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Executive Summary

This study demonstrates that formal education systlave a vital role to play in building
peace in countries affected by armed conflict. dvieirk conducted in three countries —
Guatemala, Nepal, and Liberia — highlights a numbg&rways in which education is
contributing to building the conditions for longte, positive peace in those countries. The
analysis of the report centers around four conft@bhsforming concepts that mediate the
relationship between education and peace:

» Equitable educationahclusionwithin the formal education system can redress
motivations and eliminate opportunities to engamgarmed conflict.

» Schoolsocializationprocesses can impact social acceptance of andraionst
regarding the use of violence. As a result of imprbquality and safer, protective
learning environments, individuals may have lessivaton, as well as fewer
opportunities, to engage in armed conflict.

» Building up trust and cooperatiosgcial capita) through school-based organizations
can rectify grievances over lack of participation amprove relationships between
individuals and groups.

» The varioussocial benefit®f education (including hope and possibilities thoe
future, as well as improved levels of socio-ecorodavelopment) can raise the
social, direct, and opportunity costs of engagmgrimed conflict.

The report identifies six interconnected areas okey findings on how education can
contribute to building peace:

» Educational inclusion lowers motivation and raispportunity costs for participating
in armed conflict.

* Government investment in formal education systentsiiical for building peace.

* Quality education delivered in violence-free, caapee learning environments
teaches children critical lessons about nonviatentlict resolution.

* The curriculum is a critical element in effortsheighten constraints against the use of
violence and promote human rights.

» Participatory education systems can raise the lsoosts of and constraints against
engaging in armed conflict.

» Education that fosters positive socio-economic bigraent can help prevent armed
conflict.

In relation to building peace through formal educaton systems, the study advances the
following recommendations:

» National governments, donor countries, and paditip in peace processes (such as
peace mediators) must:

0 incorporate education as an integral and integralieent of peacebuilding
and conflict transformation processes.

* National governments, donor countries, internaliagancies, and civil society must:



(0]

promote social justice and conflict transformatibrough the formal
education system;

provide sufficient financial support to educatiystems;

design and promote relevant, peace-promoting adain a participatory
manner,

better connect the formal education system witHaber market.

» National governments, civil society, individual schols, staff at schools, and local
communities must:

(0]

actively use participatory planning and decisiorking methods within the
formal education system,;

ensure that policies and school practices promotence-free learning
environments;

promote children’s participation and the use oivacteaching methods.



Foreword: A force for change

Half of the world’s out-of-school population — 37 million children — live in countries affected by
armed conflict, even though these countries make up just 13 % of the world’s population. The
numbers of out-of-school children are disproportionately high in these countries for a variety of
reasons. Almost all are low-income countries, some lack the political will to provide education,
and conflict has almost inevitably left the national institutions — including education authorities —
in disarray.

Armed conflict often has a significant, detrimental effect on the education system, as students,
teachers and administrative personnel are killed, injured, displaced or forced to join fighting
forces. School buildings and materials may be damaged, destroyed or occupied by fighting forces.
In addition, national education spending is often diverted to defence spending, lowering both
provision capability and quality.

However, even during times of unrest and armed conflict, education is a basic human right. It is
also what children and their families want. It gives children skills and knowledge to improve their
lives and life chances. It contributes to economic growth, peace and stability, and promotes
critical thinking in citizens and thus, their ability to hold local and national systems to account,
paving the way for good governance and institution-building. Ultimately, its benefits are long-
lasting and transferable to future generations.

To Save the Children Norway, who for many years has prioritized education in our programme
work, this is not surprising. To strengthen the evidence base, we asked PRIO to provide research
into how education can build peace and transform armed conflict as part of the Save the Children
Alliance’ international campaign Rewrite the Future. This report by PRIO; Education for Peace.
Building Peace and Transforming Armed Conflict Throngh Education Systems looks at how inclusive,
quality education systems can promote peace and foster the possibility of a stable future,
particulatly looking at Liberia, Nepal and Guatemala. Research shows that well-managed, national
education systems can prevent civil unrest, and encourage conflict resolution, tolerance, human
rights and citizenship; they can reduce both poverty and inequality — common root causes of
conflict - and lay the foundation for good governance, effective institutions and prosperity.

Support to post-conflict education is vital and there is a need for a framework to discuss the
range of issues and to oversee the implementation of commitments agreed by national and
international parties to any peace agreement. By allowing millions of children’s hopes and
potential to slip away, their leaders and the international community run the risk of them growing
into disaffected, unskilled, angry young adults.

Education is a force for change. In order to live up to its commitment to ensure all children are
in school by 2015 (Millennium Development Goal 2), the international community must
prioritize the funding and quality of education systems in conflict-affected countries, or further
generations of children will lose their futures to war.
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Gro Brxkken,
CEO, Save the Children Norway
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Chapter One

Introduction to the Study

Introduction

Throughout the world, millions of children are amtly missing out on education because
they live in or come from countries affected by adconflict. Indeed, at the present time,
some 36 million children who are not receiving mmn education live in countries affected
by armed conflict — amounting to one-half of therdlion children who are out of school
globally (International Save the Children Allian@)07a; UNESCO, 2007). Many of these
out-of-school children live in conflict-affectedafyile states, countries that receive a very low
share of education aid from donors.

Armed conflict generally has a significant detrirtedreffect on the formal education system,
as students, teachers, and education governansenpet are Kkilled, injured, displaced,
and/or recruited or forced to join fighting forceéSchool buildings and materials may be
damaged, destroyed, or used as barracks by fightimgs. National education spending is
often diverted to the military during an armed diohf lowering both the availability and the

quality of educational provision (O’'Malley, 2007aiL& Thyne, 2007).

Formal education systems may have played a roléuetling an
outbreak of armed conflict — for instance, throdghure to provide | “Since wars
adequate educational opportunities or through tfemplgation of | pegin in the
stereotypes and militant ideologies in the curtoul Furthermore, the| minds of men, it
question of education is strongly connected to oaatses of conflict, | is in the minds of
such as the distribution of resources, accessliticpbpower within a | men that the
society, and the recognition of identity and cuwtudevelopment | defenses of peacg
(Degu, 2005). However, education systems also laavéal role to | must be
play in building and maintaining peace before, mgyiand after armed| constructed”
conflict, as previous Save the Children publicaibiave stressed (se{ (UNESCO
Save the Children, 2006, 2007a). Not only can etitutanitigate the | Constitution,
impact of conflict by providing safe spaces and edepmental | 1945).
opportunities for children; it can also activelarisform the roots of
conflict and build peace. This study, then, examit®w formal
education systems can contribute to the building laig-term,
positive, sustainable peace in societies affecyearimed conflict.

Save the Children’sRewrite the Future Initiative

Rewrite the Futures a Save the Children initiative to promote gyadiducation for children
affected by armed conflict. Through the organizatid high-quality education programs in
conflict-affected areas, Save the Children aimsetich a total of eight million children in
more than twenty countries over a five-year pe(RaD5-09). The initiative’s target is to help
some three million out-of-school children in to sohby 2010, and to improve the quality of
education both for these and for an additional fivélion children. Locations in which the
initiative is being implemented include countriegperiencing acute emergency, ongoing
armed conflict, and post-conflict situations.



So far, Save the ChildrenRewrite the Futur&eampaign has resulted in the building of new
schools in Sudan, Nepal, and Uganda; the provisfaeducation to displaced Iraqgi children;

and the provision of accelerated learning and eafchlasses to children in Haiti, Indonesia,
and Liberia. Educational access for indigenousdeéil in Guatemala has been improved,;
former child combatants in Nepal have been reiatiegr into schools and communities; and
educational quality has been improved in school€ate d’lvoire, Indonesia, and Somalia

(International Save the Children Alliance, 2007b).

Objectives and Overview of the Present Study

The study presented in this report has been cawigdas a collaboration between the
International Peace Research Institute, Oslo (PRiM@) Save the Children-Norway (SCN).
This study analyzes the relationship between forethlcation systems, peace, and armed
conflict in order to support Save the ChildrelRewrite the Futuregoals and advocacy
campaign. The study also proposes recommendatorrisofv education programs might be
designed to ensure that peace, rather than conBligtromoted in situations where armed
conflict is taking place or has recently ended.

The following research questions are addressedhenstudy: How, why, and under what
conditions does education contribute to buildingnaintaining peace or to furthering conflict
during or after armed conflict? What dimensionsanfeducation system might contribute to
building peace, transforming conflict, and/or pnetweg future violence in situations where
armed conflict is taking place or has recently efrde

This report is divided into seven sections. Follayvihis introductory chapter, Chapter Two
provides background knowledge on the phenomenoarmokd conflict, defines key terms,

and offers an introduction to the four conflictsforming concepts examined in the study.
Chapters Three through Six examine each of thesedoncepts in detail. Finally, Chapter
Seven concludes the study and gives recommenddtopslicy and programming action, as

well as for future research.

Research Design and Methodology

In terms of research design, a multiple case samyoach has been implemented. Three
countries were chosen as case studies for thecpr@eatemala, Nepal, and Liberia. Each of
these has experienced armed conflict; in each emttSave the Children is running
educational programs; and those programs are tagdangn Save the ChildrenRewrite the
Future initiative. Data were collected during short-tevisits to each country through a total
of 125 qualitative in-depth individual and grougeirviews, as well as through participant
observatiof (see Appendices One and Two). The study has hewted by the Norwegian
Ministry of Foreign Affairs and the Norwegian Aggndor Development Cooperation
(NORAD). The author of this report wishes to thah&se bodies for their financial support,
and to thank those employed at Save the Childrefiises in each of the three countries
visited during the project for their assistanceanrying out the fieldwork components of the
study.

Country Case Studies: Historical Background and Saal Context

This section will provide a brief overview of thecsal and historical contexts of the three
countries examined in this report, along with sumesaof the armed conflicts that occurred
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in each country. Of course, the histories and $esieof these countries and conflicts are
enormously complex, so it will be possible onlygiwe short outlines here. Where relevant,
particular aspects of each country’s conflict, sbgi and history will be examined in more
depth in subsequent chapters of the report.

Guatemala
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A successful CIA-backed coup in Guatemala in 19§#rest the democratically elected leftist
government then in power (which had challenged W$A’'s economic dominance in the
country) provided the impetus for the beginningGafatemala’s civil war in 1960. The coup
was followed by 36 years of war and repressives&leumilitary rule, under which not only
the military but also the Roman Catholic Churchd(aater, Protestant churches) and agro-
export and big business elites gained political goand socio-economic dominance in the
country (Woodward, 1992, 2005; Jonas, 2000a,b; @4{2000).

The guerilla groups that would fight against susces military governments until the late
1990s first emerged during a Cuban-supported reagdinst the US-backed government in
1960. This revolt was repressed by the militaryt, femnants of the insurgent forces fled to
the hills of eastern Guatemala, where they re-formeer the next several years and then
launched the civil war.

After guerillas began to attack government foree$965, a military operation was launched
against the civilian population in full earnest)ikg thousands of people who were suspected
of having ties to the guerillas. The counter-ingmay continued until the end of the civil war
in 1996, increasing in intensity with the genocadenpaign against Guatemala’s indigenous
peoples during the 1980s, the most violent periothe conflict. In all, more than 200,000
people died or were disappeared during the warlewthousands of others were tortured,
harassed, and forced to flee their homes and lsvgeébugees and/or internally displaced
people (IDPs).

Many of those affected by the war were indigenaesptes who had long suffered repression,
exploitation, exclusion, and discrimination undeicsessive regimes — from the colonial
period onwards (Tetzaguic & Grigsby, 2004). Evencsi the arrival of the Spanish
conquistadoresn 1523 and their brutal conquest of Central aodtiern America, the socio-
economic and political fabric of Guatemalan socletg centered around a number of divisive
social relationships that have sustained the pge$s and power of a small elite at the expense
of the majority of the population. These divisianslude indigenous versus Spaniard versus
ladino (descendants of the original Spanish colsizvho have ruled Guatemala since the
end of the colonial period); rural versus urbanhrversus poor; landowner versus landless
peasant; and Catholic versus Protestant. The itiggs&reated by these divisions have often
been reproduced in extremely violent fashion thhmug Guatemala’s history, particularly
through the use and political empowerment of thigamy, as well as through continued agro-
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export dependence within the economic sector. Thesgualities are viewed as being some
of the root causes of the outbreak of the countcptd war (O’Kane, 2000; Woodward,
2005).

After the 1991 elections and the country’s firseevransition from one democratically
elected civilian government to another, peace thkgan between the then-unified guerilla
groups (the Guatemala National Revolutionary Unity, URNG) and the Guatemalan
government, culminating in a final ceasefire in @9%he final peace agreements were also
signed in 1996, after which refugees began to mgtome and a United Nations peace accord
monitoring mission (MINUGA) was deployed in the otny. In its report, a Historical
Clarification Commission established under the peaccords concluded that 91% of all
atrocities committed during the civil war had bemmmitted by the military and the Civil
Defense Patrols that the military had largely fdrearal villagers to join during the 1980s
(Woodward, 2005).

Education was an important and significant compboéthe Guatemalan peace accords. The
1995 Agreement on the Identity and Rights of Indimes Peopléscalled for educational
reform, including decentralization of and increaseehding for the education system,
expansion of the system, promotion of multicultueducation, and use of indigenous
languages in schools as mediums of instructionado2000b). As the agreement itself states,
educational reform was seen as a necessary ptre gfeace process as a means to promote
equity and national unity and thus rectify the despmted discrimination long suffered by
Guatemala’s indigenous peoples. However, for thstrpart, the educational portions of the
peace accords have not been implemented. (Thiscesissed further at the end of Chapter
Three.)

The post-conflict period between 1996 and the mreday has not seen the re-emergence of
war, but instead an increase in large-scale soiidénce. War has metamorphosized into
crime with the proliferation of organized criminaétworks and gangs. Continued violence
may be due to the fact that the problems that deth¢ outbreak of the war remain largely
unresolved, gross social inequalities being a pynfactor. While there is evidence of
increased and improved democratic governance agtgssive social reforms in the country,
the political and socio-economic system remaingdusi@nary in nature. This is indicated by
the fact that Guatemala’s post-conflict governmdrage continued to support and represent
the interests of big business, continuing a loagitron of government catering to selective,
elitist interests rather than to the needs of nobshe people in the country, especially those
of the indigenous population (Woodward, 2005).

Nepal

The Nepalese conflict broke out in 1996 as Nepa wathe process of transitioning to a
democratic system of governance. Closed to theidmutaorld until the 1950s, and the
world’s only Hindu kingdom, Nepal has long beenetulby an aristocracy, at the head of
which sits the king, considered divine as a reinaton of the Hindu god Vishnu.
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Elections in the 1950s and a new constitution pakiedwvay towards the establishment of a
democratic system in Nepal (with the king as hefdtate), but this was hindered in 1962
when the king established a party-less, indirecitesy of government, with officials
appointed by the crown. Democratic rule was retdinreeNepal in 1989 in the aftermath of
protests labeled the “People’s Movement” (Whelpt@890; Thapa, 2003; Deraniyagala,
2005).

Elections in 1991 brought the Communist Party op&ldJnified Marxist-Leninist (CPN-
UML) into power in a coalition government. The 198kctions returned the CPN-UML to
power in a second coalition government, but thigegoment was dissolved a year later. A
succession of failed governments and politicallites followed, and in 1996 the Communist
Party of Nepal-Maoist (CPN-M) launched a “PeopleariMfrom the western hills of Nepal,
citing grievances over government corruption. I®20members of the royal family were
murdered when one of the princes went on a shoeotimpage. The former king's brother,
Gyanendra, assumed the throne and dissolved pariam 2002. In February 2005, King
Gyanendra imposed direct rule and declared a sthtemergency, triggering large-scale
protests that ultimately culminated in the reiretagnt of Parliament by the king and the
overturning of direct rule by the king.

A peace agreement between the government of Nemdltlae Maoists was signed in
November 2008,the end result of a two-year process of peacetiaigms (Thapa, 2003;
Deraniyagala, 2005; International Crisis Group, €0Bohara et al., 2006). Education is
mentioned in various ways in the 2006 peace agreemich states that policies should be
adopted to guarantee the rights of all citizensdocation, and that both sides of the conflict
should not impede the right to education by takinger and controlling educational
institutions, abducting students and teacherstamihg schools into barracks.

While physical damage was limited as a result ef war, many thousands of people were
killed (approximately 13,000 in total), and violeatts were perpetrated against numerous
civiians by both the Maoists and the Nepalese ar@urrently, a transition coalition
government (which includes the Maoists) is in pldwat elections scheduled to be held in
November 2007 have been postponed. Although theples War’ has been concluded,
violence is ongoing, particularly in the southeegion of Nepal (known as the Terai), where
a separatist movement has emerged and has beenrdsidnsible for a bombing in
Kathmandu in September 2007. The Terai is one @fntbbst densely populated and poorest
areas of Nepal. It forms the agricultural heartlafidhe country, where old (and officially
outlawed) practices of indentured labor continudeopracticed. The region is also home to
many of Nepal's ethnic minorities — some of whom rdut speak Nepali as their mother
tongue, and many of whom have been barred fromifigplepalese citizenship (though this
is changing). Now that the Maoists have regainedtrak political power, many Terai
dwellers fear that their concerns will be negledtgdathe Maoists, and that the Maoists will
discriminate against them in favor of hill-dwellgfBhe Economist2007; Sengupta, 2007,
Haviland, 2007).

The ongoing conflict in the Terai reflects the raatuses of the wider Nepalese civil war.
Nepal is one of the poorest countries in the woHdwever, it is not poverty per se that
should be viewed as a root cause of the war, lheranequality more generally. As in the
case of Guatemala, inequalities in Nepal cut acmssy lines and take many forms,
including regional, ethnic, gender, and religiongqualities. The Maoists have purposely
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attacked the structures of Hinduism and the coiswégormous gender inequalities. Yet, even
within the structure of the Maoists themselvess ihigher-caste male Hindus who form the

upper echelons of the organization, which has etegtievances among lower-caste peoples.
Socially and economically privileged higher-castmle, ethnic Nepalis from the Kathmandu

Valley continue to dominate political power in Népa the exclusion of large sections of the

population, as they have done for centuries (Mutsh&ates, 2005; Whelpton, 1990; Thapa,

2003; Lawoti, 2005).
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The Liberian civil war broke out on 24 December 99®8/hen rebel fighters from Charles
Taylor's National Patriotic Front of Liberia (NPFivaded Liberia from Coéte d’lvoire. The

conflict ended in 2003 with the signing of a peageeement in Accra, Ghana, followed by the
departure of Taylor from power as the presidentLieria and his subsequent exile in
neighboring Nigeria.

The war began after ten years of dictatorial rylePesident Samuel Doe, a former army
sergeant who had usurped power through a coup86 &8d who implemented a program of
ethnic massacres and repressive violence in thetigo(Ellis, 1998). Doe was Liberia’s first
indigenous, non-Americo-Liberian president. Themeé®Americo-Liberian” refers to slaves,
primarily from the USA, who were resettled in whsithow known as Liberia in the 1820s,
and who evolved into a tiny elite that completetyrdnated political, social, and economic
power in the country until Doe’s presidency. As ytheettled in Liberia, the Americo-
Liberians re-established the social order that tiey left behind in slavery-era USA, creating
a dual class structure in which the indigenous [e=opf Liberia were completely excluded
from power and even enslaved, excluded from holditigenship until 1904 and denied
voting rights until the 1940s. The Firestone Tingl &ubber Company completely dominated
Liberia’s economic sector, exacerbating the palltiand social exclusion of indigenous
peoples, since it was primarily these who workedRioestone and it was their land that was
taken and used by the company. In many ways, tkidedbetween settler and indigenous
was at the root of the outbreak of the civil waLiheria, as was the patrimonialist system of
governance whereby the president distributed palitipower and economic dividends
through personalized clientelist networks (Schvzdif)4; Dunn, 1995; Anderson, 1992; Baas,
2005).

The Liberian conflict quickly descended into ethfactionalism and fighting as armed groups
split along ethnic lines, killing members of ethrgooups aligned with opposing warring

factions. At stake was the presidency of the Ldrestate itself, representing the pinnacle of
the patrimonial networks that granted access toaé economic resources and political
power (Reno, 1998; Ellis, 1998). In an effort topsthe conflict, a regional peacekeeping
force was sent to Liberia by the Economic CommunpityVest African States (ECOWAYS),

which remained in the country throughout the cabfINumerous peace agreements (14 in
all) and several interim governments were set tyden 1990 and 2003, with Charles Taylor
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being elected into office as the president in 19&gely out of fear that he would resume the
war if he was not given this position (Reno, 200gylor was finally ousted from office in
2003 after two newly formed rebel groups (LURD aMi@DEL) launched a series of brutal
attacks against Taylor and his regime in Monrodistroying much of the city and causing
the deaths of numerous civilians.

