves) is that the country should be ruled by
one dominant group. They believe this would help to reduce the discord that
could result from divergent agendas of different groups.
In terms of foreigners and ‘outside influence’ there is a subtle undertone of
xenophobia among some of the elder educators in Kampong Chnnang and
Takeo. These viewpoints are professed by those who have not been exposed
to outside influences or received extensive education. From discussions and
conversations, we note from some parents, teachers, and community leaders
in all 3 sites that they find it challenging to embrace different perspectives.
Differing viewpoints are seen as deviant or even rebellious. In specific, these
respondents feel that while foreigners should be allowed to enter the country,
Cambodians should take every precaution to ensure that these foreigners
make a positive contribution, respect the law, and do not bring harmful
influences.

The harmful influences include cultural practices, traditions,

beliefs, and in particular media which clash with traditional Cambodian culture.
Yet another slightly different viewpoint noted by one adult respondent in Takeo
is that tourism, and the influx of foreigners it brings, is good for the economy.
Concerning the views of the ‘other’ held by youth and educators in the sites
we visited, we find a spectrum of attitudes. On one end, we note strong
feelings of prejudice, discrimination, even dislike. Some educators in Prek
Chrey speak of hatred in the minds of the youth which makes it difficult for
them to introduce peace. In this regard, we encountered a very few adult
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respondents who confessed to outright dislike or hatred of the other – either
Muslims, Vietnamese, or even outsiders (i.e. French colonials).
Many adult respondents across all 3 sites are aware that discrimination and
prejudice are at the root of some communal conflicts.

Upon further

questioning, we observe that this dislike of the other originates from a deep
mistrust or misunderstanding. Another interesting sentiment is that respect
or positive feelings toward ‘the other’ are highly reciprocal. As one youth from
Takeo explains: “If they like us, I like them back, if they don’t like us, I don’t
like them, too.” (T35 #52). This same respondent admits that if he senses
discriminatory treatment from someone else towards him, he will immediately
dislike that person.

This reaction points to the importance of mutuality with

respect to tolerance in relationships.
We witnessed a lack of perspective taking and critical thinking among some of
the elder generation in the 3 sites. One teacher in Prek Chrey pointed out the
inability of his fellow villagers to respect difference of opinions when in
dialogue. This lack of extrospection, he noted, often led to conflict and discord.
For this respondent, peace is defined by teamwork, cooperation, and
solidarity. He gave one example as evidence of disunity in his community
where important committee decision making was conducted unilaterally.
We also noticed an uneasy co-existence – characterized by an absence of
negative stereotypes but also an inability to truly embrace the ‘other’. For
example, we met one youth respondent who is half–Vietnamese but
nonetheless feels discrimination toward her own Vietnamese kin. Another
youth from Prek Chrey explains this middle ground: although he can co-exist
with different religious and ethnic groups, he is not as comfortable with them
as his own kind due to differing lifestyles, viewpoints.
Thus, the range of extrospective proclivities; from the disabling viewpoints of
prejudice, discrimination, and antipathy, to the more positive attitudes of
embracing tolerance and diversity, can be found among the respondents in
the data set. This serve as a hopeful sign, and a link to Chapter 6 where I
more fully discuss the possibilities of peace education in the 3 sites we studied.
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Chapter Five Conclusion
Firstly, the chapter began by noting the need to be critical of peace education,
its weaknesses, its gaps, and its failures. As I have tried to demonstrate,
peace education is beset with many environmental challenges. There is what
I have termed a disabling environment which constraints efforts at building
peace and teaching others about it. Firstly, I have shown the prevailing
negative peace with its attendant cultural, structural, and direct violences
serves as a formidable barrier to peace education.

Secondly, I have

demonstrated there are a number of specific mechanisms which limit the
potential for peace education in the 3 sites we visited. These can be classed
as: social, historical, political, economic and cultural.

These mechanisms

serve as barriers, as it were, to constrain the practice of peace education in
the contexts we visited. From a critical realist perspective, though the agents
of change (i.e. NGO workers and teachers) are spreading peace, the
overarching social structures and mechanisms inhibit the uptake of these
messages by parents, students, and youth in general. Thirdly, I have argued
there are deficits in the theory, belief and practice of peace education, in
particular surrounding the concepts of “conflict” and “peace education.” In
particular, teachers face challenges of lack of clarity, insufficient capacity when
teaching about peace education. Fourthly, I pointed out that youth face an
additional set of hurdles related to employment and educational opportunities
as well as lack of appropriate role models, which makes it very difficult to
spread the message of peace.

The chapter closes with a reflection on

extrospection, which due to the variation in attitudes among youth (i.e. both
positive and negative), serves as a natural linkage to the following Chapter.
Turning from the disabling environment, we now look at Chapter 6, which
explores the promise of peace education.
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Chapter Six: Peace education is possible
Overview and Aims of Chapter 6
Chapter 6 takes a local turn in favour of peace education and departs from the
disabling environment of Chapter 5 to argue for the potential of peace
education. In this chapter, I propose that despite the dis-abling environment
mentioned in the previous chapter, peace education in Cambodia holds
considerable promise and potential. Among some peace education program
participants, there is a strong foundational awareness of the concepts and
values of peace in the 3 sites we visited. In this chapter I review the concepts
of peace, education, and peace education that are well understood by
respondents. I then argue that peace education in Cambodia is making a
contribution to conflict transformation on all 4 levels: personal, relational,
structural, and cultural. The chapter includes vignettes describing the lives of
peace messengers, or peaceful youth who serve as models for other youth in
their communities. The chapter the revisits the peace education programmes
of the 3 partner organizations. This chapter advances the notion that peace
education can make Cambodian youth more peaceful. It serves as a bridge
to the following Chapter 7 which looks in more detail at the appropriate model
of peace education for Cambodia.
Promise of Peace Education
Across all respondent groups that were involved in a peace education
programme – civil society activists, teachers, parents, and students, there was
a strong belief in the power of peace education to bring peace. One key
informant from the MoEYS in Phnom Penh, believes that peace education had
great social value; it could help to reduce the violence in society, and make
people aware of the need for peace. Despite the negative peace and the
disabling environment described in the previous chapter, there is a belief
among most youth, in particular those who participated in peace education
programmes, that peace is possible.
Moreover, the majority of youth in all 3 sites we interviewed regard peace as
a gateway to opportunities, in particular economic ones.
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A few youth (in

Takeo, Kampong Chnnang) feel that if they know about peace, it could help
them to face the challenges of unemployment. Their peaceful behaviour could
help them to get connections with the outside world and thereby find a job
more easily. One educator from Prek Chrey believed that peace education
could help with problems of drug usage. If one has a strong moral compass,
he reasoned, it can help that individual to avoid the pitfalls of substance abuse.
One youth in Takeo sees peace education as critical for the future; "it will be a
danger if we do not integrate peace education into Cambodia."
Lastly, the peace team researchers themselves developed a more nuanced
understanding of peace and have been exposed to concepts of positive peace.
From their reflection at the close of the research experience, we learn that they
understand peace as rule of law, morality, economic well-being, social justice,
and tolerance. Some of them are aware that there is negative but not positive
peace in Cambodia
It is useful, however, in the spirit of critical realism, to be both critical of the
research object as well as the research subjects. What this means is that we
must be mindful of the possibility of the ‘please the interviewer’ effect in the
responses of youth in the 3 sites. While in chapter 5 we mentioned a general
lack of awareness among non-participants in peace education programmes,
here we provide a counter example. While it is certainly true that participation
has an impact on these respondents, it is also equally true that they may be
telling the researchers what we wish to hear. These youth benefit from the
NGOs operating peace education programmes in their community, and these
NGOs are the same gatekeepers who facilitated access for our research team.
In other words, the responses about peace education may be inclined toward
a positive bent because the respondents wish to continue receiving benefits
from these organisations. This is what Bourdieu describes as ‘false, collusive
objectification’ in the interview process (Yanos and Hopper, 2008).
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Concepts of ‘Conflict,’ ‘Peace ‘and ‘Peace Education’
In general, among all adult and youth respondents in the data set familiarity
with the words ‘peace’ and ‘conflict’ was greater than with the term ‘peace
education’, as is explained below.
On conflict
Youth realized that conflict can be good or bad, and that what determines this
is the presence of violence89. They understand when conflict brings people
together, it is positive. There is a Khmer expression which promotes the idea
that conflicting parties could strengthen their relationship by working
productively through their disagreement. As youth in Takeo observe: “If we
didn’t fight, we would not know each other.” (FGD10 #24). As a last note, an
observation by one youth in Takeo is that in some cases conflict is a
precondition for peace. “To have peace, first there must be something bad to
create a problem, then the good can win over the bad and create peace. In
other words, there must be conflict first before we can create peace” (T39,
#24).
On peace
In terms of defining peace, some respondents (youth as well as adults) in all
3 sites were able to clearly identify with peace.

The word peace – or

“santipheap” in Khmer – evoked images, concepts, ideas, feelings, and
emotions, for most respondents. The descriptions, metaphors, and analogies
given by respondents for peace were varied and insightful. Below is a sample
of some of the respondents to the question of ‘What is peace?’
Peace is like somlo ko (famous Khmer dish); it has many different
ingredients. Key informant in Phnom Penh (PP12 #1)
Peace is not visible. If we look from the outside, we cannot see it. Parent
from Kampong Chnnang (KC42, #?)

89

As mentioned in Chapter 5, in some cases these youth realisations occurred after being
guided by the researchers to reflect further on the role of conflict (i.e. as positive or negative).
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Peace includes freedom of expression Civil society member, Kampong
Chnnang (KC54, #18).
Peace is unity of people, and people love each other . . . people should
respect, love, and create closeness with each other. That is peace.
Student, Prek Chrey (PC64, #18).
Peace is . . . “we want to have only one heart, one thinking. Village
leader, Takeo (T45, #20).
Justice is the main principle we have to obey for peace. Parent, Takeo
(T46, #28).
Peace is the right to education, the right to free speech, equal protection
under the law – these are to be provided by the state. Student, Takeo.
(T29, #28)
These definitions exhibit fundamental understanding of both the theory and
praxis of peace.

For these respondents, they have a foundational

understanding of positive peace as encompassing human rights, justice,
harmony, and inner well-being.
On peace education
Peace education (kar oprom santipheap orការអប់រំសន្ត ិភាព in Khmer) on the
other hand, did not elicit such a widespread response.

This is perhaps

because the term itself does not enjoy common usage in the Khmer
vocabulary. There was ample evidence, however, from our discussion with
many youth and parents (in all 3 sites) that they have been experiencing,
interacting, involving in, and promoting peace education, even though they do
not always know or call it by that name. This finding is consonant with the
theory – praxis divide described in Chapter 5.

Moreover, despite the

widespread lack of familiarity with the term ‘peace education, from a few
villagers, educators, parents and youth in the 3 sites there were some
noteworthy definitions:
Peace education is the education that educates people to know how to
have peace in mind, to know morality and understand about peace.
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Without peace education, the state is hard to get peace. Village leader,
Kampong Chnnang (KC25, #1)
Peace education is educating people to love peace. Parent, Prek Chrey
(FGD03, #01).
Peace education is calm and feeling. When we focus on peace it
includes feelings and surrounding issues. There is no conflict with other
people. Village leader, Kampong Chnnang (KC24)
Education that aims to create harmony and happiness including
teaching people to help each other during emergency crisis and to love
each other like siblings. Student, Takeo (T27, #1).
Education is about the teaching that teaches people to behave and do
thing in a good way. Peace means security, cooperation, no war. So,
peace education refers to any education that educate people to do good
with each other, no revenge, without causing conflict, and educate
people to have peace in mind. Student, Takeo (T40, #1)
Indeed, respondents who had some experience or involvement with ongoing
peace education programs were able to provide compelling definitions.
Another example is a typology advanced by one civil society leader in Phnom
Penh for peace education as comprising 3 levels: personal, social, and
leadership. According to him, peace education also includes morality, critical
thinking skills, and appreciation for a culture of peace. On the other hand, for
those respondents without exposure to peace education programmes, they
were unable to offer any definition whatsoever. Moreover, while peace
education was not well recognised among the majority of respondents in the
field, some of the key informants (i.e. MoEYS officials or CSO leaders) did
possess a strong understanding of peace education.
Peace and conflict transformation
From a macro perspective in terms of conflict transformation, injustice, rights
abuses, and a praxis of violence still prevail in Cambodia (see Chapters 3 and
5). In this regard, several key informants signalled the role of peace education
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as being able to liberate youth from this cycle of violence. According to their
collective opinions, this would be a gradual process, involving a change of
mindsets, creation of supportive policies at the national level, and a sense of
solidarity across different groups. In this connection, one MoEYS official noted
that “peace education is about transforming the conflict into peace. In order
to be able to transform the conflict, we need to know the root causes.” (PP15
#1) Another civil society leader from Phnom Penh feels that a starting point
for peace would be to learn from our mistakes of prior development practices
and try to cooperate together for a peaceful future in Cambodia. According to
her, youth would have a central role in this, as they need youth to come
together and collaborate, and to learn more about peace education. Working
with ‘more’ as well as ‘key’ people would help us to achieve this goal.
The below section details the findings from the data as to the effectiveness of
peace education in Cambodia and conflict transformation at the personal,
relational, structural, and cultural levels.
Personal
The broad consensus among teachers, educators and village leaders in all 3
sites is that youth participation in peace education programs of these 3 NGOs
had made the youth more peaceful. From their perspective, the degree of
individual change depended on the youth’s level of commitment, the type of
program, individual age, background, and to some extent educational level.
Several youth themselves (in Prek Chrey and Takeo) corroborated this notion
that participation in the peace education program had made them more
peaceful.

Other youth in all 3 sites related how peace education had

sharpened their critical thinking, leadership, improved communication and
relationships with local authorities, and helped them gain respect in the eyes
of community members.
Peace begins with me
If we look at the typology of peace levels, we have: 1) intrapersonal, 2)
interpersonal, 3) intergroup, 4) national, or 5) international (Ashton, 2007).
One viewpoint embraced by some youth respondents in Kampong Chhnang
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was that there can be peace at the national level, but not at the village level
due to some cases of domestic violence. Conversely, these respondents feel
there can be peace at the village level, but not at the national level due to
conflicts with other nations. Some respondents in the 3 sites believe that
peace should begin at the national level and then move to the family level.
The vast majority of youth respondents (in all 3 sites) who participate in peace
education programs, however, hold the sentiment that “peace begins with me”
and radiates outward to levels 2 to 5 (as noted in the typology above). This
movement of peace is referred to as starting small and making peace bigger.
These youth explain how inner peace can be communicated to others, by
something as simple as a smile or general politeness to others. One youth
from Takeo presented the idea that we are only able to spread peace if we are
peaceful ourselves. The value of having peace in ourselves means we can be
more persuasive to talk to people about peace, its value, and the negative
consequences of conflict. In this connection, another youth from Takeo talks
about the most enjoyable thing from participation in a peace education
program. She notes with pride that because of her inner peace, she was able
to persuade other villagers to forget about the anger from the past of the Khmer
Rouge and turn to make peace with their fellow villagers.
Many youth from all 3 sites state that capacity building of students is necessary
for peace education. In other words, students should learn about peace, link
it to their daily lives, so they can then spread it. Peace education, they note,
should begin at the grassroots level and then work its way up to changing the
systems, policies and structures. Peace education should aim at changing the
individual in the first instance, transforming lives ‘individual by individual’ so
that each has a 'peaceful heart.' According to one key informant this would
require meditation and realizing our own role in creating conflict. This same
civil society leader believes we should take a bottom up approach, combined
with capacity building at the local level and network creation at the national
level - to influence people's thinking toward peace.
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Peace K.A.S.H.
When we speak of personal change, it is helpful to refer to K.A.S.H. –
knowledge, attitudes, skills, and

behaviours (discussed

elsewhere).

Traditional capacity development90 efforts in Cambodia (i.e. by government
agencies and civil society organisations) are often not sustainable and are
more donor driven and focussed on short-term individual change (Godfrey et
al., 2002).

This is because improving knowledge and skills is easier than

changing attitudes and beliefs, the latter which is more difficult and time
consuming. The other challenge with capacity development is that it is often
uni-disciplinary and short term.

One civil society leader in Phnom Penh

explained that traditional approaches to peace education are too narrow or
sectoral – ‘we do a peace education program and we think we have changed
people’.

According to her, peace education requires long term capacity

development efforts including coaching, mentoring, and follow-up to achieve
meaningful change.
As noted in Chapter 5, a strong belief displayed by many respondents in all 3
sites across is that low educational levels predisposes an individual to
conflictual behaviours. There is, however, a counter-current of thinking which
emerges from the data. At least one youth from Prek Chrey disagrees, saying
that it doesn’t matter whether an individual has a high level of experience or
learning, (s)he could still understand and teach about peace. In describing the
approach to the peace education program, one civil society leader from Phnom
Penh advanced a similar line of thinking: “We try not to go after only educated
people – simple people can also be involved in peace process” (PP01, #96).
Moreover, several youth respondents from Takeo disagreed with the
relationship between educational background and levels of peace, noting that
illiterate people could have as much peace as literate people. One Takeo
youth in particular stated that illiterate people could in fact have peace as long
as they had good attitudes and behaviour. In this regard, a civil society leader
from Phnom Penh cited emotional intelligence (or introspection +

90

Here capacity development is broadly defined as any locally led process which helps an
individual to realise his/her full potential.
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extrospection) as very important, because people “with skill and knowledge
without good heart can be harmful to society” (PP01 #96).
Managing these emotions, especially volatile ones such as anger, is also
critical to maintaining inner peace and to spreading it to others. One youth
respondent in Prek Chrey admitted that she does not know how to control her
anger and several other respondents concurred that personal anger was often
the root cause of conflicts.

Another Takeo youth offered wise advice in

situations of anger: We should walk away and calm ourselves down, and not
let ourselves be controlled by the emotions of moment. Yet another Takeo
explained how she became a more peaceful person by learning to control her
anger (after participating in the programme). Finally, another you from Takeo
believes the antidote for anger is morality and self-discipline. These examples
all point to a certain degree of introspection: self-awareness and
understanding about conflict management.
Facing violence with courage
Given the praxis of violence mentioned elsewhere in the thesis, no discussion
of conflict transformation or peace education would be complete without
dealing with violence. One civil society leader (in Phnom Penh) proposed an
interesting solution in line with introspection. He suggested that each of us
has the innate capacity for facing violence. We all have our own psychological
and physiological limits when tested under situations of duress. We can only
perform according to those limits, and then later reflect whether we made the
right choice. He offered the example of an incident of gang fighting.

The

questions we could hypothetically ask ourselves are: What would you do?
Would you be able to stand up for what you believe is right?
In short, this respondent explained, we all have the inner potential to face
violence with courage, to respond with bravery, resolve, and in a non-violent
fashion. We all have the human potential to act ethically in any given situation.
This moral compass is something that education, and in fact peace education,
should bestow upon us. Usually our instinct is to react to violence by trying
to stop it. This is because we are taught to stigmatize violence and to do what
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we can to prevent it. In some circumstances, this requires an equal amount
of force and therefore can be thought of as a kind of counter-violence.
This key informant opined that it is far more difficult, and requires greater
courage and creativity, to intervene and convince the combatants to make an
informed choice with self-awareness. Instead of stopping the violence as a
moral imperative, he argued that what we should do is to guide the conflictants
with information. They should be able to weigh the consequences of violence,
and of non-violence, and then reach a win-win solution by themselves. Of
course, this is extremely difficult, and in particular in situations where ongoing
violence is damaging one or other of the parties.

But according to this

respondent, peace education should be about equipping people with these
skills of modelling, persuasion facilitation, critical problem solving.
Relational
A relational conflict transformation component emerged as well. The following
section details the findings.
Interpersonal peace
Several youth in all 3 sites combined the twin concepts of peace from the
inside and the need for role models together into one idea, stating that each
of us could be role models for others, if we only have peace within ourselves.
In fact, these youth note, this is the best way to spread the concept of peace
to others, through exemplifying it. The role model concept is where peace
spreads from the intrapersonal to the interpersonal level. Many youth
respondents in all 3 sites noted that that we need to understand and/or
communicate to others the meaning of peace before we can build it. While
this could mean dialogue and discussion, it could also involve some kind of
promotion and advertisement according to one youth. One Takeo youth
summarized the idea of marketing peace well: “To make people know clearly
about peace, we need to explain them with example that reflect the reality of
the society” (T37, #1). Several parents posited a symbiosis between inner and
outer peace. They implied a difficulty in maintaining inner peace in an outer
environment of conflict and physical insecurity (such as gang violence,
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warfare, etc.). Finally, one civil society leader in Phnom Penh approached this
from a perspective of global citizenship, where each of us needs the skills to
get along with people from different ethnic, religious, and socio-economic
backgrounds.
Intergroup peace
From an intergroup peace perspective, we asked about distribution of power
and active non-violence. When given a hypothetical situation about a conflict
over a football pitch between a rich group and a poor group, a few respondents
in Takeo noted that the rich group would win due to influence and connections.
Other Takeo students, however, recognized that because of the solidarity of
the poor group, the latter would win due to their strength in numbers. This
response shows some understanding of the potential power of active nonviolence to resist oppression.
From a pluralist perspective, we asked about homogeneity and heterogeneity.
A common belief among some youth in all 3 sites is that people with different
views cannot live in harmony (see chapter 5). The reason for this is that the
conflicting ideas and perspectives would inevitably lead to conflict and unrest.
In contrast to this, however, at least one youth respondent from Takeo believes
that it is possible for those different groups to live together, provided they “open
their hearts and minds” to each other (T53#62).

Several of the youth

researchers (as respondents) showed well developed perceptions of tolerance
and understanding, some of which were influenced by participating in the
research. One of these researchers explained that it is impossible to judge
someone until he knows that person first. Another viewpoint is that everyone
has positive and negative points, and it takes time to get to know someone
deeply.

Another comment by one researcher was that she could get along

with people of all different religions if they share a common goal of peace.
Forgiveness and reconciliation
In terms of embracing the values of peace, many respondents in all 3 sites
recognize the violent history in their communities and in their families, and
therefore place an importance on reconciliation.
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Often reconciliation is

mentioned in terms of the genocide, but in a few exceptional cases cited by
respondents it concerns reconciliation between conflicting political parties. An
interesting pathway to reconciliation was proposed by one youth in Prek
Chrey. He argued that reconciliation can take place if the offending party
recognizes his/her mistake, changes his/her behaviour and asks for
forgiveness. This is not always easy, he admitted, and in some cases, would
require a third party mediator to intervene. A ceremony could also be used to
heal the broken bonds and restore harmony in the relationship. One student
from Prek Chrey forwarded an eloquent viewpoint: “When peace and
education come together, hence, there will be forgiveness and mutual
understanding and loving each other, living in peace.” (PC 24#1).
Another equation which summarizes a positive belief that emerges from
discussions with some respondents across the 3 sites is: peace + education
= reconciliation. This equation represents the notion that educating youth or
even adults about peace will bring about reconciliation. One youth in Prek
Chrey said that in order to right the wrongs of the past, we must exonerate the
present generation from the actions of their ancestors, for which they cannot
and should not be held accountable.

In fact, forgiveness is a strong

component of reconciliation according to a few respondents in all 3 sites.
Across the 3 sites and with many respondents, it was agreed that reconciliation
could serve a cathartic function which can bring justice and truth for the crimes
of the Khmer Rouge. This is of course the function of the ongoing ECC KRT
trials, but there is scepticism as to whether they can obtain that goal.
As noted in Chapter 5, there was a strong feeling of being historically wronged
and in some cases a desire for revenge on the part of several adult
respondents (especially in Prek Chrey and Takeo). On the other hand, an
equal number of respondents believe that we cannot stop the cycle of violence
(or in this case of revenge) with more violence. This was confirmed by one
Takeo village leader who explained that: peace “means absence of revenge,
anger, no violence, a way in which we have good solidarity and respect for
each other” (T45 #18).
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Peace as solidarity
In Khmer culture, consensus and harmony are prised cultural traits (see
Chapter 3). Recalling the problem of anti-social behaviour by youth and gang
conflict, some youth respondents (in Takeo) affirm that peace education could
help the youth to love each other and reduce their loyalty to cliques. One
Takeo teacher reminded us of the Khmer saying, “all together for peace” (T55,
#8) and “peace means no enemies,” both of which place a high value on
solidarity and unity. Peace then becomes about working together to develop
the country, for the good of all. Another village leader from Takeo defined
peace thusly: “Peace is the condition in which people have solidarity, love and
mutual understanding among one another, taking care, having forgiveness
and helping one another” (T53 #18). This was echoed by several youth who
mentioned the word ‘solidarity’ more than a dozen times throughout the
interview process. This solidarity references the need for the community to
come together, to work together, to overcome differences in the interest of
group harmony. On the contrary, conflict was often referred to by these same
respondents as disunity, breaking apart, and disconnect.
Structural
From a structural standpoint, the evidence for peace education’s contribution
to conflict transformation is not as strong as at the personal and relational
levels.

Most of what is related below speaks to the potential of peace

education to transform structural conflict, rather than the actual transformation
itself. Nevertheless, respondents show hope that peace education can one
day transform the structures and institutions of society. The themes which
emerge in this regard are: 1) harmony and sustainability, and 2) social change.
Peace through conflict
Some respondents (adults as well as youth) in all 3 sites held the view that
peace can and does often emerge from conflict. They believe that conflict can
be transformed to bring about peace. Some youth respondents in Kampong
Chnnang even realize that conflict is necessary for development, and they try
to teach other villagers about the strengths of peace.
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These youth

respondents noted that conflict can be positive, especially when it challenges
oppressive social norms – like domestic violence.

Conflict, they explained,

can empower people to stand up against social injustices, like land grabbing.
One youth respondent from Takeo feels conflict is positive when it leads to
addressing human rights concerns.
Social change
From a macro perspective, some respondents (both youth and adults)
demonstrated an awareness of the potential for peace education to effect
positive social change. Firstly, most youth and civil society respondents across
the 3 sites showed an awareness of the interactions among peace,
democracy, and rule of law.

While respondents didn’t use these 3 terms

specifically, the concepts they described are the same. In particular, one youth
from Kampong Chnnang observed that Cambodia is facing problems of
violence, natural resource mismanagement, and child rights. Several youth
respondents linked the hope of peace education as being able to solve these
problems. Similarly, civil society members tend to focus on peace as the
fulfilment of human rights. CSO members in all 3 sites (in particular Kampong
Chnnang) tended to hold views which were critical of the lack of rule of law,
human rights violations, and injustice in Cambodia. From the perspective of
one of these human rights defenders in Prek Chrey, “peace is when the
authority has cooperation with the local people and NGOs.” (PC56, #Q18).
And this same respondent explained the linkages between democracy and
peace: “when there is democracy, there is peace.” (PC56, #21).
Secondly, one of the themes which emerged in discussion was the interaction
between peace and development. As mentioned in Chapter 5, the relationship
between ‘rice and peace’ surfaced but this time in a positive context. Some
youth respondents (Takeo, Prek Chrey) argued that peace should actually
take precedence over rice (or development). This can be summarized by the
following equation:
Peace ➔ Development
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In this connection, one youth in Takeo cited a book called “Peace and Rice”
which was used in instruction in her classroom. The essence of this book’s
message is that between the two, we should choose peace over rice because
from peace everything else – prosperity, basic needs – will follow.

Some

youth respondents (across all 3 sites) noted that peace is an essential factor
for wealth creation – that is to say when the social, political environment is
unstable it is impossible for businesses to operate. By extension, these
respondents implied, economic opportunities and therefore livelihood
generation (or rice) are possible only when there is peace. Another belief from
an equal number of youth respondents is counter to the above equation:
Development ➔ Peace
These respondents feel that without sustainable livelihoods or development
people could not find peace in their daily lives (italics mine). There is a
symbiosis here; development is necessary for peace which is in turn
necessary for development. In other words, at the national or macro level
peace is necessary to create the enabling environment for local economic
development. On a local or micro-level, decent work is a basic human right
which needs to be fulfilled in order for people to experience a sense of
fulfilment, dignity, in short, intrapersonal peace.

As one parent from Takeo

summed up, it is possible to have both, and in fact there is a symbiotic
relationship: represented by the hope of “being rich, having good food to eat,
and raising our children well” in a peaceful environment. (Parent, FGD, Takeo)
Cultural
As with structural transformation, the contribution of peace education to
cultural conflict transformation is more formative and imagined than actual.
The promising cultural aspects that emerged from the data set are: 1)
interethnic peace and 2) Buddhism.
Interethnic peace
In Kampong Chnnang, Prek Chrey, and to a greater extent in Phnom Penh,
many youth respondents recognize the value of interethnic peace building as
an important approach to transform the discrimination and mistrust among
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different religious and ethnic groups in Cambodia. In terms of an agenda for
peace education, this translates into concrete skills around empathizing and
perspective taking. This is seconded by one MoEYS official who talked about
the importance of youth exchanges, cultural awareness among different
ASEAN countries, and the need to reduce nationalism. For one of the youth
researchers, participation in the research taught her to better engage in
perspective taking.

Another peace team researcher believed that peace

education should focus on multiculturalism and diversity, to instil personal
feelings of loyalty to nation rather than to individual ethnic or religious groups.
A belief among youth in all Prek Chrey and Kampong Chnnang is that
misunderstanding and miscommunication, either across languages or within
the same language (i.e. Khmer to Khmer or Khmer to Vietnamese) produces
conflict. Conversely, many youth respondents expressed the idea that peace
depends on our ability to communicate with one another. In this connection,
one Khmer-Vietnamese youth (from the KCD program) forwarded a potential
idea for creating peace – bringing Khmer and Vietnamese youth together and
teaching them to communicate despite the language barrier. She suggested
that Khmer and Vietnamese could live successfully and peacefully side by side
if they could communicate – or have a go-between or mediator to help them
communicate. Failing that, she noted, youth with different languages must be
willing to use body language in order to bridge communication gaps. This
belief was echoed by another youth respondent in Prek Chrey who believes
that Khmer and Vietnamese could live side by side in harmony, despite
language barriers. For some of the youth in Prek Chrey, building peace is
more than just economic development, or satisfying personal needs like
education and employment. For them, peace is about reducing discrimination
between different ethnic groups. At least two of the respondents – both
Khmer– Vietnamese students, stressed the importance of removing
discrimination in order to build peace.
Power of Buddhism
In Chapter 5, I discussed the unfulfilled potential of Buddhism and its
(unwitting) furtherance of the disabling environment for peace. Yet fortunately,
Buddhism also emerged from discussions with respondents (at the site level
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and in Phnom Penh) as a promising connector for peace.

Some key

informants feel that peace education grounded in Buddhist philosophy could
help us to understand the root causes of conflict. According to one civil society
leader in Phnom Penh, Buddhism explains the 3 major causes of conflict:
hatred, delusion, and greed. Furthermore, she illustrated how the human body
is composed of 4 elements: air, soil, wind, fire.

So, according to these

respondents, our emotions are created by these elements, and Buddhism
teaches us to meditate on the impermanence of our existence. Yet Buddhism
has its downside, as related by another civil society leader who noted that
Buddhism tends to express things moralistically – in terms of do and don’t
know, or permission and interdiction. According to this key informant, these
dictums reinforce a social order based on authoritarianism. He suggested we
instead take one of the important message of Buddhism – ‘don’t believe
anything you haven’t experienced yourself.’ This, he added, would provide a
moral compass for youth who have lost a sense of direction and guidance.
Buddhism has another key message which could be relayed by monks to the
youth - about the dangers of materialism. This same key informant argued
that in order to more fully appreciate peace, we needed to look at transforming
attitudes. He observed that nowadays many youth valued possessions – cell
phones, clothes, motorcycles, over their own personal and emotional
happiness. According to this respondent, in Cambodian society, there is a
strong belief that wealth and external signs of power indicated internal wellbeing.

Buddhism, he commented, shows us that ongoing accumulation of

power and wealth are just another form of addiction, and don’t necessarily lead
to internal happiness. It is important to remember, though, while we can
advocate through peace education that people should not pursue material
ends to excess, at the same time this message must recognize the reality of
hardship and the fact that many Cambodians struggle to make ends meet.
In terms of how Buddhism makes its way into the thinking, values, and
behaviour of those youth and teachers we talked to, there were a number of
examples given by youth respondents.

One youth from Takeo by his

responses and feelings clearly understands the principles of active
nonviolence central to Buddhist philosophy. Referring to what he would do if
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attacked by another boy, this youth says he would allow his opponent to
release his pent up aggression. Following the Buddhist philosophy: “revenge
begets revenge or violence begets violence. Revenge is never destroyed by
another revenge” (T52, #37).
This response is remarkable among all respondent’s views in the data set for
two reasons: 1) the youth is clearly familiar with the principles of non-violence,
and 2) he seems to be a devotee or adherent of Buddhism, which was a rarity
among the youth we interviewed. Another youth from Kampong Chnnang told
the story of her how her grandmother used Buddhist theory to teach about
peace. Finally, a few other youth expressed a wish that if more youth could
accept the Buddhist concept of peace then it would be positive for all
community members. One youth from Takeo expressed the notion that peace
is best taught in the pagodas, because they are peaceful places. Another
parent from Takeo defined peace in relation to the 5 precepts of Buddha.
Peaceful Youth
One of the participating organizations in the research is named Youth for
Peace. One recurring from nearly every respondent interviewed across all 3
sites – is that youth are indeed the hope of the country. While Cambodia has
emerged from a tumultuous past of genocide, civil war, and a culture of
violence, the youth still dream of a brighter future. It could be because they
are unencumbered with the trauma of those years. Another hypothesis is that
due to their exposure to concepts such as democracy, development, and
humanism, they are able to envisage a positive peace for the country. This
has to do in part with their exposure to the peace education programs of the
partners to this research. The role youth have to play as peacemakers and
messengers of peace is discussed below.
Youth as peacemakers
Based on our many interviews, discussions, and observation of youth in the 3
sites, youth have a concrete role to play as peacemakers and mediators in the
communities.