Education was addressed in several different waykd 2003 Accra Peace Agreemgithe
Agreement states that the Universal Declaratiodwhan Right5 (of which Article 26 states
that everyone has a right to education, which ghdé free and compulsory) shall be
respected and upheld. The Agreement also calls tip@rcountry’s Independent National
Commission on Human Rights to promote human riglshgcation throughout the country.
Earlier peace agreements, such as the 1993 Cothgmement and the 1994 Akosombo
Agreement, called for ex-combatants to be giveo@vortunity for education and training as
part of the disarmament, demobilization, and regjragon process.

Fourteen years of extremely destructive civil wavércompletely devastated the people and
infrastructure of Liberia. Thousands of childrenrgveused as child soldiers during the
conflict; thousands more people fled into exilerefsigees and internally displaced persons;
and approximately 200,000 people (or more) died essult of the conflict, from both direct
and indirect effects of the war. A large United iNa$ peacekeeping mission (UNMIL) has
been in the country since 2003, helping to disaghtérs, to maintain peace, and to rebuild
society, though tensions remain high and change been slow. One very positive
development in the post-conflict period, howeveas lbeen the election of Africa’s first
democratically elected female president, Ellen 3ohrSirleaf.
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Chapter Two

Conceptual Background on Armed Conflict

Introduction

This chapter will provide an overview of the conitgg background regarding armed conflict.
Terms such aarmed conflictwill be defined, and an overview of theories abite causal
factors of armed conflict will be given. The trentiges, and stages of armed conflict will be
detailed, and the concept obnflict-affected fragile states (CAF&)Il be discussed briefly.
This will be followed by an outline of current kntasige on resolving armed conflicts and
building peace. The chapter will conclude with amraduction to the four conflict-
transforming concepts that mediate the relationdlg@pween education, peace, and armed
conflict.

Definition, Trends, and Stages of Armed Conflict

Defining Armed Conflict

The termconflict carries many meanings and can encompass a broatduspef phenomena,
ranging from interpersonal conflicts to mass, orgeah violence. This study is concerned with
one specific form of confliclarmed conflict defined as “open, armed clashes between two or
more centrally organized parties, with continuigtween the clashes, in disputes about power
over government and territory” (Smith, 2003, p. &) the heart of most definitions of armed
conflict is a view that armed conflicts revolve and an incompatibility of some kind
between groups of people, in response to whicltdmdlicting parties resort to the organized
use of forcé(Ramsbotham, Woodhouse & Miall, 2005; Wallenst&8q97).

The concern in this report is with armed confliostlanot with other forms of social violence —
such as riots, crime, political protests, staterasgion, politicide, intercommunal fighting,

terrorism, or one-sided violence against unarmedians (e.g. genocide). However, such
forms of violence may play a role in the outbreélaiomed conflict and may also be part of
the dynamics of a particular armed conflicand theories of armed conflict can partially
explain many forms of violence. Additionally, amaad conflict may transform into other

forms of social violence once a conflict has stappas in Guatemala (Sambanis, 2004).
However, the concern in this report is with orgadizand armed group conflicts, not random
or one-sided violence (Jstby, 2004; Stewart, 2000).

Worldwide Trends in Armed Conflict

Since the end of World War 1l in 1945, the vast onigy of conflicts have beemtrastate
conflicts —that is, internal armed conflicts, or what are enoommonly referred to as civil
wars, conflicts that do not take place betweengteernments of two sovereign states but
rather between parties within a single state (@ediet al., 2002; Harbom & Wallensteen,
2007). Thus, though there have been a number efstiate wars during this period — such as
conflicts between Iran and Irag and between Eritmed Ethiopia — the three countries
selected as cases for the present study were edfégtinternal armed conflict, and the study
will be more concerned with intrastate rather therstate armed conflict.
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Internal armed conflict has touched every continergome form or shape, though it is now
largely concentrated in very poor nations in thecalled developing world. Some of these
conflicts have been ongoing for many years, andlevigenerations have thus grown up
knowing only violent armed conflict (Murshed, 2002inger, 2006). Armed conflicts are
extremely destructive and costly to the populatiohshe countries they affect in terms of
lives lost, suffering endured, and damage and aiet&an wrought by fighting?

Though violent internal armed conflict is currentiggoing in countries such as Irag, Sudan,
Somalia, and Colombia, the Human Security RepaefER006) indicates that the incidence
of armed conflict actually declined by 15% betw@&02 and 2005, with the greatest decline
taking place in sub-Saharan Africa. This is a vprgmising trend. However, as recent
conflicts in Lebanoh and a number of other countries demonstrate dibés not mean that
the trend may not swing back upwards, nor thatribielence of armed conflict will decline to
zero. As the worldwide gap between rich and poordases and climate change alters the
physical world as we have come to know it, newitersmay arise as a result of changes in
access to social and environmental resources amekgaent shifts in social, economic, and
political power structures.

Typologies of Armed Conflict

Besides the differerievels and intensitiesf armed conflict outlined in footnote 8 (minor
armed conflict, intermediate armed conflict, and)wthere are also differetypesof armed
conflict. The broad category of armed conflict da divided into different subcategories,
according to the nature of the warring parties andsome extent, the object of the fighting.
The Human Security Brief (2006, pp. 6, 9) sugg#wsdollowing distinctions:

* intrastate— internal conflicts fought between a governmertt a non-state group;

* internationalized intrastate conflicts in which either the government, a rsbate
armed group, or both receive external military supfrom a foreign government
(e.g. Afghanistan or Iraq);

» interstate— conflicts fought between two or more states;

» extra-state- conflicts between a state and a non-state agreeg outside that state’s
territory, such as wars of liberation from colomale;

* non-state armed confliet conflicts fought between militias, rival guegiljroups,
clans, warlords, or organized communal groups,outlithe involvement of a
government (e.g. Somalia).

A subtypology of internal armed conflict based e underlying reasons for why conflict
may erupt can also be made (Ramsbotham, Woodhobsial& 2005; Rupesinghe, 1998):

» revolution/ideology -€onflict is based on ideological goals, with tim@ af changing
the nature of the government in a state (a struggbdange the nature of the state);

» identity/secession eompetition between differing groups, such asietbnreligious
groups, with the purpose of securing territoriadess, control, autonomy, or
secession (a threat to the integrity of the state);

» factional conflicts -eonflict is about the competing interests or posteuggles of
political or even criminal factions with the aimsdizing or retaining state power to
further economic and other interests, such as adoasatural resources (a conflict
over control of the state or resources controllethie state).
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It should be noted that conflicts may exhibit sevef these typologies simultaneously and
can be interpreted differently by different peop@ery conflict is unique; conflicts change
over time; and lines between the different types cohflict listed above may blur
(Ramsbotham, Woodhouse & Miall, 2005). For instartbe Liberian civil war might be
viewed as a power or factional conflict if seeraastruggle for control over natural resources
and state political power, or perhaps as an idefit “ethnic”) conflict if interpreted as a
conflict between different ethnic (or even religgpugroups within Liberia. Conflicts are also
viewed differently by different participants andriies (e.g. elites versus rank-and-file
combatants versus non-combatant grass-roots sepgpofKalyvas, 2003, 2006).

Phases of Armed Conflicts and Their Aftermaths

Armed conflicts can be divided into a number of g#® as shown in Figure 4 below. There
have been a number of different approaches to idgfithe stages and phases of armed
conflict, many of which follow a linear path frononflict beginning through to conflict end
and aftermath. It should be recognized, howevaeit, ¢hnflicts do not necessarily follow such
a path, and that the intensity of physical violengy vary over time and geographic location
during a conflict.

Figure 4: Conflict stages

{Hurting) Stalemate

Conflict Escalation De-escalation f Megotiation

Intensity

Conflict Emergence
Dispute Settlement

Latent
Conflict

Post-Conflict
Peacebuilding

Time

Source: Brahm (2003)

The country cases in this study were selected enbtsis of a broad, linear approach to
conflict stages:

* Nepal has justmerged from armed conflithough Nepal was in the midst of armed
conflict before fieldwork was carried out and watested for the study on that basis,
and a secessionist conflict is ongoing in the seatf erai region of the country). The
more generaarmed conflicphase can be divided into many smaller phases
according to the intensity of violence and othetdes.

» Liberia is currently in ahort-term post-armed conflict phaSéhis phase is
temporally defined as one in which approximatele fyears have passed since the
end of the conflict. The post-conflict phase beginse large-scale violence has
stopped. A successful peace agreement and theldginn of arms may also mark
the termination of the conflict and the beginnirighe post-conflict phase
(Ramsbotham, Woodhouse & Miall, 2005; Brahm, 2008)s stage is focused on
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peacebuilding, reconciliation, reconstruction, andflict transformation. However,
this phase may also bgee-conflict phaséf the underlying conditions that led to the
outbreak of the conflict are not addressed andlicbstibsequently re-erupts. Post-
conflict countries have a very high risk of corfliecurrence, perhaps as much as a
44% risk of returning to conflict within five yeaas a conflict’'s end (Collier et al.,
2003).

« Guatemala is currently inlang-term post-armed conflict phaskhis phase is
temporally defined as one in which approximatetyyears have passed since the end
of the conflict. During this phase, specific postiiict assistance from the
international community, including peacekeepingrapiens, is likely to have ended.

It is important to have a long-term perspective wlaking at conflict phases,
particularly because the post-conflict stage dagsacessarily entail the eradication
of violence or the resolution of the problems tledtto the conflict in the first place
(Ramsbotham, Woodhouse & Miall, 2005). The sogalitical, and economic
legacy of conflict lingers long after the immedigatest-conflict phase and may
contribute to the mobilization of renewed grievant armed conflict.

Table 1 summarizes the conflict type and stageefwh of the countries examined in the
present study:

Table 1: Conflict stage and type by country

Country Conflict Years Current Stage of Nature/Type of Armed Conflict
the Conflict
Guatemala 1960-1996 Long-term post- * Identity conflict
armed conflict  Revolution/ideological conflict
Nepa 1996-200¢ Emerging fromr » Revolution/ideological conflict
armed conflict, « Currently secessionist/identity conflict in
but still the Terai

experiencing
conflict in the

Terai region
Liberia 1989-2003 Short-term post-| « Identity conflict
armed conflict + Factional conflict

Conflict-Affected Fragile States (CAFS) and Educatin Systems

Recently, the terniragile stateshas attained salience within the international amity,
partially as a continuation of discourse around dharacteristics of particular states in the
developing world? The termconflict-affected fragile state€CAFS) refers specifically to
fragile states experiencing armed conflict (Intéioveal Save the Children Alliance, 2006). As
outlined by Rose & Greeley, the Development AsaistaCommunity (DAC) within the
Organization for Economic Cooperation and Developm@ECD) characterizefragile
statesas “countries with poor governance as identifiedablack ofpolitical commitment
and/orweak capacityto develop and implememiro-poor policies fragile states also often
experienceviolent conflict (Rose & Greeley, 2006, p. 1; emphasis in original defining
fragile states, the United States Agency for Iraéiomal Development (USAID) views the
elements of governance (i.e. the quality of thatrehships between those who govern and
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those who are governed), the outcomes of governarut the public’'s perception of the
legitimacy and effectiveness of the state as indisaof fragility (USAID, 2006).

In terms of education, a “fragile states” analysiprimarily concerned with education service
delivery and aid effectiveness in such states, vaitidl how to support “education’s role in
alleviating the conditions related to fragility” 8AID, 2006; see also Rose & Greeley, 2006).
As a recent Save the Children (2007a) publicatibows, CAFS receive a low share of
education aid from donors, and donors fail to i education in their aid programs and
fail to deliver on their promises to CAFS, thusilitating the continued fragility of these
countries.

Though this report will, where appropriate, draw some scholarship surrounding the
concept of fragile states, it should be noted tmdy two of the three countries selected for
study as part of this project (Nepal and Liberieg aonsidered by the United Kingdom’s
Department for International Development to beifeagtates (DFID, 2005). Fragile states are
often characterized by armed conflict; howevers tisi not always the case. Some fragile
states are not experiencing and have not expedesrreed conflict.

Causal Theories of and Factors Associated with th@utbreak of Armed Conflict

There is considerable divergence in theories atfmitauses of armed conflict, particularly
since the outbreak of armed conflict usually ineslvnumerous factors and conflicts are
always context-specific (Gardner, 2002; Smith, 208@mbanis, 2002). A distinction can be
made between (a) underlying, structural, and baxkyt causal factors; (b) factors that
merely facilitate the outbreak of conflict (suchragged terrain); and (c) more immediate
factors that actually trigger conflicts and molelimdividuals to participate in armed conflict.
Background and causal factors of a conflict areated in political, social, economic, and
national group cleavages; conflict triggers areftimors that affect the timing of the onset of
armed conflict; while mobilizing factors reveal tlhauses for which people fight and how
they understand their causes (Smith, 2003).

Gates (2002) outlines several social, economic, olidical factors that increase the risk of
the outbreak of armed conflict (quoted in Mack, 200. 519):

» poverty, lack of economic opportunities, and a lewel of economic development;

» aprevious history of armed conflict — the moreerdcahe conflict, the greater the
risk;

» dominance of one ethnic community over another; and

« political instability.

Gardner (2002) explains the outbreak of civil waotigh four key causal variables:

* Insecurity— In a situation of insecurity (such as governneatiapse or economic
or political change), groups try to increase tiseiturity, but this may decrease the
perceived security of other groups, creating arsgadilemma that can cause the
outbreak of conflict as groups compete to heigltieir security.

* Inequality— Group inequalities underpin grievances that timEbpeople for
conflict.
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» Private incentives- Elites are motivated to engage in armed coriflct
opportunities for private accumulation, and follosvare likely to support elites
when they lack other sources of income.

» Perceptions- Group identity and the degree of group cohes@mnfacilitate
mobilization for armed conflict, and group ineqtiab can aggravate perceptions of
difference and discrimination needed for mobiliaati

A significant debate within the civil war literaturevolves around
whether the economic opportunities associated aithed conflict or | Is the outbreak o
the grievances such conflict potentially resolves @ausal factors of | armed conflict

civil war. This is known as the “greed versus gaiese” debate, | explained by the
which questions whether individuals act out of -seférest to exploit | pursuit of self-

the economic opportunities associated with pasiifiy in an armed | interest for material
conflict, or whether they act out of a desire tatifg historical gain, or by the
inequalities. The remainder of this section willplxe the two | desire to rectify
different sides of this debate. Elements of eaebrhare drawn out in | historical social

the exploration of the relationship between edocatand peace | inequalities?
throughout this report, as each theory holds soxptapatory power
under particular circumstances.

Economic Opportunities Theory of Armed Conflict

The economic opportunities theory posits that armelflict is caused not by a desire to
rectify “grievances” (i.e. real or perceived injgss) but rather by “greed”, or economic
opportunity (i.e. the income that can be achievethfrebellion through looting or control of

state revenues) (Collier & Hoeffler, 2002; Regan N&rton, 2005). Rebel groups are
motivated to fight because rebellion is economycaliofitable, and profitable opportunities
for conflict will not be passed up (Collier & Hokdf, 2004). The roots of civil war thus lie in
the private benefits that elites and their follogsvean reap from armed conflict, which is why
elites initiate and sustain armed conflict (Gard202). In particular, the low cost of rebel
labor — that is, where the income forgone by jainenrebellion is very low — increases the
likelihood of rebellion. Collier (2000b) claims tha is much more difficult for groups to

overcome collective-action problems and mobilizeogte around grievances (or justice
provision), while individuals are more easily mati®d to serve their own economic self-
interest in joining a rebellion. This neatly coites with the need for rebel groups to
economically sustain themselves in order to sur(iRegan & Norton, 2005).

The economic opportunities theory of armed configtbased on statistical analyses of
indicators of needs-deprivation and economic ingest Collier (2000a) claims that needs-
deprivation (or grievance) indicators do not catelwith the incidence of armed conflict,
whereas economic-incentive (greed) indicators daor{§botham, Woodhouse & Miall, 2005).
Moreover, discourses of grievance are present inosiocieties that have experienced armed
conflict and in those that have not, and confliselif often gives rise to grievances over time,
which makes it difficult to pin down grievancesthe cause of armed conflict (Mack, 2002).
Indicators of opportunity (greed) used in Colliesttistical model are the share of primary
commodity exports (such as diamonds or drugs -yelasitable goods) in a country’s gross
domestic product (GDP); the proportion of young esain a society (since it is primarily
young men who join rebellions); and, importantly this study, the number of years of
education the population has received, which e jproxy for the potential income forgone
by joining a rebellion. Indicators of grievancetive model include ethnic or religious hatred,;
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economic inequality between individuals (measurddough individual incomes and
ownership of assets such as land); lack of politights (political repression and exclusion);
and government economic incompetence (Collier, 20Qollier & Hoeffler, 2004).

Collier (2000a) argues that rebel leaders use tiaesaof grievance to recruit combatants, and
that grievances may be generated as a result oflzaqued by conflict. Grievance narratives
may be used to justify the existence of a rebelgr@and may even provide psychological
satisfaction to rebel leaders and supporters, heget narratives are not the real motive for
armed conflict. Rather, exploitation of the econoropportunities associated with conflict
(e.g. profit from the exploitation of natural resoes) is the cause of armed conflict. This is
especially the case for poor countries, and muclhefeconomic opportunities theory is
concerned with armed conflict in very poor, devatgpcountries, in which armed conflict is
much more likely to occur and which are characestiby high scores on the indicators of
both greed and grievance listed above. One of &@ulliprimary arguments is that the key
cause of armed conflict is the failure of economhvelopment (Collier et al., 2003). Also,
because conflict occasions acts that people may wwaavenge, as well as increasing poverty
levels owing to the destruction wrought, the rigkconflict recurring in a poor country is
high. This is what Collier terms tloonflict trap.

Importantly, Collier (2000a) argues that ethnidgynot a cause of conflict in and of itself,
contrary to what is often believed. Instead, grbaged attributes such as religion or ethnicity
serve as mobilizing tools for armed conflict. Irctfathe more ethnically heterogeneous a
society is, the less the likelihood that armed konwill erupt, since it will be more difficult
for a large number of groups to cooperate aroumilasi objectives or to mobilize resources
for objectives held by only a small group (Colli@Q00a; Murshed, 2002; de Soysa, 2002;
Sambanis, 2002). What is problematic is when a wpus characterized by the dominance of
one ethnic group, which can correspond to socis@euc inequalities between groups.
Indeed, “those conflicts that appear to have ajimis or cultural base can often be traced
back to an economic root, such as unequal accgsswer, employment, housing or water”
(Davies, 2005, p. 359). It is this imbalance of powetween groups that is at the heart of the
injustice and inequality theory of civil war, to igh we now turn.

Injustice and Inequality Theory of Armed Conflict

The economic agendas theory of armed conflict th/liebated by scholars, leading some to
reject the theory altogether. Instead, emphagmaised on understanding the contextual and
structural nature of particular conflicts, viewiagmed conflict as the outcome of multiple
causes, rather than only one. This is becausegas B Dunn (2007, p. 37) point out, “the
‘economic agendas’ literature may be useful in axphg how armed movements are
sustained, but it does not tell us much about wbgflicts start in the first place. To
understand this transformation, we need to take awnsideration political, cultural, and
historical factors as well. All current conflicts Africa [as elsewhere] are deeply entrenched
in history”. This is not to say, however, that fesent study subscribes to the view that
certain conflicts are rooted in primordial, ancjeot “tribal” hatreds that are incapable of
resolution or change (see, for instance, Kapla®4)L9Rather, the emphasis here is on the
idea that single-causal explanations are insufitdie explain the genesis of armed conflicts.

Indeed, what may be labeled one man’s greed magnb¢her man’s grievance, and vice

versa. Moreover, elements of both greed and grvamay be factors in the same conflict,
interacting to fuel the outbreak of armed conflicthat is, some elites may be greedy, while
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some non-elites express and mobilize around cegdavances, or the other way round
(Ballentine, 2003; Smith, 2003). In addition to teeonomic opportunities associated with
armed conflict, emotions such as “rage, humiligtiondespair, as well as felt grievances ...
may affect the propensity of a people to resostibbence” (Mack, 2002, p. 522) and should
not be overlooked in explaining the outbreak of edneonflict. In fact, economic agendas
may not even be part of the motivation to fight éther rebel leaders or their supporters, as
Murshed & Gates (2005) point out in their article the role of horizontal or intergroup
inequalities in the outbreak of the Nepalese eiwdlt. Vertical inequalitiesare differences that
exist between individuals (such as income distidm)t and are considered by Collier &
Hoeffler (2004) as an indicator of grievanddorizontal inequalitiesare inequalities and
deprivations that exist between different groupsaniety (such as between different ethnic,
gender, age, religious, urban, or rural groupsyl are measured along four political and
economic dimensions: (i) political participatior) economic assets, such as land and access
to water; (iii) access to employment and income} @w) the social situation of a group, such
as levels of poverty within the group and its degof access to social services, such as
education (Stewart, 2000, 2002). The greater thizdmtal inequalities between groups in a
given society, the greater the risk of conflictvibe¢n these two groups.

One variant of the arguments about the relationséfpveen horizontal inequalities and armed
conflict is relative deprivation theoryGurr, 1970; Sambanis, 2002; Urdal, 2006; Regan &
Norton, 2005). Relative deprivation theory strestded conflict is the result of a perceived
(but not necessarily actual) discrepancy betweeat \whople believe they are entitled to and
what they believe they are capable of attainingewgithe means available to them (Gurr,
1970). Horizontal inequalities in particular mayeate the conditions for the outbreak of
armed conflict through the formulation of a sendeinjustice based on the differences
between groups and the incongruity between cagiabil@and expectations, and this can then
be used to mobilize groups of people into partiiigain and supporting an armed conflict
(Gardner, 2002; Ndikumana, 2005; Gurr, 1970). Aseeaf injustice is key to persuading
people to join a rebellion through the formulatmihgroup identities. As Smith (2003, p. 9)
writes, “an exploitable sense of injustice, arisiug of the underlying divisions of power and
prosperity ... is the basic material for politicabbilization”. Mobilization for armed conflict
develops when “large numbers of people become oeedi that taking up arms is not only
legitimate but may perhaps be the only way to st necessities of life. They feel they are
in an unjust situation and must therefore decideetdify it” (Smith, 2003, p. 7; see also
Sugnami, 1996). In this way, collective-action pgesbs over grievances that are perceived to
effectively prevent mobilization for armed conflict the economic agendas theory may be
overcome if large horizontal inequalities facil@amobilization through group cohesion
(Murshed & Gates, 2005). As emphasized at the béggnof this chapter, civil wars are
organized group conflicts, and inequality betwesugs is critical in this respect.

In particular, economic inequality is a key predicdf violent conflict (Deraniyagala, 2005;
Smith, 2003). But, so too is the nature of thetmall system in a state, which intersects with
economic inequalities. Indeed, successful mobibratargely depends on whether a state is
strong enough to stop rebellions (Fearon & Lai@®03; Stewart, 2000; Collier et al., 2003).
Economically and politically poorer (and thus wedkstates lack the capacity to retain the
state monopoly on the use of force and to effelstipelice and control violence (Fearon &
Laitin, 2003). Nor do such states have the capaity/or willingness to redress grievances
and rectify the horizontal inequalities that maytivette individuals to join a rebellion. This
provides both motive and opportunity for armed @onf
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Viewed in conjunction with the theories on the eusf armed conflict outlined above, this
study will show that education can play either aifiee or a negative role in the maintenance
of peace by influencing:

* motivationsto engage in armed conflict to seek justice faualcor perceived
grievances;

» social acceptancef andsocial constraintsegarding the use of violence,
mobilization for armed conflict and participationarmed conflict;

» thecostsof engaging in armed conflict, including sociatedt, and opportunity
costs;

e opportunitiesto participate in armed conflict.

Resolving Conflict and the Conditions and Definitim of Peace

Resolving conflict does not just mean ending thedlj physical violence of a conflict by
bringing warring sides together to sign a peaceemgent or the deployment of peacekeeping
troops to stop direct violence. If an armed configcto truly end, the conflict must be both
resolved and transformed, so that peace is a sablai and lasting arrangemeg@onflict
resolutionis a situation “where the conflicting parties enteo an agreement that solves their
central incompatibilities, accept each other's pored existence as parties and cease all
violent action against each other” (Wallenstee®72®. 8). This implies that “behavior is no
longer violent, attitudes are no longer hostiled ahe structure of the conflict has been
changed” (Ramsbotham, Woodhouse & Miall, 2005,9). Reconciliation may be a critical
part of the conflict resolution phase to heal aastare broken relationshipél(erlund, 2005).

Conflict transformationis a deeper level of conflict resolution, implying “deep
transformation in the institutions and discourdest reproduce violence, as well as in the
conflict parties themselves and their relationsh{Pamsbotham, Woodhouse & Miall, 2005,
p. 29). Such transformation funnels the dynamicd eonditions of violent conflict into
constructive, nonviolent processes; addressestthetwal and cultural roots (not just the
immediate, trigger factors) of the conflict (sedolg; and is thus a preventive measure
against future conflict (Akerlund, 2005). It is penlarly at the level of conflict
transformation that education can play a role & tuilding and maintaining of peace in
countries affected by armed conflict.

The termpeacecan be broken down into two elements, negative [@ogitive. Anegative
peaceentails the absence of direct violence and canfat, a situation in which conflict or
even direct physical violence are absent is noesearily peaceful, as structural and cultural
violence may be preser8tructural violenceentails “circumstances that limit life, civil righ
health, personal freedom and self-fulfilment. tdcars when wealth and power exploit or
oppress others, and standards of justice are matidiplt is created by the deprivation of basic
human needs and creates suffering for individu@dsirris & Morrison, 2003, p. 12). Cultural
violence entails cultural attitudes and aspectsldgatimize violence, whether in its direct or
in its structural forms (Galtung, 1990). gositive peaceon the other hand, is a sustainable
peace, because it entails the presence and prometisocial justice. As Elias & Turpin
(1994, p. 5) write, “the presence of social injessti.. and structural violence [in the form of]
economic deprivation, social neglect, and raciatlass injustices ... provides not only the
immediate violence of repression and oppression distv the breeding grounds for the
development of war or other direct violence suclti@ase”. Thus, the absence of positive
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peace (social justice) creates the conditions Far outbreak of armed conflict (direct
violence).

As an ongoing process both before, during, andr ateconflict, -
peacebuildingaddresses the root structural causes of conftidtthe | Peace entails the
long-term relationships between warring partiesoider to changg Presence _Of
behaviors and transform identities and institutiqfi®amsbotham] social justice,
Woodhouse & Miall, 2005; Ponzio, 2007). The Unitéations (2001)| and .
views peacebuilding as consisting of three key els1 (a) the] peacebuilding
consolidation of internal and external security; tfie strengthening of transforms the
political institutions and good governance; and tt@ promotion of| Structural roots
economic and social rehabilitation and transforomtfor instance inf of conflict.

the education sector. Education is thus only onet md the
peacebuilding process, and it cannot by itselfluesthe root causes of a conflict or address
all the problems created by conflict. However, ttd@port will show how, as one element of
the peacebuilding process, education can contrioutesating the conditions for peace.

In order to avoid a relapse into conflict, peacktig is needed at many levels and in many
different realms to create the appropriate conatior a sustainable, stable peace that can
continue long after peacekeepers and peace neaxystlzve left (Gardner, 2002; Paris, 2004;
Doyle, 2007). It may take many years — perhaps @ezerations — to build a positive peace
and to change the degree and relationships oftdstactural, and cultural violence within a
society that may have fueled the outbreak of armeadflict (Doyle, 2007). A Nepalese
government employee working on child justice issu@sted this out in an interview:

Peace does not mean the end of war. Peace is ddiongolicy that needs to be
thought about. We always talk about peace as thdeoéthe war. Promotion of
peace is different: it has to entail social justidest of the development programs
say that when you stop the use of arms, that isgpdaut, in terms of education’s
role in promoting peace, that is a very long-tedlanpperhaps 10 or 15 years. It
takes a lot to stop discrimination in society. @reh need to be educated so that
they can understand the society and the dynamissail harmony (#N-45).

Conclusion: Education for Peace

This chapter has given a brief overview of concapigsues regarding the relationship
between education, conflict, and peace. A theaktioderstanding of the causes of armed
conflict and the conditions needed for building ipwes, long-term, sustainable peace is
critical if we are to understand the role that edion can play both in the outbreak of armed
conflict and in the building of peace. As Birgit @@k-Utne (1989) points out, we must

understand the conditions that lead to peace ierdm understand the effect education can
have on producing those conditions.

Brock-Utne defines the concept eflucation for peacas “education or socialization that
resultsin more peace in the world or that at least haa assult the greater likelihood that
peace will be the existing condition than the caseld have been without that education”
(Brock-Utne, 1989, p. 78; italics in original). this study, the terneducationis defined as
formal schooling. Aformal education systenis a mass schooling system that is regulated,
financed, and provided (in theory) as a universdlip service to all citizens by the state, on
an equal basis. This kind of schooling takes placpecially constructed school buildings for
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a certain number of hours a day, over the courseanfy days during a year (Ramirez & Boli,
1987; Giddens, 2001; King, 2005). Thus, this stuslyconcerned with education at the
systemic level — that is, with the role that fornemlucation systems play in creating the
conditions for positive peace in countries affedigdarmed conflict. It is the contention of the
present study that four concepts mediate the oglstiip between education systems, peace,
and armed conflict. These are:

* Inclusion— This concept covers issues related to who hassado the education
system, and to what levels and types of schoo#ingyell as what is included in the
curriculum. In the chapter of this report examinithg concept of inclusion, it is
argued that equitable educational inclusion isaaditfor building and maintaining
peace because inclusion can redress grievancemdiigate individuals to take up
arms. Educational inclusion may also eradicate dppiies to engage in conflict.

» Socialization- This concept refers to the types of behavicebefs, values, and
attitudes that schools and education actors sutdaabers implicitly and explicitly
sanction and communicate through the curriculunyelsas through social
interactions. The chapter of the report examinimg toncept argues that protective,
violence-free education is critical for buildingcamaintaining peace because
individuals may thus be less likely to accept usiitdence to resolve problems.
Moreover, as a result of better conditions at std)andividuals may have fewer
grievances and thus less motivation, as well agf@pportunities, to engage in
armed conflict.

» Social Capital- This concept refers to the types of social i@ships that schools,
the education system, and educational actors sustudents and teachers are
embedded in and sustained by. The chapter exantinimgoncepargues that an
education system that helps to build trust amodgiduals through participation and
cooperation can help to build and maintain peabés i because grievances over a
lack of participation may be redressed, and thellef/social constraints against and
costs of participating in armed conflict heightened

» Social Benefits of EducationThis concept refers to the benefits that are@ered by
education systems that may build peace. The chdpieexamines this concept
argues that education that gives hope and posigbifor the future through an
improved quality of life is essential to buildingcamaintaining peace because there
will be fewer opportunities and motivations to eggan conflict, and because the
direct and opportunity costs of engaging in armewaflect will be higher.

These four conflict-transforming concepts emergexainfthe field interviews conducted for
this study, as well as from the literature surrangdhe topics of armed conflict, peace, and
education in crisis and post-crisis situations. Theories presented above regarding the
causes of armed conflict (economic opportunity anpistice/inequality theories) and
regarding peace and peacebuilding (that positivecgpeand social justice are needed to
transform the root causes of conflict) have alsaen the emergence of these concepts,
which are very much interrelated.

Each of these concepts is examined in depth infellewing chapters. Chapter Three
examines inclusion; Chapter Four, socializationa@hr Five, social capital; and Chapter Six,
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the social benefits of education. Chapter Severclades the report by summarizing the
findings of the study and advancing recommendations
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Chapter Three

Education That Is Inclusive

Introduction

This chapter examines the first key concept of phesent study, that ahclusion This
concept covers issues related to who has accebe ®ducation system, and to what levels
and types of schooling, as well as what is incluisiethe curriculum. The chapter argues that
educational inclusion is critical for building amdaintaining peace, because inclusion can
redress grievances that motivate individuals t@ taj arms. Educational inclusion may also
eliminate opportunities to engage in armed conflibts subject will be discussed in more
detail in Chapter Six). In the present chapter civecept of inclusion will first be defined and
then broken down into six elements, each of whigdhb& discussed individually. The chapter
concludes with an examination of how the concepinofusion connects to the other three
key concepts outlined in the present study.

Defining Inclusion

In this study, the concept of inclusion is usedctwer issues related to the inclusion of
individuals into the formal education system ofi\aeg nation-state. Here, inclusion is defined
broadly — that is, within an ‘Education For All’ jgpective, not just in terms of the inclusion
of children with physical or mental disabilitiesddor learning difficulties into an education
system througlinclusive educatiorfMitchell, 2005). Seen from a systemic view, irgtn is
concerned with educational coverage and with tlisakoutcomes and consequences of that
coverage. The aim of educational inclusion is ‘hguge that all pupils can have access to the
whole range of educational and social opportunitifsred by the school ... [so that they]
avoid segregation and isolation” (Mittler, 20002p. Inclusion is “the educational philosophy
of being part of the whole, that children are démtitto fully participate in their school and
community” (Berns, 2001, p. 265).

Educational — and thus social — exclusion doesoy@osite, cutting people off from full
involvement in the economic and social life of theountries (Giddens, 2001; Bush &
Saltarelli, 2000). As an experience of deprivatgogial exclusion is often the consequence of
severe horizontal inequalities, and as such itwaterpin grievances that can mobilize groups
for conflict (Gardner, 2002; see also Marshall, 899Exclusion through horizontal
inequalities undermines social cohesion, whichefingd as “a process of building shared
values and communities of interpretatioaducing disparities in wealth and incomend
generally enabling people to have a sense that éneyengaged in a common enterprise,
facing shared challenges, athet they are members of the same commiugitgxwell, 1996,
cited in Jenson, 1998, p. 3; italics added). Ldrgezontal inequalities may instead increase
group cohesion among those who are disenfranchfseditating mobilization for armed
conflict (Jstby, 2004).

@stby (2004) has found that, statistically, thesean increased likelihood of civil war in
countries with largesocial horizontal inequalities (rather than economic ealth horizontal

inequalities), which are measured in terms of accts education and employment
opportunities. Educational inequalities reflect iabcinequalities more broadly, since
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dominant groups in society, particularly dominatitréc groups, generally control state
resources and may discriminate against minoritygsdan terms of access to social resources,
such as education, and employment opportunifigig.{ de Soysa & Wagner, 2003). As
Davies (2005, p. 359) points out, “social exclus®mnot random, but concentrated in already
marginalized groups”. Exclusion and discriminatmecur not just along ethnic lines. Other
axes for discrimination include gender, age, clasdigious group (including caste),
geographical location, and race, and these mayjbellg important in mobilizing individuals

to participate in armed conflict. Exclusion and doelities may furthermore be political,
social, or economic in nature, or a combinatiothefthree (Bhalla & Lapeyre, 2004; Stewart,
2002).

Educational inclusion is not simply a quantifiabteasure of the number of individuals
participating (or not participating) in an educatigystem. Educational inclusion involves a
social dimension, in that education systems undetipe maintenance and reproduction of
political, economic, and social structures. Eduratconfers socio-economic and political
power and mobility on certain individuals and grsupwithin a society, and these have
historically comprised the ruling elites in mostuatries. In this way, education is a strong
social sorting mechanism, creating, reproducing] amaggerating social and structural
inequalities and legitimizing privileges. This daad to grievances among groups of people
excluded from education, fuelling armed conflictaiies, 2004, 2005; Bush & Saltarelli,
2000; Carnoy & Levin, 1985; Giddens, 2001; Carnt990; O’Brien, 1996; Torres, 2003).
As @stby (2004) points out, groups are able to taairtheir social advantages and access to
resources over the long term, but these advantdgesllow groups to secure access to more
and better resources, increasing inequalities twez. Thus, parents with higher levels of
education are more likely to have higher socio-ecoio status, and their children are more
likely to benefit from better education and haveess to education for longer periods of time,
completing higher levels of schooling because thaye the necessary resources to do so
(Bush & Saltarelli, 2000).

If conflict transformation entails a deep transfation in the institutions and discourses that
reproduce violence, including structural and caltwiolence, then educational inclusion has
a key role to play in such transformation becautethe larger social equalities and
inequalities that are (re)produced through edunatio this way, educational inclusion can
represent a form of social justice, which is anamgnt function of the Education For All
(EFA) campaign, in that EFA entails not only eqa@atess to schooling but also an insistence
on increased social equity (Hallak, 1991). A mentdfea teachers union in Nepal emphasized
social justice as a critical element in buildinglanaintaining peace:

It is difficult to sustain the peace when people rdu feel they have justice.
Society is there for justice, and people don't thelt they have justice. If | offend
your rights, one day, it may be okay. But if it paps the second day and again
with the same behavior, you become more angry &ridhappens again and
again, you may feel that you are undermined, hameitl, offended. Then there
will be a problem. Justice should prevail in socier sustainable peace (#N-34).

National Education Laws and Policies

Education cannot be considered fully inclusive #md able to play a role in building peace
until it is codified as a universal right in natadraws and policies. This is because positive
peace entails the presence and promotion of spatite through the protection of human
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rights, including the right to education (Elias &rpin, 1994). But, positive peace must be
about more than jugirotectinghuman rights, because protecting rights assunasthiese
rights already exist and are in theory enjoyed itigens, which is not universally the case.
Such rights must therefore not only be protectedy tmust first be recognized and fulfilled
by the state. This is not the case in respectrofidbeducation in many countries, particularly
in the developing world, where the right to formeducation is not always recognized,
fulfilled, or protected. The right to free primamducation is still not constitutionally
recognized in countries as diverse as Fiji, LaaguBdi, Botswana, and the Central African
Republic (TomaSevski, 2001, 2006). Where rightspaoenised but not fulfilled, this sets up a
fundamental tension that can nurture rebellion regjaihe state. As noted earlier, Elias &
Turpin (1994, p. 5) emphasize that “the presencsoofal injustice (the absence of positive
peace) provides not only the immediate violenceepiression and oppression but also the
breeding grounds for the development of war anérotlirect violence such as crime”. Thus,
structural violence, perpetuated through formseyro/ation such as differential educational
access, can create the conditions for greatertdir@ence, including armed conflict.

Free and compulsory public primary education mayctesidered a universal human right
internationally, but it is not considered a natioright in Nepal. In Nepal, public primary
education is by law free, but it is not compulsand education is not considered a national
right. Legislation has existed in Liberia since 29declaring education to be free and
compulsory for all Liberian children between theesgf five and eleven, and the Free
Compulsory Primary Education Act was adopted in30fut enroliment levels have been
historically very low. In 2006, the Liberian govenent declared its commitment to providing
free primary education for all, but this policy hast been uniformly implemented and
education is not considered a national right. Im@mala, however, education is considered a
national right, and primary education is free anchpulsory by law. However, this right is
not a reality for everyone, owing to the impositioh fees and the poor distribution of
educational resources within the education systentliding teachers, school buildings and
materials, and money.

Compulsory schooling can itself be an act of vionparticularly where compulsory

schooling policies are not accompanied by politeeacilitate access (for instance, policies
that provide formal education free of direct andstnadirect costs, and provide education in
local communities) (Harber, 2002). This can creainditions that enable the authorities to
harass parents who cannot afford to send theidrrilto school, or force parents to send
children to private or public schools of low gugalihat may be far from children’s homes and
families, where they may be exposed to negativehiag that transmits hateful ideologies
and stereotypes.

Access to Different Levels and Types of Education

Educational access has been defined as “the propat the relevant age cohort reached by
the education system” (Claffey, 1990, p. 93). Ascissused here as an umbrella term that
includes enrolling in, regularly attending, and e#nng in the education system until a
certain phase of schooling has been completed. s&cdsethus in part a quantitative measure
of who has access to different levels of schooliifpin the formal education system. In this
context, it can be viewed in terms of the numbédrsdividuals enrolled in different levels
and sectors of the formal education system. Thas#ars can be broken down into different
components — such as gender, region, age, anccktigious/socio-economic groups — to
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enable a more comprehensive understanding of wipestof groups are included in or
excluded from the education system.

Measures of other inputs in the educational systemalso critical in creating a full picture of

the nature of access within a given education sysiéhe number and location of schools is
an indication of the distribution of the resourcgghin — and thus access to — a given
education system. In the three countries studiethig report, the geographical areas and
social groups excluded from education (as meadweaetimbers of children attending school

and numbers of schools) roughly correspond to thems and areas where socio-economic
development levels are low, and in turn to the gsoand areas that have been involved in
armed conflict. A simplified summary is presentedtie table below:
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Table 2: Prewar Educational Access by Country @ag&elationship to Conflict Outbreak and Fighting.

h

=

te

Country Groups Pre-war Educational Access and Conflict Outbreak and Dynamics
Fighting Achievement
Guatemala| Primarily Social exclusion, including exclusion Conflict breaks out in the western region
indigenous from the formal education system, was| of the country and is largely fought there,
peoples concentrated among the indigenous negatively impacting educational
population, many of whom live in the | provision. Indigenous peoples form the
western region of Guatemala. primary support base of the guerilla
Historically, formal education primarily | groups fighting the government.
benefited the urban, non-indigenous elite.
In 1967, only 33% of the country’s
primary schools were located in rural
areas, which were populated largely by
indigenous peoples. In the 1970s, net
primary enrollment was 58%, and
primary-completion rates were 49%.