As a result of youth involvement in the peace education

programs, they have become better able to explain the value of peace,
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intervene in conflicts, and offer advice for win-win solutions for both parties. In
chapter 5, I mentioned the intergenerational tension in the relationship
between youth and their parents; often the former do not respect or listen to
the latter. In fact, as we observed in the dynamic between the university peace
researchers and the high school youth respondents, the latter were more likely
to listen to their university peers than their parents. It is accepted in the field
of education that the most convincing carriers of new ideas are peers. This
can come in the form of: youth teaching youth; youth leading youth; youth
listening to and communicating with other youth (Boud, 2001). This approach
is in fact being used by KCD and YFP in 2 of the 3 sites we visited.
One youth from Takeo feels that in the absence of role models from seniors
(i.e. teachers or parents), youth themselves can actually be role models for
other youth. Similarly, some youth interviewed (Takeo, Prek Chrey) cite they
felt comfortable giving advice to their peers, especially if their friends are about
to engage in conflict or disagreement. However, some youth interviewed in
the 3 sites feel that they needed to have more knowledge in order to effectively
advise their juniors. Moreover, as mentioned by several youth, one challenge
they face as mediators is that they find it difficult to intervene in the arguments
of their elders. This is because of cultural constraints which give them little
space to involve in the affairs of their seniors. This is compounded by the fact
that when these elders quarrel, it shows a poor example to youth and causes
them to question their beliefs in peace.
Peace Messengers
One of the most notable findings from the entire research is the existence of
‘peace messengers.’ These peace messengers are most prominent in Prek
Chrey but were present in the other 2 sites as well. As noted in Chapter 5,
there are strong historical feelings of prejudice and discrimination between
Khmers and Vietnamese observed in Prek Chrey. Yet a group of young
respondents, due to their background, upbringing, and exposure to peace
education, share a different approach to the divide.

These ‘peace

messengers’ are few in number, yet they commonly hold the view that
differences in ethnicity did not constitute an insurmountable barrier to peace.
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From our interviews with these (approximately half dozen) peace messengers
and our observations of them, we note that they play a key role of bringing the
message of peace to their peers and maintaining harmony in their
communities.
A number of character traits distinguishes the peace messengers: They are
nearly always young females (between 14-16 years old). They exhibited a
high degree of maturity for their age group The young ‘peace messengers’
quite often have dual identities – both Khmer and Vietnamese - and almost
always have the ability to speak both languages. They have been trained
through peace education projects of the NGOs, and they have a strong belief
in the power of peace to unite their communities.

They have skills in:

perspective taking, empathy, critical thinking, problem solving, negotiation,
communication, and in some cases, mediation. The peace messengers are
usually confident, self-aware, and recognize their role in bridging the two
communities. At least one Khmer peace messenger feels that Vietnamese
people are similar to Khmers, and that we should be tolerant despite different
customs, languages, religious and practices. This respondent’s feelings were
likely influenced by having lived with a Vietnamese family for 6 months. The
Khmer-Vietnamese peace messengers are very attuned to issues of
communication, prejudice, discrimination, solidarity, and tolerance. This is
attributable to both their dual ethnicity as well as their participation in peace
education programs. In short, the peace messengers are better able to take
perspectives, to cross ethnic and linguistic boundaries, to build trust and
understanding, and to foster tolerance among the two communities.
Peace Messenger Vignettes
The following are selected vignettes from peace messengers in all 3 sites, as
indicative of the level of understanding of conflict, peace, and the ability to
educate others for peace. Names have been anonymized for confidentiality91.

91

The vignettes have been related in present tense to highlight the currency of the beliefs,
attitudes, and values of these peace messengers.
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Vignette #1 – Kampong Chnnang (KC#06)
Sreyneath is an 18 year old Khmer youth from Kampong Chnnang High School
who identifies closely with her Khmer identity. For her, peace is “harmony,
living with happiness, understanding, forgiving and respect each other.”
According to Sreyneath, peace is “more important than money, house, land,
and modern vehicle.” Sreyneath does not feel that peace is available for all
Cambodians, as her country is still a developing country.
Sreyneath says that she does not like conflict because it causes unhappiness,
distrust, because of the use of violence. She gives the example of domestic
violence with a husband and an ex-wife, and it later emerges that she has
witnessed this in her own home. Even further into the interview it emerges
that Sreyneath has witnessed this elsewhere in the community as well.
Sreyneath dislikes war as it “always causes us to live in misery . . . and for
people to live without warmth in the family.”
Speaking of pluralism, when Sreyneath is asked what would be the best
governance arrangement for Cambodia, she chooses “many different groups
of people with different religions and languages who share equal power to
make decisions.” This is because Sreyneath feels different people can talk
and share different ideas together.

She notes that even though people of

different religions and ideologies live together in one nation, they can still get
along and be friends. According to her, Cambodia should welcome foreigners,
and she thinks Khmer culture is equal but not superior to other cultures.
As to her own peaceful behaviour, when asked how she would divide a
contested orange, Sreyneath claims “I would give everything my sister asks
and I would find something else to eat.” When faced with a hypothetical
situation of a classmate verbally attacking her, she would try to reason with
him and if unsuccessful she would walk away. Sreyneath has deep personal
experience with reconciliation, and believes it is necessary for others in her
family and community to achieve harmony as well.

Sreyneath exhibits an

openness to foreigners, including the Chinese donor of World Vision,
Vietnamese community members, and an outsider with whom she became
close during her community service. As far as examples of peace she has
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experienced, she notes that when people in her community celebrate a
ceremony, they come to help each other in the pagoda and in particular to
build a road or similar project. This is an illustration of peace through solidarity.
When asked about peace education, she defines it as “to explain and advise
people to avoid using violence and to solve problems peacefully.”

She

remembers learning in class that peace is necessary for the development of
the country. For Sreyneath, peace education is very important because “every
country needs peace, or there will be no development and they will have war
and they will like to solve problem by using violence.” In terms of where peace
education should ideally be taught, she votes first for school and second for
the pagoda.
Sreyneath feels that in order to build peace we need “knowledge, respecting
each other’s rights, forgiving each other, prioritizing common interesting rather
than individual interest.”

In terms of how she could build peace within her

family, Sreyneath responds that she would understand her family members
and try to forgive them. In terms of how to build peace in general, Sreyneath
would start in her heart first, then family, then school, then community, followed
by country. This also resonates with other youth respondents in the data set,
and the common refrain that ‘peace begins with me.’ As to why she prioritises
the building of peace thusly, Sreyneath replied “Peace should be in hearts first
because everyone should start having peace inside first, or they have no love
for themselves so cannot make peace at all.”

She proposes the following

approach for teaching about peace:
First, I would focus on their attitudes. . . Because when we teach them
about peace, we should talk with nice words and facial expression, and
then whoever sees this, they will smile and like to learn and listen; thus,
we can insert it in lessons and explain them. Second, I would focus on
their skills. Because if we go and teach them about peace, we should
have some skills so that we can teach them and share it to them.
Sreyneath explains that peace education efforts should focus on individuals,
and that parents are most suitable to carry out these efforts, followed by
teachers. This is because parents serve as a strong role model for their
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children, and teachers advise the students. Interestingly enough, the third
group to teach peace would be other youth. Sreyneath feels the priority for
peace education should be ‘teaching different groups how to live in peace’.
Secondly, she chooses the topic of the Khmer Rouge as the most important,
because she wants to learn about the violence of the past. When asked what
she would most like to change about youth when teaching peace:
Change behaviour; it is like if we cannot change it, we cannot learn
about peace. On one hand, changing behaviour helps change the way
of speaking aggressively. On the other hand, if solving problem violently
when teaching about peace, it might make them change.
According to her, she has not participated in any peace education programs92,
but Sreyneath told us that she had joined the Capacity Building for Community
Development (CBCD) club to learn more about natural resources, children’s
rights, and violence elimination.

She explains that these are the most

important issues for building peace. Her favourite topic is natural resources
because it involves land tenure and for her this was an important part of local
sustainable development. Her least favourite topic is children’s rights because
she didn’t fully understand it. Part of her commitment to the club involves
travelling to other villages and teaching community members about what she
has learned, which makes her proud. One of the topics which she helped to
present was about violence in the family. Sreyneath feels that participation in
the above programs has made her a more peaceful person. She notes that
villagers who participated could learn a little about peace.
For Sreyneath, the biggest challenges facing youth are: unemployment,
uncertainty about the future, and lack of social networks. Sreyneath closes by
saying that peace education could possibly help to reduce violence in her job
if she had one. As to her future, “I am not so clear for my future since I have
no money, so I can just think about my future; therefore, what I want is social
networks who love peace, so when there is a program about peace or
violence, we can join together and study together for our future.”

92

She has not attended any non-formal peace education programmes, but her teachers have
been trained in peace education by ACT.
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Vignette #2 – Prek Chrey (PC #64)
Liam is a 16 year old Khmer-Vietnamese youth from Prek Chrey. She has a
strong sense of her own identity as a Khmer-Vietnamese and sees this as an
advantage because of her dual language skills. She appears to be quite
popular when she goes to the market, as she can converse with both Khmer
and Vietnamese people. Community members remark that she is lucky to be
able to speak two languages. She opens her interview with an impassioned
definition of peace:
Peace is unity of people, and people love each other. Although there
are many different nationalities, they still should love each other.
Although there is no fighting, it does not mean that we live in peace
because there is discrimination and there is cultural difference. . .
People should respect, love, and create closeness with each other.
That is peace.
She notes that cultural missteps – something as simple as not taking a hat off
in a pagoda, can offend people from different cultural backgrounds. For Liam,
peace centres on non-discrimination between people of different ethnic or
linguistic groups. She wants to have intrapersonal peace and is not happy to
see conflict. According to Liam, peace in Cambodia is possible because
Cambodians are helping each other. Moreover, she notes, the nation is in the
process of development toward peace.
In Liam’s view, conflict is caused by people feeling superior to others. She
describes a conflict between siblings over inherited land. Ironically enough,
while Liam feels that conflict should be solved quietly in the home, she agrees
that war is a suitable solution to resolve national differences. Liam relates two
incidents of how she witnessed conflict as well as peace. As for conflict, Liam
witnessed Khmer and Vietnamese youth consuming alcohol and then fighting
with each other in what appeared to be a cross-border spat.
As for peace, Liam experienced reconciliation with 2 friends arguing together
over a bicycle and later they negotiated and came back together. In general,
Liam feels that two people can live together after wronging one another if they
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feel sorry for what they had done. As to whether two communities could live
together after conflict, Liam has an interesting observation about creative ways
to communicate:
I think Vietnamese and Khmer people can live with each other, but they
need a mediator who is able to speak both languages. I think the time
that Vietnamese and Khmer people live together is happy because
sometimes they use body language. When one side uses body
language and the other side do not understand, they will laugh together.
Liam has been involved in bringing Khmer Vietnamese youth in her community
together to play football and to get them to know one another and build mutual
understanding and peace. She has also encouraged Khmers as well as
Vietnamese in her community to love and respect one another. For the divided
orange hypothetical, Liam states she would share with her sister. For the
hypothetical of a boy assaulting her on the playground, she would ask the boy
his reasons for shouting (first), then ask him to stop (second), then hit him
softly (third) – as she has actually done in the past.

She feels open about

people from different ethnicities, especially English speakers, because she
wants to improve her language skills. Liam offers the following definition of
peace education:
Peace education is a teaching of peace to people. It teaches people to
communicate and be honest, but not to discriminate each other. . . They
also share about the disadvantages of having conflict like they cannot
look at each other face to face next time.
In class, Liam has learned about social works, the value of conflict (which she
forgot the details), and the desire for revenge. It was not possible from the
interview to tell whether the desire for revenge lesson was being used to teach
the students to avoid revenge, or to embrace it. Liam would prefer to learn
about peace outside school, because more people could come and teach her.
If Liam had the chance, she would like to learn about the value of peace, so
she could choose which is more beneficial, peace or conflict. Liam relates the
story of a nonformal peace education session where she learned about the
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differences between peace and conflict, and how to tell if people are right or
wrong in their behaviours.
Liam believes that if everyone could join a peace education program, it would
make the country more peaceful. She notes, however, that some people still
do not understand about peace, so they create conflict. Importantly, they hold
anger which can easily lead to conflict. In terms of how to teach peace to
classmates in school, Liam proposed doing so through games to show the
importance of peace. For her siblings she would advise them to uphold the
honour and reputation of the family. When asked to create a ‘peace education
initiative,’ she describes an activity which would demonstrate the difference
between a peacemaker and a troublemaker, and also stresses the importance
of communication between Khmer and Vietnamese youth.93 Liam feels that
NGOs are most qualified to teach about peace, and the best age would be
from 13 to 15 years of age. Liam also proposes that experts are required to
teach about peace. “I want educators who are expert about peace because
only educators who have peace skills can teach about peace. If people, who
are not knowledgeable about peace, how can they teach?”
In terms of challenges facing Cambodian youth, she notes poverty, lack of
education, and domestic violence. Liam aligns with the widespread belief
among the respondents that higher education makes individuals more
peaceful. As a reflection about participation in the research, she notes:
I feel that I have peace and conflicts. After I talked about my conflicts, I
don’t want those conflicts happened anymore, but I want peace. For
example, I have 2 cousins, one of which has high educational
background. He has peace in himself. Another cousin has low
educational background. He often makes troubles. Therefore, I want to
be like the one who has high educational background.

Note that ‘peacemaker’ and ‘troublemaker’ is terminology borrowed from the interview
questions.
93
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Vignette #3 – Takeo (T#32)
Sambath is a 16 year old male Khmer youth from Takeo. In terms of identity,
Sambath prefers to be seen as a Cambodian rather than someone from
Takeo. This is because those from Takeo might be looked down upon by
urban rich folk due to their poor rural origins. According to him, peace is
the situation that people have calm feeling, having no conflict, and living
harmony with one another. . . Peace is good because whenever we
have peace, there is no conflict or argument existed among our friends
and others. . . Peace is important because it makes people having
mutual understanding and forgiveness.
Sambath feels that Cambodia still does not enjoy full peace; he rates the
country as 5 on a scale of 10 (with 1 being complete chaos and 10 being full
peace). This he feels is due to disputes with neighbouring countries such as
Thailand and the fact that not all Cambodians fully understand the value of
peace.

Sambath doesn’t think it is possible for peace to exist for all in

Cambodia, because some do not understand what peace is, and they have no
forgiveness toward one another.

According to Sambath, more honesty,

forgiveness, and mutual understanding are required for peace to spread
throughout the entire Cambodian population. In Sambath’s view, the respect
for human rights is also a fundamental step toward securing peace.
As for Sambath, the source of conflict comes when people look out only for
their own self-interest, and they have no forgiveness or justice toward others.
Raising examples of conflict, Sambath mentions domestic violence caused by
substance (alcohol) abuse. Sambath understands that conflict can be both
positive as well as negative and raises an example of the conflict between him
and his mother. His mother wants to raise him in the right way, and therefore
she blames him, which causes him to improve his behaviour. Therefore, in
this case conflict had a positive outcome. Sambath has the following view of
war: “war is not the good solution to solve the problem because it caused many
deaths, losing money, economics of the country fell down.” He felt that instead
of fighting, “we should solve the disagreement by peaceful means based on
law, and justice.”
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Sambath shows an open mind about foreigners and says that he has had
some happy experiences with foreigner teachers coming to Krang Ta Chan (in
Takeo). Like Sreyneath, for the governance model of the country, Sambath
preferred ‘many different groups of people with different backgrounds who
share equal power to make decisions’ as we could learn many different
languages and religions through exchanging with each other. Sambath also
feels that Cambodia should be welcoming to foreigners. Although Sambath
shows pride at the cultural heritage of his country, he did not go so far as to
say that Cambodia has a richer culture and stronger people than its
neighbouring countries.
When dealing with peaceful behaviour and the issue of dividing the orange,
Sambath would request his sister to share it with him.

In terms of the

hypothetical attacker on the school ground, he would ask for the reasons of
the boy’s antisocial behaviour. If asked to teach about peace in the school,
Sambath would “teach them about how to make peace by teach them to have
peace within themselves and having mutual understanding toward others.
Plus, I would raise the example about how to solve the conflict by peaceful
means.” Sambath’s approach is therefore grounded in non-violence.
Sambath has played an active role as a peacemaker in the community by
helping solve conflicts at school and resolving gangster disputes in the
community. Sambath also gave an example of being a peace educator; he
mentions that he joined with his peers to perform a show about the Khmer
Rouge in order to teach the younger generation. He feels satisfied when he
is able to solve the conflict by peaceful means, and he is also positively
rewarded by recognition from his community members.
In the hypothetical football quarrel example, Sambath was quick to point out
the reality of the gap between the rich and the poor: “I think that gap between
rich and poor cause discrimination toward poor people. This is because the
rich people have resources, while poor people lack of it.” Moreover, Sambath
believes that people with different ideas or beliefs could not study together in
the classroom since they would not be able to get along. Between justice and
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peace, Sambath opts for peace; “peace is more important because peace
makes people learn how to forgive each other.”
Sambath offers the following definition for peace education: “the teaching
people to walk in the right way, not commit any bad things, as well as have
mutual forgiveness toward each other. Plus, it could teach us about peace
through the reconciliation …” Sambath suggests that in order to be peaceful,
or to teacher others about peace, first he should have justice, be neutral, and
have mutual understanding among friends. He mentions the efforts of YFP
to teach about peace in his village; his participation in a peace education
program included a focus on leadership and how to live in peace. Sambath
says he would like to learn more about peace, to build peace in his family and
to reduce arguments. He prefers learning through the NGO because they
have many experiences to teach us more about peace. His priority peace
education topic is about the Khmer Rouge.
Sambath relates some peace education experience in the formal classroom;
the teacher showed him and his peers how to solve conflicts by peaceful
means.

From this Sambath was able to improve his negotiation and

reconciliation skills, and he hopes to use these to build peace in the future.
Through his involvement with YFP, moreover, he has been able to share what
he has learned with his friends. In terms of Sambath’s feeling about peace
education:
I think that peace education is important for peace in Cambodia
because it could make Cambodian people to have peace, walk in the
right way, have justice, as well as be in neutral, and it also makes
people to live in happiness and harmony.
When speaking about his experience with YFP, he has positive words to say
about the peace education program’s effect on him:
I could learn about peace, how to forgive, how to have mutual
understanding as well how to create close relations with friends. Before
involving in this kind of program, I did not understand and believe much
about Khmer Rouge issue. However, after joining, I could understand
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more about how to reconcile, preserve our memory of history, work as
cooperation in group as well as make the project to ask for fund for the
development of the community.
In terms of the value of peace education, Sambath feels that it every youth
had the opportunity to participate, Cambodia could become a more peaceful.
This would happen because peace education could make youth “understand
about value of peace, to create close friendship, to reconcile, and not to let
conflict existed.” Sambath feels that we should try to change the knowledge
of youth when teaching about peace education, and that the appropriate age
to start is 14 years old. He would focus on the individuals so that they could
in turn spread peace to others.
In order to build peace, Sambath would begin with peace in himself, then move
to the family, then the community, and finally the country. In terms of how to
accomplish this task, he would explain to his friends more about peace, and
teach them the value of forgiveness and patience. In the home, Sambath
realizes he should help out with the housework and try to listen to his parent’s
wishes. In the community, peace would come from his mutual understanding,
forgiveness, and patience with others. Sambath notes the challenges facing
youth today are: drug abuse, lack of knowledge, and unemployment.
Somehow, he feels that peace education could help youth to address these
issues by deepening their understanding and knowledge.
Peace education initiatives
The 3 organizations who participated in this research: The Alliance for Conflict
Transformation (ACT), Youth for Peace (YFP), and Khmer Community
Development (KCD), have made contributions to peace through their peace
education programs in the 3 sites we visited. While it is beyond the scope of
this research to evaluate the effectiveness of these programs, in each of the
three different sites, peace education efforts were having an impact. We take
each of these organizations in turn.
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ACT
The Alliance for Conflict Transformation (ACT) has had an impact as well on
the students and teachers of Kampong Chnnang high school where they
operated their program. We saw a clear difference between all the educators
who joined the ACT program and those who do not. The distinction was most
notable in respect of their knowledge of peace and familiarity with peace
education. In general, those who participated had much deeper knowledge of
peace and how to build it. This extended to the student participants as well.
KCD
In Prek Chrey, the effects of KCD’s work were readily seen. The majority of
the youth and adult interviewees we met spoke positively about the KCD
programs and their impact on youth in terms of peaceful behaviour. Some
youth respondents were able to recount the games they had learned from the
peace clubs.

Another youth talked about the positive outcomes from

participating in the KCD youth football club.

Several youth respondents

emphasized the need for further peace education to build their skills to deal
with conflict successfully, in particular among different ethnic groups.
KCD has been working in Prek Chrey for more than a decade. The KCD
approach has been to identify the need for peace, empower the youth, and
teach them way to solve the conflict by themselves.

KCD does not

automatically promote peace as a superior value which people are required to
accept. Instead, KCD brings together community members and explains to
them the consequences of a peaceful vs. conflictual approach, and then lets
them decide an appropriate course of action. Usually the community members
see the wisdom of a win-win approach which based on collaboration, dialogue,
and compromise.
KCD then provides them the tools and techniques they need to face these
conflicts and resolve them peacefully. The organization then offers ongoing
support to make sure that conflicts can be constructively resolved. The reason
KCD focusses its work on youth is that peacebuilding requires long term
change. KCD is using a peer learning approach which involves youth teaching
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other younger youth. Their signature program, the peace club, is very popular
among children.

The peace club “teachers” are 12-17 and the children

students are 5-15 years old. We heard an anecdote about a small 8 year old
child who reportedly said, “I do not want to go to school. I prefer to go to peace
club.” (Youth, KCD interview)
Some educators were less sanguine; they noted that although KCD had
started in 2006, there were still conflicts. In fact, according to these teachers,
some of these conflicts were reportedly started by KCD youth. For example,
the KCD approach of peace building through sports encourages competition
that can lead to conflict if not carefully controlled. To give an example, one
teacher in Prek Chrey relates an incident of conflict that arose from the football
match between the Khmer and Vietnamese. Another youth mentions the
conflict that resulted during a match from the other side scoring and goal and
admitted “we were not happy.”
YFP
As noted in the previous chapter, the challenges facing youth in Cambodian
society are numerous.

One of the critical barriers to their successful

participation in civic and community life is the cultural bias against them. They
are expected to defer to elders, not to challenge them, and in all respects to
follow orders and be obedient (Xiong et al., 2005). The YFP approach to this
problem is to create leadership roles for youth to give them skills, capacity,
and opportunities.

Educating these young people to remain grounded,

teaching youth to nurture bonds with their peers, and helping them recognize
the value of community are critical components of the work of YFP. This helps
youth to gain respect among village leaders, which is the foundation for them
to engage in development work and civic participation. Youth for Peace has
been working both from the bottom up (i.e. grassroots, relational work) as well
as from the top down (i.e. structural, policy work), in order to transform social
attitudes toward youth.

Their work is aimed at fostering trust among

Cambodians and their ASEAN neighbours.94

94

http://www.yfpcambodia.org/index.php?p=home.php&menuId=1&menuf=1. Accessed
January 1, 2019
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Anecdotal evidence from respondents suggests that YFP has been having a
positive influence in the communities where they work, in terms of imparting
values of peace.

For example, youth and elders are cooperating more

together as a direct benefit of the peace education program. The level of
peacefulness, as observed by several respondents, has increased in the
Takeo site communities. One village leader claimed that in the Takeo site only
those youth who have joined with YFP programs (estimated to be 20% of total
youth population) are actively making peace.

Community leaders cited

notable personal stories of transformation; from former gangsters into young
citizens actively engaged in peace education programs. Participants in these
peace education programs are now spreading messages to younger children,
teaching them about morality and how to help those less fortunate than them.
As noted above, this has had the dual benefit of: 1) gaining youth recognition
from local leaders, and 2) building youth’s leadership skills.
Chapter Six Conclusion
Chapter Six has taken a journey through the successes of peace education in
the Cambodian context, through the lens of the three sites which were visited
as part of the thesis. There is strong evidence to suggest that peace education
has made a contribution to in transforming conflicts at the personal, relational,
structural, and cultural levels. More success has been noted at the personal
and relational levels, however, which will be revisited in Chapter 8. Youth
emerge as the population holding promise for the future of the country, and
there is every indication that more resources should be invested in providing
quality peace education for them. This chapter presented in detail youth peace
messenger vignettes, as a testament to the promise and potential of peace
education. Moreover, I examined the efforts of the NGOs in 3 sites and
concluded that to varying extents they have been able to carry out impactful
peace education initiatives in the 3 sites we visited. Building on the hope or
peace education in Cambodia, Chapter 7 turns toward the appropriate model
of peace education for the local context.
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Chapter Seven: Model of peace education
Overview and Aims of Chapter Seven
Chapter 7 outlines the particular model of peace education that is relevant for
the Cambodian context. This model emerges, as if scaffolding on a building,
from the dialogues in Chapters 5 and 6. In the preceding two chapters, I
identified both the enabling and disabling contexts and mechanisms for peace
education. In Chapter 7, I outline the approach, content, and success factors
for peace education in Cambodia.

I conclude that local relevance is of

importance, and that the model must be elicitive not prescriptive. Above all,
the model must be transformative, addressing the personal, political, as well
as planetary aspects of peace. Moreover, I argue that in order for peace
education to be effective, it must challenge the prevailing assumption that
negative peace is the only peace. In addition, though the nonformal sphere
serves as a more suitable (to the formal sphere) space for creativity and
innovation, I posit that peace education should be carried out in both the formal
and the nonformal sphere. I discuss the relevant innovations, primary actors,
and ages for peace education. I advocate that peace education in Cambodia
must also take into account the needs and interests of youth. Above all, I
signal that peace education must be modelled, not ‘taught’ in the formal sense.
In this connection, I note that good and moral, peaceful leaders or role models
are critical for success. In terms of the content, in keeping with transpection I
advocate that peace education in Cambodia should include the main topics
of: history and the Khmer Rouge (retrospection), dialogue and communication
(introspection and extrospection), and futures visioning (prospection). I argue
that success factors for peace education include: strong leaders, active
community involvement, peaceful pedagogy, encouragement and motivation
for youth, and a long-term approach to building local capacities for peace.
Finally, the chapter closes with a note on reflexivity, looking at the experience
of the 9 co-researchers who participated in this peace education research.
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Peace education model
After six chapters it is necessary to develop a model for peace education in
Cambodia. A student from Takeo aptly articulates the vision:
We need participation, leaders, and experienced people to lead the
process. We need to help people to understand about peace and love.
Including political stability. . .. We need good leaders, participation, and
experience with development. Also focus from outside agencies. We
need good leadership. (T41, #21)
Transformative
Another national level education administrator proposed a more radical view
on the principal aim of peace education: social reconstructionism. Social
reconstructionism, he noted, is a philosophy that places social questions and
social change at the centre of education efforts. This respondent proposed
that the role of education – inclusive of peace education – should be a
transformative one. It should guide us to deeply investigate the root causes
of conflict, to look at institutions and structures which are unjust, and to
develop ways to change them for the better. In short, while peace education
has a role to produce good citizens, it also has a political aspect, in addressing
things like corruption. Educators in this school of thought tend to focus on the
importance of social reform.

I would further argue that, given the concerns

for the environment raised in the data set by several youth respondents (in all
3 sites), that peace education should focus on the planetary aspect as well.
In order to build a peace education that is socially reconstructive, however, the
MoEYS must have a vision for promoting peace education as a central pillar
of its education strategy. Given the prevailing narrative disseminated by the
elites of the negative peace (Simangan, 2018), the challenge is how to
constructively engage the government to realize that it needs to take further
steps. The viewpoint expressed above is a minority viewpoint, and only one
respondent in the entire data set articulated such a viewpoint. It is wise to also
reflect that this viewpoint could be the result of political dissatisfaction with the
current government agenda. Indeed, it is unlikely, that the MoEYS would
permit a social reconstructionist agenda, as it is inherently political in nature
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and could tend to destabilize the status quo. Instead, the MoEYS would likely
prefer a pillar which helps students to become more tolerant and
understanding (i.e. personal but not political peace education). Values of
solidarity, in particular when then imply cultural and political assimilation, are
likely to be more acceptable to the MoEYS.
Conclusion: Based on the findings from the data, the model of peace education
for Cambodia should focus on personal, structural, as well as cultural
transformation. To that end, the following foundational elements of peace
education in Cambodia emerge from the data: 1) the need for local relevance,
2) elicitive rather than prescriptive approaches, and 3) need for clarity.
Local Relevance
One key informant in the data set noted that peace education should be
contextualized, and based on the conflicts in the local context - i.e. gang
warfare, adult-youth divide, etc. As mentioned in Chapter 3, what this means
is that peace education should be tailored to the local populations, indigenous
knowledge, and types of conflict. In the 3 sites, for example, we found high
levels of domestic violence, some school-based violence, and a predominance
of interethnic prejudice. Any peace education endeavour should be flexible
enough to adapt to the needs of each local context.

In Prek Chrey, for

example, there should be a greater focus on interethnic peacebuilding. In
Takeo, the focus should be on reconciliation and forgiveness. Whereas in
Kampong Chnnang, peace education should deal with the political violence
present in a semi-urban environment.
The power of Buddhism as a peaceful (peacebuilding) philosophy was also a
prevalent theme among a significant portion of the adult respondents. Karuna
(compassion), metta (unconditional love), upekha (equanimity), and mudita
(empathetic joy) were cited by some educators in Prek Chrey and Takeo as
ways for individuals to become more peaceful. Also, the Buddhist precepts of
do not steal, do not kill, were invoked by some village leaders and educators.
One parent in Prek Chrey linked peace education to the architecture of the
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Bayon temple95, stating that the four Bayon temple faces each opened a
gateway to peace in the hearts of the Cambodian people. Another educator
in Kampong Chnnang expressed his belief that in the absence of rule of law,
Buddhism filled a moral vacuum that helped people know how to behave in a
good way. Yet another respondent mentioned that Buddhist required a stable
state in order to flourish; otherwise the philosophy would perish.
Conclusion: Peace education in Cambodia should be attuned to the needs of
local communities, and relevant to the religious, linguistic, and cultural
traditions of the country.
Elicitive not prescriptive
What emerges from the data set and is confirmed by several youth
respondents is that peace education in Cambodia must adopt an elicitive
approach. In this regard, one of the research team members suggested an
interesting technique for explaining youth about peace. She would do so by
first explaining what is conflict, and then by indirection arrive at peace through
a series of dialogues and discussions. Similarly, another youth respondent in
Takeo said he would first explain the consequences of conflict. He would
thereafter stress the value of peace, and by extension the importance of using
nonviolent techniques. Another youth in Prek Chrey said that she would
present the advantages and disadvantages of peace vs. conflict, and let her
peers choose for themselves. Further in that line of thinking, another youth in
Prek Chrey felt that peace education should have as its goal to explain to
people the value of peace and consequences of conflict.

The important

commonality in all these approaches is that they are elicitive and not
prescriptive; peace is not being ‘imposed’ from without. More importantly, the
‘teaching’ of peace approach being presented is based on dialogue,
discussion, and is more consensual than top down in nature.
Conclusion: Peace education in Cambodia should not be imposed externally,
instead developed and shared through bottom-up dialogue and discussion.

95

The Bayon temple is one of the most well-known temples in the Angkor Wat Archeological
Complex.
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Need for clarity
As noted in Chapters 5 and 6, while many respondents we spoke to were able
to offer a definition of peace, only those who had participated in peace
education programs could offer a clear definition of peace education. This is
partly because peace is a subjective definition and can be different from
person to person.

We witnessed this with certain Ministry of Education

officials, who as mentioned elsewhere, tended to define peace in negative
terms. Younger generations tended to define it in positive terms. One parent
in Kampong Chnnang talked about the vagueness surrounding ‘peace
education’ which she noted could be seen as an advantage or a disadvantage.
One of the research team members echoed the feeling of other respondents
in the data set that we need to better understand what peace is before we can
move towards it, or even teach about it.

This was echoed by one key

informant who advocated that we reach consensus on our definitions and try
to be simpler in the descriptions of what we do. This could include a return to
basics - and defining what we mean by peace.

Another key informant

explained how the terms peacemaker, peacebuilder, peacekeeper - are all
derived from Western academia – and therefore external to the Cambodian
experience. We therefore should critically analyse whether they are relevant
for the Cambodian context or not. This was an excellent observation and
contributes a partial explanation to the conceptual confusion (outlined in
Chapter 5) surrounding the word “peace education.”
The data revealed some fluidity in the usage of these different terms, so it may
be helpful to re-define them in terms of what the data have revealed96:
Peace – living in harmony with other things and people and pursuing selfactualization without harm or hindrance to other beings.
Peace building – strengthening the level of peace within ourselves and with
others and other groups

96

Each of the respondents was asked to define these terms; the definitions are therefore an
aggregate of the most common features across all these definitions.
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Peace education – activities that promote the values of peace or positively
communicates its message
Conclusion: Peace education efforts in Cambodia should be explicit about their
definitions of peace (i.e. negative or peace) and education, acknowledging the
limits of any particular definition.
Teaching peace: Approach
Concerning the approach for teaching peace education, there are several
important factors that emerged: 1) formal v. nonformal, 2) innovation, 3)
primary actors and places, 4) suitable ages, and 5) modelling peace.
Formal v. nonformal
The question of whether peace education should be integrated into the formal
curriculum, or taught through nonformal means, is one of considerable
importance.

One key informant summarized the main possibilities; peace

education can be: 1) the formal variety through the education system with clear
strategies, policies and goals or 2) the traditional kind like families educating
their offspring, or peers and friends spreading messages about peace. The
common sentiment among most teachers (in all 3 sites) is that peace
education is currently being taught informally by them as an add-on to other
subjects. Several educators (Prek Chrey, Takeo) and one key informant, feel,
however, that peace education could and should be integrated into the
curriculum, rather than taught as a separate subject.

An equal number of

educators in these sites suggested it should be taught as a separate subject,
and even integrated as early as primary level. If it were to be added formally
to the curriculum, some teachers noted, they would require curricular
resources and training. As noted in Chapter 3, this could pose challenges to
an already over-burdened education system.
At the national level, according to one MoEYS respondent, peace and
education have already been mainstreamed into the non-formal (NFE)
curriculum. This same official also stated that non formal peace education is
more effective, because there is more time outside the classroom than in
school to teach about peace. But the challenge according to this official is that
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community people have no time to learn about peace because they need to
feed their children.

This connects back to the ‘rice v. peace’ dichotomy

discussed in Chapter 5. According to an MoEYS official from the teacher
training department, he would like to expand the ongoing formal peace
education efforts carried out by ACT since 1993. His counterpart explained
the 3 components to peace education in the teacher training department: 1)
integration into the curriculum, 2) cooperation with ACT, and 3) encouraging
teachers to be good role models. The 3 levels of peace education cited by this
official were: 1) school, 2) family, and 3) society.
Most of the NGO workers interviewed (i.e. YFP, ACT, KCT) felt that their work
was filling a vital gap in the formal system. Some of them referred to the wellnoted problems of curricular challenge, teacher, capacity, when speaking of
formal peace education. The work of NGOs was seen by these respondents
as being more autonomous, flexible, and better able to convey messages of
peace to community youth. While they did not deny the importance of formal
peace education, these respondents also pointed to the incongruity between
direct violence in the classrooms and messages of peace.
The following framework for peace education in Cambodia was offered by one
key informant. Despite the shortcomings of the system, given the possibility
for scale and impact, he felt that peace education should start within the formal
education stem. He advocated for starting at the kindergarten level up through
university, mindful of the need to adapt both pedagogy and content along the
way. For instance, kindergarten youth might not understand win-win scenarios
or civil war, but university students would. A gradual approach should be
taken, being careful not to overload content for the students. The approach,
he noted, should also take into account certain ages which serve as flash
points for conflict with youth – for example grades 7-12.

In sum, according

to several key informants, peace education in Cambodia should have both
formal and non-formal elements to it. Moreover, based on my own personal
experience, nonformal initiatives by NGOs could serve as innovation labs
where new ideas for peace education could be tested and refined before being
integrated by the MoEYS into the formal system.
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Conclusion: Peace education in Cambodia should be a hybrid of formal and
non-formal initiatives, capitalizing on the advantages of each approach.
Innovation
As far as vehicles for teaching peace, media and sports were cited by some
youth respondents (in all 3 sites) as innovative vehicles. Many educators,
parents, and village leaders across the 3 data sites noted that youth in
Cambodia are deeply involved with the use of social media. If we want to
reach them with key peace messages, these respondents reasoned, we must
use social media. In Cambodia, a recent Asia Foundation survey found that
the internet (in particular Facebook) has surpassed TV for the first time as the
main source of news for Cambodians.97 Many of the youth respondents
themselves cited media as a potential vehicle for peace education. The Loy 9
television programme98 has reached out to youth to impart democratic values,
freedom of expression, and knowledge of civic education. Unfortunately,
according to MoEYS officials themselves, there has been a lack of capacity
and resources for the MoEYS to assist in generating appropriate programming
for youth. This official reminded us of the cultural barriers to overcome; with
a focus on individualism and democratic values such civic education
programmes could be seen as an imposition of foreign ideas by conservative
elements. Some youth respondents (in all 3 sites) remain convinced, however,
that media – through popular films, etc. – could play a more positive role in
educating youth about peace and conflict.
Another example of a creative vehicle for teaching peace raised by some youth
respondents in Prek Chrey and Takeo is peace through sports. In countries
across the world, sports have been used to build peace, strengthen intergroup
harmony, and teach the value of collaboration (Calloway, 2004). In line with
this thinking, one youth in Takeo felt that competition through sports could be
channelled into peaceful outcomes. Despite the fact that sports encouraged
a win-lose situation, he noted, the participants could play in the spirit of
friendship and build peace between them.

97
98

If not carefully moderated,

https://asiafoundation.org/2017/01/11/cambodians-better-informed-internet-facebook-era/
Under the guidance, programming, and direction of the BBC
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however, sports competitions could turn to violent conflict (i.e. in Prek Chrey,
Takeo).
Conclusion: Peace education in Cambodia should draw on innovative and
student-centred approaches such as the use of sports and social media, in
order to respond to contemporary trends and youth interest.
Primary actors & places
The question of who should teach about peace prompted an interesting array
of answers. According to some youth from Kampong Chnnang, there are a
variety of people who do or can teach about peace - monks, Christian priests,
parents, and teachers.

Each would have a slightly different message.

Moreover, there were divergent viewpoints among some educators, parents,
and leaders in all 3 sites concerning the most qualified individuals to teach
peace. Some advocated for parents, others for teachers, and others for
Buddhist monks. Still other respondents (such as one student in Takeo) cited
NGO staff members as the most capable of teaching about peace, for a variety
of reasons, including: their expertise, their level of resources, their exposure
and knowledge from outside areas, their ability to train teachers, their respect
among community members in the locale, and their convening power.
Not surprisingly, most educators in all 3 sites felt that parents and teachers
were the most qualified to teach about peace education. Some educators (n
all 3 sites) felt parents were well placed to do so because their children spent
a lot of time at home and thus parents could positively influence them. In terms
of the role of parents, one parent from Takeo felt strongly that they have the
biggest responsibility to teach their kids about peace. He explained that
parents should teach their children to avoid disagreements, to love each other,
to pursue happiness, and to avoid conflict. Teachers, on the other hand, were
viewed by most parents and educators (in Kampong Chnnang) to be suitable
candidates because they had skills & training, opportunities, and resources99.
One youth from Prek Chrey felt that a broad range of actors could teach about
peace education, and that we should focus on physical, emotional, and moral
99

This is perhaps not surprising as Kampong Chnnang is the site for the formal peace
education programme.
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aspects, using a variety of techniques - books, radio, etc. She suggested that
we could find a small group of 10-20 people whom we teach, and they in turn
could spread it to others. This is akin to the cascade theory of training or
capacity development.

One civil society respondent from Takeo stated,

“teachers are ideal for youth to listen to because all children are afraid of their
teachers” (T60 #98). This comment reveals the structural and direct violence
which inhibits peace education in the classroom (Cf. Chapter 5).
Among those suited to teach about peace education, some respondents
(adults from al 3 sits) expressed a belief that youth could also play a role. I
have shown that the peace messengers described in Chapter 6 are an
example of this. Moreover, the youth researchers themselves, through the act
of interviewing young high school students, have communicated the value of
peace to these rural youth. This is part of the reflexive, participatory nature of
the research referred to in the Methodology (Chapter 4) and described in
greater detail later in this chapter.
When asked where peace education should be taught, a variety of answers
emerged as appropriate locales. One research team member placed a strong
value on school as the suitable for peace education. One parent from Prek
Chrey said that children could learn about peace anywhere. Another student
from Takeo said that it should take place in the countryside, or at least outside
the school, in order to reach out of school youth. He explained this is because
"nothing happens inside the classroom." (T36 #1). Another idea from a female
student in Prek Chrey is that peace should be taught at home, because when
we have peace domestically, people will trust us more.
Conclusion: While parents and teachers have an important role to play, in
Cambodia youth themselves are the most qualified peace educators, who can
spread peace anywhere.
Suitable ages
To what age individual we should teach peace – youth or adults? There were
a variety of responses to this question. One male parent from Takeo said that
it would not be useful to teach peace education to adults, because their minds

178

are ‘closed.’ The theme which resonated from most responses in all 3 sites
was that we should teach youth about peace. These respondents emphasized
that youth are the future of the nation, and therefore need to improve their
peace K.A.S.H.

One male teacher from Prek Chrey described how the

younger generation are the most powerful and can spread easily their ideas
and influence on other groups. Several students from Takeo observed that
because most conflicts originate with youths, we should focus on that age
group (i.e. less than 15 years old).
In terms of exactly what age of youth, some education administrators felt that
peace should be taught from primary school through university. An observation
by one key informant was that peace education content should vary depending
on the level – of student (i.e. early childhood, primary, high school, university)
that we are aiming to reach. According to one key informant, there is a high
demand for peace education at all these levels. In particular the teachers
needed skills on mediation and how to make the classroom environment more
harmonious and inclusive.
Another viewpoint forwarded by one male educator in Prek Chrey is that it’s
necessary to begin peace education at age 6 or 7, before the ‘corruption of the
mind’ has already taken place. At least one educator went further, saying he
believed that children as young as 3-4 years old were capable of learning
about peace education. Some educators in Prek Chrey noted that children of
this age were just like "white paper" and thus impressionable in terms of what
they could learn. This was expressed by the Khmer proverb comparing young
children to bamboo shoots. As noted in the section on neocolonialism (Ch. 2),
however, this viewpoint could tend to reinforce the dynamic of coloniserscolonised between authority figures and children.
Conclusion: Peace education in Cambodia should be taught from the earliest
ages, starting at early childhood, and continuing through university level.
Modelling peace
How should peace education be taught in the Cambodian context? There is
an implicit assumption in the term ‘education’ that peace is something to be
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taught or otherwise communicated in the form of learning. This belief is
reaffirmed by one civil society member from Takeo: "It is the teaching that
makes people to consolidate to have peace." (T42, #1) But the emerging
theme from many conversations and discussions is that peace cannot be
'taught' per se. Instead it needs to be modelled - either through role models in
the community or at the national level, or through the practices and principles
of Buddhist monks. As the famous Cambodian saying goes, one teacher from
Kampong Chnnang explained that “children reflect their parents; students
reflect their teachers.” (KC#39)
Many youth respondents from all 3 sites further elaborated that peace cannot
be taught in the purest sense of the word. We shouldn't 'teach' about peace,
these respondents advised, but what we should do is express our views and
share what we feel about it. One key informant elaborated as follows: "Mostly
people know how to find peace for themselves."

(PP08 #1).

This was

corroborated by another youth from Prek Chrey who believed that simply
knowing about peace was not enough, we needed to practice it as well. This
is consonant with the belief that individual, personal change must happen
across the K.A.S.H. spectrum, as noted in Chapter 3.100 In this connection,
another key informant stated that "peace practice" is more important than
"peace theory." The reason he cited was some people know a lot of peace
theory, but their actions and behaviours are not consistent with what they know
about peace.
Several key informants suggested that teachers should serve as role models
both inside and outside the classroom. In this connection, one education
department informant explained the sub-decree and professional guide for
teacher ethics and professionalism. The purpose of these policies is to help
guide teachers how to behave in school. This same official complained that
these guidelines were not really followed by the teachers and that they needed
more support to teach peace.
Speaking of parents, the concept of modelling is even more appropriate. One
key informant described the process of how we subconsciously communicate
100

K.A.S.H. – knowledge, attitudes, skills, habits.
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our own beliefs, values, and prejudices to our children -- even though we don’t
explicitly teach them. Parents’ attitudes, behaviour patterns, values, and even
weaknesses, are all mimicked by children in subtle and complex ways that are
often hard to identify or recognize (Furnham and Cheng, 2000). This is
certainly true in the Cambodian context, and in the 3 sites we visited.
This idea of modelling resonates with the idea, as one research team member
noted, that peace must at first be an intrapersonal activity. Each individual can
only be a role model and spread peace from within if (s)he already has inner
peace. This becomes problematic when inner peace is not present, or when
the exemplars (i.e. religious leaders, teachers, political leaders) have lost the
right to lead by their un-peaceful behaviour.

Some youth and educators in

Kampong Chnnang lamented the fact that this has happened. Elders in the
community, religious figures, even some parents, had lost their legitimacy to
instruct youth about peace.
Several of the youth in Takeo we spoke to talked about their desire to learn
more about peace in order to spread this knowledge to the next generation
and develop the country. One of these youth noted that that if others could
learn about peace, they too could communicate it to their peers. This was a
common refrain among many youth respondents in all 3 sites who have a
social conscience. What emerged from these youth is that the older ones see
themselves as mentors or coaches for younger youth (i.e. primary through high
school students). So, while peer education usually refers to youth within the
same cohort, peace education could be effective in the context of these big
brother, big sister relationships.
Conclusion: Peace education in Cambodia cannot be taught, but needs to be
modelled, which requires the involvement of parents, teachers, but most
importantly (see above) youth themselves.
Teaching peace: Content
In keep with transpection, the content of the peace education model should
focus on: 1) history (retrospection), 2) dialogue & communication
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(introspection and extrospection), and 3) futures visioning (prospection). Each
of these is taken in turn below.
History & the Khmer Rouge
A dominant theme which emerged from all respondents across all 3 sites is
that retrospection –looking back at the period of the Khmer Rouge (KR) - must
be a central part of any peace education effort. One key informant believed
that returning to the KR was necessary - not to dwell on the past but to move
forward and learn from the conflict. She believes that we should not use the
term 'genocide' because it traps Cambodians in a negative box and
perpetuated a derogatory stereotype. In addition to studying the Khmer Rouge
in order to prevent it from happening again, she argued, we should focus on
the root causes of why it happened. In this respect, she proposed we take
university students and encourage them to critically question history, to
challenge their own identities and find meaning for themselves. Some of the
questions they should ask are: ‘How could Cambodia in 1997 transform itself
into what it is today?’ ‘Can we look at history and really understand it in its
totality? Can we try to look at the positive side of what Pol Pot was trying to
achieve? Can we understand the geopolitical factors that contributed to the
civil war in Cambodia?’ This line of inquiry is very much in keeping with critical
realism, and the need to understand how the past and present are discursively
mediated and socially constructed.
At least one MoEYS official argued that the Extraordinary Chambers in the
Courts of Cambodia (ECCC)101 is valuable because it challenges the culture
of impunity. Also, another MoEYS respondent cited the 'fluctuating nature' of
historical accounts in ASEAN and argued that we should be true to ourselves
and talk about the real nature of Khmer Rouge so we could learn from it.
Another MoEYS official related how the Ministry had provided cooperation to
DCCAM in its genocide education efforts, because the government believed it
was an important topic for students to learn.

101

The ECCC is the UN-established tribunal responsible for bringing senior leaders of the
Khmer Rouge to justice.

182

As for the majority of parents across all 3 sites, there was a strong belief that
Khmer Rouge history should be taught in order to avoid a recurrence. One
village leader from Takeo noted that if people don't love each other, we may
have a 2nd cycle of violence. Or as another parent in Takeo noted, if peace
is not respected, we could have another Khmer Rouge. Citing reasons for
including Khmer Rouge in the peace education curriculum, another parent
from Kampong Chnnang explained:
I would focus on Khmer Rouge because it is our history that should let
all next generation to know and understand. We should raise it for them.
However, when teaching about Khmer Rouge, teachers must advise
kids to avoid and not repeat the same thing to happen again in our
society. (KC25, #100).
Another student from Takeo confirmed this viewpoint: “What is more, those
events can teach people to transform violence to become peace and learn
how to take care one another." (T53 #10). Many youth, especially those in
Takeo, agreed that this topic is in fact the most important one to include in
peace education. This is perhaps because Takeo as one of the killing sites
still bears the historical footprint of the Khmer Rouge.
Yet not all respondents agreed that the Khmer Rouge should be taught to
youth. One teacher from Prek Chrey believed that the ECCC was a waste of
time – and that we should focus instead on inter-ethnic relations. And another
parent from Prek Chrey cited the fear of emotional damage to his children
when teaching about the Khmer Rouge. These viewpoints must be tempered
as they come from Prek Chrey, where the precarious situation of tension
between Vietnamese and Khmers makes critical investigation of the KR period
an unappealing one.
For reasons noted earlier in the thesis, including the lack of inclusion in the
formal education curriculum, not all youth actually believe in the history of the
Khmer Rouge. This is confirmed by several parents, village leaders, and civil
society members in Takeo. As a result, in Prek Chrey, some teachers resorted
to using architectural artefacts like dikes to prove the existence of the Khmer
Rouge. As an integrative approach, one key informant proposed that we
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should teach youth how to deal with the Khmer Rouge as well as interpersonal
conflict resolution. Here reconciliation was viewed by one student from Takeo
as an important component to release anger from the past to help victims find
justice, and to tell their stories.
Conclusion: Peace education in Cambodia should include a sensitive
revisitation of the history of the Khmer Rouge, with a view towards promoting
mutual understanding, reconciliation, and a way forward for peace.
Dialogue & Communication
Concerning introspection and extrospection, Chapter 5 highlights the
interethnic conflicts arising in all 3 sites due to miscommunication and violent
communication. In this regard, one research team member advocated that all
youth (from primary, secondary, high school, and university levels) be
schooled in non-violent communication as a key component of peace
education. According to her, peace education should not focus on topics such
as the Khmer Rouge or interethnic reconciliation. These are only case studies
which should be used while teaching interpersonal conflict resolution skills. As
per this respondent, the lesson to be taken away from the Khmer Rouge is
one of distrust and suspicion which allowed fear to flourish.

One of the

research NGO partners – ACT – noted that they are working on interethnic
dialogue to address these issues within the context of peace education.
This was seconded by another key informant who believed that interpersonal
conflict resolution skills could solve the problems of discrimination and
prejudice. Another key informant said that with respect to peace education, it
is important to emphasize relationships through trust building. Yet another key
informant suggested that this could be expanded to include joint activities like
community development projects. These collaborative activities could then
become the vehicle for strengthening ties among groups and building peace.
Confidence and mutual respect could then lay the foundation for talking about
more serious topics like the Khmer Rouge, for example.
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Conclusion: Peace education in Cambodia should include perspective taking,
conflict resolution, and non-violent communication as core competencies for
youth and children.
Futures visioning
Concerning prospection, one research team member forwarded the idea of
peace visioning as a way to enhance or spread the idea of peace. In her
responses to the question of what is peace, she spoke of an ideal future with
environmental greenness, no discrimination or war, and everyone fulfilling
their own aspirations with a suitable livelihood.

Another key informant

corroborated this approach, saying: "peace education is the education about
empowering participants especially young children who build their vision for
the future" (PP04 #1).

Traditional methods of community development, this

informant added, focused excessively on infrastructure (i.e. roads, bridges,
etc.) at the expense of human resources. As such, she opined, gaps in social
development and future needs were widening. When working with youth, she
noted, local leaders often didn’t have a clear vision for the future of the country.
According to another key informant, this is the biggest challenge for Cambodia
(PP04 #94). Another key informant ranked 5 on a scale of 1-10 concerning
the level of conflict (1 being peace and 10 being total chaos). The reasons
given by her were: to political discrimination, oppression, human rights
violations, and other injustices. Another respondent corroborated this, saying
Cambodia is at a level of 6 due to systemic poverty, corruption, and injustice.
These respondents articulated a fatigue factor from trying to change the older
generation but felt if we could invest in the younger generation, this might yield
positive results. They believed if we could teach youth to have a good vision
about the future, there might be a chance for Cambodia to be peaceful.
Conclusion: Peace education should incorporate a clear element of
imagination and visioning the future for youth to build a roadmap toward a
positive peace.
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Success Factors for peace education
There were a number of success factors identified for peace education in the
Cambodian context: 1) peaceful leadership, 2) community involvement, 3)
peaceful pedagogy and 4) capacity development.
Peaceful leadership
As a counterpoint to the “peace begins with me” approach of peace education
espoused by many respondents, some youth at the national and local levels
felt that peace education should follow a ‘trickle-down’ approach. In this
connection, a strong refrain from some youth, educators, parents, and civil
society representatives in all 3 sites was that peace education should start at
the top with the leaders, and then flow to the bottom. What they meant by this
is that the rulers and leaders of the country should set an example for how to
behave peacefully, for the citizens to follow. The question framed by one civil
society member from Kampong Chnnang is as follows:
How can we expect the youth to be peaceful if their elders, teachers,
police, and leaders of the country are not? Our leaders are exemplars
and should therefore not only avoid violence, but be pillars of morality
(KC26, #?).
Another common theme echoed across by some respondents (from all groups)
in all 3 sites is that if leaders are good and moral, they can reconcile the people
and bring peace.

One village leader from Takeo placed this ‘trickle down’

metaphor within the family context by saying the head of the family (usually
the father) should teach his family about peace by setting a positive example
for other members to follow. This would be a type of ‘family’ peace education.
One theory put forward by a research team member (RTM) was that peace
education depends on the social contract with just and kind and wise leaders
guiding a wiling and responsive citizenry.

According to this RTM, this

leadership should be backstopped by a foundation of good governance in
order to promote an enabling (rather than a disabling) environment for peace.
In this conceptual framework, the process of peace education and peace
building should begin at the state level. There the responsibility for ensuring
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peace lies, and so peace should originate from the national level and then
cascade down to the individual level. Another key informant echoed this,
stating that working with key leaders would be effective in spreading peace,
similar to the key people in the reflecting on peace practices approach. This
is similar to the different levels of engagement described by Lederach - “more
people” vs. “important people” (Lederach, 1997)
Conclusion: Peace education at the local levels will be most successful if
authority figures and leaders of Cambodia are exemplars of peaceful
behaviour for the youth of the nation.
Community involvement
Community involvement in peace education emerged from discussions at the
local and national level as a key component for success. One key informant
elaborated that if MoEYS tried to incorporate peace education without
adequate support from the community those efforts would fail.

This

respondent detailed 3 levels needed to interact for peace education to be
successful: 1) individual, 2) family/community, and 3) institutional.

At the

individual level, there needed to be sufficient willingness and commitment to
engage. At the family / community level, parents’ cooperation with the school
on morality and discipline issues is required. The institutional level referred to
structures for support, reinforcement, and upgrading of local capacities for
peace. Another key informant observed that if you do not have continuous,
ongoing community support for peace at each of these 3 levels, then citizens
(i.e. local villagers) would naturally revert to the status quo of violent behaviour.
Conclusion: Community involvement (i.e. parents, teachers) is necessary for
peace to be taught and shared at the individual, family, and institutional level
in Cambodia.
Consonant pedagogy
Concerning the praxis of peace education and what level it should be aimed
at, one key informant in Phnom Penh believed that peace education should try
to change individuals first, as they can in turn bring about change within
institutions. The primary concern here is that peace education should be
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delivered by a peaceful pedagogy and a peaceful individual. One educator in
Prek Chrey felt with respect to pedagogy, both student-centred and teachercentred approaches should be employed. Another key informant in Phnom
Penh advocates the use of student-centred methods and exposure visits to
different communities. As mentioned by many respondents (in Chapter 5), this
is difficult because teachers often use top-down, rote learning approaches that
tend toward the use of verbal and physical violence as disciplinary measures.
What is meant by this is that the topics of peace education, i.e. perspective
taking, tolerance, sympathy, mutual understanding, must be matched by
teaching methods and approaches.

The ways of speaking, relating to

students, and managing discipline in the classroom must be peaceful, and
create a sense of harmony, equality and tolerance in the classroom. This
would require sustained capacity development of teachers, which is the
subject of the next subsection.
Conclusion: In order to be successful, however, peace education in Cambodia
must adopt an approach where the content aligns with teaching styles.
Capacity Development
Some youth respondents from the discussion in Takeo noted that 'one-off'
trainings or workshops are inadequate for them to get a clear grasp of peace
education.

These youth felt that sustained and long term capacity

development interventions in peace education were required for them to be
effective messengers for peace education. One key informant noted that
capacity development is a long term process, and we need to think in terms of
decades, not months and years. At least one MoEYS official believes in the
central importance of peace education for the development of the nation. If
we have peace, he said, development will follow. For this to happen, we need
to take a generational viewpoint of 10-20 years in the future, not only 1-2 years.
As such, another success factor for peace education is to take a long term
capacity development approach.
Conclusion: Peace education in Cambodia should adopt a generational
capacity which allows for maximum potential for conflict transformation.
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Reflexivity in Peace Research
As noted in the methodology section, the research was highly reflexive. It
encouraged peaceful attitudes, behaviour, and promoted knowledge about
peace. The reflexive praxis for this research has occurred on a number of
levels: 1) with the principal researcher, 2) among the 9 co-researchers, and 3)
among the respondents. The following section explains in more detail.
Principal researcher
As mentioned in the original reflection section, I have used my thesis as a way
to reflect and learn how to raise my son.
The 9 co-researchers
As each of the 9 co-researchers (university students) served a dual role as
researcher-subject, a meta level of learning was achieved. In specific, while
researching about peace in the Cambodian context, the student researchers
changed their knowledge, attitudes, skills, and habits concerning peace. The
following excerpts are taken from the research team members102:
More importantly, the involvement in such a project of course improves
my behaviour toward peace a lot. In the past, I am a bit violent person
and like to shout or solve the problem un-peaceful way. However, after
joining and become one of the interviewer and deliver the peace
thought to the respondent, I change a lot. I change my mind to think any
problem that done by other people to me in the positive way and solve
it peacefully. (RTM #1)
However, after joining the research, I understand the value of peace
and peace education in both providing peace and security and
development in one country as well. I think I have been influenced a lot
from this peace research project since I want to write my year four
thesis related to peace also which focused in Southeast Asia. (RTM #2)

102

Each RTM was required to submit a reflection paper at the close of their involvement in
the research process.
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Participating in the peace education research has made me a more
peaceful person, especially peaceful mind, and that does not only
happen to me but also my friends and my family indirectly. I realize that
I understand things a lot more than before. At home I used to complain
about this or that; now I don’t because I learn from the leader that
complain is to draw attention from my parents. Thinking about this
makes me laugh at myself and feel shy, and I don’t want to do it
anymore. (RTM #3)
To some extent, participation in the peace education research has
made me a more peaceful person because of the experiences I learnt
from my respondents. We do not get any benefit from most conflicts.
Instead, we face many consequences, so we should try our best to
control our anger, and we should try to forgive to exchange for harmony;
moreover, we should have our way to reduce our anger such as staying
a quiet place, listening to music, watching TV, reading books, and
playing sports. I do not get angry easily. (RTM #4)
What is more, I think that this peace education project could help and
lead me to become a more peaceful person because I could learn more
about peace from both training and the experience drawing from my
respondents. Plus, based on the real practice in working with different
types of people, I could also learn how to make myself in being calm
and being more peaceful since some people are easy-going while some
are hard to reach. (RTM #5)
Participating in peace education research really pushed me more to be
a peaceful person. Before, I was so bad-tempered, I easily got angry
with anyone who did not satisfy me. However, now before I say or do
something, I always recall myself that I am a member of peace
education research. If I cannot have peace, I also cannot promote
peace to others (RTM #6)
Throughout the process, I believe that I have become a peaceful person
than in the past. Whenever I see any conflict, I simply recall my memory
of the research project. For instance, two of my friends argue with one
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another; I tried to resolve their conflict and tried to convince them to be
friends once again. Unlike this, in the past, I would just ignore their
conflict and tried to be neutral. In addition, I become more critical when
I face my own conflict. I often think of the root cause of the conflict and
try to solve it. I would not ignore or skip the conflict. (RTM #7)
Moreover, the participation in the peace education research have partly
made me a peaceful person since I could learn some useful way of
adapting to various uncomfortable time and challenges during interview
in provinces, so I could try to understand how people especially in rural
area struggle for their living and all means for survival. It is good to see
the real tough situation of the poor, then I could reflect it to myself that
I need to encourage myself to try harder with what I have in all means
and learnt to be stronger. As a result, I found that I have become more
peaceful inner self to confront with difficult situations and learnt to
consider more deeply and tried to understand others’ difficulties and not
easily become moody in solving the problems. (RTM #8)
In some cases, moreover, the research team members learned from
respondents. For example, one research team member learned an icebreaker
game from a youth in Prek Chrey. In another case, a research team member
described having learned something about peace from a youth in Kampong
Chnnang. This was an unexpected experience to the research team member,
who was expecting to be in the role of information gatherer and objective
researcher.

These incidents demonstrated that in reflexive research,

knowledge and power sharing can be bi-directional. This is relevant for the
participatory nature of this action research project.
The respondents
Several respondents became more aware of peace concepts by listening to
and reflecting on the questions in the interview process. One youth from
Kampong Chnnang talked about the positive benefits of the interview. She
cited self-learning, amicability and friendship with research team members,
and time well spent during the interview process. As per our observations,
moreover, participation in the research process was an awareness raising
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event which helped youth understand more about the value of peace. In this
connection, one youth from Takeo was enthusiastic about the choices offered
for learning about peace education in this question:
Q: What would you like to learn if you participated in a program?
a) How to solve conflicts
b) The value of peace
c) The good/bad points about conflict
d) The history of peace/conflict in Cambodia
That is to say, this young woman learned something about peace and conflict
just from hearing the phrasing of the question, even before she offered her
response. Another youth in Takeo assimilated and began using the language
of the research questions (troublemakers vs. peacemakers) to propose her
own program for teaching about peace education. Another youth from Prek
Chrey stated that participating in the interview made her better able to solve
conflict. When she faced a personal conflict recently, she was able to reflect
on some options to solve it non-violently just from having listened to the
interview questions and internalizing them. Another youth from Prek Chrey
claimed that participation in the interview has made her a more peaceful
person. In sum, in this present research, we have achieved reflexivity through
a participatory action research component, which is in keeping with Galtung’s
triangular theorem (research, action, praxis).
Conclusion: Peace education in Cambodia should integrate a component of
reflexivity, which can be achieved through participatory action research or
another similar component.
Chapter Seven Conclusion
In chapter seven I have attempted to outline a model of peace education for
Cambodia. In doing so, I underscored the importance of transformation, local
relevance, and demonstrated how peace education should be elicitive and not
prescriptive. I have attempted to construct the ideal praxis of peace education
in Cambodia; what should it look like, who should teach it, who should learn it,
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where, and how. The considerations of an integrative approach combining
formal and non-formal peace education have been detailed. I have also
suggested that peace education must be innovative, and have discussed the
most appropriate agents, places, and ages for teaching peace. Moreover, I
have suggested that peace education should be modelled by leaders and
peers alike, not ‘taught’ in the rote sense, per se. In terms of content, peace
education should focus on: 1) retrospection and the Khmer Rouge, 2) dialogue
& communication, and 3) peace and futures visioning. Moreover, there are a
number of success factors for peace education: peaceful leadership,
community involvement, consonant pedagogy, and long term capacity
development. Perhaps the most important component is the synonymity of
content with process – those teaching peace must themselves be peaceful,
and the environment in which peace is modelled or communicated, must be a
peaceful one (free from direct as well as structural violence). The research
itself has promoted reflexivity and peace learning by the researchers
themselves, which has in itself been peace education.
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Chapter Eight: Discussion & Analysis
Overview and Aims of Chapter 8
This chapter presents the discussion of the findings for the thesis, and critically
assesses the findings in light of the transpection framework. Chapter 8 revisits
the critical realist perspective, then recalls the conceptual framework of the
thesis, includes the notions of: 1) retrospection, 2) prospection, 3)
introspection, and 4) extrospection. The aims of this chapter are therefore as
follows: 1) to analyse the findings of Chapters 5, 6, and 7 in light of the
transpection framework, 2) to revisit the central research question and sub
questions together with hypotheses introduced in Chapter 1 of this thesis, 3)
to connect these findings to the existing literature on peace education, and 4)
to critically assess their significant for other post-conflict contexts. In fulfilling
the last item on the list, I discuss the relevance of the findings from this
research and their principal implications for peace education scholarship in the
region and globally.
Critical Realist Perspective
I have argued that critical realism is an appropriate ontological and
epistemological framework for understanding peace education in the
Cambodian context. The data from the 3 sites reveal that peace education is
making a strong contribution to individual change. The question remains: how
much of this translates to structural, political, or cultural change? Can the
peace messengers identified in Prek Chrey, Takeo, and Kampong Chnnang,
as individuals, make any contribution toward conflict transformation in
Cambodia? For this we return to the theory of critical realism. This lens will
help us to better understand the following dyads: 1) agent-structure, 2)
personal-political,

3)

personal/relational

v.

cultural-structural

(conflict

transformation).
In order to better understand the position of youth within society, we turn to
one of the philosophers of critical realism. Archer (2003) differentiates two
models – that of ‘a modern woman’ versus ‘a being in society.’ The ‘modern
woman’ was born from the ideals of modernism and the Enlightenment which
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depicted humans as individual, self-centred actors pursuing their ends in
keeping with rational choice theory. In this paradigm, Cambodian youth are
atoms within the social fabric, and the focus should be on individual changes
in their behaviour, knowledge, and attitudes (i.e. K.A.S.H.).

A ‘being in

society’, however, describes humanity as a social construct, where each
individual youth exists only in the context of a collective ontology with limited
powers to determine their own destinies. There is thus a dialectic between
the atom, and the collection of atoms, and a necessary interface which infuses
meaning to the movement of each individual atom within the collection of
atoms (Archer, 2003).
A synthesis between these two views is required to understand how youth can
effect change in Cambodian society. For the purpose of peace education and
the learner in the Cambodian context, I propose to reclaim human agency by
explaining that human beings interact in complex (and sometimes
unobservable ways) with the domains of the real, actual, and empirical (c.f.
critical realism) in order to survive. In terms of the structures and mechanisms
that (dis)enable our choices and behaviour, we define our lives by acting and
reacting on the structural and cultural contexts in which we find ourselves. For
“it is our deliberations that determine what we will make of the constraints and
enablements which we confront ….and whether we consider it worthwhile to
join others in the organised pursuit of change or in the defence of the status
quo” (Archer, 2003: 27-28). So, although the mechanisms and structures have
an impact on our lives, as active agents we are nonetheless able to ‘push back’
or respond and engage in meaningful interpretation, appropriation, and even
modification of these structures.