Nepal Primarily Formal education was historically Conflict breaks out in the rural western
lower-caste | reserved for the upper castes and classe®gion of Nepal. The Maoists draw muc
and non- and for men, and was available largely firof their support from among the low-cag
Nepali ethnic | urban areas. Expansion of the formal | and various ethnic groups living in this
groups education system began in the 1950s anaegion. Fighting occurs predominantly in

increased dramatically through the 199Dsural areas and negatively impacts
However, in 1993, only 40% of rural 15t educational provision.

year-olds had completed primary

schooling, with high levels of

stratification in educational access and

achievement along caste, ethnic,

religious, geographical, and gender lings.

In 1995, net primary enrollment was

69%, with a completion rate of 40%.

Liberia | Primarily Access to political, economic, and soc | Conflict breaks out in Nimba County,
non- power, including access to formal rural area in the northern region whose
Americo- education, was historically reserved for| inhabitants had been persecuted and
Liberian the urban-based Americo-Liberian elite} discriminated against under the regime
groups Educational enrollment levels increased Samuel Doe. Much of the fighting occur

in the 1970s and 1980s, but resource
allocation within the education system
did not keep pace with increased
enrollment levels and spending, and
school numbers declined. In the 1970s
one-third of education spending was
concentrated in Monrovia, and 60% of
trained school teachers were located in
the capital. In 1990, net enroliment wag
12.3% and gross enrolliment 28%.

in rural areas, and later in urban areas.
Many of the combatants in the different
factions were excluded from the formal
education system. The negative impact
the war on educational provision was
considerable.

Sources for information in the table: Duberg (19%8hnbulleh (2005); Khaniya & Kiernan (1994); Kdin

(2000); Marques & Bannon (2003); Save the Childg905); Soto (1994); Stash & Hannum (2001); Women'’s

Commission for Refugee Women and Children (2006)rl@vBank and UNDP education statistics.

Both lack of educational access and unequal atoe=ducation played a role in the outbreak
of conflict in each of the three countries seledi@dstudy in this report, primarily because
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such deprivation is a source of friction betweefffedént groups of people. Unequal
educational access results in spatial discriminatireating grievances that can mobilize
people for participation in armed conflict (Degu)08). For these very reasons, lack of
educational access has been a major contributatprfan the outbreak of other conflicts,
such as the Rwandan genocide and the conflict iso¥® (Aguilar & Richmond, 1998;
Sommers, 2002a). Lack of educational opportunitias viewed by former child soldiers in
Sierra Leone as a major factor in their decisiorfight (Peters & Richards, 1998). Thus,
while conflict may limit or even stop educationabyision, such a development may have
already happened prior to the outbreak of armedlicnproviding a pool of recruitable
young people and a cause to motivate them to takemas.

As Thyne (2006, p. 735) writes, “poor systems afiedion [do not simply] work through
some other mechanism [such as opportunity coségao to rebellion; rather, the failure of the
government to provide for an adequate system ofathn is so severe that it, in itself, is the
root of rebellion”. This was echoed during an iatew with an employee in the Nepalese
Ministry of Education, who stated that “lower cabtmseholds feel that education is not for
them, since they have always been excluded. Treosblas never approached them and these
groups feel they are neglected by society” (#N-38jis provided motivation for individuals
to join the Maoist rebellion, as a member of a lbeas union in Nepal pointed out: “People
who did not have education at all or who did noteha good education, who were discarded
from schools, who were humiliated in schools, ttagk guns in their hands and came to take
revenge with teachers and others in society” (#N-3#e role of educational deprivation in
the outbreak of armed conflict was also discussgihg two interviews with a teacher, a
UNMIL representative, and a Save the Children eyg®oin a rural area of Liberia (#L-21
and L-22):

UNMIL Rep: If people are not educated, they gelgea of people who are
educated.

SC Employee: Yes. People who don’t go to schoojegdbus of your own
children you are sending to school. You send ybild to
school so they will get a good job, but the odhare jealous.

Teacher: Yes, and they killed them. It's true.

SC Employee: Yes, so we must make sure that otfilelren are going to school
to protect your child. So we encourage everyhiodyccess
education, everybody.

Public schools in particular represent the statd, during a conflict, anger against the state
and over exclusion from power through the unequhlcational access may be directed
against state symbols such as schools and/or edupatsons. Taylor (2005, p. 3) writes that,
during the Sierra Leonean civil war, rebels tardetehools “to register their discontent and
contempt for a system that failed to provide [doas] with opportunities for a better life”.
This seems to negate the claim that Carnoy (19966)makes about the pacifying aspect of
educational inequality: “failing in school ... help pacify those who might otherwise claim
increased access to resources and political p@vere such claims are officially restricted to
those of proven ‘merit™.

When the state fails to provide education and ofhuilic services, this gives rebel groups
and other actors an opportunity to function asradtive or surrogate service providers,
enabling them to gain legitimacy and support f@irtitause among the population, as well as
creating dependency on the armed group for theigiomvof such services (Singer, 2006). In
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Nepal, Maoists highlighted gaps in public servigevjsion to build up support for their
movement, going so far as to set up parallel gawents in areas where the state was absent,
forming “people’s governments” that provided headtid judiciary services, and collecting
taxes (International Crisis Group, 2000he Economist2006). Similarly, Hezbollah has built
up its support in Lebanon by providing health sesi and schooling (Singer, 2006).
Members of a Nepalese teachers union discussedisthi®, stating that “we have had
violence, the Maoists, for many years, which i®suit of the failure of the education system
and of the political system. The political systewuld not deliver to people what they
deserve. The state could not deliver to people whey need. And because of the state
inability in delivering people their basic needslaights, there was a gap. In that gap, the
Maoists played their role” (#N-34). Alternativelyebel groups may attack the education
system to weaken the state as a way of building@tigor their cause, recognizing that the
existence of other opportunities may underminer thgpport among the population. This has
been the case, for example, with the Taliban irhafgstan.

Inclusive educational provision signals the statellingness and capacity to deliver public
goods and state services to citizens, as well astiength. That is, state investment in
domestic social institutions such as educationadgythat the state cares about the population
and is committed to keeping the peace (Thyne, 2C08ier et al., 2003). Of course, the state
is not always a benign entity, and states can h@edatory and violent as any rebel group.
But, equal and equitable provision of and investniereducation is an important signal that
the state is committed to creating the conditioos Ibng-term peace, which can defuse
grievances that might facilitate mobilization formeed conflict. As outlined in Chapter Two,
many rebellions are waged against the state, aretheha particular mobilization will be
successful largely depends on the strength ofttite and its ability to put down a rebellion.

Weak states may also be unable to exercise whatr&ial (1983, quoted in Meek, 1994, p.
1715) callsconditioned poweror the ability to persuade people to submit te will of
others, namely, to the rule of the state. Througissrpublic education systems, nations are
able to construct unified national polities, enhagdhe state’s power over its citizens and its
legitimacy in the domestic and international rea(iRamirez & Boli, 1987). Nation-building
through education may thus help to strengthen thte 9y improving levels of political
consensus and cooperation between groups, ancbkibg down regional or ethnic loyalties
and identities through the incorporation of indivéds within the state and within national
identities (Saha & Fagerlind, 1994; Miguel, 2008his model, of course, is contentious and
can work in the opposition direction, facilitatitige transmission of stereotypes or justifying
discriminatory power structures. Extreme natiomalsan create conditions for conflict, as in
Nazi Germany and former Yugoslavia, while the impms of nationalism can create the
kind of cultural and political repression that @so lead to armed conflict, as in Sudan (Bush
& Saltarelli, 2000; Seitz, 2004). A context-specifialance must therefore be struck between
accommodating diversity and striving for nationaity.

Barriers to Entry and Progression Through the EdimaSystem

Educational access is mediated by mechanisms thgtba exclusionary or inclusionary.
Barriers to entering and remaining in the educasigstem can be low or high: tuition-free
education lowers the barriers to entering schotlereas indirect costs — for example, for
uniforms and books — can raise the barrier to erithe higher the costs associated with
schooling, the higher the barrier to entry into #dcational system — especially for poor
families, who must also face the opportunity cdsiost income in sending their children to
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school — and thus the more unequal the systemicplarly when poverty levels are high.

Consequently, those with greater access to socinesgic and political power and resources
have improved access to education and to bettdiygeducation because they can afford it,
exacerbating social exclusion in already highhatiied societies (Bush & Saltarelli, 2000;

Seitz, 2004; Boyden & Ryder, 1996; Tomlinson & Bféeld, 2005). Furthermore, vocational

education is often very expensive, excluding thad® are economically poorer but who
would likely benefit from the potentially higher domes and improved livelihoods that
vocational education can deliver.

As a student progresses through the educationmsystarriers to retention and progression
within that system are also raised in non-monetaays (Samoff, 2003). In developing
countries, formal education is highly exclusionaryd based on rigid methods of selection
and stratification that may foster intense comjmatirather than cooperation. Education is a
progressively restricted and selective good thatoess progressively greater benefits to
individuals, up to a certain point. That is, praggien through the education system becomes
increasingly difficult, because the higher levetssohooling — which arguably offer higher
pay-offs for students and their families — are meegerely restricted, for example through
exams and fees or through the concentration ofitfasiin urban areas. Thus, fewer people
have access to higher levels of the education rsysted to the greater income and status
accorded by those levels. The more extreme théfiséion methods within an education
system, the more extreme the exclusion from thermiatlly greater social and economic
benefits of education. Enforcing rigid exclusioorfr higher levels of education can create
both grievances — for instance, among adolescamishave no access to secondary schooling
— and a large pool of young people who may be meamely recruited into an armed group,
particularly when few viable alternatives exist sidé the formal education system. The
failure of a student to progress to higher levelstie education system can create deep
feelings of exclusion, shame, resentment, and latioih, as can beatings and other acts of
violence committed by teachers or fellow studei®sch feelings can serve as powerful
recruitment tools for armed groups.

Access as Measured by Type of Education

Access to the education system is not simply a tifaéime measure. Access must also be
viewed in terms of théype of education to which individuals have accesshsas formal
schooling or vocational training, higher- or lowgrality education, and public or private
schooling. In this respect, expanded access todidynelite systems of education can have an
unintended, adverse impact on educational equatitysocial inclusion, particularly when the
initial focus of mass education policies is on impng quantity, rather than simultaneously
improving quantity and quality. Overcrowding andopguality education in public schools
can encourage the growth of a private sector wétiteb-quality education for the rich, or can
discourage students from attending school altogeithéhey feel that the quality of the
education they are receiving is too low. Thus, right to education and access to education
must be viewed not only in terms of quantity, blsoain terms of the quality of education
(Smith, 2005).

There has been enormous growth in the private I@aoot religious) education sector in
Nepal. The growth of this sector was hotly debated much despised by the majority of
interviewees because of the widespread social gxeldt engenders. Economically better-off
families send their children to private schoolsjchihare considered to be of higher quality,
while poor families send their children to overcdea, poor-quality public schools, where
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failure rates are high. In this instance, qualibglided better teaching methods, more
individual attention for students, fewer studemntshie classroom, and, for some interviewees,
the use of English as the language of instructiorthis way, education is widening the gap
between the haves and the have-nots in Nepal.

As members of a local organization in Nepal statdbe education system promotes
discrimination by having private and public edusatiThose who are studying in the public
schools, they feel discriminated against compaoetie¢ private school students. Nepal needs
equal education, not a divide between public andapr education — only one type of
education” (#N-31). Furthermore, some Nepalese lf@asnchoose to send boys to private
schools and girls to public schools, creating fartlivisions between individuals and
reinforcing social inequalities as social resoulm&stinue to be distributed to those who have
more socio-economic power. The Maoists have tappta this dimension of exclusion,
promoting gender equality within their ranks andvahting the abolition of private
schooling. (Educational quality is discussed furihghe next chapter.)

Educational Access as a Peace Dividend

Improving educational access in the aftermath odrlict through the expansion of facilities

and the provision of free education can be viewea @eace dividend to rectify grievances
over social exclusion, particularly educational lagon. Educational access can be a vital
means of restoring faith in the government duringfber a conflict, as well as a means of
providing social justice and promoting inclusivitythin the state and society more generally.
Moreover, improved educational access could offanynindividuals an alternative to re-

engaging in conflict and thus spoiling the peaterd would also be fewer incentives to
engage in fighting, since grievances over socialuston would be addressed, opportunities
for advancement created, and young people supdraise their time occupied.

Improving educational access entails increaseddipgron education. In countries affected
by armed conflict, government revenue is often cedubecause of the climate of insecurity,
and money is usually directed away from social @sctowards the military to enable the
government to prosecute the war, as well as tognteits collapse (Seitz, 2004; Lai & Thyne,
2007). For instance, during Guatemala’s civil watucation spending declined from 1.8% to
1.4% of GDP between 1978 and 1989, while defensadipg increased from 1.3% to 1.9%
of GDP (Marques & Bannon, 2003). Redirecting spegdiway from the military and back
into social institutions can help to demilitarize saciety and indicate that the state is
committed to the well-being of its citizens (Thyn2Q06). For combatants, educational
provision can be an important incentive for thematp down their arms, particularly where
educational exclusion is at the root of young pe@pinotivations to fight. This was the case
at the end of the Liberian civil war, where manyiyg combatants demanded that they be
allowed to go back to school in return for layingweh their arms. But, while improving
educational access may be key to ending a cordigctyell as to maintaining the peace in its
aftermath, high expectations of immediate benefitd improvements in livelihoods from a
near-instantaneous massification of a formerlystlgystem must be carefully managed.

Educational inclusion may have additional pay-affderms of building peace. In countries
where very few people are formally educated, andsehthat are thus command
disproportionate rank and power within the sociggople may be more inclined to follow
educated war-makers than might be the case weatoial levels more equal. Those with
more education tend to be more socially, politicaind economically powerful, and have

36



better access to information and resources. Impraaucational access, and thus higher
educational levels within the population, could e access to information and socio-
economic resources and give people the skills thgyire to pressure leaders and their fellow
citizens to behave peacefully. Furthermore, raigidgcation levels among groups that have
been marginalized may provide an important equajizéxperience if education reduces
inequalities and creates a more level social ptayield (Carnoy, 1990). As a Save the

Children employee in Guatemala pointed out, “acdes®ducation makes relationships

change from vertical to horizontal. It is an eqeei It creates respect, which is important
because we are a multicultural country and thegenlbus people are discriminated against.
We can eliminate this with respect, these relatmihdiscrimination. More equality between

people can bring peace” (#G-21).

Equality and Equity in the Distribution of Resources

Equal opportunity within the formal education systentails that educational access does not
depend on the child’s socio-economic position oogyaphic location (see Wise, 1968;
Joseph, 1980). Equal educational opportunity igcatli as a Save the Children employee in
Liberia pointed out: “if educational opportunity i state is not equal, this creates both
immediate and longer-term disparities that can \@vointo conflict when the present
leadership is not capable or willing to fix thessparities” (#L-40). Thus, building peace
through education is fundamentally about the reasniwf the social, political, economic, and
developmental issues that are usually at the rband facilitate the outbreak of armed
conflict, such as large horizontal social ineqigsit That is, it is the root causes of conflict (as
they are reflected in and reproduced by the fomalcation system), and not only the impact
of conflict on the education system (such as dgsttonfrastructure) or the problems created
by the conflict within the education system, thatismbe addressed in order for formal
education to play a role in building and maintagnpeace.

A fully inclusive education system is characterizeat only by equality of access to the
system but also by equal and/or equitable disfiobubf resources within the system — equal
and/or equitable both in terms of locations and beirs, and in relation to resources such as
money, trained and qualified teachers, teachingleaching materials, school buildings, and
school furniture (Smith, 2005; Degu, 2005). Thia iguestion of educational supply. Equality
entails sameness and nondiscrimination, while ggeittails social justice and fairness
(Samoff, 2003; Farrell, 2003). These two thingsyéweer, are not always compatible: it might
be thought necessary to give disadvantaged, méimgdagroups special, equitable treatment
through positive discrimination or affirmative-ani policies to raise their status, despite
goals of equality. Indeed, for groups such as mesnbenon-Nepali ethnic groups, low-caste,
anddalits (“untouchable” peoples) in Nepal, indigenous pesph Guatemala, and rural non-
Americo-Liberians, equity of access and supply initine education system may be needed
to eradicate inequalities that can create wideshseaial discontent and motivate individuals
to take up arms (Samoff, 2003: Degu, 2005). In otards, equity may be needed to create
equality.

Education is not an evenly distributed public ggeakticularly in developing countries. Rural
areas and areas populated by marginalized grogpsfaan neglected in the distribution of
educational resources, particularly where therebw®es a tradition of centralization within
the education system (Carnoy, 1990; Degu, 20055 iBhn part due to expenditure patterns
within the education system. As Thyne (2006) poiniis, more money often goes to the
tertiary level, which disproportionately benefiteeturban and the wealthy. But, an unequal
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distribution of education can also be a functiorpoiver, in that “those who control political
and economic power tend to allocate priority of @tional opportunities first and foremost
to their own children and then to those who aret i@xine to maintain the power holder’'s
position of interest (ethnic, religious/regionahwounities)” (Degu, 2005, p. 138).

However, just because groups are given equal ednehtopportunities, this does not mean
that they will receive equal treatment at schoabrdbver, as Farrell (2003) and Smith (2005)
point out, equality of access and equality of sy@pe related to levels of equality of survival
within an education system (the likelihood thatiwdblals will finish a certain level of
schooling) and to equality of learning outcomee (tkelihood that all children will learn the
same things to the same levels and be able to esemmaployment as a result). Unequal
distribution of education affects educational gyaland thus learning outcomes, as well as
survival within the system. Poor and rural childreme less likely to attend good-quality
schools or to complete school, which determinetepad of educational distribution within
different groups within a society as well as subsed opportunities for employment (Smith,
2005). In “societies [where] the average educatiattainment [is] very low, the distribution
of years of schooling attained is very unequal(@s 2003, p. 160). Educational attainment
in such societies is more likely to be achieved m@gnsocio-economically and politically
dominant groups in society, creating and sustairgngup inequalities, as groups use
educational attainment to maintain their privilegtatus (Bush & Saltarelli, 2000).

The issue of equal and equitable distribution sbtgces within the education system was
brought up by a group of parents in Liberia durangiscussion about the great educational
inequalities that have characterized Liberia’sdmst One parent felt that “for education to
promote peace, there needs to be education thaffaslable and that reaches everybody.
Everyone should have access to the same type andast of facilities, and there should be
equal opportunities for all, both in the capitaldam rural areas” (#L-2). Physical
reconstruction efforts have been ongoing in Libeiirce the end of the war in 2003: many
schools have been rebuilt and renovated, and raltesiich as furniture and textbooks have
been supplied to schools. However, there contitaid® an urban bias in schooling patterns,
as trained teachers are not teaching in rural aardshe few high schools that do exist are
located in urban areas. Thus, rural areas contmie excluded from the education system,
continuing a historic pattern of educational exidos One area visited in a rural part of
eastern Liberia had no schools until three werdt llmyi UNDP in 2006. But, these three
schools were still far from a number of villagedhe area — as much as two hours’ walking
distance in some cases. In such situations, childfeen must live with relatives or rent a
room in the town close to the schools in ordertteral school, or they simply do not attend
school until they are old enough to physically ngghe walk to school, that is, around 10—
12 years of age.

Merit-Based Selection Practices

When students and teachers within the educatiotersysare promoted not because of
individual merit but rather on the basis of negatjscorrupt, and/or discriminatory practices,
this undermines equality (non-discrimination) andl finclusion. Nepotistic or corrupt

selection practices — such as ethnic-, class-,asteebased favoritism or the promotion of
family or political party members into teaching piosis or higher grade levels — undermine
both the foundations of a socially inclusive, egoportunity education system and the value
of education itself, as do practices such as exgihgngrades for sex or money. Non-merit-
based practices within the education system casftel grievances that can lead to conflict,
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particularly where they reinforce existing sociafibontal inequalities. On the other hand, the
requirements of equity and meritocracy may at tirhesat odds with each other, in that
promotion and privileging of disadvantaged group®ugh positive discrimination may not

necessarily be merit-based or encourage merit-bsededtion (Cogneau, 2005).

Issues of meritocracy were brought to the forefinritiepal and Liberia. During the period of

fieldwork in Nepal in November 2006, national gawaent education authorities declared
that all active temporary teachers would autombyidze granted permanent status, without
having to pass a certification exam or go througdcher training of any kind. This greatly

upset both previously qualified teachers and stisdah the teacher-training institutes, who
have had to or will have to complete their trainamgd go through a certification exam in

order to become teachers. The government’s protiameesulted in three weeks of large-

scale violent protests. It signaled the degree hichvthe education system remains highly
centralized, as well as the tensions that thisrabrmation creates between the state and
communities.