This has important implications for the

understanding of peace education in the Cambodian context.
It is clear from the data presented that the peace education initiatives identified
in the 3 sites primarily focus on the personal aspect of change. According to
critical peace education, however, both the personal and political elements
must be taken into account (Bajaj and Brantmeier, 2010, Bajaj, 2015), Bajaj
(2008) We recall Galtung’s (1969) admonition that we must not only solve
conflicts that are overt and visible, but also look beneath surface level
structures to correct the fundamental injustices in society.
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Due to the

restriction of freedoms and lack of human rights in Cambodia (c.f. negative
peace), this has been challenging if not impossible for the peace education
programmes we studied. Yet I argue that peace education can still make a
contribution to cultural and structural transformation. This happens through
Cambodian youth claiming their social, political, and cultural space as agents
of change. It is also closely intertwined with the development of identity.
In Cambodia, as mentioned in Ch. 3, youth rarely have the opportunity to have
their voices heard in the public debate (Sophat, 2012). We can confirm this
from the data and from the youth in all 3 sites visited; in general youth find it
hard to be listened to, to have their opinions respected, especially by their
elders. Yet youth are a crucial demographic which is not part of the ‘national
conversations’ that inform the Cambodian political, social, and cultural ethos.
As Archer reminds us, however, each individual has a personal as well as a
social identity, that of the ‘modern woman’ as well as the ‘being in society.’
Each of these personal and social identities exist in a dialectical relationship
where the space between the two is a continuum, and the result is “a personal
identity within which the social identity has been assigned its place in the life
of an individual” (Archer, 2003: 25)(italics mine). In Cambodia, then, youth
have both their own needs, desires and agency, and they also have another
identity which has been manufactured by the collective power of social
structures and institutions.
The narrative about Cambodia and its national identity is, without the voices
of youth, incomplete and inaccurate.

In order for Cambodian society to

comprehend its own misperceptions about itself, or its ‘false consciousness’,
there is a need to listen to voices of these youth that have been silenced. In
a very real sense, then, the purpose of peace education in Cambodia should
be to bring to the forefront of the national discourse the voices of these youth
that have been heretofore silenced. For example, the peace messengers
outlined in Chapter 6 (vignettes), the narrative of positive peace which they
bring through their life experience must be, in keeping with critical peace
education, amplified, so that it challenges the state sponsored narrative of a
negative peace. In this regard, there is a need for what Harvey calls the
recognition that “all groups have a right to speak for themselves, in their own
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voice, and have that voice accepted as authentic and legitimate” (Mills and
Gale, 2004: 5). Only by speaking out and proclaiming the identity of youth can
the personal truly be merged with the political. This expression of identity,
then, becomes the bridge between the personal-political, the individualcollective. It is also closely interrelated to the notion of youth becoming
‘agents’ that can ‘push back on’ and transform the unjust social structures (c.f.
conflict transformation). As Davies notes, this requires a celebration of “the
multiple identities in all of us” and “…the fusion between them: we are all
unique in the ways that different histories combine in our identity” (Davies,
2005: 635).
Thus, peace education in the Cambodian context has taken the first necessary
step and established a stronghold in ‘personal’ conflict transformation. This is
a necessary but not sufficient step in the process of structural and cultural
conflict transformation. What is needed is a blueprint for how ‘regular peace
education’ focussed on the personal, can transform into “critical peace
education” addressing the structural and cultural violences inherent in society.
A case study of peace education in urban inner city America is of particular
relevance here and offers practical guidance on the route to this
transformation. Cann writes of how authentic dialogue among youth within a
school setting can facilitate this transformation (Cann, 2012). He describes
this evolution in 3 acts: from 1) traditional peace education focussed on inter
and intrapersonal behavioural change, to 2) unpeaceful, conflictual peace
education, and finally to 3) critical peace education. This journey is interesting
as the very activities began with a peaceful intent, relapsed into conflict (see
the Chinese notion for crisis), and then progressed into real and meaningful
learning about peace through dialogue. Constructive conversations, Cann
argues must create “a vulnerable space must be created where dialogue about
the impact of structural violence on one’s life can happen” (Cann, 2012: 121).
In this regard, Tanabe lays out the framework for what he calls intersubjective
dialogue (very similar to transpection) which allows us to transcend conflict
and resolve or even transform it. This he argues can happen when we are
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awakened to the fundamental interdependent and interpenetrating
nature of conflict, we cultivate our self-transformation and openness to
different, or even opposing, views or frames of reference, which
becomes the scaffolding to explore mutually satisfactory visions and
goals. (Tanabe, 2016: 7).
Similar to Zembylas and Bekerman (2013), Tanabe (2016) argues for a critical
look at the dichotomies which are often associated with peace studies and
education (i.e. good vs. bad, peace vs. conflict).
South Korea offers another illustrative example for Cambodia. There, peace
education programme centred on the importance of pedagogy in challenging
an embedded culture of violence in the schools.

Kwon, Walker, and

Kristjansson write about the colonised false ideology – referring to the selfdeception of former colonial peoples who believe they have been liberated
merely because they are economically and physically dependent. They note
that this peace education programme shed light on the necessity of individual
(i.e. pupil level) and systemic (i.e. school level) change.

Through

transformative pedagogy, they argue, it is possible to build a culture of peace
that transcends school-based violence (Kwon et al., 2018).
In the sections that follow, I argue that in the Cambodian context these
‘constructive spaces’ can most effectively be created through using
transpection as a pedagogical framework for peace education.

Transpection Framework
Revisiting Transpection
Transpection has been used as the conceptual framework for analyzing the
data; as mentioned in Chapter 4, however, it can also be a practical outline for
imagining a model of peace education in Cambodia. Based on the findings
from the data generation, I conclude that peace education in Cambodian
should adopt an approach to peace building which is transpective. A useful
starting point would be to adopt the suggestion of Elise Boulding and teach
Cambodian youth to envisage the 200-year present. This window of time
spans several generations into the past (retrospection) and several
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generations into the future (prospection) (Boulding, 1988). Boulding argues
that only through this bidirectional time continuum can the potential for positive
peace be realised. Essentially, she argues we must reach into our history,
connecting with those born a hundred years ago, and look forward, connecting
with those who will live another century from now, Reardon develops the
concept further by advocating that peace education should be centred on
“thinking about how the world might be and envisioning a society characterized
by justice.” (extrospection) To do this, she reminds us, “both teachers and
students need to have some notion of the transformed world we are educating
for” (prospection) (Reardon, 1988b). I would further suggest in the Cambodian
context youth need to have a clear sense of their own identity, and their role
in contributing to conflict or furthering peace (introspection). The role of peace
education would be to guide youth on the journey from the violent past, the
conflictual present, to the positive peace which each one of them, as conflict
transformers would have a role in building.
In his treatise on time for peace, Reychler coined the term ‘temporament’ to
refer to the way persons deal with time in conflict management and
peacebuilding situations. This is certainly true from the data set where we
witnessed parents and teachers demonstrating a conflict resolution style
similar to a ‘wait and see’ approach. In effect these respondents are identifying
the most propitious temporal windows for the resolution of a conflict. Reychler
outlines five components wherein time and conflict are related: 1) time is an
effective measure of violence or the quality of life (i.e. life spans), 2) time is
used to discursively mediate perceptions about war and conflict (i.e. war time),
3) time is a major element in analysing peace and conflict dynamics, 4) time
is part of the implementation of conflict prevention and peacebuilding policies,
and 5) time is power (i.e. the urgency of a conflict situation) (Reychler, 2015).
With his notion of temporament, Reychler in effect is arguing for transpection,
or a broader time frame in which to situate, understand, and deal constructively
with conflict so as to avoid its becoming violent. In the context of transpection,
this means endowing Cambodian youth through peace education with the
ability to imagine peace, to work towards it (prospection). It also means giving
them the skills to do scenario planning, and to understand deeply and critically
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the origins of conflict (i.e. over resources, political power, territory, etc.). We
noticed from the 3 sites that this retrospective-prospective focus is lacking in
the peace education initiatives we studied. This is likely because such a
process of ‘historical visioning’ is inherently political and therefore could risk
contesting the power of the state. How to teach youth in a repressive regime
to imagine a brighter future should be the subject of future research.
Further in the vein of transpection, Kelly (2013) proposes a vision of peace
education that at once embraces the past, present and future. His vision
evokes transpection, the ability to be able to critically link that past, present,
and future to better understand and embrace the possibilities for peace. He
questions the fundamental underpinnings of formal education (i.e. grounded
in ideals of the Western enlightenment) and encourages us to ‘think outside
the box’ and develop education for appropriate knowledge as a guidepost for
our role as stewards of the planet’s natural resources. Kelly cites permaculture
and subsistence farming as such examples of appropriate knowledge. Again,
while the research questions did not touch directly on issues of natural
resource management, youth in the data set did not present a strong ability to
imagine a greener future for themselves and their families. This is an area for
future research: in a country where natural resources are hotly contested by
political elites, peace education must find a way to teach youth to imagine their
equitable distribution and sustainable management.
Retro/pro-spective approaches are only part of the equation, however. James
Bach talks (2006) about transpection in the sense of transpective dialogues
for learning; he uses the term differently than I employ I my research.103 For
Bach, transpection is “to learn by putting yourself in someone else’s place”.
This I refer to as extrospection, which is only one of the 4 components of
transpection. One of the primary tools Bach employs for this work is the
Socratic dialogue, the art of cooperative argumentation between individuals in
order to stimulate critical thinking. This is one of the skills we noted is lacking
in the youth and adults we witnessed; there was a tendency to assume
homogeneity among groups of people, to project or desire it as a social good.
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In general, among youth as well as adults differences of opinion were not seen
as avenues for exploration but indicators of potential dissonance, and
therefore to be avoided. Thus, this is also an area for further exploration; how
youth in a political environment with a uni-party state ideology can be taught
to question, to challenge, but also to embrace differing perspectives and
viewpoints.
Retrospection
With regards to retrospection, the issues of note that emerge from the data
are: 1) the intergenerational divide, 2) genocide studies, and 3) trauma and
reconciliation.
Intergenerational divide
The data show that Cambodian parents, clinging to a negative definition of
peace founded on ideals of security, law, and order, see the world very
differently from their offspring. Youth are keen to explore and to engage with
a new democratic ethos of the country. They see their parents old ways as
efforts on the part of their parents to reinscribe them in the old broken ways of
the past. Thus, requests to ‘do as you are told,’ and ‘listen to the teacher,’ and
‘follow the law’ are met with passive resistance. Ironically, these requests by
parent of their children can actually become unwitting exhortations for their
children to accept and conform to the violent structures, systems, and
institutions of Cambodian society. The parents may not be aware of this,
because for them the (negative) peace that prevails in the country – stability,
economic development (albeit unstainable), safety of their borders – is
superior to what existed under the Khmer Rouge.
Another core set of values that are being transmitted from parents to offspring
as we learned, is revenge(Volkan, 2001, cited in Zembylas, 2007). With
several respondents we witnessed high degrees of emotional trauma and a
deep-seated desire for revenge against both Khmer Rouge Perpetrators and
ethnic Vietnamese. As we know from scholars such as Hinton, there are
strong referent points in Cambodian culture linked to revenge as an acceptable
mode of conflict resolution (1998). Intergenerational transmission of anger,
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revenge, hatred, or violence is one which has been well documented by local
Cambodian scholars (Alliance for Conflict Transformation (ACT), 2003, Sokeo
and Miletic, 2007). This need for vengeance is mediated by the presence of
PTSD, socioeconomic status, past disclosure habits, and coping mechanisms
of survivors (Field and Chhim, 2008).
Desire for revenge of course inhibits reconciliation, trust & confidence building,
and stymies efforts at peace education (Field and Chhim, 2008). It forges an
unnatural and unhealthy link between the past-future; i.e. someone has
wronged me in the past so I will wrong them in the future.

A healthy

retrospection-prospection embraces the past, extracts the useful lessons from
it, and uses it to build a peaceful future; this should be a core component in
Cambodia peace education efforts.
Genocide studies
I have argued that the approach to genocide studies (c.f. genocide education)
in Cambodia is excessively retrospective. As we can see from the data set,
this risks: 1) intensifying the trauma of those who experienced it, and 2)
widening the intergenerational divide between those who did and did not live
through that period. A more appropriate focus would involve engagement with
the inner, past, present, and future. Genocide studies (as a part of peace
education) should be firstly a retrospective examination of the anthropological,
socio-cultural, and political forces that produced the genocide in Cambodia.
The aim of such holistic efforts should be to teach youth to understand
how the Khmer Rouge culture of extreme violence … could evolve from
a political teaching that was about social justice and liberation from
oppression (retrospection), and in a country whose people practiced a
faith that is peace-loving, tolerant, and rejected all forms of violence
(introspection) (Linton, 2004)(terms added by me).
Secondly, it would stimulate Cambodians to reflect on how some of their
forebears became ‘agents of death’ (introspection & extrospection) (Hinton,
1996) in the tragedy where the evil of execution became a banal event
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(Arendt, 1963). Students should be stimulated to reflect on their own roles in
preventing such a tragedy in the future (prospection).
Genocide studies in Cambodia should therefore address the ongoing needs
for healing and reconciliation, which are relevant in the wake of the civil war.
The audience should be adults as well as children, and the themes should
focus on forgiveness, reconciliation, justice, and transformation of societal and
structural violence. The history of the genocide, the present day structural,
cultural, and direct conflicts all must be addressed and deeply discussed.
Peace educators in this regard should bear in mind that the content of history
(or genocide) education is usually closely controlled and/or framed by the state
(usually controlled by male elites), which has a vested interest in maintaining
a certain narrative. With this in mind, a critical approach of epistemic relativism
is necessary; students should be taught that history is both “his” “story” (from
a feminist perspective), and also a “story” waiting to be made up, not a story
waiting to be told.
Trauma and reconciliation
The violence perpetrated during the Khmer Rouge, as rightly noted by Um
(1998) and later Mohamed (2015), carries with it tremendous psychic burden
for both victims as well as perpetrators. This is evident in the testimonies of
parents and teachers who lived through the Khmer Rouge. The perpetrator –
survivor dichotomy, however, is not conducive to reconciliation. In this regard,
we are trained to think of trauma in terms of victims. Yet perpetrators, by virtue
of the negative moral debt they acquire from commission of heinous acts, as
well as the legal, social, and spiritual consequences they suffer (i.e. trials,
imprisonment, etc.), also experience trauma.
Mohamed (2015) argues that a more holistic approach of suffering and trauma
is necessary for both rehabilitation of perpetrators but also for reconciliation
and healing efforts on both sides. Hein (2015) posits the need for a sociology
of trauma which goes beyond an individual psychological disorder and
encompasses collective trauma and norm socialization. In the sites we visited,
the trauma undergone by respondents is more often than not suppressed. In
addition, it is clear from the strong feelings of all respondents about inclusion
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of the Khmer Rouge in the curriculum, that they feel retrospection is an
important component of peace education in Cambodia. Moreover, restorative
justice initiatives like the ECCC are in fact a form of peace education, as they
allow a younger generation of Cambodians to learn about the tragic events of
the Khmer Rouge, which had long been hidden in Cambodia (Hein, 2015).
In terms of reconciliation, the term in Khmer language is ‘phsa’ which literally
means ‘putting broken things back together.’ According to Ciorciari (2011),
Cambodia has experienced both micro-level reconciliation and macro-level
reconciliation. The former operates as the level of the individual or community
and is mediated by NGOs and the latter is operative at the level of the state or
international community and is mediated by political settlements. Yet these
two levels must be connected, Ciorciari (2011) argues, and civil society has a
major role to play here. Possible activities to promote reconciliation include:
outreach, education, community dialogues and conversations. One of the
NGOs active in the research, YFP, is effecting reconciliation between
‘survivors’ and ‘victims’ of the Khmer Rouge. What is lacking however, is
connective tissue bridging to the macro element, which we did not witness
argues for what he terms a ‘critical emotional praxis’ as an element of critical
peace education. This praxis should be used to interrogate and challenge
troubled histories and break down the affective barriers that prevent
reconciliation and peacebuilding. This critical emotional praxis, Zembylas
proposes, is a necessary component of peace education in the context of
protracted conflict. For Cambodia, we see that a critical emotional praxis is
necessary for peace education, which allows youth to understand the trauma
their parents faced, and also serve as mediators to reconcile the survivors of
the Khmer Rouge.
Prospection
With regards to prospection, the following are of note: 1) narrative of peace,
and 2) peace and development.
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Narrative of Peace
The narrative of peace (which affects peace education) that is being played
out in Cambodia is a discourse mostly shaped by the state. The data show us
clearly the ‘negative peace’ education which is about confirming to morality,
order, and discipline. This is what Simangan (2018) refers to as the negative
hybrid peace. Civil society organisations, however, are working towards a
more ‘positive peace’ education which involves social harmony, equity and
justice. In terms of prospection, then, the conflict being played out is between
two competing visions for the future of the country, one based on negative
peace and the other on positive peace.

Cambodian youth we interviewed

who have been exposed to different currents of information, globalization, and
social media, are learning towards democracy, more just systems of
governance, in short a positive peace (Eng and Hughes, 2017). Their parents,
grounded in the fear, violence, and uncertainty of the past, are clinging toward
a negative peace. Peace education should, however, forge a middle path
which satisfies (and reconciles) both of them, and charts a suitable pathway
for peace into the future.
Peace and Development
With regards to prospection and imagining a shared future, one of the pertinent
themes which emerged in data generation was the interrelationship between
peace and development. Many youth in these programmes we spoke to
understand the connections between democracy, peace, and development.
They see its value at the intrapersonal, interpersonal, and intergroup levels.
Youth were asked to envisage how their country might develop along peaceful
lines. Some respondents (youth as well as adults) felt that peace was a
precursor for development, an equal number argued the opposite.
Of relevance here is Maslow’s hierarchy of needs: with physiological (food,
water, shelter) needs to safety, then love/belonging, esteem, and finally selfactualization needs at the top . In short, when we think about the needs which
people have – food, water, shelter come first. Peace, essentially a social good,
seems to be higher up the Maslow pyramid, closer to love, esteem, and
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perhaps self-actualization (Maslow, 1943).

Maslow advocates that basic

needs precede the need for things like love and peace; though the data
sometimes sends a contrary message. I would argue for a more holistic
approach, where peace actually comprises development as it is about the just
allocation of resources to all needy members in society.
Therefore, peace education in Cambodia should be concerned with equitable
distribution of resources (natural, physical, social, etc.) In general, while the
youth in the 3 sites we interviewed could all imagine what a brighter future
would look like for Cambodia, they were not always as clear on the pathways
to reach that future. This is a missing link in current peace education efforts.
Introspection
Of note in the component of introspection is the dominant belief that peace
begins with me.
Peace begins with me
Recalling from Chapter 6 and the discussion of peace levels, we have: 1)
intrapersonal, 2) interpersonal, 3) intergroup, 4) national, and 5) international
(Ashton, 2007). In general, the movement to spread peace can begin at any
level and travel ‘inwards’ or ‘outwards.’ Yet regionally and internationally, we
see examples of peace accords being signed between countries (#5) for
example, and then civil society moves in to build support structures for peace
which filter down to intergroup (#3) and interpersonal (#2) levels. The Paris
Peace Accords of 1973 that ended the Vietnam War (or the American War in
Vietnam) is an example of such a movement of peace (Ratner, 2017).
Conversely, we see examples of peace where grassroots peace starts through
an individual passion for peace (#1), a reduction in violence within families
(#2), then reaching out to those of different religions and ethnicities, for
intergroup peace (#3). Movements of non-violent resistance, such as those
led by Martin Luther King in the 1960’s in the United States, are such an
example. Another example is the Philippines peace process wherein local
peace zones were established as ‘peace patches’ that were designed and
supported to grow, and eventually overcome violence and bring about peace
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at the national level (Mitchell, 2012: 2). And in some cases, Level 3 initiatives
(i.e. grassroots) can complement Track 1 initiatives (i.e. peace accords, etc.).
Concerning introspection in the Cambodian context, one of the dominant
findings from the data set is that most youth believe that ‘peace begins with
me.’

In terms of the different ‘zones’ of peace, then, the predominant

movement in Cambodian peace education is for peace to begin inwards and
move outwards.

Most youth we interviewed, in particular the peace

messengers profiled in Chapter 6, see their role as spreading peace in their
families, communities, and eventually to the nation. The grounding in youth
should come from a solid inner peace, however, perhaps grounded in spiritual
or religious traditions (Shek, 2012). Brantmeier (2007) notes how this can be
achieved by practices of contemplation such as meditation. It is also important
to recall that most youth called for peace education to be spread by their
authority figures and leaders, in a ‘trickle-down’ process.
Extrospection
In terms of extrospection, the key themes which emerged from the data set
are: 1) identity and violence, and 2) empathy & NVC.
Identity and violence
The obstacles to creating a peaceful, plural society in Cambodia are multiple.
Some of these (*) emerge from the data set, others from secondary sources:
1) competing historical narratives, 2) past injustices and wrongs*, 3) nationalist
agendas*, 4) pedagogy of the schools*, 5) free and responsible journalism,
and 6) lack of opportunities for engagement and dialogue*. Firstly, in the case
of Cambodia and Thailand, Thai students and Cambodian students are taught
different historical narratives. This is why it is sometimes challenging for them
to agree or acknowledge a ‘shared past’ about what has happened over the
years and centuries (Deth, 2014). Secondly, the history of South East Asia
dating back millennia is full of violence, warfare, and retribution (Hall, 2011).
Thirdly, nationalist rhetoric often feeds into these past grievances, as do media
actors that are not always as objective and neutral as they should be. The
problem is compounded by the fact that the Cambodian education system

207

does not adequately equip their students with the necessary life skills of:
perspective taking, critical thinking and creative problem solving which are
crucial to building a sense of mutual understanding and tolerance. As such,
identities are taken for granted, and not explored or interrogated as critical
peace education calls for (Zembylas and Bekerman, 2013).
As noted elsewhere in the thesis, identity is a key mechanism that affects the
practice of peace education in the Cambodian context. According to the data
set, we noticed very little sense of connectivity to other people in the same
socio-economic status, ethnic group, gender, or even religious affiliation – in
short, a sense of anomie which is possibly a legacy of the Khmer Rouge
(Croissant, 2008: 656). In short, extrospective skills are in short supply. Yet
it is also true that identities can serve as a powerful divider. Youth from the
rural areas are disconnected from those in urban areas, as we witnessed firsthand through our researchers. Due to prevailing cultural stereotypes, girls are
isolated from boys (Cf. Chbbab Pro and Chbbab Srei).

Moreover, we

witnessed a certain degree of polarization along ethnic lines, especially in Prek
Chrey. Unfortunately, in present day Cambodia there are political actors who
are keen to exploit these fault lines to exacerbate existing conflicts between
ethnic Khmer and ethnic Vietnamese (Hughes, 2001b).
As regards to identity and the potential for violence, economist Amartya Sen
paints the possible picture based on his experience in India. As a child, Sen
experienced it first-hand when he saw a Muslim labourer being beaten during
riots between Hindus and Muslims. He questioned this senseless application
of violence based on ethnicity:
Why should people who have lived together peaceably suddenly turn
on one another in years of violence that cost hundreds of thousands of
lives? How could the poor day-labourer be seen as having only one
identity - as a Muslim who belonged to an "enemy" community - when
he belonged to many other communities as well?104

104

http://www.theguardian.com/books/2006/aug/05/highereducation.shopping1. Accessed
September 11, 2015
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Once it is possible to see someone as different, as the ‘other’, and even as the
enemy, then violence can be rationalized in the course of self-preservation or
even self-protection. In the Cambodian context this could happen if youth are
indoctrinated to prioritize a particular identity (i.e. ethnic Khmer, Buddhist, from
Takeo, teacher). What Sen advocates is that we each recognize we have
multiple identities, each of which can be mobilized at a particular time and
circumstance, according to our needs and desires. It is folly to believe that we
have one single supreme identity– for example, that we are Muslims, or that
we are men, or that we are fathers. All of these identities can and should
coexist inside each of us – and we are complex human beings. It is possible,
then, to think of a supra-identity which can unify others, and here we mean the
national identities of each respective country.
In the context of the 3 sites we visited, we noted that the concepts of identity
are often parochial (both among youth and adults).

Youth tend to see

themselves as being from a particular region, and adults from a particular
ethnic or socio-economic group. This is to be expected in the absence of a
national narrative of unity and reconciliation.

As to peace education in

Cambodia, bringing identity to the service of peace education would require
youth to think of their supra-identity. The supra-identity could be: Cambodian,
ASEAN national, woman, man, or even member of the human race. The
higher order the identity, the less possibility for conflict. At the moment, youth
identity is influenced by parents’ and authority figures’ insular focus on
province, ethnicity, and socio-economic status. Extrospection is thus limited
as we have observed in the data set and should therefore be a key component
of any peace education efforts.
Empathy & NVC
Closely linked to identity is the notion of empathy. Zembylas (2007) writes that
the greatest challenge facing peace education is to transform the hostile
narratives of the past that are imbued with trauma, and that empathy (or
extrospection, in my terms) has a central role to play in this process. Zembylas
(2015) observes that the otherisation that makes conflicting narratives and in
fact revenge possible, must be deconstructed by positive empathy. Zembylas
describes this process as such:
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To overcome the intensive negative feelings of trauma narratives—
resentment, anger, hatred and the desire for revenge—the door of
empathy has to open; it is the development of empathy that reverses
the process of dehumanisation and returns humanity to the Other
(Zembylas, 2007: 215) (Halpern & Weinstein, 2004).
Because of geopolitics and the regional conflict among Thailand, Vietnam and
Cambodia, these three countries have a joint history of discord (Chandler,
1993). We noted a current of distrust, or even dislike by respondents in the
data set who fear their neighbours (in particular Thai and Vietnamese). To
worsen matters, stereotypes and prejudices have been promoted by populist
leaders and reinforced by the media and education system. These beliefs
have created a sense of distrust, suspicion, and even hatred in the minds of
Cambodian youth towards their Thai peers (Chachavalpongpun, 2012).
Thus empathy, and I would argue non-violent communication in general,
should constitute a fundamental part of any Cambodian peace education
curriculum for transformation of conflicts through forging shared understanding
of divergent historical narratives.

These skills are being taught to a limited

degree to the youth we interviewed, but the emphasis on extrospection is
lacking as evidenced by the spectrum of attitudes toward the other (from
acceptance to ambivalence to hatred).

This empathy – or lack thereof

between the in-group and the out-group, should embrace survivors of the
Khmer Rouge, those with different socio-economic status, and those from
different nationalities.
To give a concrete example, in Prek Chrey there is a language divide between
Khmer and Vietnamese speaking individuals. As we have seen, there are
peace messengers who are bilingual and can carry social or cultural meaning
back and forth (see Chapter 6). Nevertheless, there is still a certain amount of
misunderstanding and therefore conflict which emerges from these language
differences. Although Khmer and Vietnamese sometimes understand each
other, there was an observed need for a more solid foundation of
communication on which peace could be built. In this regard, the theory and
practice of non-violent communication developed and espoused by Marshall
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Rosenberg (2004) is of possible use. Rosenberg advocates for empathy,
understanding, and active listening to serve as the basis for all communication.
Cambodian youth in all 3 sites need skills and knowledge in how to
communicate peacefully while managing powerful emotions such as anger,
and in trying to understand the viewpoint of the other. As such, empathy as a
core component should be strengthened; closely linked with this is tolerance
and respect. These are core attitudes and practices relevant to the capacity
for youth to engage in extrospection.

Research Questions
This section revisits the main research questions and sub-questions. Its
purpose is to: 1) revisit the initial hypothesis for each question laid out in
Chapter 4, 2) revisit the responses to these questions, and 3) forward the
conclusions to these questions based on the data.
Main Question
The main research question is: What is the nature and promise of peace
education in Cambodia?
Hypothesis 105: 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.
Conclusion: The nature of peace education depends on the context in which
it is being practiced, as well as various dis-abling or enabling mechanisms; it
has tremendous promise for providing the youth of Cambodia with the tools to
build a more sustainable peace.
The data from the 3 sites investigated provides us with a clear roadmap for
understanding the nature and promise of peace education in Cambodia.
Peace education, re-inscribed within the neoliberal paradigm of peacebuilding,
with its itinerant processes of democratisation, rule of law, and respect for
human rights, is mostly an apolitical undertaking that is focussed on personal

105 Note:

these are modified hypotheses developed in retrospect, as it were, since the research
questions were updated during the writing up process.
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and relational conflict transformation rather than cultural and structural conflict
transformation. The dis-abling environment of a prevailing negative peace, or
‘hybrid negative peace,’ combined with the fact that Cambodia has not fully
emerged from being a state in conflict, combine to constrain the efficacy and
effectiveness of peace education interventions.
Moreover, the state sponsored narratives of peace as articulated in stability,
political conformity, and obedience to the norm, serve as delimiting the space
in which peace education as an emancipatory undertaking can flourish.
However, in keeping with feminist discourse and critical realist perspectives
on personal agency and transformation, the micro level sites for change – i.e.
communities and more specifically students themselves, do offer considerable
promise or hope for peace education. Critical realism encourages us to take
a nuanced approach to understanding the workings and mechanisms of peace
education.
Instead of resigning ourselves to the fact that peace education is trapped, like
a bird within a cage, in the repressive structures of cultural and structural
violence in Cambodia, we would do well to look at the broader time continuum.
Continuing with this analogy, then, there was a time in the past when there
were no cages and this bird roamed free. And there will be an opportunity in
the future for it do so again. Transpection teaches us to look at peace
education as temporal but not time bound; we must look within ourselves, to
the lessons of the past, and to the perspectives of others. In doing so, we
project our own hope and vision for peace into the future, and we move
towards realizing it.
In Cambodia, this model of peace education must be grounded in local
realities. It should take into account the history of the Khmer Rouge and the
need to reshape discourses of ‘perpetrator-victim’ into those dealing with
‘survivors’.

Using history as a lens to forge shared identities and

understanding, through extrospection or perspective taking, is a powerful tool.
Introspectively, Cambodian students must be taught how to cope with their
inner feelings, to cultivate a sense of inner peace, which can then radiate
outwards. Peace K.A.S.H. in the form of non-violent communication, empathy,
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respect,

reciprocity,

mutual

understanding, intrapersonal

intelligence,

creativity and analytical thinking are all required. Cambodian students also
need the skills and interpersonal intelligence to transcend the mundane
identities of ‘man’ ‘woman’, ‘Vietnamese’, ‘Khmer’, to those of ‘Cambodian’
and even ‘human being’.
The model of peace education needs to: 1) be grounded in local approaches
to conflict (i.e. avoidance until appropriate time windows appear), 2) borrow
from religious and spiritual belief systems (i.e. Buddhism, Islam, Christianity),
and 3) link with present day aspirations of youth in terms of their concrete
educational, health, and employment needs. It goes without saying that in the
present technological environment, moreover, the peace education model for
Cambodia must be ‘tech-savvy’ and able to capitalize on developments in
social media and cell phone communication.

Finally, Cambodian peace

education must be delivered inside and outside the classroom, by teachers,
parents, authority figures, but also by other students themselves. These
peace educators must be peaceful themselves and employ peaceful methods
to teach about peace. In other words, there must be consonance between the
practitioner, the practice, and the form of practice. Peace education can
transform conflict in Cambodia; bringing the country into a post-conflict phase
and shaping a positive peace from a negative peace. It will do so by drawing
on a thousand points of light from each individual Cambodian student who has
made a commitment to learn about, embrace, and spread the message that
peace is possible.
1. Theory, Belief, and Praxis
Sub-Research Question: How is peace education understood and practiced
in Cambodia?
Hypothesis: Peace education is not fully understood in the Cambodian
context, due to limited notions of its constituent terms ‘peace’ and ‘education’
Conclusion: Peace education in Cambodia is partly understood but as praxis
more than theory, and conceptual confusion exists concerning its constituent
terms of ‘peace’ and ‘education.’.
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This section looks at: 1) praxis and theory, 2) peace and critical discourse, and
3) education for peacebuilding.
Theory and Praxis
Theory
Peace education is not conceptually well understood by respondents in the
data set, though there is considerable evidence of praxis in their day to day
lives (see next section). The lack of understanding of peace education, we
noted, relates to conceptual confusion concerning the terms peace, conflict
(and its root causes), and ‘peace education. It also is connected to the general
state of conflict aversion we observed among many of the respondents.
Respondents’ views of conflict appeared to be malleable, meaning that some
of them had negative views of conflict but once those views were brought into
question, they were willing to rethink their assumptions. This leads to a
number of conclusions: 1) respondents’ views of conflict are culturally and
socially mediated, 2) respondents are willing to reframe their thinking upon
presentation of alternative viewpoints (possibly indicating a ‘please the
interviewer’ effect), and 3) the reflexive nature of the research process itself
allowed for personal transformation and growth of the respondents (see
Chapter 7 for more details).
Mistaken equations
Concerning the malleability and in some cases the misleading assumptions
made by respondents concerning peace, conflict, and peace education,
several interesting equations emerged from the data set that bear further
discussion:
1) +> poverty = +> violence or conflict.
2) poverty + low education = violence or conflict
3) substance abuse + ignorance / low education = conflict
4) Poverty + substance abuse + ignorance/low education = conflict
+> poverty = +> violence or conflict

214

The first equation indicates a belief of an association between SES and
violence. In general, so the respondents felt, poorer people are more prone
to conflict and richer people less so. The second equation adds another
variable of educational background. In general, so the respondents believed,
poorer people with low educational background were more prone to conflict.
The implicit assumption of course is that the two independent variables are
covariate and more or less synonymous. In other words, poverty is also
correlated with education; there are no poor people who are well-educated,
and vice-versa.