Practices related to the promotion of studentsiwithe Liberian education system are also
problematic and fail to promote equal inclusionc®ese teachers receive very low salaries
from the government (approximately US $30 per mpotiUS $1 per day), they are forced to

find other ways to make money. These include exgingngrades for money from students.

As a result, grades and exam marks completelytlosie value, as there is no objective basis
for evaluating a student’s performance. When teschsk for money (or sex) from students
in return for the grades and exam marks neededotzepd to the next level of schooling, this

undermines equality of opportunity for children aloavers levels of respect enjoyed by

teachers.

For the creation of a stable peace, merit-basectipes have an essential role to play not just
within the education system itself, but also iratiein to the selection function that education
performs within a society more generally (Carnd89@). Through education, individuals are
selected for jobs and other positions on a meatorrather than a personal basis (such as
through family or ethnic-group ties): “Through tpanciple of meritocracy, education does
not serve the interest of any one group or classallows every citizen to achieve according
to his or her innate ability” (Meek, 1994, p. 171®his can help to address problems related
to horizontal inequalities due to the dominanceestain groups in society. In theory, through
merit-based selection based on educational credgntindividuals from virtually any
background may advance politically, socially, amsreomically. Poor children can have a
chance to become doctors and achieve middle-classssand socio-economic advancement,
assuming such opportunities exist. Educational esijpa helps to reinforce the belief in
meritocracy and the belief that things can and ghikhinge for the better. As a local education
governance employee in Guatemala put it, “educatim make opportunities for change.
People from poor backgrounds can become doctotl,sgholarships they can improve their
economic level because they are given opportuhi@#s-29).

The Philosophy and Aims of the Education System

“Until relatively recent times, formal schooling siaalways been restricted to a small
proportion of the population” (Fagerlind & Sahag829p. 34) in most countries in the world.
This is especially true in developing countrieswinich the majority of the world’s out-of-

school children are located (Farrell, 2003). The&xea connection between educational
exclusion and the purpose and philosophy of edmedti different societies, as well as the
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formation of the nation-state itself, on the othdistorically, the formal education systems of
many developing countries were established in daerovide a limited supply of manpower
for a colonial administration, to spread Westerttura, and to legitimize colonial rule.
Education thus developed as a restricted privifeg¢he urban elite and served to perpetuate
that privilege. This situation was largely maintneven after state independence was
achieved, to the exclusion of the majority of peogbid.; Carnoy, 1990). In this way,
education has helped to maintain the status qtioeise societies by functioning as a form of
social and political control, reproducing socialdapolitical structures and hierarchies
(Harber, 2002; Smith, 2005; Bourdieu & Passero80)9

In the three countries selected for study in tajsort,
education has not been accessible and availalie t
majority of people, reserved instead for the el )
governing the country: the Spaniards and ladino was also where the best edu_catlon
Guatemala; upper-caste and Nepali ethnic group| was. _The_re were few educational
Nepal; and Americo-Liberians in Liberia. | faC|I|t|e_sb|n_the rural ac:eas. Infthe
Guatemala, state education was historically resel past, .L' eria was made up o

for the descendants of the Spanish colonizersgting .A”Te”CO'L'be.“a'TS versus the
some religious education was provided to indigen !nd!genous Liberians. The
peoples. In Nepal, which was closed to the wqg '”d'ger!ous people had no .
until the 1950s, education and learning were resei educat!on, and when they did get
for the upper castes. In Liberia, public educatas ecz!ucatlon they _returned homg with
reserved for Americo-Liberians until the 1940s g 9Mevances agalnst the Americo-
1950s, when state education was expanded to Liberians. This was dpne

areas on a limited basis. It is only now, for tiretf purposely to keep indigenous
time in the histories of these countries, that people ignorant and uneducated.

- - : iy : Education has been designed for
children are being given the ability and/or thehtitp ; .
attend primary school. desk jobs in the past, and the

curriculum in the past was in the
interest of the minority. The wholg¢
educational philosophy in Liberia
is connected to the type of

“Before the war, education we
concentrated in Monrovia, and it

The education systems of the three countries stu
in this report were oriented towards the doming
ruling groups in society, and the philosophy & y
purp%sg of F()education isydirectly refle?:ted inpthi;et government. (UN employee,
of teaching and disciplinary methods used in Liberia)

classroom; in how schools are managed; in ore
distribution of resources (particularly in the distition of money); in the provision of quality
education; in patterns of educational access; andhat knowledge is or is not accepted
within the curriculum and why. More generally, wléhe curriculum of a country’s formal
education system is conceived as the narrow traassom of the culture and knowledge of the
elite through authoritarian schooling structured teaching (as discussed further in the next
chapter), thus reproducing the status quo, thishedmto fuel conflict. Grievances formulated
around the fact that a small, urban elite is ugdgcation to benefit from and reproduce its
own status and the status quo through restrictestagihnal access for non-elite groups,
particularly when education is considered to baigarsal right internationally, may mobilize
individuals to engage in armed conflict.

Curriculum Content and Language of Instruction

The content of the educational curriculum is a kegchanism of inclusion. An education
system that is designed for and transmits the kedgé of the dominant group in society; that
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is appropriate only for a minority or privilegedogip; that does not reflect the history, needs,
values, and social and economic realities of thprta people (including their language); or
that perpetuates damaging stereotypes may fueVagroes over exclusion and people’s
inability to make use of what they have learnede Téducation system may transmit
knowledge that is appropriate only for formal enyphent in office environments when the
majority of people secure their livelihoods throughming, for example; or, the curriculum
may transmit and indoctrinate children with hateifidologies. In Guatemala, a UNICEF
employee emphasized that “school is boring since imonocultural and not bilingual.
Children are learning unimportant things, for imst& in rural areas they are learning about
the cities of Europe, not what is relevant for flifa. Children need to learn useful things for
the areas where they live” (#G -20). A curriculumatt proves irrelevant for an individual's
employment opportunities despite many years of stment in education can foster
grievances that can fuel conflict — a point elabettaupon in Chapter Six of this report.
Reviewing curricula and permitting the teachingladal knowledge may thus be critical
before, during, and/or after a conflict to tackdsues of relevance and exclusion. However,
the institution of a local curriculum must be hanized with the use of national exams, and
such an approach must also include the provisioposftive teaching about other groups in
society by qualified teachers.

It is not only what is (or is not) taught that important regarding the perpetuation of
exclusion through the curriculum, but also the laage in which actual teaching takes place
(Bush & Saltarelli, 2000). In each of the three oy case-studies examined here, the official
language of instruction is that of the socio-pcdily dominant group (who comprise
numerical minorities in both Nepal and Liberia), igth serves to consolidate the power of
these groups and means that a good number of ehildr these countries struggle with
language, impeding their progress in school arebime cases leading to drop-out. Language
interacts with caste and class in Guatemala, Nepal, Liberia to form multiple layers of
discrimination. Denying the use of particular laages as mediums of instruction is a form of
cultural repression and social exclusion. It parptts social privilege and social injustice,
since language mediates access to education apdwer (Degu, 2005; O’Brien, 1996).
Indeed, Salmi (2000) refers to the denial of a @@ssnon-material higher rights (such as the
right to cultural integrity, expression, and belmng through the use of a foreign-based or
biased curriculum and teaching in a foreign languasalienating violencé® While many
interviewees recognized the need for children #mriehe dominant language of their society
(Spanish, English, and Nepali in the three couststudied), so they might find jobs and
communicate with other people both in their ownrdopand in the rest of the world, it was
also recognized that local languages were critwdahe maintenance of cultural identity and
to children’s success in the classroom.

The argument is often made that pluralistic languafinstruction policies can heighten
tension and contribute to conflict, as ethnicallyedse countries seem to have a higher
incidence and risk of conflict (cf. Fearon & Laitid003 for an outline of this argument). A
single language of instruction is needed, it isuady since linguistic pluralism is inherently
divisive. However, while ethnic identity may be ds® mobilize people for conflict, the
denial of linguistic rights may in fact become @&gyance around which groups may mobilize
— making state management of diversity criticaveddsifying the language of instruction can
improve the educational and social playing field dyualizing enroliment, retention, and
completion rates, and thus the life chances ofdofiil and their chances of acquiring both
more education and better economic opportunitiethénfuture** It can also instill a sense
within the public that the government values theediity and social equality of all citizens
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and all groups in society, lessening the poterfbalviolent dissent against the state and
instead promoting tolerance and inclusion as aiirtties.

To promote intercultural understanding and toleeanthe Guatemalan peace accords
mandated that multicultural and bilingual educatisimould be an integral part of the
curriculum for all children. However, for the mgsdrt, the educational portions of the peace
accords have not been implemented. Bilingual andticoltural education has become
ghettoized, taught only to those who are considdede “multicultural” (that is, the
indigenous peoples), who are then taught in thether tongue about ladino rather than
indigenous culture. The ladino population learmsadt nothing about the indigenous peoples
of Guatemala, and what they do learn largely ree®laround the Mayans and indigenous
peoples of the past, not the current situation v&t€mala’s indigenous population. For the
most part, bilingual education is used only in fhet years of primary schooling within
indigenous communities — until children are pr@idi enough to use Spanish as the language
of instruction — which has a negative impact oniegment levels and educational survival
rates among indigenous children (McEwan & Trowbeidg007). This is made worse by the
fact that there are few indigenous teachers tegcinirtheir own communities, while many
indigenous parents, who were largely denied adoefsmal schooling as children during the
country’s civil war, cannot (or will not) speak 3$psh, which hinders their participation in
school decision-making processes and committeeshib way, educational access and
content continue to be determined centrally rathan locally, and targeted primarily to the
ladino population — thus engendering exclusiongriisination, and segregation, as the
language and culture of the education system tsothanly half the population, which serves
to reproduce the status quo. This reflects thetfat power structures have changed little in
the aftermath of Guatemala’s civil war. The samaladte said of Nepal and Liberia — that is,
that, despite their being in the minority, socidipally dominant groups in society learn
little, if anything, about dominated groups and commities in their respective countries, and
the language of the minority dominates the clasarda this way, education legitimizes and
reproduces existing social and power structuresinvociety (Degu, 2005)

Conclusion

This chapter has examined the importance of edaitablusion both within the educational
system as a whole and within individual schoolghie building and maintaining of peace.
Educational inclusion is critical, because if diildren are to learn the value of peace and
how to build peace in their own communities, thegd to access some form of schooling
where they can receive this knowledge on a conitium consistent basis. But, most
importantly, equal educational inclusion is a cati element in reducing the horizontal
inequalities that may motivate people to parti@patarmed conflict. Furthermore, it reduces
the opportunities for such participation by engggindividuals in a productive, future-
oriented activity (a point that will be discusseddetail in Chapter Six). As a group of
secondary school teachers in Guatemala stated¢épesan happen when there is equal access
to resources, the elimination of social discrimimat and the fulfillment of basic needs such
as food and shelter. When these things are theee, this can change the feelings of those
who created the conflict” (#N-10). However, breakidown power relations built on
discrimination and exclusion can create conflictd anust therefore be carefully managed
within the education system.

Inclusion is also needed to facilitate the intdmacbf children with a variety of individuals,
and to socialize children into attitudes and bedw@vihat are more conducive to building
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peace. This connects to the concept examined indkiechapter, that afocialization But, as
Berns’'s (2001) definition of inclusion put forwardt the beginning of this chapter
emphasizes, inclusion is not only a school-spepifienomenon, but one that is rooted in and
facilitates participation in the wider social coxitedndeed, individual schools do not function
in isolation, and what occurs outside of the schwalls (including patterns and norms of
exclusion) is reflected and reproduced within tbleo®| (Mittler, 2000). Inclusion within the
education system thus also entails the inclusigmaoénts and communities into the schooling
and decision-making processes. This is a critieahent of building peace through education,
and is elaborated upon in the discussion of theepinofsocial capitalin Chapter Five. It is

to these two concepts that this report will nowtur
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Chapter Four

Quality Education That Protects and Is Violence-Fre

Introduction

This chapter examines the second key conceptsrsthdy, that ofocialization This concept
relates to the types of norms that schools andagidurcactors such as teachers implicitly and
explicitly sanction and communicate to studentschSmorms include behaviors, beliefs,
values, and attitudes. This chapter argues thagtiee, violence-free education is critical for
building and maintaining peace, because as a resiich education individuals may be less
likely to accept the use of violence as a meansdsolving problems. As a result of better
conditions and better treatment at schools, indiadsl may have fewer grievances and thus
less motivation to engage in armed conflict. Theayralso be more likely to stay in school,
reducing the opportunities for and increasing tbst ©f participating in armed conflict (an
argument that is examined in detail in Chapter.Six)

The present chapter is divided into six sectionsstFthe concept o$ocializationwill be
defined. It will then be broken down into four keements, each of which will be discussed
individually. The chapter concludes with an exartioraof how the concept of socialization
connects to the other three key concepts outlinghis study.

Defining Socialization

The concept of socialization has received mucmttte within the literatures of sociology
and psychology, where it has been examined in deuwf different ways, including within
the school setting. As a sociological term, soz#élon is defined as “the process whereby
individuals become members of society or membeseofors of society. It is concerned with
how individuals adopt, or do not adopt, the valuesstoms, and perspectives of the
surrounding culture or subcultures” (Sturman, 1997528). It is through the socialization
process that children learn about the society iithvthey live, the norms of that society, and
how to effectively interact with others (Gidden©02; Goslin, 1969; Rodehaver, Axtell &
Gross, 1957).

More narrowly, in terms of education and the scheetting, schools act as a particular
socialization context or force for individuals. eémpersonal relationships and social
interactions are embedded in the daily routines@ondesses of schools. Schools thus act as
sites where children learn “to engage in prosodidgeractions, regulate behavior to
complement that of others, and delay personalfgraion”, and where they learn the values
of “being socially responsible and responsive taugrgoals, and of behaving in a cooperative
way with peers” (Wentzel & Looney, 2007, p. 382heTconcern in this study, therefore, is
not with how the socialization process affects ¢igglearning outcomes (though that is also
important), but rather with how school socializatiaffects interpersonal and intergroup
relationships through the transmission of beliethaviors, values, and attitudes to students
that might make it more likely for people to engag@eaceful behavior (or, alternatively, to
engage in and approve of the use of violent behawieluding armed conflict) (Singer,
2006). The type and nature of the values and idtierss that schools sanction and
communicate to students may contribute to sociaésmn or fail to do sal{id.).
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School-based socialization is a critical elementhim relationship between education, armed
conflict, and peace, since many children spendgelamount of time in schools during their
formative years, making the school a key sociabrasite for young people. The Millennium
Development Goal of ‘Education For All' represeat€hange from past practices in many
countries. Education is becoming a universal sotiatitution in a way that no other
institution is. Children should now complete atslea full course of primary education, which
normally entails regular attendance at school dutte formative years of their lives. Besides
the family and the community in which children lifend, if they work, the place where they
labor), the school may be the only place wheredohil have regular social contact for several
hours a day. Schools and education actors suaaeakdrs, staff, and other students implicitly
and explicitly communicate and sanction behavieeues, and attitudes to students on a
daily basis. The school environment is thus aaaitsite for teaching children how to behave
in society and how to relate to other people —udirig both authority figures and peers — as
well as for learning what attitudes and valuesageropriate and accepted in society at large
and in the communities in which they live. Scholeds/e a critical role to play in teaching
children how to manage and resolve conflict; howntanage and form interpersonal
relationships; and how to enforce authority; aslaelfor communicating the value of and
skills for building peace.

The school socialization process is critical beeaafk the role it can play in determining
whether individuals accept the use of violence regolving conflicts and problems — or,
alternatively, in assisting the formation of valubat support peaceful actions and peaceful
conflict resolution (Davies, 2004). While opportiis may exist for individuals to participate
in armed conflict and/or they may have grievanted might motivate them to do so, these
factors are not necessarily sufficient to mobilinéividuals to actually engage in armed
conflict. As Sambanis (2004) points out, “a crugjakestion is whether coercion and material
gain together are enough to motivate political gairwhich challenges the presumption put
forward by the economic agendas theory, that lgt“everyone is a potential rebel, given the
opportunity” (Sambanis, 2004, p. 268). The queskiere is what is needed for a number of
individuals to overcome collective-action problemsobilize en masseas organized
participants with control over the resources neddedction, and accept the use of violence
to achieve the objectives of that mobilization KfilL978).

In this respect, the concept of socialization witechools might be one of the possible links
between motive, opportunity, mobilization for, aadtual participation in armed conflict.
Violent socialization processes within the schamitext might not only provide people with
motivation and/or opportunities to use violenceiasfaother individuals and groups, but also
make it more likely that such use of violence vi# acceptable to them (Sugnami, 1996;
Harber, 1996, 2002). Violent school socializationgesses not only teach children about the
acceptable use of violence, but can also play a molthe formulation of feelings of
humiliation, shame, and revenge that may motivaig thus mobilize people to join rebel
groups and participate in armed conflict (Davie804). Such feelings may also push and
keep young people out of schools, providing opputies for individuals to engage in armed
conflict (a point that will be returned to in Chap8ix)*®

Relationships Between Individuals and Groups at Scjol

What and how children learn about the formation ar@intenance of relationships at school
is critical to teaching children how to manage lipggsonal relationships outside of the
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school. Relationships that exist at schools areghmetween students, between teachers and
staff members, and between teachers, staff meraberstudents. How these relationships are
managed — including how they are formed and whad kif power relations they express and
reinforce — teaches children how to relate to amgract with people in society more
generally (Berns, 2001). A United Nations employeeGuatemala underscored this as a
fundamental function of education: “Education praeso relationships between people.
School is a place where children learn how to comoaie with every kind of person,
different people and different groups, women, miadjgenous, non-indigenous, teachers,
leaders, with all the people” (#G-20).

“School is the Peace Place”: Contact Between Clalur

The variety of individuals with which children conmm@o contact through school (anutatis
mutandis, the lack of such variety) can teach children hawpbsitively interact with
individuals who do not come from their own familie®@mmunities, or ethnic, religious, or
language groups. This is termed tbentact hypothesisfollowing Allport (1954), who
theorized that intergroup prejudice — and thuspbtential for conflict — would be reduced
through contact between groups, resulting in pasitattitudes towards and improved
understanding of other groups (Cairns, 1996). Offciad at the Liberian Ministry of
Education felt that this had helped to break dowejygices between people during his own
boyhood in the 1960s: “I went to a boarding schweith other students from all around the
country. We learned to live together, to respecheather, and to see everyone as Liberian.
But this broke down in the 1980s when tribalism wasoduced and there was a turn away
from the idea that other people have equal worth*7).

Indeed, an article in a recent edition of BB&scus on Africamagazine points to the
education system in Ghana as being partially resptanfor the country’s long-lasting civil
peace. According to the article, “secondary boaydichools are the single most cited reason
for the country’s exemplary escape from the eth@nsions” that have fueled the outbreak of
conflict in many African states (Sakyi-Addo, 20@7,11). Ghana’s system of mass secondary
boarding schools requires students to travel tdemiht parts of the country for their
education, narrowing social and ethnic cleavagesohtrast, in Liberia, Ghana’s neighbor to
the west, boarding schools were few in number ameéssed only by the rich and privileged
(primarily the Americo-Liberians)ilfid.). While the example of boarding schools being used
as a means of promoting the mixing of students fdifferent

groups by distributing them throughout the coumtigy work “There needs to

in certain contexts, such an approach is not naoss be recreation and

economically feasible for all children living in pocountries, sports to learn

especially ones that may be recovering from cardind where about peace.

infrastructure and incomes may be lacking. When you are on
the field and

Contact, however, may be effective even at a ltma| if students] sharing it is good.
come into contact with children from different cdas, castes, q It helps for
ethnic, language, or religious groups within thewn local] reconciliation.”
communities. Contact between children and teadberiso important] (ALP student,
and, in this respect, the characteristics of temchee vital. Recreatiof Liberia)
(including playtime and sports activities) was raeelly cited by

interviewees in all three countries as a way faldcén to positively interact with each other,
as well as to increase contact time, since spatisities can be conducted after school.
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However, it is not enough for students merely toeha@ontact with each other. As the
statement by an official from the Liberian Ministof Education official in the previous

paragraph shows, what is taught by teachers ahaied in the curriculum is also critical for

reducing intergroup prejudices and forming nonhesige identities. This is discussed further
later in this chapter.

In relation to the building of peace, interviewéesach country stressed the importance of
children learning to socialize and share with ahand learning about viewpoints different
from their own or those of their family members.gfoup of students at a rural primary
school in Nepal pointed to this as a benefit ohgdb school: “School is the peace place. We
cannot say everything with our parents, but at sth@ can share our own ideas and views
with our friends and we can learn some ideas amdthimgs from our friends and teachers”
(#N-4). This interaction model, however, dependgimng children the opportunity to learn
from each other through interaction in the playgwbu through group work during
classrooms, and through other school-based extraglar activities, such as drama or
children’s clubs.

Violence at School: Disciplinary Methods and Burtyi

Students learn norms regarding the resolution oflicd and the use of violence through the
disciplinary methods used in schools. Corporal glumient is still widely used in the three
countries selected for fieldwork in this study. dntiewees emphasized the relationship
between violent disciplinary methods and a moreeganconflict-created climate of fear
found in society at large, stating that violences@tool sanctioned violence outside of the
school. Sticks and canes were openly present gsidams, and interviewees spoke about the
use of various forms of corporal punishment in glasms and schools. Such practices range
from the use of physical objects to beat studeatgachers hitting students with their hands,
to teachers and school staff forcing students eithatand for long periods of time, to clean
areas of the school, or to do push-ups or othewsiphl exercises. Students in all three
countries stated that verbal abuse is also usdddnhers to discipline students. An extreme
example of the consequences of corporal punishmeg the case of a student who
committed suicide in Nepal during the fieldwork iperafter being beaten by his teacher and
prevented from taking the final yearly exam becaiseschool fees had not been paid.

Corporal punishment may create powerful motivatidos use

Authoritarian power violence and exact revenge for the feelings of,fpawerlessness,
structures and shame, and humiliation that result from the use pbfsical

practices within discipline (Brett & Specht, 2004). This should keken very

education systems — | seriously, as the example ofSierra Leone shows,raviyeung

such as the use of combatants attacked and even killed their teadbers

corporal punishment | avenge past humiliations suffered at teachers’ figkden, 2005).
and passive, rote In this way, the violence of a civil war may hawve anportant

teaching methods — | psychological benefit for combatants, “including anmediate

undermine the reversal of relationships of dominance and hunniiathat have
potential of education] sometimes prevailed in peacetime ... and a chanesdnge past
to build peace. wrongdoings” (Keen, 2000, p. 23). In situationsaained conflict,

when violence is prevalent in the world outside sbkool and the
use of direct violence has been used to resolviictsnviolent disciplinary methods sanction
and are sanctioned by the violence of the condlietl the wider patterns of violence in
society. That is, violence outside the school mitds the use of violence in the school, but
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the relationship can also work in the other diattiin that violence in schools can reinforce
and legitimize a wider use of violence to asserl @mforce authority and obedience,
especially during a situation of armed conflict.r@mal punishment also has long-reaching
ramifications on the lives of those who suffer framAs a 1995 report by the Gulbenkian
Foundation emphasizes, “hitting children increasks chances of a child becoming
physically aggressive, delinquent, or both.... @oap punishment leaves invisible scars that
affect many other aspects of life” (Gulbenkian Fdation, 1995, p. 52; quoted in Harber,
2002, pp. 11-12).

Most of the students and many of the teachers eimabo$
staff members who were interviewed in all thr
countries stated that they disagreed with the uke
corporal punishment in schools, instead emphasittig
use of nonviolent disciplinary methods based ofodize
and verbal persuasion to resolve conflicts (whicayt
had learned about largely through Save the Childre
efforts). One teacher in Nepal underscored tt
“Corporal punishment is psychologically bad, espligi
in time of conflict. The focus now is on how to g
students to talk to parents, other children, artéachers.
When you beat, the children don’t say anything eauaft
express themselves. It hurts both the student aed
teacher. Beating is a bad thing. How to give th
discipline? The teacher is key. We need to creat
friendly environment for children to interact welf#N-
40). Children’'s clubs may be useful in helping
eradicate the use of corporal punishment, empoge Fig. 5

children through knowledge of their rights to résiad

even stop physical punishment. For this very reasae children’s club member in Nepal
who was also alalit stated that, since he had joined the club, herttadoeen beaten by
anyone at school or at home, and discriminationinatjehim had been reduced (#N-23).
However, the issue of corporal punishment is aesyst problem that must be addressed at
the system level, not only at the level of indivatiteachers and schools. Policies and action
must therefore be taken at all levels in the edoeatystem to change disciplinary methods.

The use of nonviolent methods of discipline witlsichools provides children with a vital
lesson in how to pursue and achieve goals with@inguviolence — a lesson of critical
importance in the context of an armed conflict. &mployee in the Liberian Ministry of
Education felt that one of the most important tkitigat children should learn in schools was
to use “nonviolent change for the things they d&iké” (#L-7). The use of physical violence
at schools in Guatemala does nothing to challemgehange the larger patterns of social
violence that have risen since the end of the ewit, nor does it support the fragile peace
that now exists in Nepal and Liberia. But, evendhviolence is emphasized in school, it may
be difficult to change children’s attitudes and &dbrs towards the use of violence when
what is happening in the world outside the schais fto reflect what is happening inside it.
A situation of armed conflict, where levels of wake may be very high, is a strong
socializing force regarding the acceptability oblence (Boyden, 2006). In such cases, it
becomes even more important to continually reirdand promote the use of nonviolence at
school and to empower individuals to protect theiman rights.
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Student bullying is also prevalent in schools amhtgbutes to violent school cultures
(Harber, 2002). One extreme example of bullying wasountered during the fieldwork
period in Guatemala, where two young indigenouls giterviewed had been beaten so badly
by their fellow students because they could noakpgpanish that they had dropped out of
school. Nondalit children in Nepal harassetalit children, while boys often bullied girls in
all three countries. The establishment and usedés of conduct (most successful in Nepal)
can help to eliminate violent behavior between shisl as well as between students and
teachers® Nearly all of the schools visited in Nepal thatrevassisted by Save the Children
had developed a code of conduct that was publigdplayed on a wall of the school.
However, the ways in which such codes are develoged enhance or undermine the
participation and empowerment of children. In s@ukools, children and teachers worked in
equal partnership to develop the codes, while thers, teachers and in some cases parents
had developed the codes and imposed them on ahjldsing them as a disciplinary measure.
Children should be involved in the developmentuwidtscodes to ensure that real and positive
behavioral change and to improve their participaskills.

Teacher Treatment of Children

When teachers engage in discriminatory and expiitaractices, students learn from this,
as well as from the stereotypes that teachers caoncatie to students regarding the gender,
ethnicity, caste, religious group, and/or sociorexic class of students (Wentzel & Looney,
2007; Bush & Saltarelli, 2000; Brett & Specht, 2D0@ne local government representative in
a rural town in Guatemala pointed this out, statthgt “teachers say ‘sometimes the
indigenous don’t understand™ (#G-4). This is argasver from past beliefs about the
inferiority of indigenous people in Guatemala, whicas served as a justification for their
exploitation and low socio-economic status sinae ¢blonial era. One form of classroom-
based discrimination that was widely discussedripgrviewees in Nepal was a tradition by
which dalit children had been forbidden from entering classr®dn the past. This is
currently changing (and was a key issue broughbyiphe Maoists), andalit children are
now being integrated into classrooms. However,raua visit to a primary school in rural
Nepal during the fieldwork period, it was clearttBanilar forms of discrimination were still
being practiced. A row dalalit children sat at the back of a level-one classasgpd from the
rest of the students. Staff at the school statemhtgrviews that these students did not feel
welcome in the school owing to thealit status; that they were not encouraged by the $choo
staff to sit with the rest of the class; and thawvas the responsibility of these children to
make themselves feel welcome. Such types of digtaitory behavior and practice do not
promote inclusion within the education system, amgbart critical lessons about social
hierarchies and power structures.

Fig. 6



In a post-conflict situation, students learn frdrma tvays that teachers treat children associated
with parties involved in the conflict, including €ombatants, as well as children who may
have been refugees or internally displaced dutregdonflict. Learning from how teachers
treat these categories of children is criticalgarhing reconciliation, forgiveness, tolerance,
and respect, especially in the aftermath of a anfind for promoting educational inclusion.
For example, in Liberia, a large number of youngpte were combatants and/or were
displaced during the civil war, and have been rftejjrated into the formal education system
in the aftermath of the conflict. Several teacherkiberia felt that it was difficult to get ex-
combatant youth to submit to the authority of teashhecause “they were used to controlling
during the war” (#L-2), but that it was criticaltno use physical punishment to force them to
obey. Rather, as two Liberian primary school teexip®inted out, “the best way of dealing
with the ex-combatants is to accept them as they la& prepared to live with them, make
them feel a part of you and that they can makeakest and learn from those mistakes. We
shared with them, forgave them. Now they know tthettir friends have emotions, have
feelings” (#L-11). Just as these former combatdedsned that they could no longer use
violence to forcibly acquire goods and power ovérecs, and to instead live peacefully
alongside other persons, so too did the other stads the school learn to accept, forgive,
and live with persons who had used violence ingast. In this way, schools can serve as
sites of reconciliation, paving the path for thentegration of former combatants and
displaced persons into society and for wider sagabnciliation and conflict transformation
through the transformation of relationships betweeople.

Teachers and School Staff

Teachers are the most powerful socializing forciiwithe school context, because they are
responsible for providing the environment and enagement for learning (Berns, 2001). To
a large degree, teachers determine the qualitynahde of the school environment, and their
behavior, attitudes, motivation, and training amy Ko ensuring that a quality learning
environment is maintained. Teachers are both aityhfagures and role models for children,
and many interviewees felt that teachers shouldesas guides who can advise children on
how to behave. If schools are to emphasize nomialays of interacting, then “values must
be lived in schools” (#L-38), as a United Nationspdoyee in Liberia pointed out, and
“school staff need to act peacefully and be awéteow they teach and act around children”
(#L-9), as a representative from the Liberian Miyisof Education stated. Teacher
interactions with students are important becaus&Vantzel & Looney (2007, p. 387) write,
“when their interpersonal relationships are resp@nand nurturant, children are more likely
to adopt and internalize the expectations and gihels are valued by others than if their
relationships are harsh and critical”.

Teachers can enforce and reinforce detrimental amthoritarian power relations over
children and young people, who may be frustratedumh relations and drop out of school if
they are humiliated, scared, and/or physically dedty teachers. As stated previously, this
could provide motivation and/or opportunity for ymupersons to engage in armed conflict.
For their part, teachers may have suffered an emasnamount of psychological trauma
during a conflict, which may negatively affect th&aching and interactions with children.
Low and irregularly paid salaries and poor workaagpditions in the classroom can also lead
to teachers engaging in behaviors that are dettahemthe well-being and safety of children,
such as exchanging money or even sex with studantsturn for grades or preferential
treatment. Children and parents lose respect &mhiers when the latter engage in these types
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of exploitative behavior, resulting in a viciouscty of physical punishment and the
withholding of grades to enforce obedience. Inamges in Liberia spoke at length about
teacher exploitation of students and how damading fior teachers to pressure students to
give money and/or sex in return for grades and emsarks. A United Nations employee in
Liberia stated that “many people in Liberia feettlyoing to school is just creating deviance,
because teachers are exploiting children sexuatiyraaking prostitutes out of children” (#L-
38). The sexual abuse of students by teachershieriai is likely a result of the climate of
violence and impunity created by the war. Codesafduct and effective children’s clubs
and parent organizations could help to pressureht®a to stop exploiting children in such
ways, especially sexually, as would adequate tegcalaries delivered on time.

Teachers can bring politics into the school andtip@e the learning environment, and can in
this way influence students to become involvedadlitioal groups. There is thus a risk that, in
a situation of armed or post-armed conflict, time Ibetween ‘politicking’ and recruitment of
children and teachers into fighting groups may beedlurred, or transgressing it may
become acceptable. This has been the case in Nefpale many public school teachers are
members of political parties and openly campaigiiwischools for these parties. Since these
teachers are protected by their political pariieis, nearly impossible for children and parents
to hold them accountable for doing their jobs, dboting to a culture of impunity. But,
perhaps even more detrimentally, teachers and mmwsndiepolitical parties have in some
cases recruited — or even forced — students tocattampaigns and rallies during school
hours. The Maoists have used the similar technidaeecruit children, encouraging and
forcing (sometimes through abduction) studentdtend rallies and events, and to participate
in indoctrination sessions. In fact, the Maoistseveriginally a political party with power in
the national government for a short period of timehe 1990s before they launched their
“Peoples War” in 1996. An important initiative thatay have helped to address the
recruitment of children and young people in Nepalyever, has been the Children as Zones
of Peace (CZOP) campaign, together with the sulnsidéchools as Zones of Peace (SZOP)
campaigns. These are examined in more detail inglxechapter.

The School Environment: Conditions in the School ath Quality Education

Defining Quality Education

During a visit to a private school in Nepal, thé@®al principal was interviewed in his office.
Painted on the wall of the office was the followstgtement: “Quality education is a
requirement of quality life.” When asked why he hadt this statement on his wall, the
principal’s response was that “quality education n@ke a good life by helping students to
be good members of society by acquiring knowledgeuahow to live together. This will
give quality life” (#N-28). In this view, qualitydrcation is an essential component of social
cohesion. Thus, quality education must be viewedesg as important as educational
inclusion in designing education systems that doute to building and maintaining peace.

For interviewees in each country, definitions of

guality educatiorvaried greatly. Some interviewees defined quagss

purely in terms of the quantity of material res@srcpresent inf Educational
schools (such as books, desks, and chairs) — agrstaddable way| quality is as
to define quality in contexts (such as Liberia) venthese things ard important as
missing and have been missing for a long time. @yawas also| educational
defined in terms of pass rates and similar outcornésthe | access for
building
peace.
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educational process. But, many other interviewees
felt that quality is not simply a function of quant

and that quality education, as argued by the praici
quoted above, had other meanings that were bound
up with the social consequences of the conflict in
each country.

Members of a Quality Education Commission in Guatlmstated that among the
characteristics of quality education are that & based on principles and values of cultural
diversity [and] it caters to the different learnisityles and individual differences of students”
(#G-10). In Nepal, a group of children’s club memsbstated that quality education “builds
self esteem and confidence and gives protectian ftanger” (#N-4), while a group of local
NGO workers in Nepal stated that “quality educatierwhen children can learn in their
mother tongue, and when children can learn free fifear” (#N-31). A group of students in
Liberia felt that quality education protected chéld from harm and danger by giving them
the ability to express and think for themselves-#¥L Education can clearly be misused in
ways that fuel conflict, but improving educatiogalality through attention both to the official
and hidden curricula and to teaching and discipjimaethods is critical to building peace
through education. Some of these issues are expiomepth below.

Teaching Methods

Teachers who use authoritarian, rote learning nusttfoften because of lack of teaching and
learning materials, lack of teacher training, @cteer training that does not train

teachers to use participatory methods) can reiaf@acial hierarchies and fail to instill
critical thinking and participatory skills in studks, instead instilling overly obedient
behaviors (Galtung, 1973). Students may then dadritically question participation in armed
conflict. As Harber (2002) writes, the model of magompulsory schooling that is
predominant worldwide has historically functionesi aform of social and political control
and is built on an authoritarian model, where mupile continually disempowered and do not
control the schooling process, seen instead asivpasecipients of knowledge in an
educational process designed to discipline bodigsragulate minds. This does not produce
teacher—student relationships based on trust andatmespect (Harber, 1996). This model of
authoritarian teaching and learning predominatethéncountries visited for fieldwork, with
students “only copying, not analyzing or thinkingtG-32), as one primary school teacher in
Guatemala pointed out. Students observed in classaon all three countries were asked to
silently copy down what had been written on theckieard or dictated by the teacher; they
were not asked to understand what they were legroimly to memorize the lesson. Save the
Children has been successful, however, in all thoemtries in training teachers in the use of
participatory methods, which both teachers andesttgistated that they enjoyed.
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“In this institution education i
different than it was both before and
during the war in how the children ar
treated, and in the teaching
methodologies that require the
participation of the children. Some
schools still treat children as before
and use the traditional teaching
methods. But here, there is a group ¢
children that teaches about rights.
These children have organized
themselves and they go to other
schools to teach about child rights.
Some of the other schools don’t per

rights, because they are afraid for
children to know about their rights.
They are afraid because they use thg
traditional system, and in that systen;
they don’t permit the participation an

the children to be silent, not to move
In this school, there are two children
that are on the board of the
municipality. We encourage the
participation of the children in
different activities like theater and
dramas and dances.” (primary schog
teacher, Guatemala)

children to talk to other children aboyt

expression of the children. They warg

Participatory, child-centered teaching methods
and nonviolent disciplinary measures can help to
| create a child-friendly school environment that
" attracts students to school, keeps them there, and
helps children “develop as confident, capable,
caring and healthy people” (#N-1), as a group of
Save the Children employees in Nepal stated.
Child-friendly schools are critical to facilitate
inclusion within the education system.
Participatory, child-centered teaching methods
encourage children to go to school, because
children are then interested and engaged in
learning, and are taught and encouraged to think
_for themselves. Learning to think independently
Wyas viewed by interviewees in all three countries
as being extremely important in the context of an
armed conflict, as a Save the Children employee
in Guatemala pointed out: “With child-centered
teaching methods, children learn to think and
analyze. One person says something, and all the
people go with that ideology. It's important that
people have their own ideas” (#G-19). A group of
primary school students in Liberia echoed this,
saying that “when you are educated, you can
reason by yourself. You can understand that war
is not the best way out. You will be able to solve
problems, and you can understand, because war is
about misunderstanding” (#L-24). Members of a
local organization in Nepal agreed, stating that
“without education, people can be easily

f

i

whether people are talking rightly or

convinced. With education, people can question
wrongly an@k®a good judgments. Education gives

people the ability to analyze and understand wfliab is not good” (#N-16).

Rote learning teaching methods and a failure tollisitical thinking skills in students can
be compounded by a more general lack of accessfaomation if there are no textbooks,

libraries, or extra reading material available ¢adhers and students. Teachers may thus
communicate inappropriate information to studesisch as stereotypes about groups of
people or misinformation, particularly when they arot adequately trained, do not know
their subject matter sufficiently well, and/or laelccess to outside information. Students
therefore cannot learn alternative ways of viewamgsolving problems. Several community
members in a rural area in Guatemala highlightesl gaying that “children should learn
about other ways of life so they can use another waresolve conflict” (#G-26). Such an
approach is extremely challenging in places suchilasria or rural Guatemala and Nepal,
where there is a near-total lack of access to ang kf written information, including
newspapers.
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Socialization Through the Official and Hidden Curricula

The Official Curriculum

The curriculum is the main instrument for the orgation of teaching and learning within the
education system. It is also a highly political anighly contentious issue, since some
knowledge is included in the curriculum while ottk@owledge is left out. The curriculum is
thus often seen as an ideological or political {&hith & Vaux, 2003; Smith, 2005). One
example of this is provided by Bosnia and Herzegayviwhere three parallel curricula
emerged during and after the conflict there, “e@od purporting to represent the heritage and
ideology of one of the country’s three constitueabples — Bosniaks, Croats, and Serbs — and
accompanied by deeply entrenched, ideologicallgtamlicy positions” (Stabback, 2004, p.
41). The content of the official curriculum is thas
important mechanism of socialization, as q What is taught directly and
curriculum directly and indirectly transmits valuasd | indirectly at schools is critical
attitudes to students. Stereotyping and scapegpafir] for communicating values and
different groups in textbooks or by teachers q norms about interacting with
contribute to social tension by justifying ineqtia, | other people, and about
which can be compounded if group discriminatl] inequalities and power
already exists within the education system — | structures in society. Knowledge
example, in patterns of educational access (Garq is political, and what is include(
2002). School curricula have been used in the {@a{ in and excluded from the
oppress various groups, such as black Africansuf curriculum is contentious. But,
apartheid in South Africa; to promote jihad, f] so too is the way in which
example against the Russians during the 19804 knowledge is conveyed, whethgr
Afghanistan; and to perpetuate intolerant, xenofho| through participatory or

racist, and militant ideologies in other contexduigh | authoritarian, militaristic

& Saltarelli, 2000; Davis, 2002; Thyne, 200] teaching and learning methods
Mamdani, 2001; King, 2005; Aguilar & Richmond Educational content and
1998). Negative teaching about certain groups | practices that violate the rights
contribute to hardening identities and thus | of children fail to build and/or
solidifying the levels of group cohesion needed| maintain peace.

overcome collective-action problems and mobilize
participation in armed conflict.