The third equation introduces an additional element of

substance abuse. Here the belief is that poor people who are uneducated and
engage in substance abuse are the most prone to violence or conflict. These
equations or societal beliefs are flawed in a number of respects. Zembylas et
al. rightly point out that the assumption of enhanced education producing
peacefulness is inherently flawed. They clearly deconstruct the notion that
“lack of peace, tolerance, justice, equality, and recognition is primarily
considered a product of ‘ignorance’ rather than bad will; educational reforms,
then, should aim at transferring knowledge and skills to students and
teachers”(Zembylas and Bekerman, 2013: 201). This assumption, they argue,
fails to consider critical praxis and transformative agency within the
appropriate social, political, and economic contexts.
poverty + low education = violence or conflict
Concerning the link between poverty, education, and conflict we learned from
the site information reports that in general most of these individuals are living
near

the government established poverty line.106

There is considerable

scholarly debate as to which direction the causative arrow flows (i.e. does
poverty cause conflict or does conflict cause poverty?) (Goodhand, 2003a).
Again, I adopt a critical realist stance which transcends the question of
causality, and instead looks at poverty as one of the contexts in which a
mechanism such as an unjust act could trigger a conflict. For example, poverty
could trigger conflict in the following example: poor individuals could
experience higher levels of stress, economic pressure, social exclusion, and
106

Note that since detailed community level statistics were not available, these reports are
based on anecdotal evidence and perceptions of community leaders only.
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therefore feel justified in a verbal attack on someone of a higher socioeconomic class. Similarly, conflict could trigger poverty: a husband and exwife facing domestic problems quarrel so much that the husband loses his job,
thus plunging the family into further poverty. As such, the relationship is
mutually reinforcing, and in some respects symbiotic, and thus cannot be
reduced to simple causality.
Many respondents felt that ‘high capacity individuals’ should work with ‘low
capacity individuals’ to transfer their knowledge and awareness about peace.
This equation is problematic for a number of reasons. Firstly, it contains an
implied but unfounded correlation between poor people and uneducated.
Secondly, this perspective treats peace as a content discipline like science or
math. Yet, peace education is a value-laden process, and therefore different
from other disciplines.

Thirdly, history teachers us this causal assertion is

indefensible; the Khmer Rouge leaders were very highly educated yet they
were also responsible for serious crimes against humanity.
There is a paradox which emerged from the data; on the one hand
respondents proposed that knowledge, skills were required to spread peace.
On the other hand, some respondents believed that anyone who had inner
peace could teach or spread it to others (regardless of educational level). As
mentioned, most respondents in the 3 sites were conflict averse. That is, they
felt uncomfortable or unwillingly to talk openly about existing conflicts in their
villages. The exception to this conflict aversion is that the youth respondents
tended to be more candid about discussing conflict than adults. It appears
their experiences have shaped them in such a way where they feel less
constrained and more able to discuss conflict in an open, non-judgmental way.
This could also be the result of their participation in peace education programs.
substance abuse + ignorance / low education = conflict
As evidence of an incomplete understanding of conflict, many respondents
advanced felt that ‘uneducated’ individuals with substance abuse problems
are more prone to situations of violent conflict. The problem with this equation,
and with the 3 preceding equations in general, is that they posit a relationship

216

of linearity when it fact a critical realist approach of causation would be a more
appropriate investigative approach.
In conclusion, there is need for greater clarity in the concepts of peace, conflict,
and peace education. As a starting point, educators of critical peace education
could use these definitions as a basis for dialogue, debate towards building a
shared consensus of how they acquire meaning in the Cambodian context.
Praxis
There are a number of key challenges that emerged from the data concerning
the praxis of peace education in Cambodia, in particular with regards to formal
peace education. As mentioned elsewhere, a recurrent theme among many
respondents had to do with incongruity between theory and practice in
traditional Cambodian classrooms. Here traditional refers to a teacher leading
a classroom of pupils who are obedient to that authority figure. It is what Paulo
Freire refers to as the banking concept of education (Freire, 1973). The
students are vessels into which knowledge is deposited, or ‘banked’ by the
teacher. The entire process is according to Freire, a very mechanistic one and
therefore disempowering.
Many Cambodian teachers and parents referred to children as docile, pliable,
and somewhat like ‘supple reeds’ who can be influenced by the sway of the
winds. This view is fraught with some problematic assumptions. When adults
or elders assume that youth are like “white paper,” this implies a power
dynamic whereby adults inscribe knowledge upon the younger generation,
similar to a colonial relationship (Lombardo and Polonko, 2015). This is quite
similar to the Freireian concept of banking education mentioned earlier and
undermines the agency of these children to generate knowledge of and by
their own. Moreover, when this agency is undermined, students and youth
lose their ability to transform the violence (culture and structural) around them
(c.f. section on peace and critical discourse).
Moreover, as amply revealed in the data, the formal schooling system in
Cambodia is problematic due to the prevailing structural, cultural, and direct
violences which reside there. Firstly, the system is designed to perpetuate
inequalities when it comes to opportunities for self-fulfilment (structural
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violence). What is meant by this is only well-connected students or those with
access to resources can expect to flourish within the school system, due to
complex networks of patronage and favouritism (Tan, 2007). Secondly, the
teachers exercise inordinate power over the students, which often manifests
itself in corporal punishment (direct violence). In addition, children often resort
to violence as a conflict resolution mechanism, further worsening the situation.
Thirdly, there is often bias and discrimination within the curriculum (cultural
violence). This refers to implicit or explicit models of cultural assimilation or
gender bias (i.e. Chbbab pro and Chbbab Srei covered in Chapter 5). And
lastly, the model of teachers behaviour

itself is often ‘un-peaceful’ and

involves immoral or even illicit behaviour (such as use of drugs and/or alcohol,
and gambling).
Another challenge facing peace education in the formal schooling system are
the ‘competing’ environments of home, school, neighbourhood. To be specific,
students spent 6 or 8 hours a day in school, and the rest they spend at home.
It is therefore challenging for the teacher to exert a positive impact in a short
classrooms lesson. Additionally, as stated elsewhere, there is a disconnect
between the values of peace education and the behaviours and other
influences from society.

The negative influences can come from media,

aggressive peers. Or the reverse may be true. In some cases, parents have
the capacity to encourage their children to be tolerant, empathetic, and
respectful. But that instruction is challenged by the violence in schools, or in
the media, or among their peers.
Peace education in the Cambodian context is taught both formally and
informally by elders, parents, authority figures, and NGO staff. The challenge
is that many of the elder parents and teachers we interviewed have grown up
in a system characterized by vertical power structures, autocratic political
systems, violence, lack of social cohesion or solidarity, and absence of rule of
law. So, the question is: “How can someone whose background is steeped in
a culture of fear, distrust, suspicion, and anomie, be expected to communicate
peace to the younger generation?” Or put more simply, “How can messages
of peace spring from a well of violence?”
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Brocke-Utne notes that peace education pedagogy must be congruent with its
content. The teachers themselves must be peaceful and employ peaceful
practices in the classroom. (Brock-Utne, 1996). Otherwise, the content of
peace education will become “empty words that are nullified through the much
stronger message of verticality and dominance being normal and acceptable,
conveyed through the structure itself” (Galtung, 1975, cited in Brock-Utne,
1983: 6).

There is therefore a need in Cambodian peace education for

synonymity of pedagogy and pedagogue, as noted elsewhere in the thesis.
Concerning non formal peace education as it is practiced by the 3 NGOs, the
research uncovered a number of key missing elements.

Firstly, peace

education is based on a model of capacity building which is too limited in its
duration. The 3 NGO peace education programs have finite durations and fail
to adequately consider the sustainability of behavioural changes or ongoing
support needed .

Secondly, there was an expectation among some

respondents that peace education can solve problems for which it is not wellsuited (i.e. unemployment, drug usage). Thirdly, there was among some a
sense of ambivalence about peace education; since it cannot help solve
problems of poverty why should we devote time to it (see rice v peace in
Chapters 6 and 7). Sometimes it was difficult for parents and educators we
met to understand how and why they should bring about peace. This points to
the need for a broader discuss and awareness raising (i.e. learning and peace
education) about peacebuilding as an integrative undertaking which actually
includes equitable development.
Peace and critical discourse
As we learned from the data, peace education in Cambodia is inherently a
value-laden enterprise. It is about teaching youth the values of diversity,
tolerance, non-violence, among others. It seeks to valorise a state of peace
over a state of ‘non-peace.’
disharmony.

Peace education prioritises harmony over

It advocates compromise, tolerance, over intolerance and

bigotry. When speaking to all the respondents about peace education, we
gathered a broad consensus as to the usefulness of peace education (albeit
harm for some to define) as a social good.
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On the other hand, however, there is a counterargument (by one key
informant) which advanced the notion that we (as foreigners) should not
impose our values upon Cambodian youth. This line of thinking has its roots
in the history of the nation, as much of the country’s past conflict has been the
result of external geopolitical (and often neoliberal, neo-colonial cf. Ch. 3)
influences. While international foreign support has brought with it considerable
benefit to the nation, it has not come without negative consequences (Ear,
2012).For one, foreign influence has sometimes hampered the development
of local leadership, autonomy, practices and belief systems.
In one sense, then, while we might view peace as a universal social good,
there may be dissonant autochthonous views which we should respect. An
example of this is the minority view in the data set among some youth that
peace could be obtained through war, particularly in the case of nationalist
conflict. Silencing these minority opinions in support of peace to inscribe an
agenda of ‘peace education at all costs’ would in effect be subjugating
Cambodians to ideological oppression, another form of structural and cultural
violence. There is thus a need to be careful about imposing external systems
of thought or values, even when those values are accepted by other cultures
and nations as positive and beneficial (Gellman, 2010).
So, in the case of peace education in Cambodia, we as Western outsiders
should not ‘force’ peace on people including youth. Instead, they should be
taught the consequences of violent and non-violent action so that they can
choose peace for themselves. In other words, peace education in Cambodia
should not be about indoctrinating youth that peace is the only way (Kester,
2009: 3). It should be about teaching them the consequences of violent and
non-violent action and letting them choose for themselves. It should also be
about empowering youth to face violent situations with courage and the ability
to respond appropriately. If we say that youth must follow peace, then in effect
we are saying the youth have no free will. But in the true sense of capacity
development, learning, as well as in Buddhist philosophy, individuals learn
best from their own experience (Boud, 2001) or by finding their middle path.
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To take this argument one step further, in the eyes of one civil society key
informant from the data set, it means that we should allow youth a certain
degree of latitude to commit violent acts, to engage in unpeaceful behaviour.
They should then be shown the alternative of non-violent action, as well as the
positive consequences of peaceful behaviour. The hypothesis is that when
given this choice, most if not all of them will choose non-violent behaviour.
This theory is fact borne out by the evidence in the sites we visited, in particular
Prek Chrey and Takeo, where youth have undergone remarkable
transformations as a result of using this ‘personal growth’ approach to
education for peace. They have gone from engaging in anti-social, even illegal
youth gang behaviour, to becoming model youth citizens dedicated to
spreading peace and improving their communities.

From an education

perspective, individual change in KASH is most impactful when it comes
through transformation (in this case from un-peaceful to peaceful behaviour)
(Bivens et al., 2009). This points to the need for a personal transformational
model of peace education in Cambodia, that is grounded in experiential
learning, peer approaches, and the ‘middle way’ of Buddhist which is to seek
and experiment for oneself to arrive at a personal truth.
Education for Peacebuilding
Another significant finding is that peace education must be more firmly situated
in Cambodia within the context of ongoing peacebuilding initiatives. I argue
that peace education in Cambodia should be broadened into education for
peacebuilding, a society-wide initiative which embraces transpection and
teaches youth and citizens alike to imagine a more just, humane, and peaceful
Cambodian society. Education for peacebuilding (Bush and Saltarelli, 2000)
has the following key features: 1) focussing on processes versus results
driven, 2) extending long-term as opposed to short-term, 3) valorising local
over external inputs, and 4) creating opportunities rather than imposing
solutions. In this context, peace education in Cambodia should ideally function
in a symbiotic relationship with peacebuilding. Peace education teaches youth
(and adults) the value of peace, so that they can contribute to building peace.
Peacebuilding puts in place the structures, mechanisms, and enabling
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environment that secure a place for peace education to be effective. This in
Cambodia could be thought of as a ‘critical peace education for peace.’
2. Context
Sub-Research Question: What (contextual) factors affect peace education in
Cambodia?
Hypothesis: Social, political, economic, cultural factors, in particular history,
affect the practice of peace education in Cambodia.
Conclusion: The dis-abling environment, primarily the (hybrid) negative
peace, as well as socio-political repression, as well as the Cambodian history,
strongly affect peace education initiatives.
This section is divided into: 1) disabling environment, 2) negative peace, 3)
various violences, and 4) youth opportunities.
Disabling environment
There are a number of mechanisms affecting the outcomes of peace education
in the sites investigated by the research team. The first one is the prevailing
narrative of peace controlled by the elites. This ‘peace’ is characterized by
law, order, and stability and advanced by the ruling elites, who seek to
legitimize their political legitimacy as the stewards of this negative peace. This
narrative of peace does not include notions of fairness, equity, equality, pursuit
of freedoms and rights.

The second set of mechanisms is the various

violences (cultural, structural and direct) which deter positive peace and inhibit
freedom, democracy, and respect for human rights. The third set of disabling
mechanisms is the numerous social, economic, and cultural factors at the local
level which detract from the importance of the peace message in general (see
Chapter 5). These preceding three mechanisms are closely related to and
influence the fourth disabling set of mechanisms which are youth challenges:
lack of opportunities, role models, and tendencies to anti-social behaviour.
Negative Peace
Not only does a negative peace prevail, but there is a generational conflict
resulting from the different perceptions of peace: positive versus negative.
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There is a divide on the one hand between respondents who espouse positive
peace and those who are content with negative peace. The former usually
include the younger generation who have been exposed to external influences
and the latter comprise the older generation (and country leadership) who
have lived through the Khmer Rouge.

In close connection with this, many

Cambodians feel angst about what they perceive to be the continual loss of
their territory since the decline of the Khmer empire (Ünaldi, 2008). In present
day politics, this involves border conflicts with Thailand and Vietnam. Due to
perceived encroachment by their neighbours, Cambodians have developed a
fear that their more powerful ASEAN nations will attempt to control or invade
their country (Takei, 1998). Perhaps as a result of this fear, some respondents
condone the use of organized violence, even the ‘peaceful ones.’
Unfortunately, political leaders contribute to this fear by advancing xenophobic
party platforms which legitimise organised violence. This in turn contributes
to the dis-abling environment and undermines the ability for educators to build
a sustainable culture of peace through educating youth.
Various violences
As noted elsewhere in the thesis, respondents’ attitudes towards conflict as
being largely a negative social phenomenon is problematic in light of the
prevailing direct, cultural, and structural violences. Throughout the data set
we learned that conflict is viewed as an anti-force within families and
communities. Maintaining the social fabric and conflict avoidance are the
norm. In view of this conflict avoidance, the trend in the increase of violence
against children in Cambodia is alarming. A 2014 report by UNICEF found
that over half of Cambodian children aged 18 to 24 reported at least one
experience of physical violence before 18 years of age. More than ¾ of this
population experienced repeated physical violence. Approximately 25% of
this youth population (18 to 24 years old) had experienced some form of prior
emotional abuse. Approximately 5% of boys and girls reported some form of
sexual abuse, and 60% of boys and girls claimed having been the victim of
more than 1 type of violence when they were children (Ministry of Women's
Affairs, 2014: 14). Sadly enough, mothers were cited as the most frequent
perpetrators for physical and emotional violence inside the home, whereas
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teachers were the most common perpetrators of physical violence outside the
home.

Neighbours, family members, friends, and partners were also

commonly implicated in sexual violence against children (Ministry of Women's
Affairs, 2014:23). The children’s home was cited as the most likely place for
abuse to occur, followed by school (Ministry of Women's Affairs, 2014: 30).
Females and males aged 18 to 24 who experienced childhood physical, sexual
and emotional violence were significantly more likely to suffer from mental
distress, alcohol and substance abuse, sexually transmitted disease and in
some cases suicidal ideation (Ministry of Women's Affairs, 2014: 37)
These findings corroborate an earlier regional survey done the decade before
by Save the Children on levels of violence against children, which generated
valuable findings relevant for Cambodia. Highlights of this research are:
widespread use of corporal punishment, dissonance in parents’ self-reporting
of violent behaviour, and great similarities in the levels and types of
punishment against children across the eight countries, including Cambodia
(Plateau et al., 2005). Of import for this research and peace education, when
there is verbal or physical abuse by adults toward children, this seriously
harms children from an emotional, psychological, and cognitive perspective.
Moreover, it sends a message to their children that violence is acceptable. It
also increases the likelihood that these children will use violence as a form of
exerting power or influence or authority later in their own lives.
During our research, we did not document any cases of violence against
children from the data set. In fact, the several respondents who broached the
topic of direct violence in the home were children themselves, and they always
made oblique references. From this we inferred they were uncomfortable with
discussing the topic. Given the statistics mentioned above, however, it is
highly likely that some of the youth respondents we interviewed had in fact
experienced some form of violence. This reticence has perhaps contributed
to the invisibility of this social phenomenon.
Youth opportunities
As noted in the conflict analysis in Chapter 5, Cambodian youth are a critical
demographic for the future of the nation. The socio-economic, political, and
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cultural landscape of the country is rapidly changing.
integration has brought greater access to a
services.

Global economic

wider range of goods and

Information and communications technologies have opened a

gateway to world affairs through social media (Friedman, 2000). Youth are at
once a promising yet vulnerable demographic for a number of reasons. Amidst
the current praxis of violence and the negative peace (c.f. Chapter 5), the
personal journey to conflict transformation is littered with numerous obstacles.
It was clear from all 3 sites that exposure to these violent media and
behavioural patterns, in the absence of moral guidance and instruction from
authority figures such as parents, religious leaders, made youth prone to follow
patterns of violent behaviour. The impact of electronic media, in particular, is
quite disturbing; Huesmann (2007) refers to a wide body of research since the
1960’s which confirms the deleterious effects of violence on the viewer, and
notes the clear correlation between consumption of violence and violent
behaviour. Absent a clear moral compass, and bereft of social, economic, and
educational opportunities, the youth in the 3 sites may wind up engaged in
anti-social behaviour such as drugs, petty crime, often involving violence. The
lack of critical thinking schools (corroborated by the research) also makes
these youth vulnerable to manipulation and co-optation.
Peace education has an important potential contribution to make here by
building the self-esteem of youth, enhancing their intercultural abilities, and
strengthening their political identities. Peace education can also help youth to
develop a social conscience which would motivate them to make a positive
contribution to society. Youth need to be taught how to channel their energies
constructively, through avenues such as sports, social services, and
appreciation of literature. This would help to reduce the amount of free time
they have to engage in anti-social or violent behaviour. It would also enable
them to reclaim their identities as social agents of change, and transformers
of the Cambodian landscape, in keeping with critical realism, and critical peace
education. This leads us to the next section on conflict transformation.
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3. Conflict Transformation
Sub-Research Question: In what ways does peace education contribute to
conflict transformation in Cambodia?
Hypothesis: Peace education can contribute to conflict transformation on all
four levels.
Conclusion: Peace education makes a concrete contribution to personal and
relational conflict transformation and, in doing so, through transformative
agency also contributes to structural and cultural conflict transformation.
The following section looks at 1) schools and violence, 2) the feminist
perspective anew, and 3) the contribution of peace education to conflict
transformation.
Schools and violence
Schools, it is widely accepted, are not only sites of transformation and
liberation, but sites of oppression, marginalization, and violence. This is the
case in Cambodia, according to the findings from our data gathering. Many
scholars of peace studies and peace education agree that the formal schooling
system is both violent and unpeaceful (Boulding, 1988, Montessori, 1972,
Curle, 1995, Eisler, 2004a, Brock-Utne, 1983).

In fact, formal education

systems in most countries are designed as vertical arrangement of power
wherein teachers control the key to academic achievement, and hence, in
most market economies, the routes to economic privilege and status. The
state is usually the overall controller of the system which serves indoctrination
purposes – of cultural values, mores, beliefs, and class structures (Bourdieu
and Passerson, 1990). Harber and Sakade have documented the different
types of violences: gendered violence, bullying, racial and ethnic prejudice,
corporal punishment, physical and mental stress, and the militarisation of
schooling (Harber and Sakade, 2009: 171).
All of these are present, and evident in the data set, as per our investigation.
Harber (2009) cites the key purpose of schooling in colonial settings he notes
is to control indigenous populations.
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He argues that the institutional

incompatibility of formal schooling with the aims of peace education presents
serious ideological challenges of mutual compatibility. From the data set, we
gathered multiple viewpoints from students, teachers, and parents themselves
about the violence within the school system. Some of these violences are
direct (i.e. corporal punishment) and some are less apparent (i.e. structural
violence of domination from teacher to child). Respondents at all levels were
able to identify the dissonance between peaceful messages (in the curriculum)
and un-peaceful behaviour (by teachers, students, parents, etc.)
Davies has shown how there is a need to recognize the structural violence
inherent in traditional schooling systems and to push for a comprehensive
reform toward more democratic, pluralistic, and tolerant education systems
(Davies, 2005).

She criticizes the rational, linear notion that beliefs,

knowledge, and skills can lead to more peaceful societies. Davies proposes
an alternative paradigm which states that “peace education comes from
exposure to conflict, learning from people who disagree with you rather than
those who agree” (Davies, 2005: 637). As conflict is an important driver of
positive social change, the role of peace education is to equip individuals with
the skills to resolve it at the interpersonal and intergroup levels.
Furthermore, as noted in Chapter 5, the contextual or ‘disabling’ factors for
peace education in Cambodia are numerous, making it challenging for formal
and non-formal peace education efforts to gain traction and make a difference.
The formal education system is wrought with its own direct, cultural, and
structural violences (as described in Chapter 5). Verhoeve (2008) writes with
alarm on how the ‘hidden curriculum’ in Cambodia may actually be promoting
conflict in place of peace. As an example, he notes the weak impact that
education has on gender equality and reconciliation, the latter being primarily
because the discourse of reconciliation in Cambodia is not taken seriously by
elites. He notes the absence of Buddhism in the curriculum, and laments that
this culturally appropriate choice is replaced by the more amorphous “Western
morals.” There are missed opportunities, he notes, for the curriculum to
promote ideals of co-existence, reconciliation, and non-violence. (Verhoeve,
2008). From interviews with education officials in Cambodia, we gathered that
there are policies in place to promote co-existence, plurality, and morality in
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the classrooms, but we also learned of a chasm between policy and practice
in this regard
When speaking of peace education in Cambodia, it is therefore useful to
distinguish between schooling and education. On the one hand, schooling can
be seen as a capacity building endeavour which contributes to the greater
good by accumulating human capital. On the other hand, schooling as a
process of indoctrination and the uncritical transmission of social values must
be examined and critiqued. This is in essence the standpoint of the critical
peace educationists who argue that we should be mindful of the larger social,
political and economic structures in which formal education operates (Bajaj,
2015). In this regard, Galtung (1975: 89) reminds us of the oppressiveness
potential of schooling as an alienating process where students are treated as
raw materials to be processed for an efficient, capitalist society.

This

processing is often done according to the dictates of national government
policy, in this case the MoEYS of Cambodia. It is they who shape both the
ideologies, content, and delivery of education as a public service. Galtung
proposes the integration of politics into the classroom as an overt act of
contesting these unequal power structures (Galtung, 1975).

For peace

education cannot afford to preach about peace, it must also practice peace.
Feminist Perspective
The bridge between the personal and political, the relational and the
cultural/structural aspects of conflict transformation, as I have argued
elsewhere is the feminist perspective. The narrative of peace, as has been
described elsewhere, has dangerous implications for the peace education
project in Cambodia.

Katherine Brickell (2015) notes how gender based

violence in Cambodia, though its prevalence is well-documented107 is often
‘swept under the rug’ in favour of maintaining harmony, and what she terms a
‘putative peace’. She argues for a feminist conception of what she terms
intimate geographies of peace, the sites of personal and domestic conflict
involving men and women. As other feminist scholars (Boulding and Brock-

107

Factsheet from Cambodian Center for Human Rights.
https://cchrcambodia.org/admin/media/factsheet/factsheet/english/CCHR%20Factsheet_Viol
ence%20Against%20Women_ENG.pdf. Accessed 05.29.19
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Utne) remind us, moreover, the power imbalances and hierarchies that
facilitate direct violence between men and women also give rise to systems,
structures, and institutions of violence (such as patriarchy).
In this regard, Cambodian society operates according to the oft mentioned
‘vertical strings of power’ – which are very rigid and hierarchical (Simangan,
2018).

Rianne Eisler describes from a feminist and anthropological

perspective (Eisler, 2003) two typologies of power: the dominator v.
partnership model. The dominator model is characterized by authoritarian and
inequitable

social

and

economic

structures

with

rigid

hierarchies.

Relationships are imbued with a high degree of fear, abuse, and violence.
Men are seen as superior to women, and there are belief systems in place
which legitimize violence. We saw this in the data set, both in respect of the
domestic violence we documented, but also with regard to corporal
punishment inside the classrooms. This is coupled with the fact that most
Cambodian secondary school teachers are male (58% according to MoEYS
2016-2017 statistics), adding more to the unequal power dynamics.
The partnership model on the other hand values democratic and economically
equitable structures. Mutual respect and trust characterize most relationships;
men and women experience gender equity, and empathy and mutuality
characterize social narratives and relations. Peace education for Cambodia
should be grounded in the partnership model, which is consonant with feminist
theory. Youth in the data set that had experienced peace education were more
likely to exhibit these attitudes and behaviours
As noted by Mclean and Zapata (2015), then, there is a natural alliance
between peace studies (or peace education for our purposes) and feminism.
Feminist theory allows us to understand how direct violence against the person
is associated with cultural and structural violence. In short, the personal is
political and the political is personal.

McLean and Zapata explain how

intersectionality is an integral part of feminist theory used to examine the
different contextual factors: gender, race, class, sexual orientation, and
religion. Intersectionality explains the power dynamics and imbalances that
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either create just social structures or perpetrate injustice, in the form of either
cultural or structural violence.
Thus, inasmuch as youth respondents have experienced direct violence, or
been able to avoid it, or to transform it through peaceful skills, they are, in true
morphogenetic form, interacting with, changing, and in some cases positively
modifying the institutions, networks, and belief systems that enable cultural
and structural violences. This is the transformative agency argument and the
link that feminism provides to bridge the gap among personal, relational,
cultural and structural forms of conflict transformation.

Peace education,

Standish (2015) notes, is a form of peacebuilding that unites critical reflexivity
together with analytical and problem solving skills to find solutions to cultural,
structural, and direct violence. Peace education necessarily and positively
implicates a feminist perspective, moreover, as all social relations are
gendered in nature. She argues that
peace education is well positioned to address forms of cultural violence
that relate to gender (discrimination, hierarchy, violence against
women) because education . . . helps to create a society [which]
delegitimizes gender-based violence (GBV) and does not tolerate
violence against women and girls (VAW) (Standish, 2015: 299)
Peace education therefore has an important role to challenge patriarchal
stereotypes and gendered notions of dominance and power, both within the
classroom and outside the classroom.

Peace education works on

transforming the root causes of cultural and structural violence within the
individual student, within the classroom (for formal peace education). Thus, in
a real sense peace education, through the lens of feminist discourse and via
individual agency, makes a contribution to structural and cultural conflict
transformation. In the data set, then, the oft-mentioned refrain of ‘peace
begins with me’ is critical. While initially it seems to signal the ineffectiveness
of peace education to transform structural and cultural conflict, it can in fact
change the structures and institutions that propagate these violences. The
belief of the youth who articulated this viewpoint is relevant: I will generate
inner peace and then it will spread to all levels around me.
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Contribution to CT
Personal and relational
Peace education is making a contribution to conflict transformation in
Cambodia, primarily at the personal and relational levels. On a relational level,
peace education is making a contribution in the 3 sites we visited. The efforts
are sometimes hampered, however, by the stereotypes passed down from
elders to the next generation (i.e. “All Vietnamese or Thai people are bad.”)
Even when youth disagree with these stereotypes, it is sometimes difficult for
them to convince their elders in a society which values elder wisdom over the
ideas of youth. In most cases, however, the resistance of the elder generation
to new ideas about peace and ethnic harmony is not because they are against
peace, but because of their own past experiences, hopes and fears. In
addition, anecdotal evidence suggests that youth understand less well how to
deal with relationships (i.e. with parents, teachers, elders) where there are
power imbalances. Providing youth with knowledge and skills in empathy and
dialogue for dealing with this variance of opinions should be an important goal
of peace education efforts in Cambodia, as it can stimulate a deeper level of
relational conflict transformation.
Structural
The contribution to structural and cultural conflict transformation is mediated
through enhancing the agency of youth such as the peace messengers.
Because of the constrained civic space in Cambodia, peace education
initiatives have tended to avoid politics, and they focus instead on the
personal: emotions, interpersonal relations, empathy, building social cohesion
through understanding and tolerance of diverging viewpoints, and critical
thinking. The content or curricula contains very little about challenging power
structures, questioning dominant modes of thought. This is understandable
given the socio-political climate and the dangers associated with thinking or
activities that oppose the status quo.
One key informant suggested that a potential point of entry was the political
arena. This key informant explained the work of one youth NGO is creating
some positive associations between politics and social change and sowing the
path for peace. In this regard, a recent survey conducted by YRDP found that
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youth [N=1,464] were interested but sceptical of political party participation.
89% of respondents said political parties should take youth more seriously. In
general, males and those youth with more education tended to be more
engaged in politics. 95% of them noted they would vote in the next elections.
In terms of gender, 92% of respondents said young women should stand for
election. As for the women, 67% said they would not consider standing for
election, and never thought of it. Moreover, 40% of them are not interested in
politics. Both men and women – 71% of them – indicated that volunteering for
an NGO would be a more effective way of exercising their political rights than
joining a political party or standing for election (Youth Resource Development
Program, 2016). This points to a possible pathway for peace education to
incorporate the explicitly political in the Cambodian context, and to offer youth
a way to peacefully exercise their civic duties and at the same time help to
develop the country.
Thus, peace education in Cambodia has the potential to contribute to societal
reconstruction. As Cambodia has endured a generation of violent civil war,
followed by weak democratic institutions, corruption, nepotism, and nonexistent rule of law, there is a very real need for social reform.

A new

democratic project which focusses on egalitarianism, respect for the individual,
humanistic principles, can be supported and enabled by peace education. In
contrast to human rights, which is sometimes conflictual, an approach which
emphasizes harmony and consensus building may be more palatable to ruling
elites. This is a key point, as political buy-in and according to our interviews
with MoEYS officials we noted that endorsement of the (formal) peace
education project is necessary for it to succeed.
Cultural
Regarding cultural conflict transformation, a discussion of Buddhism is in
order.

As the spiritual philosophy of the country’s majority Khmer

population, Buddhism has the potential to build bridges, restore harmony,
and guide people in moral ways of thinking and action. Yet, as we noted
in the data, the Buddhist clergy have lost some of their legitimacy, been
politically co-opted, and tainted by materialism (Kent, 2003) Moreover,
dishonesty, immoral behaviour, and the disconnect between the faith and
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the people have done a great deal to discredit Buddhism in the eyes of
Cambodians across the country 108.

Morris states that “many religious and

civil society leaders in Cambodia attribute violence, breakdown in peaceful
governance and lack of community to the breakdown of Buddhist ethics and
practice in political and community life” (Morris, 2000: 13).

In sum, the

legitimacy of Buddhism is not what it used to be as a guiding light of peace
for Cambodian society.

Moreover, one civil society leader noted that

monks may presume assume that when they are teaching about Buddhist
philosophy, they are also teaching about the value of peace. While there
are numerous peace messages inherent in Buddhist philosophy, simply
preaching doctrine does not equal peace education.
The connection to peace among major religions (Buddhism, Hinduism,
Christianity) offers a clear impetus for integrating spirituality (or mindful
introspection) into any Cambodian peace education initiative. Brantmeier is
optimistic that there is room for peace education to embrace the spiritual and
religious traditions that have nurtured humans for thousands of years. He
cautions, however, that religions can equally be a divider as well, and that an
idealistic vision of religion as a vehicle for peace “needs to be tempered with
the harsh historical realities of religious hegemony used to mobilize,
segregate, oppress, and in extreme cases, massacre millions of people”
(Brantmeier et al., 2010: xiv). In short, religion can be both a force for violence,
and a foundation for peace. The evidence from the primary and secondary
data bears out this claim in Cambodia, although the violence caused by
Buddhism is more structural and cultural than direct.
There are however ample opportunities for rejuvenation for incorporating
faith and spirituality into peace education endeavours in Cambodia. The
other religions of Cambodia: Islam, Christianity, and animist faiths should
be embraced as well. Cambodian and Thai students could for example take
advantage of a shared religious heritage (i.e. Buddhism) and explore this
commonality as an avenue to understanding and peace. Interfaith dialogue in

108

http://sea-globe.com/the-decline-of-buddhism-in-cambodia/ Accessed November 14,
2018.
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peace education among all three major religions could serve to build bridges,
reduce prejudice, and reinforce mutual respect.
4. Model
Sub-research Question: What is the appropriate model of peace education
for Cambodia?
Hypothesis: The appropriate model of peace education for Cambodia should
be locally led and grounded in Cambodian knowledge and practice.
Conclusion: An appropriate model of peace education must be locally owned,
culturally relevant, and process focussed.
This section outlines a model which is based on the views and beliefs of
respondents, co-researchers, and supported by the current literature on peace
education. It builds on Chapter 7, which was wholly based on the views and
responses of respondents from the data set. The appropriate model of peace
education for Cambodia should be: 1) indigenous to Cambodia and not
externally imposed, 2) based on modelling rather than teaching, 2) take a fluid
approach of formal and non-formal delivery, and 4) adopt a curricular
framework of transpection.
Indigenous
Peace education in Cambodia should be an indigenous led movement from
the inside, not imposed by Western liberal values (Gellman, 2010). It needs
to draw on local cultural practices and be informed by Khmer traditions,
culture, and heritage. Peace education should focus on how Cambodia has
emerged from conflict and is moving towards peace. Peace education in
Cambodian context should be a bi-directional process.