One school principal in Nepal stressed the conoechetween the curriculum and the
outbreak of the civil war in that country: “the pest curriculum is conflict-oriented because
it teaches about caste, and this has created thditioms for the conflict” (#N-28).
Interviewees in Liberia repeatedly stated that,the years preceding the war, teachers
negatively emphasized differences between differetitnic groups, and in this way
strengthened the tribalism that contributed todbtreak and continuation of the war. This
kind of teaching seems to have largely been ertatida Liberia, though what few books are
available in schools are generally foreign books @@ curriculum is to a large degree based
on teaching children about life in Europe and Ndktherica. The use of foreign textbooks
does not reflect the reality of children’s dailyds and does not give them the knowledge and
skills required to appreciate and value their owfturze and context, nor the skills to build
peace in their own environment. Interviewees irheamuntry visited stated that peace, human
rights, and civics and citizenship education wezeded to build peace and should be added
to the curriculum (though it should be recognizbdttthe addition of these courses to the
curriculum can be
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problematic)t’ In Nepal, one NGO worker felt that the insertidrpeace education classes in
some schools in Nepal would help to prevent futaeflict by eliminating discrimination:

The children, the students who participate in pestiecation classes, they’ve said
that their attitude, their behavior, their actie#ihave been positively changed.
Now children are respected. We have a caste systeith is deeply rooted.
Before there was discrimination between higher lameer castes, between girls
and boys, before they used to tease each othdvefoce there was a higher level
of non-acceptance. But gradually now, they are @aug their friend as their
friend, as a human being rather than consideriamtas poor odalit. They don't
discriminate like that anymore (#N-36).

Dealing with the legacy of the wars in each coumryerms of teaching about the conflicts
was heavily debated among interviewees in all tlv@entries, and many were very torn in
relation to how armed conflict should be addresgithin the formal education system. Some
interviewees stated that nothing should be hiddem fchildren so that they might learn from
the past; others said that teaching about war dhoeildone by teaching about examples of
different wars; and yet others stated that it ipassible to talk about a country’s conflict
because of the trauma people have suffered, tlecamak fear such discussion would provoke,
and for fear that any glorification of war mighttiee children into repeating the conflict.
Most teachers did not teach about the conflicth@ir countries, either because the subject is
not included in the official curriculum or owing tbheir own traumas and fears or those of the
students in their classrooms. Whether larger soe@nciliation can be promoted through the
education system when children cannot think throtinghreasons and consequences of war
for themselves, and when dialogue provokes hakerdhan resolution and reconciliation, is
guestionable. Many interviewees stated, howevat, tdkaching children how to deal with the
impact of an ongoing conflict and how to surviveswaitical for protecting children and
ensuring their safety during a conflict situatidkmarning how to manage conflict through
dialogue about conflict — rather than outright segpion of the topic — is critical for enabling
children to learn alternative means of resolvingfiict without resorting to violence.

The Hidden Curriculum

What is implicitly communicated to students in tblassroom and at school through the
hidden curriculum is an important element in the

Is the purpose of a socialization process. The hidden curriculum isirgef as
education system social “the routines, rituals, and practices which govechool life
control and maintaining and send messages about who and what are valuedin(M
the status quo, oris it to 2000, p. 174). It is “all the things that are
promote social learnt during schooling in addition to the offic@lrriculum
transformation and the ... a concept that refers to all of those sociadjzpractices
achievement of social that ... contribute towards the reproduction of oulture”
justice? (Meighan & Siraj-Blatchford, 2003, p. 65). Normsdan
behaviors that are rewarded and punished at s&regbart

of the hidden curriculum, as are the types of walue

associated with what is taught (i.e. conservatividoeral
values, and/or the beliefs, attitudes, values, l@tthviors of the dominant group in society)
(Berns, 2001). In particular, the setup of the srlasm (such as the type and arrangement of
the furniture) can encourage or discourage padioiy teaching techniques and social
leveling between students, as well as between stedad teachers. A seating arrangement
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based on forward-facing rows can reinforce classrdderarchies and authoritarian power
relationships that legitimize different rights faifferent groups of people. In such a context,
teachers hold full control over the learning praceand students are physically and
pedagogically controlled, viewed as vessels toilefwith the irrevocable, eternal truths of
teachers. This is what Paolo Freire (1970) ternfed “banking model of education”. As

discussed earlier in this chapter, the use of sutiodel of teaching gives an indication of the
values underlying the education system and thetifamof formal education as a form of

political and social control over minds and bodidarber, 2002).

The banking model of education is facilitated byilitarization” of the school, as a group of
Save the Children employees in Guatemala pointed(#@-24). Teachers have absolute
authority in the classroom, commanding studentsnduheir lessons and forcing students to
collectively stand when greeting visitors, whildgols often make it obligatory for children
to wear uniforms, speak in unison, and stand ahdhdines for assembly and classroom
lessons. In Nepal and Liberia, in particular, mokissrooms were set up to facilitate
authoritarian, rote learning, with students seatetbws facing forward, copying down the
day’s lesson. Even where teachers claim that teeyparticipatory methods, this may simply
be as a way of facilitating rote learning in a ei#fnt way. One example of this was observed
in a primary school in Liberia, where students e @lassroom were asked to work in groups
so that they could copy out a chapter from onenheffive textbooks that had been provided
for the 25 students in the class. In some of th®als Save the Children had been working
with in Guatemala, however, individual desks petditgroup work, and teaching aids and
student projects hung on the walls, easily reaemetused by students during class time. This
may be an ideal situation, however, one that isaheiys immediately achievable in a post-
conflict context where overcrowded classrooms auol Imaterials and money prevail, as in
Nepal and especially in Liberia.

While uniforms may encourage militarization, thenalso encourage feelings of inclusion at
school among students. Children interviewed in Napd Liberia expressed such sentiments,
declaring that uniforms ensured that all childreakied similar, and no one could tell from
their appearance whether students wiakts (in the case of Nepal) or ex-combatants, over-
aged, or very poor (in the case of Liberia). Eqdidss may reinforce equal treatment by
eliminating opportunities for teasing and harasgmespecially in cases where very poor
children cannot afford clothing. However, it mus kecognized that, owing to their cost,
uniforms represent a significant barrier to aceegsschooling for poor children. Two
important dilemmas must be resolved here: Firstthim long run, is inclusion (access to
school) more or less important than socializatitragment and conditions at school) for
education to build peace, or are they both equallyortant? Second, should education be
used for the social control of young people throughtant teaching, disciplinary methods,
and school practices, or should critical thinkimgl andividuality be encouraged, even if this
challenges prevailing authorities and social stred?

Conclusion

While the main argument of this chapter is basethendea that children are socialized into
accepting and approving of the use of violenceoteesproblems, this is not meant to imply
that people are not in control of or responsible tfieir own behavior, particularly in a
situation of armed conflict. The point here is thtman beings can learn to peacefully
resolve conflicts, and that the school is a critiside for teaching children non-violence
conflict resolution because of the amount of timat tchildren do and should be spending in

56



schools during their formative years. The chapgemot meant to be interpreted as a
condemnation or judgment of teachers and teachiethads used in many developing
countries in the world. Teachers in such countridgten struggle with overcrowded
classrooms and a lack of school materials, and namh to the best of their abilities under
such conditions. Teachers may be psychologicalynratized as a result of a conflict, which
may affect how they teach. Armed conflicts may hawevastating impact on the education
system through the destruction of infrastructurd amaterials and the depletion of trained,
gualified teachers, making classroom managementtlaadielivery of quality education a
huge challenge. But, these factors does not gaehts the right — in any context, whether in
the developed or developing world — to exploit dygically harm students in an effort to
control and enforce authority over children, ofund their salaries.

Socialization is connected to the other key corgapthis report. How students are treated at
school and the equality of conditions at schooésaitical elements of inclusion, too. Are all
children treated equally by teachers, staff, antdode students, or do some suffer
discrimination? The differential treatment of stntéecan create self-fulfilling prophecies,
where teachers convey negative stereotypes anddwldxpectations for minority students.
Such students may then perform poorly and conseiguas pushed out of schools, lowering
demand for schooling by such groups, perpetuatiagualities in society, and thus fuelling
grievances that can feed into armed conflict (WelnfzLooney, 2007).

Socialization is also connected to the third cohae@mmined in this study, that sbcial
capital Some socialization processes are unique to sshaolthat schools are partially
closed environments where children sit isolatedhfarents and communities in a classroom
for several hours a day, interacting with non-fgnmiembers (fellow students and teachers)
and participating in school-specific practices aidgals, such as the rules and processes of
academic competition and cooperation. The knowlealgg experience gained from these
interactions and processes are carried into theidmutvorld by students. But, schools and
education actors (such as teachers and studeatspaisolated from the larger communities
in which they are embedded: the school is alsactdteby social networks and relationships
that exist outside of the school walls, though metessarily independently of the school. In
the first place, children build relationships amd part of social networks and groups (such as
their families) outside of the daily school routiaed these also function to socialize children.
A pair of teachers in Guatemala stressed this,tipgirout that “the family is the first school
where children learn” (#G-6). But, schools alsawvaty cultivate relationships with actors in
the external environment. The next chapter, thwrkd at the external environment of schools
in relationship to the level and strength of sociahstraints against the use of violence and
engagement in armed conflict.
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Chapter Five

Education That Builds Trust and Cooperation Through
Participation

Introduction

This chapter examines the third key concept useithi;mstudy, that ofocial capital This
encompasses the social relationships with extesoaiety in which schools, the education
system, and educational actors such as studentseanders are embedded, and by which
they are sustained. Here, it is argued that anatucsystem that makes use of school-based
participation to build trust among and cooperatetween individuals outside the school can
help to build and maintain peace. This is becahseld@vel of social constraints against, as
well as the social costs of, participating in arngehflict may be higher as a result, and
because grievances over exclusion and lack of tymities to participate may be addressed.

First, the concept afocial capitalwill be defined. Then, this concept will be brokdown
into three elements, each of which will be discdsseparately. The chapter concludes with a
brief discussion of how the conceptsafcial capitalrelates to the other three key concepts of
the present study.

Defining Social Capital

Social capital is often perceived to be a positivey to build peace in conflict-affected
societies through the strengthening of participattecision-making processes. Social capital
exists in and consists of the relations betweesques (Coleman, 1988). It is defined as “the
web of cooperative relationships between citizénad facilitates the resolution of collective
action problems” (Brehm & Rahn, 1997, p. 999). nitempasses the “connections among
individuals — social networks and the norms of pemtity and trustworthiness that arise from
them” (Putnam, 2000, p. 19). Just as physical anan€ial capital provide resources for
individuals to pursue certain actions and goalsjas@apital also provides individuals with
resources. These consist of information channe&sns and sanctions, and values such as
obligations, expectations and trustworthiness (@ale, 1998). Importantly, social capital has
been shown to be critical in the creation of huroapital, which is the education and training
undertaken by individuals or groups of workers thattheory, raises the productivity of
individuals and thus contributes to economic grow@oleman, 1998; Marshall, 1998;
Hartog, 2000). It has been further argued that@ased human capital is critical to improving
economic development and reducing poverty levaid, & turn, to reducing conflict. This
connection will be discussed further in Chapter. Six

The present chapter is concerned with relationstiips are created through the school, but
that exist and are produced outside of the teaclhing learning process. Schools are
embedded within and sustained by a variety of $oelationships: relationships between

parents, other community members, and the schebhden the state, individual schools, and
educational actors such as parents, teachers, @mu#nss; and between civil society

(including NGOs), schools, and communities. Thedationships are critical elements of the
strength of schools within communities, but they also critical to building peace where they
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mitigate collective-action problems related to ntaimng peaceful relations within and
between groups in society (de Soysa, 2002). Usuaitiyed conflict seriously erodes levels
and norms of trust and cooperation between pedpé may under other circumstances
facilitate peaceful interactions and nonviolentfionresolution — though the erosion of trust
may also have taken place prior to a conflict, ipigya role in its outbreak (Colletta & Cullen,
2000). Participation in school processes — throfmhexample, the participation of parents in
school management committees (SMCs) and/or paeathér associations (PTAS) — is one
way of building up relationships outside the schaoid thus levels of trust, cooperation, and
reciprocity within society. Strong horizontal rétatships (i.e. between civil society groups)
and vertical relationships (i.e. between the saai communities) that create both “bonding”
social capital (strong intragroup solidarity) anafitiging” social capital (strong intergroup
solidarity) and that enforce norms of cooperatiomd arust may provide additional
mechanisms for resolving conflict peacefully (Goadt, 2006). The strength of these
relationships may heighten social and individuahstmints against engaging in armed
conflict owing to the benefits of being able toalee collective-action problems without
resort to the use of force and violence, along withability to effectively sanction those who
do use violence or fail to cooperatkid.). Alternatively, the social cost of engaging imaid
conflict is that relationships and norms of trust aeciprocity that might normally facilitate
the peaceful resolution of collective-action probée may be broken, increasing social
transaction costs within informal relationshipst{fum, 2000)2

School-based participation may have another benefiteasing avenues for participation
entails the inclusion of more people in decisiorking processes. When power is diffused
through more demaocratic, participatory structured processes — for instance, through the
engagement of citizens in civic associations, S&cRTAs or SMCs (Schuller, Baron & Field,
2000) — this can help to resolve grievances ovelusion from political power and decision-
making processes. When it comes to situations mkdrconflict, this may prove a critical
function of social capital, as it has been shovat ttemocracies are less likely to experience
civil wars or to wage war against other democradidegre et al., 2001). However,
democracy is not a cure-all for conflict (as seerNobrthern Ireland, in the conflict in the
Basque region of Spain, and in the ongoing cosflict India) or for the eradication of
violence (as seen in the large amounts of violeinc&outh Africa and in the election
campaign in Guatemala during the fall of 2007), Hrete are probably income effects at play
in the correlation between democracy and peaceliéCat al., 2003). Moreover, even in
relatively peaceful democratic states in the dgyelpworld, educational systems incorporate
a number of very non-democratic practices, so thgrak to which education strengthens
democracy in such countries is questionable. Whatmportant is strengthening local
institutions and avenues for participatory peacehange and regulation of conflict, whether
or not this participation takes the form of a lddedemocracy (Ramsbotham, Woodhouse &
Miall, 2005).

It should be recognized, however, that while socgglital can have a very positive effect on
maintaining peace, there is also a negative sidedl capital. First, strong relationships and
ties between individuals and groups can contribmggroup closure and the maintenance of an
overly strong in-group identity that excludes odéss. Thus, while relationships may be
strong in one village or community, this does noeam that inclusion within these
relationships will necessarily be extended to otimelividuals or groups. Second, group
participation may also detrimentally limit persofr@edoms and help enforce conformity and
social control over the members of a group, stiflicreativity, innovation, change, and
alternative views and actions (Portes, 1998; Goodha006). Thus, strong social capital can
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make it easier to overcome collective-action protdeinvolved in mobilizing people to
participate in armed conflict, as opposed to engadn peaceful interactions (Collier &
Hoeffler, 1999).

Community—School Relationships

The school can be a site where positive relatigosshetween community members are built
up, or it can be a site where trust and cooperdtiween people break dowhRelationship-
building (which falls largely within the domain ¢iie socialization concept outlined in the
previous chapter) occurs not only within the schaalls, but also outside them. Parents and
community members interact with schools and scbéfalials in various ways — for instance,
through parent—teacher associations (PTAs) andoschanagement committees (SMCs), or
through school-initiated programs and activist effdargeted at the community in which the
school is rooted. As Kalyvas (2003, 2006) discusgbe importance of local-level
relationships and conflicts should not be overlabka understanding the causes and
dynamics of civil war. This is because “actions thee ground’ often seem more related to
local or private issues than to the war’s driviog ‘fnaster’) cleavage; [and] individual and
local actors take advantage of war to settle locadrivate conflicts often bearing little or no
relation to the causes of the war or the goalsheflielligerents” (Kalyvas, 2003, pp. 475—
476).

In each of the three countries studied in this redarge-scale parental involvement and
participation in school decision-making processes irelatively new phenomenon that has
largely emerged since the conflicts in those coestrThough parental participation was
present to some degree in various schools in theethountries prior to the outbreak of
conflict, the emphasis on participation has inocedaas a result of the efforts of donors and
organizations such as Save the Children, as wekNit#sthe increased numbers of children
attending school in each country. This was pointed by several Save the Children
employees in Guatemala, who stated that “beforecathn was traditional, and only the

teacher was responsible for education. But now gbieool is the responsibility of the

community. The active methodology teacher traimog allows for parental involvement in

the school” (#G-24). Past views on parental invoieat and school engagement with the
community have thus reflected more authoritariandet® of the role and philosophy of

formal education in each country, to include teachghority.

The nature of the relationship between communitynivers and the school at the micro level
can determine the place of the school in the conmynamd the importance that people attach
to schooling, as well as the strength of the schoability to build peace. A group of

Nepalese SMC members pointed this out, saying“thatcommunity surrounds the school
and so the school can help to enforce the pea®el@. If participation is not encouraged by
the school, parents and community members may et dwnership of the school and
schooling processes, or they may feel that theaddla@n alien institution. The school as an
institution may thus not be well integrated inte tommunity, and its power to broker peace
within the larger community may be limited or naxistent. If, on the other hand, parental
participation and involvement at school are encgeda this may contribute to feelings of
more general security. For instance, parents intébuala stated that they were involved in
their children’s schools because they felt theraass more freedom and ability to express
oneself and to participate in schools; in turnjrtharticipation in school-based organizations
strengthened their feelings of security (#G-26).oTteachers in Liberia pointed out the
connection between parental involvement at the alchnd a holistic sense of community
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security: “If the parents are directly involved sthool, paying regular visits to the school,
coming up with programs to amuse the children tepkine children and teachers at school,
then | think the children will be encouraged to aemat the school. They will feel the
community is secure and safe for them” (#L-22).

Participation and Organizational Membership

Just as the teaching
and learning process
can be based on an
authoritarian
philosophy and
model of education
whose purpose is
social control rather
than social
transformation and
social justice, school
management modelg
can also reflect an
authoritarian
philosophy and
model of the formal

Schools can serve as critical sites for particigatiecision-making
that builds up the citizenship skills of adults aciildren and
promotes social inclusion. However, simply becaadelts and
children are given the opportunity to participate decision-
making (such as through children’s clubs or thro8hCs and/or
PTAs), this does not mean that participation isagisva positive
thing. In general in Nepal, most of the membershef SMCs and
PTAs are men, while women axdlits are largely excluded from
membership. While by law there must be a womanaadalit on
an SMC or PTA, in practice this is often one anel$hme person.
As a result, though thidalit woman will be able to attend SMC or
PTA meetings, she may feel that she cannot congrikto
discussions or decision-making, given her very kmeial status.
To address these types of problems, the membeshiguch
committees should be evaluated to determine whetleenbership
is biased towards one gender or social group, &3 Isias can be a
way of maintaining hierarchies and practices ofiaoexclusion

education system.

that may have contributed to the outbreak of anedrmmonflict.
Care must also be taken to ensure that emphagmwicipation
and peaceful conflict resolution effects positimenviolent change, and that individuals are
equipped with the skills and knowledge to achidns. t

The degree of involvement of parents varies betwsehmools and communities, and is
affected by time constraints and capacity. On aeng@neral level, however, limited parental
participation is likely a function of the centradid, authoritarian model of the education
systems in each country. Just as the teachingeamdihg process can reinforce and reflect an
authoritarian philosophy and model of educationedasn social control, so too can school
management reflect this authoritarian educationatleh In each country studied for this
report, it is first the Ministry of Education in éhcapital city and then the school
administration — not the parents or the communitthat has the most power in decisions
about the school. Characteristic for such an amgregere the views of a school principal in
Liberia who felt that parents ought “to leave sdhmatters to the school people” (#L-22).
The amount of control the state government is tbkxercise has varied during the conflicts
in each country — particularly in Nepal, where gmwernment has not been present in some
communities for many years. But reassertion of lgvetrong federal authority in the
aftermath of each conflict does not necessarilyperage an effective partnership between the
community and the school.
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Centralization may reinforce the view common in snacommunities that it is the
government, rather than local communities themselwbat should contribute all the
resources (financial and otherwise) that schootdin@his attitude can be reinforced when
parental participation is limited to making fooddacontributing labor and materials, as was
observed in each country visited. Some parents ttuigkapproach to parental participation to
mean that schools were not interested in meanimgtént participation in decision-making
processes, which in turn limited the degree to tipiarticipation affected real change. While
in each of the three countries visited a large ssgnof the population is living in extreme
poverty, making it necessary for the state to cower financial costs associated with
schooling, this should not prevent local commusitfieom having some authority over
schooling within their communities. One problenthat devolution of political authority is
often accompanied by devolution of financial
responsibility for schooling, a burden that is &yg | “During the conflict in Nepal, there
unbearable for poor communities and that heightengas Maoist pressure on schools td
horizontal inequalities between groups in society| form child clubs aligned with their

interests. But some child club
members refused. They could do

Children’s Clubs o | this because of the leadership skill
Schools can serve as critical sites for participatp and expressive capacities that the

decision-making that builds up the citizenshiplIskil had acquired through the child

of children and promotes social inclusion, whighclub. They could think about what
can then translate into and strengthen particigapiyas right and wrong, about what
practices outside the school. A group of teacher itheir duty was, and about what the

Nepal pointed this out, saying that “when there|isvanted. They could express their
democracy inside the school, inside the classrognyiews. There were three children

when children are grown up, the democratic valdegho were abducted from the area In
and culture they have learned in the school will pgyhich we work, and the child club
reflected in the society and community and thatlifrom the school where these

the long run will help peace and democracy” (#N<hildren were students took

34). Reflecting this, Save the Children has workeghitiative through dialogue to get
to establish children’s clubs to improve childrerfsthe children released from the
participation and power within the school and theviaoists.” (Local NGO member in
community. Children’s clubs were very prevalentnNepa)

Nepal, while in Liberia and Guatemala they weke
present but not yet as widespread. On the postole, members of some children’s clubs in
Nepal reported that they had engaged in activisttsfand been able to affect peaceful social
change within their communities. Several childrenlsbs mentioned that they actively
worked to encourage out-of-school children livingtiheir communities to attend school and
that they had successfully worked to combat disaation. Members of one children’s club
in Nepal reported that “through the street drama,have been able to change community
attitudes about sending children to school. Younoarsee any child at home during the
school day. Parents are even sending their childr&CD classes. The street drama was very
effective. It has even helped to end some castgigiimation” (#N-9). A group of Nepalese
government workers stated that children’s club menmtfare helping other poor children,
they control the early marriage, and in some plaélceg are helping keep their villages clean”
(#N-14).

o7

~

Members of children’s clubs stated that they haatulised peace and the 2006 Nepalese
peace agreement in meetings, and had organized ptegys and public debates to inform the
community at large about peace and the peace agreeim some cases, children’s clubs and
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participation by children in PTA, PTCA and/or SMGeetings have led to changes in how
children are perceived, whereby they are increfsisgen as community members who can
fully participate in decision-making and discussi®his change in perception has been rather
slow, however, and many of the parents interviewethe three countries did not see the
necessity of involving children at all in decisioraking. When questioned whether children
should be asked about matters regarding them aadsthool, two parents in Liberia
emphatically stated they should not — reflectingoanmon attitude towards children and
young people in Liberian society. Considering taet that the civil wars in Liberia were to a
large extent fought by children and youth, and th& was related to the large-scale social
exclusion and disempowerment of children and yauitthe country, it must be stressed that
children should be participating in decision-makiogensure that their needs are addressed
and so that they can learn how to peacefully gpgte in society. Avenues and methods of
child participation need to be strengthened, thoeghe must be taken to ensure that
children’s participation does not end up as tokenifat it is meaningful and can bring about
real change. However, even if children are encadaty participate by schools, this may
clash with what is happening outside the schothéf external environment does not reflect
the participatory practices within schools.