We learned much

from respondents who lamented the lack of ‘peaceful role models’ in the
country. Leaders at the national level who are exemplars of peace should set
in place strategies, approaches, and institutions that nurture conflict
transformation (conflict resolution & dialogue mechanisms, soft diplomacy
tools, etc.) Moreover, education officials should insert spaces in the curriculum
for peace education to take place and build the capacity of teachers to fill these
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spaces. Civil society and NGOs should develop peace education programmes
to instil tolerance, love, respect, and understanding among youth.
In addition, the model of peace education for Cambodia must be culturally
relevant. What this means is that cultural, religious, and traditional practices
must be embedded in the activities of peace education.

For example, as

regards Buddhism, elements of morality, ethics, and conscience, should
feature in peace education.

Moreover, with the realisation from some

respondents that formal sermons of monks do not always attract youth, a more
active approach to social change could be integrated. A possibility would be
the school of teaching called ‘Engaged Buddhism’ which seeks to take dharma
teachings and apply them in dealing with situations of social, political,
environmental, and economic injustice (Soeung and Lee, 2017). Famous
peaceful leaders like Maha Gosananda (Poethig, 2002) need to be promoted
to the next generation, and research carried out to understand how we can
transform people’s attitudes – in keeping with Buddhist thought – from greed,
inward thinking behaviour – to selfless and helpful behaviour. Contemporary
Buddhist clergy such as Venerable Kou Sopheap at Kol Tor Teng Pagoda in
Phnom Penh are engaging in similar peace education efforts.
Tanabe (2016) explores the tenets of Buddhism, in particular the four noble
truths, as a starting point for what he terms mindful conflict resolution. Many
respondents in the data set pointed to Buddhist practice as a fount for peace
education in Cambodia. Soeung and Lee (2017) demonstrate how Buddhist
monks have promoted the message of peace education in Cambodia. They
argue that monks derive their spiritual mandate based on a combination of
resource: religious authority, cultural knowledge, social networks, and ICT.
They remind us, however, that the sangha (order of monks) was completely
banned during the period of the Khmer Rouge, and since has been politicised
to a great extent and even co-opted by the ruling party. Since 2000’s, they
trace a revival in Buddhist peace activism and focus on communicating
messages of peace. This involvement of the local Buddhist clergy (challenges
noted elsewhere notwithstanding) provides an important marker for a locally
owned form of peacebuilding and peace education in the Cambodian context.
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Moreover, when working with Cambodian youth, the tales and stories used in
peace education should reflect the narratives and cultural legends of
Cambodia. We must appreciate for example the ceremonies in Cambodian
culture which are peaceful, and use them as vehicles for personal healing,
restoration, forgiveness, and reconciliation. Pchum Ben ceremony109 and
Khmer New Years are excellent examples.

In short, in constructing a

curriculum or approach for peace education, educators must recognise,
validate, and build on the culture of Cambodia.
On modelling
In addition to links with the culture, there must be links with family as well.
Specifically, when parents are engaged in their children’s pursuit of peace the
outcomes will be more durable.

We have noted the generational divide

elsewhere, and the tensions that sometimes exist between parents’ views of
peace and their children’s views. When Cambodian youth in schools or after
school programmes learn about peace, they need to find a receptive
environment with their parents when they bring home new ideas about peace.
Having children and their parents interact and engage with one another and
share ideas about peace can be an important bonding and learning
experience. At the same time, because of the authority figure role that parents
occupy, they should serve as models of peace for their children. In fact, as
mentioned in Chapters 5 and 6, there is a need for parents to assume a more
proactive stance to guiding their children. Some parents as a result of their
trauma from the Khmer Rouge have adopted a ‘laissez-faire’ attitude with their
children and fail to provide them the discipline and rigour which is needed
(Xiong et al., 2005: 170). As we learned from the data set about social
deviants (i.e. gang members), these youth could benefit from strong guidance
from authority parents or authority figures in their lives.
This is similar to the role that teachers should play. In Cambodia, the role of
teacher is bestowed with cultural attributes of respect, authority, and the
obligation to be an exemplar in the community (Dawson, 2019).

Teachers

therefore have an obligation to serve as examples of peaceful behaviour,
109

A Khmer ceremony for honouring our ancestors and those family members who are
deceased.
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which (as noted in Ch. 5) does not always happen.

For a consistent,

sustainable model of peace education to be successful, teachers should
upgrade their own professionalism, morality, and integrity in and outside the
classroom. This also carries over to NGO workers, who are often the bearers
of peace messages delivered in a nonformal setting by civil society
organisations.

As a note on reflexivity here, the peace researchers

themselves felt keenly the responsibility to be ‘peaceful models’ when we
visited these communities, in keeping with the subject of our research.
Speaking of role models, senior youth themselves can serve as peer support
to the junior youth. We witnessed this to a certain extent with the university
co-researchers and the high school youth (see Chapter 7 on reflexivity).
Because of their ability to relate and understand, youth can serve as the most
appropriate role model for their peers (Parr and Townsend, 2002). We noted
in the data set that when youth served as role models for other youth, they
impressed other adults (parents, village leaders) through their leadership,
initiative, and motivation. Youth we spoke to who were involved in peace
education felt their social conscience calling them to do something for the good
of their country. This speaks to what Lam refers to as a prosocial orientation
among youth, or an inclination to do good (Lam, 2012). What these youth are
missing is an opportunity, some guidance and support, and acceptance from
their peers that social work in service of peace is a worthwhile undertaking.
Another aspect of modelling has to do with the link between personal and
relational conflict transformation. This also emerged as a theme in the data
set; if we want to be peacemakers, we must first start with the example of our
own families. A father or mother who has had discord in their domestic sphere
would not be trusted or accepted as a peace educator or peace maker in the
community. Conversely, someone who has had a tranquil family environment,
would be seen as someone who has the knowledge, attitudes, skills, and
behaviour to both make and teach about peace.

This individual would

therefore have greater trust among his/her community peers as a potential
mediator, negotiator, or conflict resolution resource person. This idea was
echoed by one village leader, who take this responsibility seriously.
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One of the key findings from our research in Cambodia is that peace cannot
be taught through formal channels alone. It must be exemplified – or modelled
– in order for its message to be communicated. Moreover, there cannot be a
disconnect between the messenger and the message. Teachers have a very
important role to play here (Davies, 2016: 32). In fact, as we noted from the
data set, teachers, elders, parents, or figures of authority will have little
legitimacy or agency in the eyes of youth if they preach peaceful messages,
but then practice violence in their personal lives. This is a critical realization,
and from it several things follow. Firstly, peace cannot be prescribed. We
cannot simply tell youth they must be peaceful. There must be a genuine
desire and yearning to have peace, and only then can it flourish. Secondly,
peace is not a temporary experiment – once you embrace peace, and once it
embraces you – then you have made a commitment to it – that is spiritual in
nature. Thirdly, peace is like a benevolent virus; it can spread from one to
another by contact, through words, actions, even physical interactions.
Hybridity
The violences in the Cambodian school system have been detailed in this
chapter and elsewhere. There is a question as to whether schools, given that
they are sites of structural, cultural, and direct violence, can ever truly function
as sites of peace education geared towards personal transformation and
liberation of the Cambodian student. Certainly, the greatest impacts witnessed
among youth in the data set in terms of peace K.A.S.H. have come from
nonformal education programs in Takeo and Prek Chrey versus the formal
education program in Kampong Chnnang.
Illich (1970) argues that the formal schooling system is anathema to personal
emancipation.

He explains how school sites are sites of indoctrination,

disempowerment, and positivist thinking. In his view, students require ‘deschooling’ in order to ‘un-learn’ the harmful effects of propagandization,
stratification, and reductionist thinking. In Cambodia, among the education
officials, youth and teachers we interviewed, we noted a similar disconnect.
Peace education was praised as a positive social good with the ability to
change behaviour on a case-by-case basis. But peace education is also
subordinate to the entire formal education system in Cambodia, as a ‘curricular
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subject that must adhere to the social norms, power relations, and discourses
of the Cambodian education system.

As to the ills of schooling, Illich

advocates that the formal system should be completely reconfigured:
Universal education through schooling is not feasible. . . The current
search for new educational funnels must be reversed into the search
for their institutional inverse: educational webs which heighten the
opportunity for each one to transform each moment of his living into one
of learning, sharing, and caring (Illich, 1970: Introduction, i).
Other scholars such as Reid propose a similar reworking of existing structures.
The formal schooling system he argues only stunts the growth of children,
dampens their moral imagination, and exacerbates competitive tendencies.
He poses the rhetorical question: “In what other society do we force students
to attend institutions (like jail, for example) against their will?” Reid advances
the notion that “nothing less than a complete recasting of or reorientation of
our educational system can promote peace, can save mankind from
annihilating wars” (Read, 1949:23 ). He emphasizes a more holistic and
integrated vision of education that included aesthetic and moral sensibilities.
Illich likewise advocates for education or learning to be a fluid endeavour
where individuals take charge of their own learning and seek out others for
mutually appropriate and beneficial transfers of skills and knowledge.
If the paradigm of the Cambodian formal education system is linear, rational,
and to some extent patriarchal, then the model of peace education must be
holistic, optimistic, intuitive, and systemic (Hicks, 1988, p. 254). Yet even with
a solid peace education curriculum, there is no guarantee that effective peace
education can be delivered by Cambodian teachers who do not have the skills
and background to do so.

As Whitaker tells us, the qualities of the teacher

and his/her pedagogy are essential to the process of peace education within
a school. He advocates, in line with best practices in pedagogy across the
world (need source), the move towards a student – centred approach to
learning which requires teachers to:
restructure the quality of the relationship between the teacher and the
taught and to evolve a pedagogy which places the learner’s personal
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experience, rather than the teacher’s subject preoccupation, at the
forefront of the educational process in schools” (Whitaker, 1988: 288)
Given the numerous challenges of peace education within the formal system
in Cambodia, then, nonformal peace education alternatives can serve as a
complement. This is what I term a hybrid approach to peace education.
Nonformal education can be sponsored by the state, or by local nongovernmental organizations, and is often aimed at school leavers, school
dropouts, or community learners.110 Nonformal peace education can reach
those marginalized youth groups who are excluded from formal settings due
to caste, religion, gender, or those for whom opportunity costs to attend school
are too high. In the case of Prek Chrey and Takeo, the participating NGOs
are operating non-formal peace education programs (see Chapters 3 and 6
for details).

Yet the formal education system, as the core institution for

promulgating education in Cambodia, cannot be ignored. What is necessary
is a mixed intervention combining the best of both systems.
In my own experience in Sri Lanka a hybrid approach to peace education
through summer camps was particularly effective. Youth ages 11 to 15 from
different ethnicities were brought together to learn about leadership, creativity,
critical thinking, ICT, and teamwork. Sri Lanka was a conflict environment at
the time, fraught with the associated difficulties of teaching peace to youth
(Lopes Cardozo, 2008). Yet the program I was involved with succeeded to
some extent for the following reasons: 1) we had the approval of the Ministry
of Education at national and local levels, 2) we used schools as sites of
learning and engaged parents, and 3) we invited and trained teachers to be
the change agents. The peace education camp itself was delivered during
summer

holidays, thus qualifying it as a nonformal peace education

programme. Cambodia could look to a similar hybrid approach of formality
and non-formality as a solution to similar challenges here that were uncovered
in the course of the research.
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http://uis.unesco.org/en/glossary-term/non-formal-education. Accessed April 1, 2019
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Transpective
Peace education in Cambodia should connect retrospection, introspection,
prospection, and extrospection: 1) Learning from the history of the Khmer
Rouge (retrospection), 2) eliminating present day discrimination and prejudice
(introspection), 3) learning to understand one another and live together
(extrospection), and 4) planning for a more peaceful future (prospection).
Firstly, there is a need to learn from the past, so that Cambodians could
understand better what socio-political circumstances surrounded their country
descending into civil war (retrospection, introspection) and prevent it in the
future

through

intentional

visioning

and

imagination

(prospection).

Reconciliation (extrospection) could help heal the wounds of the past and
increase solidarity among Cambodians. Peace education should connect
Cambodian youth with lessons learned and experiences from the past
(retrospection), so they can build good relationships with others in the present
(extrospection). Once they become more unified, they will support each other
and help to resolve future conflicts when they arise (prospection).
Retrospection should involve a variety of activities: preservation of oral history,
study of historical events in forums, visiting sites of Democratic Kampuchea,
speaking with survivors of the regime, learning through the formal curriculum
An excellent example which links retrospection-prospection is the peace
museum which the Alliance for Conflict Transformation (ACT) has recently
opened. The initiative focusses on educating “Cambodian young people about
their country’s past in a way that motivates them to seek a more peaceful
future” (Ngarm, 2007). If this and other educational “initiatives are to have a
positive peacebuilding impact, then they must seek to deconstruct structures
of violence and construct structures of peace” (Bush and Saltarelli, 2000).
Secondly, internal reflection (introspection) that is consonant with spiritual
practices such as meditation is necessary for peace education in Cambodia.
Looking inward (introspection) is a powerful counterpoint to looking outward
(discussed next).

Introspection is needed in peace education pedagogy

because of the principal finding that ‘peace begins with me.’ It is the foundation
for embracing the idea of peace, cultivating inner peace and sharing it with
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others. In light of what many students and some teachers related, peace is
not merely a subject to be taught, but something almost akin to a state of being,
or a way of life. Peace is like an ontological state. If there is inner confusion
from lack of introspection, then peace cannot grow within each of us. It
therefore cannot be spread beyond our personal boundaries.
Thirdly, it is important to teach critical thinking and perspective taking, so that
Khmer youth can understand their Thai and Vietnamese counterparts
(extrospection) as well as those from different genders, socio-economic
backgrounds, religions, and geographical areas.

If Cambodian youth could

learn to live together through the elimination of prejudice and discrimination,
then they would be less likely to otherise and to engage in violent behaviour
based on false prioritisations of identity (Cf. Sen). Indeed, the extrospective
topics of dialogue and communication should be linked to the retrospective
component of Khmer Rouge era history. They should also teach Cambodian
youth to embrace regionalism and higher identities (i.e. ASEAN national,
global citizen, human being) and reject all forms of patriotism or xenophobia.
As noted previously, embracing tolerance and diversity as well as empathy
should be core competencies of the extrospective component of peace
education in Cambodia.
Finally, hope springs eternal and therefore prospection is a vital part of any
peace education curriculum in Cambodia. We must learn from the past,
understand ourselves, and then project the world we wish to see. In 10, 20,
50, 100 years from now, what do Cambodian youth wish to see in their
country? In their world? As far as we could see in the data set there is very
little if any of this type of imagination work happening inside or outside
classrooms. The visioning of a world full of peace, without war, and without
violent conflict, should complete the cycle of transpection in Cambodian peace
education.

For without hope, Cambodian youth would be bound by the

delimiting violences (direct, cultural, structural) of the present. Dreaming and
planning for the future, moreover, is something that everyone can participate
in, students as well as teachers and parents.
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Key Findings
This section looks at the following: 1) expectations of the findings, 2)
unexpected findings, 3) conflicting points in the data, 4) limitations of the study,
and 5) principal implications.
Findings and expectations
The aim of the research is to generate findings of academic and practical
import for the field of peace education. The research has achieved this aim in
large part (see Chapter 9 for details).

The use of the critical realist

epistemology paired with transpection as an analytical framework has
generated findings of import for peace educationists (see below for
implications of these findings). Limitations of this thesis notwithstanding, it has
been able to make an original contribution to the field of peace education,
primarily through the innovative partnering of the frameworks mentioned
above. Lastly, the findings are of critical relevance to both scholars as well as
practitioners, as I discuss below and in the subsequent chapter.
Unexpected findings
The unexpected findings relate to intrapersonal peace. There was a strong
emphasis in the data set on the foundations of peace education as being
intrapersonal, i.e. peace begins with me. This aligns with the nature of the
peace education programmes which largely focus on personal and relational
conflict transformation (as noted elsewhere). What was unexpected is the
confidence or belief among youth respondents that this inner peace could
radiate outwards and transform attitudes, perceptions of others as well as
institutions and structures of injustice and violence. Thus, peace education as
an individual emancipatory undertaking could blossom into hope and promise
for transformation of society and a broader culture of peace.
Conflicting points in the data
There were very few conflicting points in the data. For the most part, The
answers across respondent groups tallied from site to site. The different
perspectives between parents and their children mostly related to generational
aspirations and outlook on history, as noted in previous chapters. Also, key
informant interviewees in Phnom Penh tended to have a broader, macro
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perspective on peace education, in Cambodia. For the most part, however,
their views tended to corroborate those of respondents of those in the 3 sites.
In terms of inter-site variation, there was also less than expected difference
among the answers of different respondents. The socio-historical backdrop of
each site did influence the responses (i.e. greater focus on Khmer Rouge in
Takeo) but overall they were more similar than dissimilar.
Limitations to the study
Perhaps the greatest limitation of the study, as reviewed in the methodology
section, is the ‘please the interviewer’ effect. Since most of the respondents
were associated with the NGOs involved in the study, this was difficult to avoid.
Although as researchers we were clear to explain that we were not conducting
an evaluation of these NGOs, many respondents may have implicit assumed
that they needed to speak positively about the organisations in question. In
the case of local authorities or leaders, moreover, they had a vested interest
in presenting their own locales in a favourable light. This meant for example
there were often reticent on the topic of conflict in their own villages, and
hesitant to present anything that could portray them in a negative light. These
shortcomings were mitigated to a great extent by the following: 1) skill of the
researchers in probing and questioning, 2) relationships of trust developed
through the iterative interview process, and 3) our ability to engage in indirect
observation as a means of triangulation.
Principal implications
The principal implications of this thesis for peace researchers in Cambodia,
the region, and internationally are as follows:
1)

Peace education in Cambodia is at once personal and political;

even when aimed at building K.A.S.H. alone, peace education enhances
individual agency and thereby empowers youth to make a contribution towards
structural and cultural conflict transformation.
2)

Peace education in Cambodia should be seen as a process – which

is an integral part of peacebuilding and can therefore also be termed ‘peace
education for peace’ as it reinforces culture of peace at the micro individual
and macro societal levels.
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3)

Peace education in Cambodia should be consonant between the

pedagogy and the pedagogue. Messages of peace should be delivered by
peaceful individuals in a peaceful way, in order for them to take root and
blossom in Cambodian learners.
4)

Peace in Cambodia cannot be taught to youth; instead, it must be

modelled by those who have inner peace: parents, teachers and also other
youth, the latter whom have a great deal of influence as peers.
5)

Peace education in quasi post-conflict Cambodia can be effective,

but it requires a combination of enabling environment factors, a mixture of nonformal and formal initiatives, and a solid grounding in indigenous knowledge
and practices.

Chapter Eight Conclusion
In this chapter I have accomplished a number of aims. I have revisited both
my ontological and epistemological foundations of critical realism. In doing so,
have interpreted the findings chapters in light of both my philosophical
approach (above) as well as the analytical framework of transpection. As a
key element of the analysis, I have revisited the main research question and
research questions, elaborating on the answers to these questions. More
relevant to the field of peace education, I have signalled findings of significant
import, explained their important, and linked to them to current debates and
dialogues in the field of education. Finally, I have pointed out where the data
have principal implications for peace education and for future research.
Chapter 8 bridges the findings chapters (5, 6, and 7) to the final Chapter 9,
which is the summation of the thesis.
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Chapter Nine: Summation and Further Work
Overview and Aims of Chapter 9
In this chapter I bring the thesis to a conclusion, reviewing what I set out to do
in the beginning as research objectives, and determining to what degree I have
met those objectives.

Constructed first and foremost as an academic

undertaking, and secondly as a practical research project, this thesis has a
major objective and a minor objective. The primary objective is to answer the
main and sub research questions of my thesis, and to remain faithful to my
epistemological grounding.

The minor objective involves looking at the

outcomes of the thesis from a practitioner perspective which I will continue
outside the scope of this research. In this chapter, therefore, I review the
findings, discussion, and attempt to assess how well they respond to the
research questions. I also document the lessons learned from a process and
an outcome perspective. I close with thoughts on future areas of research that
have been opened by this thesis.
Review of Aims / Accomplishments
In this thesis, I have set out to determine the nature and promise of peace
education in Cambodia. I have endeavoured to use a participatory action
research with a reflexive, qualitative data gathering process to conduct a case
study of 3 sites.

These 3 sites were geographically distant and also

contextually distinct. The gatekeepers to access these 3 small communities
in Prek Chrey, Takeo, and Kampong Chnnang provinces were collaborating
organizations in the PERP research project (see Chapter 4 for details). The
research aimed to generate a picture of peace education in Cambodia by
analyzing the similarities and differences in peace education findings across
these 3 sites. Additionally, the lens of critical realism was applied to the
findings to generate discussion geared towards understanding the context,
mechanisms, and outcomes where peace education has succeeded. With
respect to the PERP project, the research sought to generate learning and
practical recommendations which would be useful to the collaborating
organizations in their own peace education programme development. Both
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the major and the minor objectives have been met to varying degrees, as
outlined in the below table.
Table 6. Summary of Research Objectives
Degree of
Fulfilment

Objective

To answer the main
Completely
research question of
fulfilled
my thesis

See Chapters 5, 6, 7, and 8 for details.

To
employ
a
Completely
participatory research
fulfilled
methodology
To frame the findings
and analyse them
Mostly fulfilled
using the lens of
critical realism
To produce a case
study comparing the 3 Mostly fulfilled
sites

To generate a locally
owned model of peace Mostly fulfilled
education
To provide practical
lessons learned from
the research
To
furnish
recommendations for
participating NGOs,
and
other
stakeholders in peace
education

Completely
fulfilled

Partially
fulfilled

Explanation

Initially there was an emphasis on the
action component; this was modified as
students not educators were the coresearchers; see Chapter 4 for details
Critical realism is a difficult and
challenging philosophy, but it has been
applied to the findings in a useful way;
see Chapters 5-8 for details.
Originally the thesis envisaged a distinct
case study approach whereby the units
of analysis would be the sites; this has
been modified in favour of a holistic,
integrative approach to the case study
(see Chapter 4 for details).
It is ambitious to expect the thesis to
generate the model as this must be
done in concert with local practitionersresearchers. The thesis has however
provided concrete directions for same.
A number of key outcome and process
lessons learned have been included in
this chapter 9.
A key set of recommendations for
parents, youth, educators, the MoEYS,
and NGOs will be extracted from the
thesis after its conclusion.

As the table above demonstrates, I have mostly fulfilled the key objectives of
this research. I set out to answer my main research question, to do so using
my

intended

methodological

approach,

and

in

keeping

with

my

epistemological perspective of critical realism. The case study approach was
used as extensively as originally envisaged, and sometimes it was a challenge
to fully apply the lens of critical realism. However, critical realism does provide
an insightful window into the workings of peace education in the Cambodian
context. Moreover, the local model of peace education has not been fully
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generated, as this is an endeavour that requires collaborative input from
Cambodians. The key aim in this regard is to ensure that the results of this
thesis research will be useful and practical for the NGOs who contributed to
the Peace Education Research Project (PERP). Within the framework of the
thesis, however, is not the appropriate place to assess this aim. As such, I
plan to develop a set of practical insights and recommendations for peace
educators and activists in Cambodia based on the key findings from this thesis.
Lessons Learned
There have been a number of important lessons learned from the research
which are summarised below. These lessons learned relate to both the
process of the research, as well as its outcomes. The first section looks at the
process learnings.
Process learning
In terms of process learning, there are several reflections concerning the
methodology and data collection which are important to discuss:
Firstly, the collaborative approach to research has many benefits – local
ownership, contextual relevance, participation.

However, it is very time

consuming and so any researcher contemplating a similar approach should do
a careful cost/benefit analysis at the outset. Another disadvantage to the
collaborative approach is that collaboration tends towards generating practical
insights, which can sometimes be challenging given the primary academic
focus of the thesis.
Secondly, for a participatory research project, the capacity of research team
members needs to be developed. Investing in these young researchers has
a number of positive benefits, the most important of which is increased
capacity of peace researchers in Cambodia.

However, this is a time

consuming process in and of itself, and different modalities of capacity
development must be taken into account and implemented.

In addition,

rigorous systems of quality assurance and compliance are necessary.
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Thirdly, the participatory research sometimes bordered on being an
ethnography – because the team spent so much time in the communities. As
cited earlier, this iterative approach was useful for building relationships and
trust. Yet it introduced ethical challenges as well concerning the extent to
which researchers influenced the context they were trying to study. This is
consonant with critical realism where the researcher must be aware of the
complex interdependent systems (s)he is studying, as they are interlinked with
and affected by his/her own presence in the data generation environment.
Fourthly, in terms of the ethical consent required, in the Cambodian context it
is difficult to expect respondents to provide written consent. This is because
many people are pre-literate or illiterate.

For them, signing documents

sometimes evokes experiences of prior human rights violations (land being
taken away, for example). Therefore, in future research endeavours verbal
consent would be more appropriate, although his admittedly complicates the
need to safeguard the interests of the youth respondents.
Fifthly, the type of data generation undertaken was dependent on the political
context in the country. The following year in 2013, the ruling party lost a
majority of seats to the opposition party. For 3 subsequent years, there was
a sustained period of government surveillance and a general closing of the
civic space.

Although not required by law, in practice local government

officials usually demand to approve all local research efforts. Such a research
– sensitive as it was in terms of investigating Khmer – Vietnamese relations –
would likely not have been permitted had the data generation taken place in a
later time frame (i.e. post 2013).
Sixthly, as this research was placed on hiatus for several years, I have not yet
been able to close the loop of feeding the results back to the communities.
This is seen as an important ethical step which should be further pursued after
publication of the thesis. Not only is this an ethical undertaking, but it is
considered part of the compact developed with NGOs at the outset. Since the
research team (primarily myself) have benefitted from access to knowledge
and information from community members, it is only fitting that this be
reciprocated in terms of feeding back the findings to those communities.
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Outcome learning
The second section looks at the outcome learnings.
Firstly, the individual conception and praxis of peace and peace education
among Cambodians is determined to some extent by the site context, as well
as other demographic factors such as age and ethnicity. Secondly, peace
education is being practised informally (non-formally) as well as formally in
Cambodia. Inside and outside the classroom these efforts have enjoyed
varying degrees of success. Thirdly, the context in which peace education is
being practised can be described as a ‘dis-abling’ environment. What this
means is that youth must navigate currents of direct, cultural, and structural
violence, in order to learn about and spread the message of peace. Fourthly,
despite this disabling environment, it is clear that peace education is possible
in Cambodia. There is considerable support for peace education among youth
as well as parents and educators. Fifthly, there is a disconnect between
classroom efforts that teach about peace, while youth are being exposed to
violence in their environment – sometimes from the very educators who are
teaching peace. Sixthly, Buddhism has an important but underutilized role to
play in peace education. Unfortunately, many monks have lost their moral
mandate to instruct about peace and their teachings fail to reach the youth of
today. Seventhly, parents are important potential peace educators. How they
act, how they behave, and how they influence sets a critical precedent for their
children’s behaviour. Youth, however, are the most powerful potential peer
educators. Eighthly, youth face a number of challenges, including low
employment, lack of access to educational opportunities. This complicates the
project of peace education as it may take a lower priority. Ninthly, peace
cannot be ‘taught’ as such in the Cambodian context, and must be modelled,
not only by authority figures, but also by youth to their peers. Tenthly, peace
education can make a contribution to personal and relational conflict
transformation, and via personal agency and with greater intentionality, can
also contribute to structural and cultural conflict transformation as well.
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Future Research
As with every research project, there are responses generated to hypotheses
and further questions opened. This research is no exception. While the data
set is rich and nuanced and can respond to a broad range of inquiries, there
are others on which it is silent. For these topics where we have not gathered
sufficient evidence or had time to treat them fully within the context of this
thesis, a list of questions is provided below. They are of sufficient importance
to merit future investigation.
1)

How could transpection be integrated into a formal peace education

program in Cambodia?
2)

How could peace education be strengthened so that it contributes more

to structural and cultural conflict transformation in Cambodia?
3)

What is the potential of Cambodian youth to serve as peer educators or

peer mediators?
4)

What are the advantages / disadvantages to using information

communications technologies (ICT) in peace education?
5)

How does the rise in importance of social media affect the approaches

that are needed for peace education in Cambodia?
6)

What are the demographic factors or personal characteristics that

predispose a youth to become messengers of peace?
7)

What impact does gender have on educating for peace, in what way, to

what extent, and why?
8)

How can peace educators contest the dominant negative peace

narrative and widen the space for change?
There are a number of NGOs in Cambodia which are continually involved in
building the capacity of young peace researchers. Inspired by the process
and content outcomes of this research, I will commit myself to supporting them
in the future wherever possible. I believe youth engaged in transpection
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concerning issues of peace and conflict is a vital precursor for the sustainable
and peaceful development of Cambodia.
With regards to future paths, I hope this thesis will rejuvenate discussions
about the need for sustained peace education efforts in Cambodia.

Its

publication will come at a time when the political context is tenuous and the
future of the youth and the nation uncertain. Thus, it could possibly serve as
a guidepost for how to responsibly and peacefully invest in youth as the
guardians of the nation’s future. There is much work to be done in this regard.
If this thesis can make a small contribution to the national, regional, and global
scholarship concerning peace education, then I will have achieved my goal.
Chapter Nine Conclusion
In this chapter, I have reviewed the work of the entire thesis, and tried to
compare the achievements of the thesis with its original aims. My conclusion
is that for the most part I achieved those aims. Moreover, the thesis has
begun work on generating a locally owned model of peace education. Once
the thesis has been published, I will begin discussions with participating NGOs
regarding the feedback of the findings to key stakeholders. I am hopeful that
the lessons learned from this research will be used as the basis for discussion
concerning peace education among practitioners, academics, and education
officials in Cambodia, and, where relevant, across the region and the world.
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Appendix 1 – Master Research Questionnaire
Main Research Question:
Under what circumstances, through what forms, and to what extent can peace
education contribute to conflict transformation in Cambodia?
Sub-Research Questions (with variables):
Variable

Questions

R

1) How is peace education defined and practiced in the Cambodian
context?
Concept
of
education

peace What is peace education? (If respondent
does not know, prompt with definitions)

Have you ever had experience with any
peace education praxis peace education programs in Cambodia?
in Cambodia
(If respondent has no experience, prompt
with examples).
What peace education programs exist in
the school system?

NGO
heads,
Existence of formal /
What peace education programs are being educato
nonformal
peace
conducted outside of the school system?
rs, MoE
education initiatives
(Ask only if respondent gives positive officials
answer to above)?
Role of religion in How does religion play a role in teaching
promoting peace
others about peace?
Role of school in How do teachers and textbooks play a role
promoting peace
in educating others about peace?
Role of leaders / How do figures of authority and leaders
authority figures in have to teach others about peace?
promoting peace
2) What are the historical, social, economic, political, and other
contextual factors which influence the effectiveness of peace education?
(macro and micro)
Historical
affecting
education

What important events have affected this
factors village in the last 30 years?
peace
In what ways have past events created
conflict in this village?
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Village
leaders,
NGO
partners

Variable

Questions

R

In what ways have past events created
peace in this village?
What events in the past have most
affected the youth of this village?
What organizations or groups (if any) are
active in the community? What are they
involved in?
Social factors affecting
What educational and health facilities are
peace education
available for the community members?
Who are the important leaders in this
village and what role do they play?
What are the major income activities for
villagers?
Economic
affecting
education

factors
Approximately how many of the villagers
peace
are living in conditions of poverty?
How does the income level of the villagers
affect their life?
What role does politics play in the village?

Political
affecting
education

How active are villagers in political
factors
activities?
peace
How much does politics influence the lives
of the villagers?

What is the level of peace in the village (1
Context of the village – very conflictual to 10 – very peaceful)
(present conflicts, etc.) How do the conflicts in the village affect
the youth?
Macro level factors
(socio-political,
At the national level, what factors – social, MoE,
economic,
cultural) political, economic, cultural – promote or NGO
heads
affecting
peace prevent the teaching of peace?
education
3) How are local knowledge, attitudes, and practice about peace and
conflict conducive to peace education? (micro)
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Variable
Understanding
peace

Questions

R

of What is peace?
What is the opposite of peace?
What is conflict?

Understanding
conflict

of What causes conflict?
Why do people from different groups not
get along well?
What do you feel about peace?

Attitude toward peace

Is peace possible?

Parents,
youth,
village
leaders,
What do you feel about conflict?
Attitude toward conflict Do you think conflict is good or bad? Why? educato
rs
How can you solve conflict (between
friends, family members, communities,
etc.)?
Knowledge of peace In order to build peace, how would you
promotion
order the following: a) peace within me, b)
peace in the world, c) peace in the
community, d) peace in my family, e)
peace in the region.
Knowledge of conflict What conflicts exist in your village? (micro)
situation
at Is Cambodia as a country presently
micro/macro level
involved in any conflict? (macro)
Imagine the following situations and try to
say, as honestly as possible, what you
would do.
You and your sister are fighting over an
orange. You want it and she wants it. Your
Skills / behaviour in parents are at work and there are no
Youth
promoting peace
adults at home. What would you do?
In your school, there are two groups of
friends who do not like each other. There
is a disagreement over using the
computers. The teacher is absent, and the
two groups ask you to solve their problem.
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Variable

Questions

R

You do not belong to either group. What
would you do?
You are in a restaurant. Your group of
friends is treating another group with
disrespect and being unkind toward them.
What would you do?
You are the class leader. In your class
there are two groups that dislike and
distrust each other. You must bring them
together to plan an exhibition. What
would you do?
Your friends and you want to spend
Saturday morning together. Your first
friend wants to play football, your second
friend wants to go to the library, and you
want to go fishing. You have only 2 hours
together. What would you do?
A boy comes toward you during break at
school; becomes angry and shouts at you
for no reason. What would you do?
A girl in the class takes your pencil without
asking. She says that he did so because
she really needed it. What would you do?
Think about the last conflict you had or
saw. What did you do?
Think about the last time you saw
someone who was being treated badly.
What did you do?
Examples of past /
future
peaceful Think about the last time you spoke to Youth
someone from a different group than you.
behaviour
How did you act?
How would you describe your thoughts
and actions - peaceful or not peaceful?
Please explain. (If respondent has difficult,
give the following example: “For example,
my thoughts of hitting someone are not
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Variable

Questions

R

peaceful. My actions to compromise with
my younger sister are peaceful.”
Can you give an example of something
you have done recently?
•

To help peace? ➔ Do you think you can
do something like this in the future?

•

To create conflict? ➔ Do you think you
could change this to make it a peaceful
action in the future? How?

4) In what ways do attitudes toward identity, reconciliation, and justice
affect peace education?
How do you see yourself? (Prompt with
possible responses below – naming all - if
answer does not include one of the
responses below):

Personal Identity

a)

Cambodian

b)

Khmer

c)

Buddhist (or Muslim, Christian, etc.)

d)

as from a certain province

e)

as from a certain town
Youth
Please complete the following sentence.
Cambodia
should
belong
to______________
Which in your opinion
Cambodia? (show card)

Level of nationalism

is

best

•

One important religion and language

•

Many different
languages

•

I cannot say or don't know
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equal

religions

for

and

Variable

Questions
•

None of these

How do you feel about other groups of
people different from yourself (Prompt with
every group below which respondent does
not mention)?
•

Vietnamese

•

Thai

•

Chinese

•

Muslim

•

Foreigner
If there are 2 groups in one country who
have a conflict - a larger group and a
smaller group - what do you think should
happen?

View of
group

the

‘other’ (Prompt if respondent does not understand
or cannot answer: “How can the larger, or
more powerful group, and the smaller, or
less powerful group, come to a solution for
their conflict?”)
Do you have any friends from other groups
different from yourself? (Prompt with every
group below which respondent does not
mention):
•

Vietnamese

•

Thai

•

Chinese

•

Muslim

•

Foreigner
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R

Variable

Questions

R

Is it possible for perpetrators and victims to
Receptiveness toward leave side by side peacefully?
reconciliation
Do you think that Cambodia needs
reconciliation? If so, how can it happen?
What should be the punishment for
someone who commits a very serious
crime against society?
Which is more important: a. the punishment
of a criminal, or b. the regaining of social Youth
Opinion of justice
harmony
Of the following pairs, which is more
important: I ➔ a. harmony, b. justice, II ➔
a. reconciliation, b. revenge?
5) In what ways does past participation in peace education programmes
by youth affect peaceful behaviour and build sustainable peace?
Have you ever participated in a peace
education program? If so, which one.
peace
education
If the program was in a school, proceed to
program participation
Formal Questions below. If not, proceed
to Non-formal questions.
Formal Questions
What subject teacher taught you peace
education?
What type of activities did you do?
What did you learn from it?
Formal
peace Did you enjoy it? Why? Why not?
education
program
knowledge/attitude/pra How long did your teacher teach this
subject for you?
ctice improvements
How did your parents feel for you to learn
about peace education?
Do you think this peace education is
important for peace in Cambodia? (Ask
“why?” or “why not?” depending on the
answer)
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Youth

Variable

Questions

R

Non-Formal Questions
When did the peace education activity take
place? How long did it last?
What type of activities did you do?
What did you learn from the program?
Did you enjoy it? Why? Why not?
Non formal peace Do you keep in touch with any of your
education
program friends from the program?
knowledge/attitude/
(If yes, ask the following questions) How
practice improvements
many? For how long?
How did your parents feel about your
participation?
Do you think this peace education is
important for peace in Cambodia? (Ask
“why?” or “why not?” depending on the
answer)

In what ways has participation in the
program made you a more peaceful
person, if at all?
Impact of
participation

program

Do you think that if everyone participated in
similar programs, that your country would Youth
become more peaceful?
How is peace education important to
contribute to a lasting peace in your
country?

6) What is the actual or potential contribution of peace education to
conflict transformation?
What does it mean to change a situation of NGO
Understanding
of
conflict into one of peace – not only for heads,
conflict transformation
individuals but for an entire nation?
MoE
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Variable

Questions

R

According to you, has the conflict in officials
Cambodia been changed or transformed? ,
educat
Examples of peace
Do you know of any peace education ors
education contributing
activities that are helping to make this
to
conflict
change?
transformation
Comparison of peace
education to other Is peacebuilding different from peace
peacebuilding
education? If so, how?
interventions
Possibilities of peace
education contributing What more could peace education do to
to
conflict contribute to long term peace in
Cambodia?
transformation
Cases where peace
education
fails
to Is there any possibility that peace
contribute to conflict education could have a negative impact on
peace?
transformation
7) What would a locally generated and owned model of peace education
look like?
If you could design an effective peace
education program for Cambodian youth,
what components would it contain?
To stimulate as a prompt, ask the following:
Locally
generated
a. Would it be a curriculum or an out of
aspect of model
school program?
b. Would it emphasize values, attitudes, or
skills? Which ones?
c. Would it be mostly personal, or political, or
both?
How would this model be different from
Western models of peace education?
Differentiation of model To stimulate, ask the following question:
from Western models
a. Would it focus on the individual, or
society?
b. Would religion be an important element?
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MoE
officials
,
educat
ors,
NGO
heads,
parents
, youth

Variable

Questions
c. How would it deal with issues of
reconciliation in the Cambodian context?
How would this model meet the needs of
Cambodian youth?

To stimulate, ask the following question:
Responsive of model to
a. How would it deal with the particular
Cambodian culture and
challenges facing young people?
needs of youth
b. What would be the role of authority figures
and elders in this model?
c. How would it respond to the rapid societal
changes affecting youth?
Potential for replication, Would it be able to be transferred to
adaptation,
and communities across the country?
Would it be adaptable and at the same time
usability
sustainable?
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Appendix 2 – FGD Template
•
•

•
•
•

•
•
•
•

Introduction
Welcome all the respondents and thank them for attending
the discussion.
Ask some questions to make the respondents feel
comfortable.
o
Did you find your way to this place ok?
o
How has your day been so far?
o
Is this your first time to participate in a research
project?
o
Other questions as relevant
Introduce the research team
Observations
Have everyone go around the circle and introduce.
Establish the ground rules for the discussion
(write N/A if
o
Participatory fashion – elicit ideas from the group
none)
o
Once the rules have been decided, review them before
beginning
o
If the rules are broken by someone, recall the rule and
remind them.
Describe the brief purpose of the research – to find out more
about peace and education in Cambodia.
Mention that the results will be combined with others to form
a picture of peace education in Cambodia
State that a summary of the FGD will be given at the
conclusion.
Note that a community validation session will be held after all
data is collected.
Ethical Assurances
I would like to explain some things to you about the interview
process. I am a ____________________, and a member of
the research team conducting focus group discussions with
Cambodians. The purpose of this research is to find out more
about peace and education in Cambodia. With your Observations
permission, I would like to take notes / record this FGD for our
research. These notes will not be seen by anyone except the (write N/A if
none)
13 members of our research team. During the course of this
FGD, I will be asking questions concerning peace, conflict,
and peace education. This FGD will take approximately 2
hours to complete. Anyone here may leave the room at any
time for any reason if you do not wish to participate. At the
close of the FGD, I will review what all of you have told me,
and at that point anyone may change or take back anything
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•
•

•

•

•

•

which has been said. Anyone may ask questions of me
during the discussions. What you tell me will not be shared
with anyone outside our research team. The research team
will not use any of your names or information which can
identify you in our writings. The notes / recording from today
will be kept by our research team leader for future research.
At the end of the FGD, I will ask all of you for your comments
and feelings about the discussion. Finally, if you have any
complaints about the process of this FGD, you may report
them to the Research Team Liaison, _______________. Is
everything I have said clear? [Wait for audible response from
everyone]. Can everyone show their hands if they are ok to
proceed? [Wait for everyone to show their hands]. Then let us
begin.
Closing
Ask for the FGDPs permission to summarize the results of the
discussion.
It is not necessary to paraphrase what everyone said.
Highlight the important points you have gathered and present
it as ‘this is what I’ve learned from you.’ The notetaker and
the observer may assist where necessary
Observations
After summarizing, ask the group if any individuals would like
to offer any feedback on the experience. Questions you might (write N/A if
ask are: “Did you enjoy the discussion?” “Would you
none)
participate in another FGD again?”
Close by reminding the group that their input will be valuable
for helping us to gain a better understanding of peace
education in Cambodia.
Remind them that there will be a community validation
session at a later date to check the accuracy of the results we
have obtained.
Thank them for their time and close the session.
Individual Reflection on Focus Group Discussion
Q1: What was challenging during the focus group discussion?
Q2: What went well during the focus group discussion?
Q3: What was the environment and how did the participants seem?
Q4: What is your overall analysis of the participants’ comments during the
discussion?
Follow-up
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Q5: Are there are any issues which need to be addressed with individual
participants? (please write ‘none’ if there are none).
Q6: Is there anything that the group leader or the research team leader needs
to follow up on or do as a result of this interview? (please write ‘none’ if there
are none).
Collective Reflection on FGD (to be completed by notetaker only)
Q7: What is your collective interpretation of the FGD in terms of the
participants’ responses to the questions?
Q8: What important aspects of the FGD would you highlight for analysis?
Q9: What additional / further questions would you ask for more detail /
clarification if you ask in future FGDs based on this one?
Q10: Is there anything else of important that you would like to comment on?
Data Collection Information
Facilitator / Notetaker /
Observer (circle one) and
write your name to the right
Site of FGD
Date of FGD
Submitted to Group Leader
(write name of group leader in
right column)
SVDCR Number
Data Collection Accuracy and Verification– GL or RT(S)FP
PART I – IN THE FIELD
Interview data is complete
(please give details)
Signature
Date
PART II – IN PHNOM PENH
Translation is accurate
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(please give details)
Signature
Date
Research Team Leader Comments & Approval
Feedback to Data Collector (including additional tasks to perform)
General Analytical Comments
Accepted as suitable for data
analysis (Yes/No)
Date of verification

Focus Group

Discussion
Seating

Diagram

296

Appendix 3 –Interview Schedule
Introduction
•
•
o
o
o
o
•
•
•
•
•

Welcome the respondent and thank him/her for attending the interview.
Ask some questions to make the respondent feel comfortable.
Did you find your way to this place ok?
How has your day been so far?
Is this your first time to participate in a research project?
Other questions as relevant
Describe the brief purpose of the research – to find out more about peace
and education in Cambodia.
Mention that the results will be combined with others to form a picture of
peace education in Cambodia
State that you will summarize the results of the interview at the end
Remind the interviewee there will be a community validation session at a
later date to check the accuracy of the results we have obtained.
Move into the ethical assurances section.
Observations
Ethical Assurances
I would like to explain some things to you about the interview process. I am
a ____________________, and a member of the research team conducting
interviews with Cambodians. The purpose of this research is to find out more
about peace and education in Cambodia. With your permission, I would like
to take notes / record this interview for our research. These notes will not be
seen by anyone except the 13 members of our research team. During the
course of this interview, I will be asking questions concerning peace, conflict,
and peace education. This interview will take ___________ to complete.
You may stop the interview at any time for any reason. You may also skip
any question you feel uncomfortable about. At the close of the interview, I
will review what you have told me, and at that point you can change or take
back anything you have said. You may also ask me any questions you want
during the interview. What you tell me will not be shared with anyone outside
our research team. The research team will not use your name or any
information which can identify you in our writings. The notes / recording from
today will be kept by our research team leader for future research. At the
end of the interview, I will ask for your comments and feelings about the
interview. Finally, if you have any complaints about this interview, you may
report them to the Research Team Liaison, _______________. Is everything
I have said clear? [Wait for audible response]. Are you ready and feel
comfortable to proceed? [Wait for audible response]. Then let us begin.
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Observations
Closing
Observations
•
•

•
•

•
•

•
•

Ask for the interviewee’s permission to summarize the results
of the interview.
Try to cover most of the points of the interviewee’s
responses, without going into deep detail. Present it as ‘this
is what I’ve learned from you.’
After summarizing, ask the interviewee if (s)he would like to
add, remove, or modify anything in your notes.
Once you have done this, inquire as to whether the
interviewee would like to give feedback on his/her
experience. Questions you might ask are: “Did you enjoy the
discussion?” “Would you participate again?”
Finally, inquire as to whether you can have the personal
details of the interviewee, and record same below if available.
Close by reminding the interviewee that his/her input will be
valuable for helping us to gain a better understanding of
peace education in Cambodia.
Remind the interviewee again of the community validation
session that will be held.
Thank the interviewee for his/her time and close the session.
Interviewee Details
Name

(write N/A if
none)

Age
Ethnicity
Origin
Individual Reflection on Interview
Q1: What was challenging during the interview?
Q2: What went well during the interview?
Q3: What was the environment and how did the interviewee seem?
Q4: What is your overall analysis of the interviewee’s responses?
Follow-up
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Q5: Are there are any issues which need to be addressed with individual
participants? (please write ‘none’ if there are none).
Q6: Is there anything that the group leader or the research team leader needs
to follow up on or do as a result of this interview? (please write ‘none’ if there
are none).
Data Collection Information
Interviewer Name
Site of Interview
Date of Interview
Submitted to Group
Leader(write name of
leader)
Data Collection Accuracy and Verification – GL or RT(S)FP
PART I – IN THE FIELD
Interview
data
is
complete(please give
details)
Signature
Date
PART II – IN PHNOM PENH
Translation is accurate
(please give details)
Signature
Date
Research Team Leader Comments &Approval
Feedback to Research Team Member (including additional tasks to perform)
General Analytical Comments
Approved as suitable for data
analysis (Yes/No)
Date of verification
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Appendix 4 – Consent Form for Adults
Centre Number: _____________
Participant Identification Number: _________
CONSENT FORM (Adults)
Title of Project: Looking at Peace Education: Case Study of Cambodia
Name of Researcher: Tucker McCravy
1. I confirm that I have read and understood the information sheet
dated.................... (version............) for the above study. I have had the
opportunity to consider the information, ask questions and have had these
answered satisfactorily.
2. I understand that my participation is voluntary and that I am free to withdraw
at any time without giving any reason, without any negative effects for me or
my family members.
3. I understand that information or data will be collected about me during this
study, and I give permission to the researcher to use this for the purposes of
future studies.
4. I understand that I may be recorded using audio or video equipment and
that this media may be kept by the researcher for the purposes of analysis and
research.
4. I agree to take part in the above study.
________________________________
Name of Participant

Date

_______________________

_________

Name of Witness

Date
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_______________
Signature
________________
Signature

Appendix 5 – Consent Form for Youth
Centre Number: _____________
Participant Identification Number: _________
CONSENT FORM
(to be completed by the child and their parent/guardian)
Project title: Looking at Peace Education: Case Study of Cambodia
Child (or if unable, parent on their behalf) /young person to circle all they
agree with:
Has somebody else explained this project to you?

Yes/No

Do you understand what this project is about?

Yes/No

Have you asked all the questions you want?

Yes/No

Have you had your questions answered in a way you understand?
Yes/No
Do you understand that you will not be punished or lose any benefits or
privileges? if you do not want to participate?
Yes/No
I know that I may be recorded or videotaped for purposes of the
Research, and this is acceptable to me.

Yes/No

Do you understand it is OK to stop taking part at any time?
Are you happy to take part?

Yes/No

Yes/No

If any answers are ‘No’ or if for any reason you do not want to take part,
don’t sign your name below.
If you do want to take part, you can write your name below
Your name: ________________________________
Date:

_________________

Your parent or guardian needs to sign here too:
Print Name: ________________________________
(Parent/Guardian)
Sign:

________________________________

Date :

_________________

Thank you!!
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Appendix 6 – Participant Information Sheet for Adults
Research Aim
We would like to invite you to take part in our research study entitled: Looking
at Peace Education: Case Study of Cambodia. Before you decide, we would
like to give you some information on the purpose of the research and how it
might affect you. We will review this Participant Information Sheet with you
and give you a chance to ask any questions you may have.
Information about the Study
This study is being conducted to learn more about education and its role in
bringing peace to Cambodia. Previous studies teach us that where there is
conflict in the schools and homes, education can make people change their
attitudes or values towards peace. Cambodia has a history of conflict but now
we must focus on the young generation. The goal of the study is to see how
educators, parents, and other community leaders can teach the youth to
become more peaceful. We would like to find out how this
can create a more peaceful society.
Relevance for You
You have been invited to participate and to give your views and opinions of a
number of topics. These topics are: 1) conflict in Cambodia, 2) violence in
society, 3) peace in Cambodia, 4) education and peace. Also, you may be
asked to provide permission for your child to participate. This will be discussed
more in the next section. Altogether, approximately 75 parents, teachers, and
youth from provinces throughout Cambodia will be participating in this
research study. If you choose to participate, you will be invited to several
interviews and discussions. The research project will last six months from
August to December 2011, and you may be asked to join in activities
approximately 4-6 times during that period.
Involvement of your Child (if relevant)
We may also like to request your permission for your child to participate in this
study. At all times these activities will be carried out with the supervision of
either school or host NGO staff. Moreover, your child’s best interests and
security will be considered at all times. If your child does not wish to
participate, it will not affect his/her performance at school or in the programs
of the host NGO.
Your Choice
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You may choose to participate in this study or not. You will not lose any
privileges or benefits as a result of non-participation in this study. At some
points during the research interviews or discussion, you may feel
uncomfortable talking about the issues of this research project. On the other
hand, through your participation in this study you may help us to understand
the importance of education for building peace in your country. If you choose
to participate, you may change your decision and withdraw at any time. The
Research Liaison (RL) in your community can provide you with information
about the research project at all times and assist you if you wish to withdraw.
Or, you may contact the researcher directly or simply discontinue participation.
Your Privacy
You may be recorded by audio or video during your participation. These media
together with any data collected from or about you will be kept as confidential
in electronic format at all times and will not be shared with others who can
identify you. If you do not feel comfortable with this data or media, you may
request that it be destroyed at any time.
Our Partners
This research is being conducted with the support of the Peace Institute of
Cambodia and our local host NGO. We have secured the permission of the
local relevant government authorities as well as the University of Bradford,
where the researcher is a Ph.D. Student. The sponsoring institution is the
University of Bradford in England.
Contact Information
Should you have a problem or wish to contact the University of Bradford for
any reason, the student’s supervisor is Tom Woodhouse and his e-mail is
t.woodhouse@bradford.ac.uk. Your Research Liaison contact details will be
given to you at the end of this information session.
Closure
When the research project is over, information and data which has been
gathered by you may be kept by the researcher for further study. If you do not
wish for this to happen, you may state so now. A summary of the findings will
also be delivered in Khmer to your community for its information.
Please feel free to ask us any questions at this point.
Tucker McCravy
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Appendix 7 – Participant Information Sheet for Youth
Research Project
We would like to invite you to take part in our research study titled: Looking at
Peace Education in Cambodia. It will try to answer the question: What is peace
education in Cambodia, and how can it contribute to make Cambodia more
peaceful? We would like to give you some more information on this project
and give you a chance to ask any questions you may have.
Information about the Study
The goal of this study is to learn more about peace in Cambodia. We hope to
find out how education can bring peace, and how youth such as you have
attitudes about peace, and its opposite, conflict – or violence. The goal of the
study is to see how educators, parents, and other people can teach the youth
to become more peaceful.
Relevance for You
In this study, about -75 students across Cambodia have been given their
chance to share their ideas about education, peace, conflict, and violence in
society. You have been selected because you are participating in a project
with our host NGO. If you choose to participate, you will be involved in several
interviews and discussions. The research project will last from August to
December 2011, and you will be asked to join in approximately 4-6 events
during this period
Your Choice
You may choose to participate in this study or not. You will not lose anything
or receive anything negative if you choose not to join this research project.
You may feel uneasy to talk about anything related to this research, but your
opinions may also help us to understand how education builds peace in your
country. If you choose to participate now, you may change your decision and
withdraw later. The Research Liaison (RL) in your community can provide you
with information about the research project at all times and assist you if you
wish to withdraw.
Your Privacy
You may be recorded by audio or video during this research project. These
media together with any data collected about you will be kept confidential and
will not be shared with others who can identify you. If you are not happy with
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this data or media being collected about you, you may request that it be
destroyed at any time.
Your Safety
If you tell us about harm that you have experienced or may experience, we will
discuss with you an appropriate strategy to deal with this and, if necessary, we
will ask your permission to pass this information onto someone who can help
you.
Our Partners
This research is being conducted with the help of the Peace Institute of
Cambodia. It is also being conducted with the assistance of a local NGO in
your community. It .has received the approval of the relevant government
authorities, your school principal, as well as the university where the
researcher is a Ph.D. Student – Bradford University in England.
Contact Information
Should you wish to contact the University of Bradford for any reason, the
student’s supervisor is Tom Woodhouse and his e-mail is
t.woodhouse@bradford.ac.uk. Your Research Liaison contact details will be
given to you at the end of this Community Information Session.
The End
When the research project is over, information and data which has been
gathered by you may be kept by the researcher for further study. If you do not
wish for this to happen, you may request so now. A summary of the findings
will also be given to your community in Khmer for its record. You will also
receive a certificate of participation for your time. Please feel free to ask us
any questions at this point.
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Appendix 8 – Site Visit Data Collection Report

Site Visit Data Collection Report
Site Visit for
Site Visit Data Collection Report No.
SVDCR Completed by Group Leader
Date of Visit
Summary of Responses Submitted by Research Team Member(s)
Qty

FGDR or
SSIR

RT member(s)

PIN#s

#Qs
completed
(per R)

Comment

Summary of documents submitted with this SVDCR
Total

FGDR or SSIRs
Focus Group Discussion Responses (FGDR)
Semi-structured interview Responses (SSIR)

Document Electronification, Translation and Verification Details
Tasks to be done
Filled
1

Estimated translation & electronification date by all RTMs
listed in this SVDCR

GL

2a

Date translation and electronification of SSIRs/FGDRs
completed by RT Member #1 (Name:
)

GL

2b

Completed by RT Member #2 (Name:

)

GL

2c

Completed by RT Member #3 (Name:

)

GL

2d

Completed by RT Member #4 (Name:

)

GL

3

Date translation of all SSIRs/FGDRs verified for accuracy by
GL – or by RT(S)FP for GL

GL

4

Research Team Leader Comments and Approval

RTL
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Appendix 9 – Peace Education Research Concept Note
Background
The lead researcher for the Peace Education project, Tucker McCravy, is a
doctoral student with the Centre for Conflict Resolution at the Department of
Peace Studies in Bradford University in England. His thesis will focus on the
role of peace education as a tool for conflict transformation in the Cambodian
context. The research will be conducted with the support of local partner
organizations, with oversight from the Peace Institute of Cambodia.
Partnership Overview
The Peace Education Research Project will be carried out with the
coordination and support of a number of partners. At present there are five
partners who are supporting the implementation of the research. These are:
Cord Cambodia, Department of International Studies (DIS) at the Royal
University of Phnom Penh (RUPP), Alliance for Conflict Transformation (ACT),
Youth for Peace (YFP), and Khmer Community Development (KCD). The
partnership brings these organizations together in a consultative fashion to
help define the aim, methodology, and expected outcomes of this research.
The goal is to develop and implement a research project which will be locally
owned and validated. This will be accomplished through a series of
consultation to solicit input on the research objectives, methods, and use of its
findings. In addition, PIC will establish a research project technical working
group (TWG) to provide periodic input on data collection as well as analysis
(please see Appendix A for more details).
Research Objective
The objective of the research is to explore the meaning of peace education in
the Cambodian context. The research will seek to generate locally validated
knowledge concerning present practices and future potential of peace
education. Through a partnership approach, the goal is to build a cooperative
endeavour led by the principal researcher with inputs, technical assistance,
and guidance from these partner organizations. It is anticipated therefore that
the findings and results of the research will be of import to a variety of
stakeholders.
Rationale
Initial review of existing peace education intervention in Cambodia reveals
several challenges. Firstly, there appears to be a lack of clarity and
coordination among existing service providers in the area of peace education.
In addition, the division between formal and non-formal efforts is preventing
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productive synergies between the two types of peace education. Finally,
peace education in Cambodia could benefit from an approach which
encapsulates the ‘200 year present’111. This research will attempt to fill these
perceived gaps in the areas of peace education in Cambodia.
Expected Outcomes
The research project aims to generate findings that will be of relevance to a
number of stakeholders: NGOs in their programmatic endeavours, higher
institutions of learning in their course design, teachers in their pedagogical
approach, and individual community members in their understanding and
practice of peace education. A summary of the expected outcomes is as
follows:
•
•
•
•
•

Emphasizing the importance of peace education as a tool for conflict
transformation in Cambodia
Producing findings which will inform future NGO peace interventions,
university research, and community action
Developing local capacity in research methods, critical analysis, and
meaningful investigation of social phenomena
Strengthening a model of collaborative action research which is participatory,
consultative, locally owned, and contextually relevant
Creating a platform for future collaboration among partner organizations
Research Questions
This research project attempts to answer the following main research question:
Under what circumstances, through what forms, and to what extent can
peace education contribute to conflict transformation in Cambodia?
Additional sub-questions include: 1) How is peace education defined and
practiced in the Cambodian context? 2) What are the historical, social,
economic, political, and other contextual factors which influence the
effectiveness of peace education? (macro and micro), 3) 3) How are local
knowledge, attitudes, and practice about peace and conflict conducive to
peace education? (micro), 4) In what ways do attitudes toward identity,
reconciliation, and justice affect peace education? 5) In what ways does past
participation in peace education programmes by youth affect peaceful
behaviour and build sustainable peace? 6) What is the actual or potential
contribution of peace education to conflict transformation? 7) What would a
locally generated and owned model of peace education look like? My initial
proposition is that an indigenous praxis of peace education is possible to
delineate and can contribute to making a locally owned model, and that peace
The ‘200-year present’ is a term coined by peace scholar Elise Boulding, referring to 100
years in the past and 100 years into the future.
111
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education is making and can make in the future a positive contribution to
conflict transformation.
Methodology
This research project will use the methods of participatory research and a case
study approach. In seeking to understand the practice and potential of peace
education, the research will focus on a small number (likely 3) of communities
in Cambodia. These communities will be chosen for their distinctive
characteristics (1. former Khmer Rouge, 2. ethnic diversity, 3. ongoing conflict)
Using a participatory research approach will involve the data collection team,
the NGO partner staff, and the community members in a cyclical process of
planning, change, and reflection. To this end, a research team has been
formed with student assistants from the Royal University of Phnom Penh.
These research assistants will be trained in data collection, ethical
considerations, and to some extent analysis techniques and will assist the lead
researcher over the next 6 months. The goal will be to refine an understanding
of peace education so that it can be more effectively practiced at a variety of
levels (intrapersonal, interpersonal, intergroup, etc.) In collecting and
analyzing data, of particular interest will be the knowledge, attitudes, and
practices of teachers, parents, students, community leaders and NGO heads
regarding peace education. In terms of the methods, the research project will
employ: 1) content analysis of relevant documents (correspondence, program
overviews, and curricula), semi-structured interviews with teachers, youth, and
community members, and focus group discussions with parents, civil society
members and NGO leaders.
Ethical Considerations
In keeping with the collaborative and emancipatory ethos of the research
project, the fundamental aim in a broader ethical sense goes beyond ‘doing
no harm’ to ‘doing some good.’ In this sense, the researcher will be exploring
ways to validate findings with the community, to provide meals and
refreshments where possible, to return findings to communities through the
twin vehicles of for and reports. In general, every opportunity will be explored
to give something back to the community during the course of the research.
Concerning formal requirements, the researcher is acting with the support and
authorization of the University of Bradford in England as a Ph.D. candidate at
the Centre for conflict Resolution in the Department of Peace Studies.
Moreover, the university has provided provisional ethical clearance for the
research project to proceed. Before the research commences, community
information sessions will be held to obtain informed consent.
Analysis and Dissemination of Findings
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The researcher will take the lead role in analyzing and interpreting the findings,
with the support of the research team, as well as the technical working group.
In keeping with the aims of action research, these results will be validated with
the communities under study. The primary output from the research project
will be the doctoral thesis of the lead researcher. Two additional publications
are expected to follow. The first is a summary of the research findings in
English – which will be made available to partner NGOs, schools, teachers,
and education officials. The second publication will be a highly condensed
version of the research findings – in the local language of Khmer – with a target
population of individual community members.
Timeline
This research project will last 18 months, and comprise the following stages:
1) consultation, design, and training of research team, 2) data collection, 3)
data analysis, 4) data synthesis and publications.
Funding and Budget
In order to conduct the research efficiently and effectively, funding will be
required to cover data collection expenses as well as publication costs.
Funding will be sought from interested donors to underwrite the costs of this
project. In order to begin the project as soon as possible, both total and partial
project funding will be sought by the PIC.
Reference Documents
Partners please refer to the Partner Roles and Responsibilities document
and TWG members may refer to the Technical Working Group Terms of
Reference document.
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Appendix 9 – Peace Education Research Project Map
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Commune
Ksham
Srea Tmey
Kdey Tnout
Ksham
Ksham
N/A
Koh Kror
Srang
Bey
Phsar Ler
Kpous
Ksham
N/A
Kandal
Phsar
Kandal
Chnnang
N/A
N/A
N/A
N/A
Sala Lek
Svai Chum
Pram
Kompong
Kompong
Chhnang
Kompong
Chhnang
Par A
Chhnang
Kompong
Sankat
Chhnang
Sankat
Kompong
Ksham
Kompong
Chhnang
Ksham
Chhnang
Khsam
N/A
Prek Chrey
Prek Chrey
Prek Chrey
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Prek Chrey
Prek Chrey
Prek Chrey
Prek Chrey
Prek Chrey
Prek Chrey
Prek Chrey
Prek Chrey
Prek Chrey

e

PIN # Age
KC01 18
KC02 17
KC06 18
KC07 18
KC15 15
KC16 18
KC17 18
KC18 14
KC19 16
KC20 17
KC24 54
KC25 62
KC26 46
KC27 47
KC34 32
KC35 31
KC37 31
KC38 40
KC39 56
KC40 60
KC44 29
KC45 56
KC46 26
KC47 40
KC48 30
KC49 15
KC50 15
KC51 15
KC52 15
KC53 15
KC54 NA
PC02 29
PC03 39
PC04 59
PC05 47
PC06 52
PC09 29
PC10 25
PC13 51
PC16 59
PC18 70
PC20 30
PC23 18
PC24 16

G

Appendix 10. Excerpt from Respondent Codebook

Position
K.Chhnang High
K.Chhnang High
school
K.Chhnang High
school
K.Chhnang High
school
K.Chhnang High
school
K.Chhnang High
school
K.Chhnang High
school
K.Chhnang High
school
K.Chhnang High
school
K.Chhnang High
school
Community
school
Sub-village chief
council
Representative
Vietnamese
of KKKHRA
teacher at
Representative
teacher at
Kompong
teacher at
Kompong
Chhnang
teacherHigh
at
Kompong
Chhnang
High
Licadho
School
Kompong
Chhnang
High
H.S.School
Principal
reprensentative
Chhnang
ParentHigh
School
Parent
School
Parent
Parent
Parent
Student
Student
Student
Student
Student
Civil society
PCD
PCD
Farmer
Farmer
Farmer
Teacher
Teacher
Sub-Leader
Village Leader
Teacher
Farmer
Student
Student
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Category
Youth
Youth
Youth
Youth
Youth
Youth
Youth
Youth
Youth
Youth
Village
Village
leader
Civil
leader
Village
Society
Educator
leader
Educator
Educator
Educator
Civil
Educator
Society
Parent
Parent
Parent
Parent
Parent
Youth
Youth
Youth
Youth
Youth
Civil
Parent
Society
Parent
Parent
Parent
Parent
Educator
Educator
Village
Village
leader
Educator
leader
Parent
Youth
Youth

Ethnicit
Khmer
y
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Vietnam
Vietnam
ese
Khmer
ese
KhmerVietnam
ese

F
F
F
F
F
F
F
M
F
M
M
F
M
M
F
F
F
M
M
F
F
M
M
M
F
F
M
M
F
M
M
M
M
M
M
M
F
F
M
M
M
F
M
M
F
F
F

er

d

n

Commune
Position
Prek Chrey
Student
Prek Chrey
Student
Prek Chrey
Student
Prek Chrey
Student
Prek Chrey
Student
Prek Chrey
Student
Prek Chrey
Student
Prek Chrey
Farmer
Prek Chrey
KCD Staff
Prek Chrey
KCD Staff
Prek Chrey
Translator
Kna Tang U
Student
Kna Tang U
Student
Kna Tang U
Student
Kna Tang U
Student
Kna Tang U
Student
Kna Tang U
Student
Prek Chrey Sub-village chief
Prek Chrey
High school
Kna Tang U
Parent
principal
Kna Tang U
Parent
Prek Chrey
Former Village
Phnom
Exec. Dir.
Chief
Phnom
Exec. Dir.
Penh
Phnom
Exec. Dir.
Penh
Phnom
Exec. Dir.
Penh
Phnom
Advisor
Penh
Phnom
Exec. Dir.
Penh
Phnom
Exec Dir.
Penh
Phnom
NIE
Penh
Phnom
MoEYS
Penh
Phnom
MoEYS
Penh
Phnom
MoEYS
Penh
Phnom
MoEYS
Penh
Phnom
RUPP
Penh
Koush
Student
Penh
Koush
Student
Somroung
Student
Somroung
Student
Koush
Student
N/A
Student
Koush
Student
Koush
Student
Koush
Student
Koush
Student
Koush
Student
Koush
Student

e

G

PIN # Age
PC28 15
PC29 13
PC30 14
PC38 13
PC39 13
PC43 12
PC48 13
PC54 35
PC55 35
PC56 63
PC58 29
PC59 14
PC60 13
PC61 12
PC62 15
PC63 18
PC64 16
PC65 42
PC66 62
PC68 59
PC69 65
PC70 77
PP01 45
PP02 35
PP04 45
PP05 45
PP06 50
PP07 45
PP08 30
PP09 45
PP10 55
PP11 55
PP12 55
PP14 45
PP15 45
T26
15
T27
15
T29
16
T31
15
T32
16
T34
18
T35
18
T36
18
T37
19
T38
19
T39
19
T40
18
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Category
Youth
Youth
Youth
Youth
Youth
Youth
Youth
Parent
Civil
Civil
Society
Youth
Society
Youth
Youth
Youth
Youth
Youth
Youth
Village
Educator
leader
Parent
Parent
Civil
NGO
Society
NGO
NGO
NGO
NGO
NGO
MoE
MoE
MoE
MoE
MoE
MoE
MoE
Youth
Youth
Youth
Youth
Youth
Youth
Youth
Youth
Youth
Youth
Youth
Youth

Ethnicit
Khmer
y
Khmer
Khmer
Khmer
Khmer
Vietnam
Khmerese
Khmer
Vietnam
Khmer
ese
Khmer
KhmerVietnam
Vietnam
Vietnam
ese
ese
Vietnam
ese
Khmerese
KhmerVietnam
KhmerVietnam
ese
Khmer
Vietnam
ese
Khmer
ese
Vietnam
Vietnam
ese
Khmer
ese
Khmer
N/A
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer

M
M
M
M
M
M
M
M
M
F
M
M
M
M
M
M
M
M
F
M
F
M
M
F
F
M
F

er

d

n

Commune
Koush
Koush
Koush
Koush
Koush
Koush
Koush
Koush
Koush
Koush
Koush
Koush
Koush
Koush
Koush
Tramkok
Koush
Koush
Koush
Phnom
Phnom
Penh
Phnom
Penh
Phnom
Penh
Phnom
Penh
Phnom
Penh
Phnom
Penh
Phnom
Penh
Penh

e

G

PIN # Age
T41
20
T42
22
T43
38
T44
65
T45
54
T49
60
T50
63
T51
67
T52
20
T53
50
T54
63
T55
45
T56
55
T57
57
T58
55
T60
30
T62
15
T63
45
T64
58
PP16 22
PP17 20
PP18 23
PP19 22
PP21 20
PP22 22
PP23 26
PP24 20

Position
Student
Monk
Monk
Committee
Village Chief
member
Village Chief
Community
Parent
member
Student
Community
Parent
member
Teacher
Village Chief
Principal of
Teacher
primary school
Tourist staff
Student
Parent
Teacher
Research Team
RTM
Member (RTM)
RTM
RTM
RTM
RTM
RTM
RTM
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Category
Youth
Civil
Civil
Society
Parent
Society
Village
Village
leader
Parent
leader
Parent
Youth
Village
Parent
leader
Educator
Village
Educator
leader
Educator
Civil
Youth
Society
Parent
Educator
RTM
RTM
RTM
RTM
RTM
RTM
RTM
RTM

Ethnicit
Khmer
y
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer
Khmer

Appendix 11 – Data Collection Protocol

No.

Semi structured interview
Task
When

Who

1

Confirm with the group leader how many 1
week
interviews you should conduct and with prior
to
which respondents
site visit

Interviewer

2

Select
the
appropriate
interview
schedule(s) from the Dropbox for the
correct respondents and print out
sufficient copies for the number of
interviews you will conduct.

Several
days prior
to
site
visit

Interviewer

3

Select a comfortable venue and one
Just
which is free from distractions to the
before the
greatest degree possible, and where the
interview
interviewee can be comfortable.

Interviewer

4

Make sure to follow the protocol for
interviews, including the introduction and
ethical assurances at the beginning, and
mark ‘yes’ to show you have completed
same.

At
the
start
of
the
interview

Interviewer

5

At
the
Be sure to write the respondent number,
start
of
date of interview, and interview site at the
the
top of every page.
interview

Interviewer

6

Remember to record all responses to
interview questions in the responses During the
column. Where there is no answer, interview
please write ‘no response.’

Interviewer

7

Record your impressions, thoughts,
feelings, in the observations column. During the
When you have no observations, please interview
write ‘N/A.’

Interviewer

8

Ensure that you are using your skills as
an interviewer, including the following:
During the
Interview
Avoid bias and judgment
er
Listen more than you speak
Be polite and have good manners

Interviewer
Roles

•
•
•
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No.
•
•
•
•
•
•

Semi structured interview
Task
When

Who

Enjoy yourself
Be neutral and calm
Show sensitivity and understanding
Use enough prompts and probes to seek
more information
Ask for clarification or summarize where
necessary
Keep good eye contact and try to build
trust with interviewee

9

Make sure to follow the protocol for the
At the end
interviews, and close the interview
of
the
properly, marking ‘yes’ to show that you
interview
have done same.

Interviewer

10

During the
At the end, ask for interviewee personal closing of
details and record same.
the
interview

Interviewer

11

After
Immediately upon departure of the
interview
interviewee, complete the ‘reflection on
ee
has
interview’ section.
departed

Interviewer

12

Note any issues that need follow-up by
After the
the group leader or research team leader
interview
in the ‘follow up’ section

Interviewer

13

Submit your semi-structured interview
responses (SSIR) to the group leader so
that (s)he can check for accuracy and
review # of questions asked.

Before
departure
from the
field

Interviewer

14

Check the SSIR• and fill out Part I of the
‘Data
Collection
Accuracy
and
Verification’ of the SSIR with the number
of questions asked by interviewer to
Respondent

At
the
close of
the
site
visit

Group leader
and/or
RT(S)FP

15

Complete the Summary of Responses
At
the
Submitted by Team Members, the
close of
Summary of Documents submitted with
316

Group
Leader

No.

Semi structured interview
Task
When
SVDRC, and Document Electronification, the
Translation and Verification Details of the visit
SVDCR (Task #1)

Who

site

16

Within
Electronify the Site Visit Data Collection several
Report
days
of
return

Group leader

17

Within 1
Electronify the SSIR and translate the week of
responses, posting to the Dropbox in the return to
appropriate sub folder.112
Phnom
Penh

Interviewer

18

Within 10
Note the date that translation and
days
of
electronification of SSIRs/FGDRs for this
return to
SVDCR have been completed by each
Phnom
RTM (Task #2a,2b,2c,2d in SVDCR)
Penh

Group leader

19

Within 2
Verify the translations for accuracy, and
weeks of
fill out Part II of the ‘Data Collection
return to
Accuracy and Verification’ section for the
Phnom
SSIR
Penh

Group leader
and/or
RT(S)FP

23

Within 2
Put the date of completed verification for weeks of
all FGDRs/SSIRs in the SVDCR (Task #3 return to
in SVDCR)
Phnom
Penh

Group
Leader

24

Within 1
Complete RTL Comments & Approval month of
Section of SSIR and update the SVDCR return to
(Task #4) with same information
Phnom
Penh

Research
team leader

112

NOTE: The translations in English must be included in the soft copy. Responses in
original language (Khmer or Vietnamese) will be recorded on the hard copy only.
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Focus Group Discussions
No.

Task

When

Responsible

Confirm with the group leader how
many focus group discussions you 1 week before
1

should conduct and with which departure
respondents.

to

Also make sure that site

Facilitator,
Group leader

logistics have been arranged.
Select the appropriate FGD guide
from the Dropbox for the correct
2

respondents and print out sufficient
copies for the number of FGDs you
will conduct.

Several days
before
departure

to

Facilitator

site

Arrive at the venue at least 30
minutes in advance to check the
3

arrangements

for

seating,

refreshments (if necessary) and in
general familiarize yourself with and

Just

before

Facilitator,

the start of the

notetaker,

FGD

observer

prepare the venue for the FGD
Make sure to follow the protocol for
FGDs, including the introduction and
3

ethical assurances at the beginning,
and mark ‘yes’ to show you have

At the start of
the FGD

Facilitator

completed same.
Be sure to write the date and site of
the FGD at the top of every page.
Just before the

4

FGD
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Facilitator,
notetaker,
observer

Focus Group Discussions
No.

Task

When

Responsible

1. Fill out the FGD seating chart at the
beginning of the FGD.
2. Establish ground rules and the ethics
guidelines
3. Make everyone feel comfortable to
participate

During

54. Ask the main questions
5. Manage time properly to cover all

the

interview

Facilitator
Role

questions
6. Ensure all respondents respect one
another.
7. Take general notes – as to the flow
of the discussion
1. Record all responses as verbatim as
possible in the FGD guide, indicating
which FGD participant voiced each
6

response

2. Give feedback to the facilitator on

During

the

interview

Notetaker
Role

his/her performance (if there is no
observer)
1. Record all non-verbal clues, group
dynamics, and other observations
during FGD
72. Provide feedback to the facilitator
after the interview
3. Co-facilitate where necessary and
appropriate
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During
interview

the

Observer
Role

Focus Group Discussions
No.

8

Task

Take all notes and observations in 3 During
separate FGD Guides

Record
9

When

impressions,

Responsible

the

interview

thoughts,

feelings, and observations as to each
question.

Facilitator,
Notetaker,
Observer

During

the

interview

Facilitator,
Notetaker,
Observer

Make sure to follow the protocol for
10

the interviews, and close the FGD At the end of
properly, marking ‘yes’ to show that the interview

Facilitator

you have done same.
Immediately upon departure of the
11

FGD

participants,

individually

complete the ‘reflection on FGD
section.

After

FGD

participant

Notetaker,

have departed

Observer

Note any issues that need follow-up
12

by the group leader, research team Immediately
focal point, or research team leader in after the FGD
the ‘follow up’ section
Meet together with your colleagues to

13

discuss and collectively complete one Immediately
Collective Reflection on FGD’ on the after the FGD
notetaker’s FGDR

14

Submit your 3 FGDRs to the group
leader
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Facilitator,

Facilitator,
Notetaker,
Observer

Facilitator,
Notetaker,
Observer

Before

Facilitator,

departure

Notetaker,

from the field

Observer

Focus Group Discussions
No.

Task

When

Responsible

Check the completeness of the
15

FGDR• and fill out Part I of the ‘Data At the close of
Collection Accuracy and Verification’ the site visit

16

the

Summary

Responses

Submitted

Members,

the

by

of
Team

Summary

of

Documents submitted with SVDCR,
and

Document

and/or
RT(S)FP

section of the FGDR.
Complete

Group leader

Electronification,

Upon return to
Phnom Penh

Group leader

Translation & Verification Details of
the SVDCR (Task #1)

17

Electronify

the

Site

Visit

Data Within several

Collection Report

days of return
Within

18

one

Meet and collate responses from week of return
FGDRs into one FGDR

to

Phnom

Penh

Electronify
19

the

FGDR,

translate

responses, and post same to the
Dropbox in the appropriate sub
folder.113

20

Facilitator,
Notetaker,
Observer

Facilitator,
Within 1 week
of

return

to

Phnom Penh

with support
from
Notetaker
and Observer

Note the date that translation and Within

2

electronification of all SSIRs / FGDRs weeks

of

from

to

this

Group leader

SVDCR

have

been return

completed

Group leader

Phnom Penh

113

NOTE: The translations in English must be included in the soft copy. Responses in
original language (Khmer or Vietnamese) will be recorded on the hard copy only.
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Focus Group Discussions
No.

Task

When

Responsible

Within 10 days

Group

(Task #2a, 2b, 2c, and 2d in SVDCR)
Verify the translations for accuracy•,
21

and fill out Part II of the ‘Data
Collection Accuracy and Verification’
section in the SSIR

Put the date of completed verification
22

for all FGDRs / SSIRs in the SVDCR
(Task #3 in SVDCR)

Complete
23

RTL

of

return

to

Phnom Penh

Leader and
/or RT(S)FP

Within

2

weeks

of

Group

return

to

Leader

Phnom Penh
Comments

& Within

1

Approval Section of FGDR and month

of

Research

update the SVDCR (Task #4) with return

to

team leader

same information

Phnom Penh
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Appendix 12 – PERP Training Seminar Summary
Seminar
Topic

Content Covered

19-Mar11

Orientation
Seminar

Introduction to research topic; overview of big
and local picture; definition of peace education;
fix availability of students; some talk about
ethics and research tools

26-Mar11

Introduction to
the Research
Question

Described peace - different kinds, as well as
peace education in all its manifestations. Good
group work and assignments.

4-Apr-11

Data
Gathering
Methods:
Semistructured
interviews

Research
Q;
methodology;
ethical
considerations; distribute books and materials

18-Apr-11

Update After
Spring Break

Talked about the PERP - presentation by
students and reviewed the report. Also gave an
overview of what happened at Bradford. Gave
task for students to prepare Semi-structured
interviews for Saturday.

23-Apr-11

Semistructured
interviews,
Part I

Brief overview of interview tips, structures,
techniques. Also had a practical session on
interviews with constructive feedback.

30-Apr-11

Semistructured
interviews,
Part II

Continued with practice for SSI with each
student having 10 minutes to interview, 10
minutes for feedback

6-May-11

Semistructured
interviews,
Part III

Finalized SSI with all students getting a chance
to practice.

12-May11

FGD Intro and
Simulation

Introduced (again) the FGD and required
elements; did a simulation with lecturer leading

Date
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Seminar
Topic

Content Covered

FGD Practice

All students had a chance to practice
conducting an FGD of 15 min. length in a topic
of their choosing; 5 min. feedback and then
general feedback

SSI & FGD
Practice

All students (minus 1 AB) had a chance to go to
YFP and do SSI and YFP practice with 13 real
YFP volunteers. We had a debriefing session
afterwards in which Synan participated.

Facilitation
Skills

We debriefed the 5-28 practice and then did a
session on facilitation skills - which involved
some role plays. We also introduced the
research diary and did an overview of the
documents in Dropbox. Finally, a look at the
Research Qs and assign tasks for presentation

12-Jun-11

Facilitation
Skills (Cont'd)

Continued role plays for facilitation skills. We
reviewed FGDR and SSIR updates. Did the
Dropbox pop quiz and presented research
diaries

20-Jun-11

Research
Questions

Date

22-May11

28-May11

4-Jun-11

Reviewed the FGDR and SSIR.

Field Testing

Went to Koh Song with 11 RT members. Tested
the adult and youth SSI in Khmer. Got some
good feedback - had 2 groups testing slightly
different questionnaires.

Research Qs

Continued updating the master questionnaire
and respective schedules; talked about SSI
skills; finalized the group selections, worked on
recall of RQs with game competition

12-Aug11

FINAL
LOGISTICS

Reviewed questionnaires; some last minute tips
on interviewing; also reviewed progress against
site testing stuff; assigned teams; prepared for
CIS

17-Aug11

Additional
Meeting

Discussed (with some) CIS protocol, translation
task update, and changes in timetable

26-Jun-11

1-Jul-11
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Seminar
Topic

Content Covered

19-Aug11

Additional
Meeting

Last meeting before field (with all RTMs) to
review new RTs, do task sheet update, selfinterview protocol, new SSI format, CIS
overview and ethics, activity schedule, and
MRQ next steps

25-Aug11

Planned
Workshop #1

Reviewed 1st CIS, Changed Data collection
guidelines, updates on team structure, plans for
communication, final data collection preparation

Unplanned
Workshop

Discussed Updates from field, R Codebook and
DC tables - how to fill them out, last minute SSIR
Updates to be made, PERP Budget details,
confirm YTE 2011 timetable

Emergency
Workshop

Met to decide new schedule; reviewed some
overall aims and objectives of research project;
talked about values, expectations, importance
of commitment

17-Sep11

DC Workshop
#2

Reflection Workshop; talked about challenges
to data collection; also updates of Codebook;
strategies for reducing questions; session was
facilitated by Heng

23-Sep11

TWG
Workshop #1

Workshop with TWG to reflect (at large) on
challenges to data collection; some very useful
input was given by TWG

2-Oct-11

Emergency
Workshop

Meeting with GLs to discuss Respondent
Master Codebook

Unplanned
Workshop

Talked about the review of the SSIR and FGDR,
went over some reflections on roles and
responsibilities, feedback from TWG, increase
in future meetings (logistics)

24-Oct-11

GL Workshop

Talked to GLs about standing, immediate tasks,
especially in relation to codebooks.
Also
reviewed some of the MRQ edits, crossovers

26-Oct-11

DC Workshop
#3

Reviewed with all RTMs the progress,
challenges, also content and interesting findings

Date

29-Aug11

8-Sep-11

6-Oct-11
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Date

Seminar
Topic

Content Covered
from DC #1-3. Brief talk on MRQ edits,
crossovers, ethics and professionalism. Cofacilitated with Dina.

8-Nov-11

KC Team
Meeting

Covered all the processes for 'last interviews' ;
reviewed MRQ edits

16-Nov11

DC Workshop
#4

We talked about logistics, MRQ edits, progress
report, closing protocol, reflection (challenges,
what went well), as well as interesting findings

DC Workshop
#5

Did reflection on challenges; final closing phase
procedures for data collection cycle; details of
final report; progress update; facilitated by
Samrach

8-Dec-11

DC Workshop
#6

Talked about reflection from PC - also overall
view on questions surrounding peace
education; progress update; most time was
spent on final electronification protocol and data
collection phase closing steps (see document
on Dropbox)

22-Dec11

DC Workshop
#7

Final reflection on PERP roles, update of due
dates, talked about participation in upcoming
analysis phase

27-Jan-12

DC
Verification
Workshop

To review the findings from initial verification of
the data and to do one-to-one mentoring
sessions with individual RTMs; also introduce
analysis phase

3-Feb-12

TWG
Workshop #2

To share the results of data collection phase
with TWG; to reveal initial findings, and to brief
on upcoming Phase III - data analysis

15-Mar12

Analysis
Workshop #1

Brief introduction to analysis, process,
philosophy of research and overview of case
study; confirmation of tasks to be done

4-May-12

Analysis
Workshop #2

Postponed from 4-26-12; Did review of
reflection reports, updates on progress, talked
about main and sub research Qs; set stage for

1-Dec-11
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Date

Seminar
Topic

Content Covered
remaining analysis meetings;
participation for publications

31-May12

14-Jun-12

19-Jul-12

23-Sep12

confirmed

Analysis
Workshop #3

Postponed from 5-24-12. Was supposed to be
facilitated by Dina but entire session (only
slightly more than 1 hour) was done by me as
an introduction to QSR NVivo.

Analysis
Workshop #4

Samrach gave a brief update from PIC meeting;
Tucker complemented gaps; did an installation
of NVIVO but didn't work due to version control
issues

Analysis
Workshop #5

Natalie in attendance; much discussion
focussed on production of report; Kompheak
facilitator, Kunthea notetaker; talked about
installing NVIVO but couldn't be successful

Analysis
Workshop #6

Really a re-grouping and retrenchment.
Confirmed which members are available
moving forward; decided not to use NVIVO; also
combined analysis and production team
meetings
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Appendix 13 – Peace Education Research Project Partner Roles
Background and Objectives
The Peace Education Research Project will be implemented with the support
and coordination of a number of peacebuilding organizations in Cambodia.
The five partner organizations are: Cord Cambodia/Asia, Department of
International Studies (DIS) at the Royal University of Phnom Penh (RUPP),
Alliance for Conflict Transformation (ACT), Youth for Peace (YFP), and Khmer
Community Development (KCD). The objective of the research project will be
to investigate peace education in the formal and non-formal context in
Cambodia, with an aim of building an indigenous model of peace education.
The methodology will be a case study using participatory research methods.
The project will be conducted by a research team under the guidance of
Tucker McCravy, a doctoral student at the Department of Peace Studies,
Bradford University in England.
Research Project Working Relationships
These above partners will coordinate with the research team to carry out the
project. The research team will take responsibility for data collection and
organization. The research team in turn will be assisted by technical input and
guidance from a research technical working group. The role of the TWG is to
provide advice on the most effective way to carry out the research and analyse
its findings. The partner organizations described herein will facilitate the
implementation of the research and the coordination with stakeholders at the
community level.
Partnership Benefits
The benefits which partnership organizations will enjoy are detailed below:
•
•
•
•

Access to the final published thesis (as well as English and Khmer summary
publications) for use in further research and/or programmatic development
Valuable opportunity to learn more about participatory action research and
incorporate into program and/or learning opportunities of the organization
Deepened organizational and/or institutional understanding and knowledge
about peace education in the Cambodian context
Recognition of support provided to the principal researcher in the final thesis
upon acceptance by the University of Bradford in England
Partnership Inputs
It is anticipated that each partner organization will also provide inputs as to the
overall research design and implementation in a number of key areas,
including but not limited to: 1) site selection, 2) integration of partner staff into
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the research process, 3) research questions, 4) associated research activities,
5) analysis of findings, and 6) dissemination of results. The goal is to align the
research methodology, sites, and stakeholder communities with ongoing
activities of the partner organizations, to enhance their programmatic impact.
Roles and Responsibilities
It is requested that each partner organization nominate an individual to be the
point of contact for all information concerning the project. This individual will
be responsible for disseminating information to all relevant members within
his/her organization. The point of contact will also serve as the organization’s
representative at any meetings concerning the Peace Education Research
Project. In addition, for the partners who are involved in coordinating the data
collection in the field (YFP, ACT, and KCD), it is proposed that each
organization designate a person or group of people to be the Peace Education
Research Liaison (RL). These individuals will facilitate the implementation of
the research project.
Site Responsibilities
It is anticipated that YFP, ACT, and KCD will assist with the following site
preparation:
•

Informing community members beforehand of the research project to ascertain
potential interest

•

Arranging community information sessions – to provide information about the
project and seek ethical clearance

•

Designating an individual (see above) as the Research Liaison (RL) in each
community

•

Providing gateway access to respondents by obtaining permission from local
village leaders

•

Coordinating and facilitating the respondents for all interviews and focus group
discussions to be conducted

•

Providing logistical support for the research team

•

Assisting with arranging validation sessions and dissemination of research
findings to local communities
Concept Note
For additional details relating to the overall objectives and methodology of the
research project, please refer to the Peace Education Research Project
Concept Note.
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Appendix M – Peace Education Research Technical Working Roles and
Responsibilities
Background and Objectives
The Peace Education Research Project will be implemented with the support
and coordination of a number of peacebuilding organizations in Cambodia.
The five partner organizations are: Cord Cambodia/Asia, Department of
International Studies (DIS)
at the Royal University of Phnom Penh (RUPP), Alliance for Conflict
Transformation (ACT), Youth for Peace (YFP), and Khmer Community
Development (KCD). The objective of the research project will be to investigate
peace education in the formal and non-formal context in Cambodia, with an
aim of building an indigenous model of peace education. The methodology
will be a case study using participatory research methods. The project will be
conducted by a research team under the guidance of Tucker McCravy, a
doctoral student at the Department of Peace Studies, Bradford University in
England.
Rationale
The rationale for setting up the technical working group is as follows:
•

To gather input and guidance from research experts, peace practitioners, and
development professionals for the effective implementation of the research
project

•

To build a collaborative network of advisors who can offer detailed advice and
assistance regarding the research design and analysis of findings

•

To ensure greater ownership and participation by local stakeholders in the
peace education research project

•

To build collaboration among individuals working in the field of peace and
development, in order to promote exchange of ideas concerning peace
education
Working Relationships
The technical working group (TWG) will collaborate directly with the research
team in an advisory capacity. The research team is composed of Mr. Tucker
McCravy as the lead researcher and research assistants from RUPP. The
research team will take primary responsibility for data collection and
organization, while the lead researcher will take charge of synthesis and
writing up the findings. The role of the TWG is to provide inputs and guidance
on the most effective way to carry out the research, as well as to assist in the
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analysis of the findings. The five partner organizations will facilitate the
implementation of the research, including coordination with stakeholders at the
community level.
Scope of Work
The members of the TWG for the peace education research project have been
chosen for their experience and understanding in research and/or in the field
of peace studies in Cambodia. Their expertise is requested to serve in the
role of research technical advisors. In specific, they will participate in meetings
with the researcher and lead research assistants to define the scope of the
inquiry, methodology, data collection, and appropriate methods. In addition,
they will assist with interpretation of the findings, providing input where
necessary and appropriate. Some of the questions to be discussed and
clarified are:
•

Can we refine the research questions to be more precise and effective?

•

Given the research question, what are the most appropriate methods to use?

•

Who are the most suitable respondents and how can we decide sample size?

•

How can we effectively balance ethical requirements with research objectives?

•

What are the most suitable types of sites in which to collect data?

•

How can we give back to the community in the process of gathering data?

•

What can be done to ensure that the timeline of the project is followed?

•

How can the findings be best validated by the communities under study?

•

What can be done to increase ownership of the research process and
findings?
Tentative Timeframe
It is expected that the technical working group will function for the duration of
the project – from May 2011 to December 2012. During this time, it is
anticipated that the TWG might meet on a quarterly basis to review progress
of the research project, and to make any necessary modifications or
adjustments. A tentative timeline of what this might look like is given in the
table below.
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Date

Meeting

Purpose

May 2011

1st TWG
meeting

To introduce the research project and
brainstorm ideas about methodology and
design

August
2011

2nd TWG
Meeting

To review the results of preliminary data
collection and provide input on same

November
2011

3rd TWG
Meeting

To review the final results of data collection and
identify gaps if they exist

February
2012

4th TWG
Meeting

To get an update on the analysis of data;
provide inputs on community validation
process

May 2012

5th TWG
Meeting

To appraise the analysis and writing up and
offer feedback on same

August
2012

6th TWG
Meeting

To provide feedback and input on the English
summary publication

November
2012

7th TWG
Meeting

To assist with the Khmer publication and
provide ideas for dissemination

January
2013

8th TWG

To conclude the PERP, evaluate the findings,
assess next steps

Expected Commitment
Thus, the technical working group will meet approximately on a quarterly basis,
with meetings lasting 3 hours each. With eight (8) meetings altogether, this
represents a time commitment of twenty-four (24) hours over a twenty (20)
month period, or roughly one (1) hour per month. In addition, some members
of the TWG may be called upon to provide advice or further input from time to
time – via e-mail or telephone conversation.
Concept Note
For additional details relating to the overall objectives and methodology of the
research project, please refer to the Peace Education Research Project
Concept Note.
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Appendix 14 – Site Data Report Template
Partner Name: _____________________________________
Site (Village) Name: _________________________________
Commune: ________________________________________
District: ___________________________________________
Province: __________________________________________
Demographics
Q1:

Approximately how many villagers are in this site?

Q2: What is the between distribution (Khmer, Vietnamese, Thai, Chinese,
etc.)?
Q3:

Approximately what % of the village is below the age of 30 years old?

History
Q1:

What important historical events that have affected this village?

Q2: What was the status of the village during the political upheavals in the
mid-1970s?
Q3: What, if anything, has happened in the last 5-10 years to change this
village?
Social
Q1: What kinds of civil society organizations (NGOs, CBOs) are active in
the village?
Q2:

What educational and health facilities are available for the people?

Q3:

How active are the (religious) leaders in the village?

Economic
Q1:

What are the major income producing activities for villagers?

Q2:

Approximately how many of them are living in conditions of poverty?

Q3: Are there any government or NGO assistance programs to help the
people?
Political
Q1:

What is the main political group in the village?
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Q2:

What other political parties are also active?

Q3:

How much does politics influence the lives of the villagers?

Environmental
Q1:

What is the natural landscape of the village (rivers, mountains, etc.)?

Q2: Does the village have any resources (timber, natural gas) that it can
exploit?
Q3: Are there any issues relating to climate change which affect the
villagers?
Cultural

Q3:

Q1:

What is the main language of the villagers?

Q2:

What are the important cultural or religious practices in the village?

Is cultural a connector or a divider in this community?
Partner Programs
Q1:

What programs do you operate in this village?

Q2:

What are the aims of these programs?

Q3:

Who are the primary beneficiaries?

Conflict Analysis
Q1:

What are the major causes of conflict in this village?

Q2:

Who are the actors involved in these conflicts?

Q3:

What peacebuilding efforts have already been made?

Q4:

What factors in the village support peace (connectors)?

Q5:

What factors in the village support conflict (dividers)?

Peace Education
Q1:

To your knowledge, are there peace education programs in this village? If so,
what are they?
Q2: In your opinion, would this village benefit from a peace education
intervention?
Q3:

What would this intervention look like?
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Appendix 15 – PERP Overview
PERP Overview
As noted above, this thesis has been framed within an action research
undertaking that has been hosted and sponsored by the Peace Institute of
Cambodia. The Peace Institute of Cambodia (PIC) aims to bring together local
and international researchers working together on topics related to
peacebuilding and development in the Cambodian context. The goal of the
organization is to integrate different research perspectives and produce
knowledge on peace and conflict issues for Cambodians. The Peace Institute
of Cambodia (PIC) aims to contribute to a culture of peace and culture of
democracy in Cambodia and in the region. The PIC is an outgrowth
organization of Youth for Peace, an organization whose vision is “a society
where people are committed to practice the balance of spiritual and material
value that leads to a culture of peace.”114 I originally approached PIC with the
proposal to host this research, and to coordinate the inputs of several other
NGOs. The executive director was receptive and welcoming to the idea, as
the aims of the PIC align very well with the overall objective of my thesis.
As such, PIC hosted the Peace Education Research Project with the support
and cooperation of five partners: CORD Cambodia, Alliance for Conflict
Transformation (ACT), Khmer Community Development (KCD), Department
of International Studies (DIS), and Youth for Peace (YFP) (See Appendix 9
for the concept note). In addition, a technical research working group
composed of research and peace studies professionals and academics was
formed to guide the project. Individuals from UNESCO, CDRI, CORD, and
CPCS served in this volunteer capacity.
The research project’s main aim was to generate findings that would be of
relevance to NGOs in their programmatic endeavours, higher institutions of
learning in their course design, teachers in their pedagogical approach, and
individual community members in their understanding and practice of peace
education. The expected outcomes are as follows: 1) emphasizing the
importance of peace education as a tool for conflict transformation in
Cambodia, 2) producing findings which will inform future NGO peace
interventions, university research, and community action, 3) developing local
capacity in research methods, critical analysis, and meaningful investigation
of social phenomena, 4) strengthening a model of collaborative action
research which is participatory and contextually relevant, and 5) creating a
platform for future collaboration among partners.

114

Source:
http://www.yfpcambodia.org/index.php?p=submenu.php&menuId=2&subMenuId=2.
Accessed 2/27/11
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Technical Working Group
A technical working group (TWG) was established to gather input and
guidance from research experts, peace practitioners, and development
professionals for the effective implementation of the research project. Its
primary objective was to build a collaborative network of advisors who could
offer advice and assistance regarding the research design and analysis of
findings. It had the added value of promoting greater ownership and
participation by local stakeholders in the peace education research project.
Moreover, as the PERP moved forward, the TWG served as a forum where
individuals working in the field of peace and development could come together
in order to promote exchange of ideas concerning peace education. The main
role of the TWG was to provide inputs and guidance on the most effective way
to carry out the research, as well as to assist in the analysis of the findings.
This was not meant to be seen as a supplement to the principal advisors at
Bradford University, but as a complement of local experts who have deeper
knowledge about the challenges of the local context
Partner roles
The five partner organizations each played a different role in facilitating the
carrying out of the research, including coordination with stakeholders at the
community level. Three of the key partners: YFP, ACT, and KCD had sitespecific roles regarding the preparation of the field (See Appendix 13 for roles
and responsibilities). Initially this involved informing community members
beforehand of the research project to ascertain potential interest. Secondly,
this required arranging community information sessions (see Appendices 6
and 7 for info sheets) – to provide information about the project and seek
ethical clearance. Each partner designated an individual as the Research
Liaison (RL) for the team. Since each of the partners were implementing
projects in the communities, they were trusted by local authorities. As such,
they were able to provide gateway access to respondents by obtaining
permission from local village leaders. They were extremely valuable in
coordinating and facilitating the respondents for all interviews and focus group
discussions. In general, they provided ongoing logistical support for the
research team, such as coordinating things like lodging when necessary.
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