In evaluating the efficacy and significance of dhéin’s participation, the membership of
children’s clubs, as well as how adults involvelat@n and children’s clubs as joint and equal
partners in decision-making, must be taken intcsictration. SMCs and PTAs are important
in the construction of positive social relationshipt the local level, but they are also
important elements in promoting wider social inaas In the three countries studied, SMCs
and PTAs did not consistently consult or engageh weitildren in their discussions and
activities, and the adult organizations and chiithe€lubs in many cases operated in two very
different realms. Some children’s clubs seemedotd heal power within their communities,
and their members had active roles within the schnd the community, while the existence
of other children’s clubs seemed to verge on tamnin that they held no power within the
community and affected no real change. Within akitds clubs, it was often the case that all
students at a school were members of the clubphbiyta select few were members of the
executive committee. These children were the adtigdents in the school: younger students
were not viewed as being capable of effectivelyip@ating in children’s clubs. The leaders
of these executive committees (president, vice igees, secretary, treasurer, etc.) were
primarily boys, with very few girls participating #he top levels. Clearly, the manner in
which children’s clubs are set up and function ke to the exclusion of a good number of
children from their operations.

Children and Schools as Zones of Peace

In conjunction with the Children as Zones of Pef§CZOP) initiative and the subsidiary
Schools as Zones of Peace (SZOP) initiative, ahildr clubs have been particularly
successful in mitigating the impact of the Nepalesal war on children. The CZOP
campaign advocates for children’s rights to suryidavelopment, and protection, especially
during conflicts?® Some interviewees in Nepal, such as a UNICEF semtative, reported
that schools that had been proclaimed zones ofepesre not attacked by the Maoists,
though other interviewees stated that this hadbeen the case. A representative from Plan
(an international NGO) stated that the C/SZOP cagmplad empowered children to tell the
Maoists and the Nepalese army not to use childreha conflict. One member of the CZOP
network in Nepal reported the following:
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Before the CZOP campaign, the Maoists directly reatéhe schools, and after the
campaign, they hesitated to do this. With the CZ&inpaign, communities
became more vocal about not using schools andrehiloh the conflict. That's
why both the Army and the Maoists, they hesitatede children in front of the
gatherings, they try to hide the children. Theyydasing children and claim that
they are not using children. They are aware offtinere consequences. They do
not forget to say that they are not using childdertially, the top leaders of the
Maoists wrote an article to the daily major newsgrapnd said that children have
a role in the revolution. But after the campaigmeyt came out and said that
children should not be involved under the age oat® we are not using children
(#N-36).

One aspect of the C/SZOP campaign has been thef useles of conduct for both teachers
and students at schools. These codes are sometimigsn by students, sometimes by
teachers (or a combination of both), and compriseagement of the rights of individuals and
the rules they should abide by at school. The viayshich these codes are developed can
enhance or undermine the participation of childeen discourage the use of violence at
school. In some schools, children and teachers edbik equal partnership to develop the
codes, while in others teachers and parents haelajmd the codes and imposed them on
children, using them as a disciplinary measure. ¢i@s, in order to produce real behavioral
change in both adults and children, as well asrprove participatory skills, it is vital that
children be involved as equal partners in the dgraknt of these codes.

Decision-making Processes in School-Based Comm@Gnityps

Transparent decision-making processes and trusgtywanbney-handling within school-based
organizations were raised as key concerns foruhetioning of these groups. This is because
the development and maintenance of trust dependopmn and accountable financial
procedures and inclusive decision-making. In Libetivo teachers from a rural area near the
Cote d’lvoire border reported that, as soon as mmoney was earned from the sale of
vegetables from their school’'s PTA garden, a PT/Ating was immediately called to record
the relevant figures and ensure that none of theemavas stolen. One of the teachers stated
that “it is necessary to have transparency abouteypobecause this is the only way forward
for the community. The school and the communitgytmust work side by side, or else the
credibility of the school will be lowered and tredationship won't work” (#L-34).

Community divisions over a conflict can impact therkings of school-based organizations
such as PTAs and SMCs, as well as the successofaiiation and reintegration efforts.
How these bodies address the above issues mageal{sto prevent the recurrence of conflict.
While teachers have an important role in this cxinfas discussed in the previous chapter),
communities can also contribute significantly taliteg with the legacy of a war. In each of
the countries studied in this report, communityug® have an important role in teaching
about the war and helping children to learn frord deal with the legacy of armed conflict.
But, just as importantly, community divisions oxeconflict or over politics may also impact
the effectiveness and the work of an SMC or PTA arghte new tensions. This was
particularly the case in Nepal, where SMCs and PaAsome schools were divided along
party lines. In one public primary school in a fyrart of Nepal, for example, the headmaster
was a member of one political party while the SM@ic and core members were affiliated
with an opposing party. The headmaster and the M@ unable to work together owing to
their political differences, destroying the potatyi positive impact and efficacy of the SMC.

64



There is historically a fairly strong democratiadition in Nepal, but in some cases this is
being taken to the extreme in schools and schasgdaorganizations when political
polarization prevents participatory bodies from kiog.

State—School Relationships

The education system is a public good provided Hey state, as well as a site for daily
interaction between state and citizen. Consequethigystate has an important role to play in
terms of building social capital through how thatstimpacts on levels of participation and in
the creation of strong, peace-enforcing local i@testips and community—state relationships.
State centralization in the education system remtss a challenge for community
participation, because many parents view educa®ra state responsibility, as discussed
above. In Nepal, the Maoists have stated that diication should be public and state-
provided, increasing support for the idea of statgponsibility for education among local
communities: “Because of the war, most people aceided

Participatory that government should provide all education sesjischool
decisionmaking is critical | buildings, furniture, teachers, monitoring, allsttéhould be
to improving participation | managed by government” (#N-15), as a local educatio
and building strong authority in Nepal stated.

relationships in _ . .
communities. But this can | The degree to which the formal education systebuik on a

be problematic if participatory model may be key to building up thkéls and
participation entails a participation of communities in schools, and thusasstering
transfer of the financial better linkages between the government and comiasnit
responsibility of providing | However, if decentralization as a way to institute
schooling to poor participation is implemented too quickly, if it @it only a
communities, or if the transfer of functions and not a real devolutionaathority,
decentralization of and/or if it entails a shift of the financial resibility for
decisionmaking is carried | schooling from the state to communities, this caarkw
out too quickly. against fostering participation in school processes

Furthermore, politicization of the education systamall

levels (school, community, local government, andomal

government) through decentralization can also have
detrimental effects on local relationships, commurparticipation in schools, and the
efficacy of schooling processes, as seen mostlgleaNepal. This has also been the case in
Ethiopia, as Degu (2005) points out, where deckréitton has been deliberately used by the
government to fragment opposition in a divide-ani@-mapproach that simultaneously benefits
the ethnic group holding political power.

Interviewees in Guatemala stated that the factpghegnts do not participate in schools has to
do with the government’s relations with communitiesthat the government does not want to
change its centralized practices, is not receptivevhat people want from the education
system, and lacks a long-term plan for the educasiector. Moreover, many indigenous
parents in particular stated that they had losfidence in schools during the war because of
the atrocities that the government perpetuatednagdheir communities. As government
entities, schools are still regarded by some wetr fand the poor quality and monocultural,
monolingual model of schooling in indigenous areataken as a sign of the government’s
continued refusal to fulfill its responsibilitieewards all Guatemalans. There is a good deal
of suspicion between indigenous communities andgidnvernment within the country, as
illustrated in one incident where military persohmatered a school in an indigenous
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community to vaccinate children: the community wasrified and asked the military
personnel to leave (which they subsequently didppie living in indigenous communities
expressed sentiments similar those expressed bylooaé government official in a rural,
indigenous community near the Mexican border: “Td@vernment does not prioritize
education. They don’t give enough money to the atlon sector. The government only
thinks about business and commerce, and wantsfo ikeigenous workers poor and to make
them think they do not have rights so that the gawent can force them to work for the
businesses” (#G-4).

State spending has also been diverted away froradtial sector in Guatemala, and towards
the military and police, to address the prolifamatiof gangs. In Guatemala, large-scale
violence has not ceased despite the fact thatithievar ended ten years ago. Indeed, it is not
unusual for high levels of violence to continuspite the ending of a conflict. This may be
for a number of reasons, including the fact thatdigning of peace agreements between elites
may leave wider societal tensions and local-lewsiflccts unaddressed, and the fact that an
enormous amount of psychological trauma suffered/ fiager long after a conflict’s
termination (Ginifer, 2004; Goodhand, 2006). Theesolved social inequalities that persist
in Guatemalan society have played a large roleugiagning high levels of violence in the
country, where militarized violence has morphea ilatrge-scale social violence in the form
of crime and gang activities (Goodhand, 2006). Gampresent a negative form of social
capital: they rely on norms of reciprocity, coopemna, and trust, but the external effects and
consequences of the social capital generated otltese norms are not positive — gangs are
antisocial, not pro-social (Putnam, 2000). Guatamalociety remains extremely violent as a
result of gang activities, perhaps more violenntdaring the civil war itself (Lacey, 2007).
As a result, state spending is diverted into effoéot combat the gangs militarily, creating a
situation where education continues to receive Vigitg funding and conditions within the
education sector deteriorate, further propellingpde into gangs as they lose motivation,
value, and opportunities for education (to be dised further in the next chapter). Such
deterioration within the education system continteefuel grievances over social, political,
and economic inequalities, contributing to the rtexiance of high levels of distrust and
suspicion between government and civilians, as agthe militarization of society.

Civil Society—School Relationships

The presence and involvement of local, nationald amternational civil society and
nongovernmental organizations (I0s and NGOs) cave haoth positive and negative
consequences for building social capital through éducation system. Civil society groups
can help to fill service-delivery gaps where staask willingness or capacity to deliver
educational services, and such groups can raiseenaass about the value of education.
Where local education authorities lack mobility \isit schools and communities, or are
paralyzed by politics, this can give NGOs a windafwopportunity to affect lasting, positive
social change and to improve school practices andgrams. However, while local and
international NGOs can play a vital role in cregtand sustaining positive relationships at the
local level, such organizations also have the pi@teto create negative relationships at both
local and national levels. This is a problem indribh, where in some areas local and
international NGOs have built schools but failedéport this to local education authorities,
who are now responsible for supervising the teacherthese schools. As a result, there is
very little government presence in some communiissschools are being built by and more
regularly visited by NGOs such as Save the Childiks a result, NGOs and I0s can
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undermine the state’s relationship with schools sodety if they fail to involve government
education authorities in their planning and proggam

NGOs and IOs that fail to take a participatory aajgh in their education programs may in
turn fail to build relationships between communitgmbers or to instill a sense of ownership
over school processes in community members, instestéring dependency on NGOs to
provide programs and money and to build infrastmectwithin the community. Two school
principals in Liberia commented that they felt tparents in their community were refusing
to become involved in or support the local schoetduse they believed NGOs should be
doing this, as had been the case during exileanytbry Coast. One of the principals stated
that “when we went into exile, parents were notipgyany money for their children.
Everything was free. Materials were provided anelytdidn’'t have to pay school fees. So
when they came back, they still have that notitwat tmind that everything will be done
freely. This notion of NGOs is what we are tryilngerase” (#L-33). Moreover, NGOs that do
not act in a transparent and honest manner, orfaihdéo maintain political neutrality in a
conflict or post-conflict situation, may compromibe social changes they are trying to affect
and their relationships with both communities amal gtate.

Decisions over who should receive NGO assistanue tlde way in which such assistance is
given, can also have negative consequences foepeiaing and the development of strong,
positive social capital. NGO assistance may be aidteired in a discriminatory way and/or
reinforce power relationships that may have fuelecbnflict, heightening tensions between
groups. Individuals and/or regions within a counnpt are already privileged (e.g. urban
areas and populations) may be benefiting disprapately from NGO and 10 assistance,
aggravating horizontal inequalities (Anderson, 1996 oljan, 2003; Norwegian Ministry of
Foreign Affairs, 2004). In Liberia, financial andiweational incentives provided to ex-
combatants during the disarmament, demobilizateorg reintegration (DDR) phase at the
end of the war have been perceived as a rewargddicipation in the conflict by both
victims and ex-combatants. Post-conflict positivecdmination in educational programming
(such as special schools or programs that bengf# gr certain castes) may also cause
resentment and fuel conflict. NGO workers can thedwes reinforce social inequalities (both
vertical and horizontal) through the types of relaships that NGO field workers develop
with communities. The nature of these relationshipmy determine whether communities
implement changes advocated for and programs prdvig NGOs.

Conclusion

This chapter has emphasized the importance ofigekdtips within the education system in
building peace — between schools and communitiesyden schools, communities, and
states; and between schools, communities and soilety. These relationships are critical,
not only for the functioning of schools and edumatsystems, but also for building peace. In
order for these relationships to produce positieadfits, norms of reciprocity, trust, and
cooperation must be built up through participatihjch may in turn defuse grievances over
exclusion from power fueled by more authoritari@uaation systems. Building strong but
positive social capital may therefore heightenaoobnstraints against participating in armed
conflict.

While relationships within the education system rape at different levels — local and

national, state and non-state — it is importanmetmgnize that these levels are interconnected.
Schools are not stand-alone, isolated institutidghey represent the state, as well as the
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national and local society or community. What happieside the school is a reflection and a
reproduction of what is happening within societyaagje (Turner & Mitchell, 1997). Power
divisions and inequalities that exist outside tblea®| are replicated within the school — and,
thus, inclusion and social capital are very mucarielated, as the relationships that surround
the school and link it to the external society maipforce inequalities found on a wider level.

The concept of social capital is also related # dbncept of socialization. What happens in
the world outside the school is of critical impaorta in the transmission of norms and
attitudes, because children are also learning @ir thomes and communities. As Putham
(2000, p. 296) points out, “trust, networks, andnm® of reciprocity within a child’s family,
school, peer group, and larger community have waohging effects on the child's
opportunities and choices, and hence, on his behavid development”. While the previous
chapter focused on the norms, values, attitudesaheviors that children acquire at schools
that can contribute to building sustainable peaoejal capital focuses on the relationships
created through but existing outside the schodl émforce norms about trust and peaceful
cooperation. However, relationships that build wghsnorms are also formed at schools
through the interactions of students, teachers, stadf. The concept of socialization
emphasizes how children learn about behaviors ahas associated with peace and conflict,
whereas social capital emphasizes the outcomeeséthialues and behaviors — the emergence
of cooperative, trusting relationships in the woddtside the school that facilitate the
peaceful resolution of problems and raise the $cooist of engaging in armed conflict.

The next chapter looks at the role that the benmefiteducation can play in the relationship
between education and peace. The social benefédufation are an important aspect of the
relationship between education and peace, as tmefite that education endows to

individuals and groups can be critical elementsuiiiding peace.
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Chapter Six

Education That Gives Hope and Possibilities for thé&uture

Introduction

This chapter examines the last concept in thisysttcht of thesocial benefits oéducation
This concept is used to refer to the benefits #rat endowed by, or are expected to be
endowed by, formal education to individuals andiettes that may promote, build, and
maintain peace (or, alternatively, fuel the outkred conflict). Here, it is argued that
education that gives hope and possibilities forftitere through an improved quality of life is
essential to building and maintaining peace, bexdhe provision of such education will
entail fewer opportunities and motivations to ergagy conflict. Moreover, the direct and
opportunity costs of engaging in armed conflict nbayhigher as a result, making rebellion a
less attractive, less desired, and less viabl®opti

First, a brief introduction to the types of berefihat education endows on individuals and
societies will be given. Focus will then be plaaad the economic benefits of education,
through an exploration of the theory of human @dpénd its connection to economic
development, as well as a look at the role of enooaevelopment in the outbreak of armed
conflict and in building peace. Drawing on thisadission, a subsequent section will examine
how education can raise the direct and opporturists of engaging in armed conflict. A
discussion of the non-monetary benefits of edunatidl then follow, which will also look at
the social value of education and how this may lomvetivations to engage in armed conflict.
The chapter concludes with a look at how the conoéphe social benefits of education
relates to the other three key concepts used ipriésent study.

The Social Benefits of Education

Formal education endows certain benefits on indiaisl and societies. People with more
formal schooling often differ in some ways from skowith less formal schooling, and, as
more schooling is obtained, individuals changealigun positive ways (Solmon & Fagnano,
1997; Carm et al., 2003). Generally, people withrenformal education have better jobs,
higher incomes, and are healthier, while countwé higher education levels have better
standards of living (Vila, 2000). The benefits ded from education differ between
individuals and groups in society because of diffiees in social positions (such as income
group, gender, religious group, or regional loadtiodifferences in the quality of the
education individuals receive, and differences@mamount of education individuals receive.

The benefits of education can be divided into défe types. First, benefits are either private
(individual, or internal) or public (social, or exhal). Private benefits (such as improved
income, social status, and reputation) are thastegitcrue only to the individual who receives
schooling (but may also include the benefits aatrioethe family of that individual). Public
benefits are those that the individual being edadcaiannot appropriate, and thus accrue to
other people (Vila, 2000; Solmon & Fagnano, 1993&cond, benefits are of either a
monetary or a non-monetary nature, and can acatletb individuals and to societies as a
whole. Direct, monetary benefits of education ideuncreased individual productivity, value
in the labor market, and income earned. Indiremi-monetary benefits of education are more
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numerous and include psychological, cognitive, bakavioral outcomes. Some of these non-
monetary benefits have been discussed in the eafligpters in this report, such as the
acquisition of behaviors, attitudes, values, ankikf® such as socialization into democratic
political participation. This chapter will discuseme of the different benefits of education in
more detail, examining the role that these can pidyilding peace in countries affected by
armed conflict.

Human Capital Theory and Economic Development

As stated above, formal education endows econosmefiis on both individuals and whole
societies. Individuals may be able to gain fornrapyment and earn a wage as a result of
their education, and investments in education reaylt directly and/or indirectly in national
economic development. Human capital theory is atctiux of the link between education and
national economic development, emphasizing the rapoe of the quality of workers’ skills
and motivation for their productivity, and thus tbe economic growth of a country (Saha &
Fagerlind, 1994; Hartog, 2000; Marshall, 1998). Withuman capital theory, investment in
education is viewed as a form of capital accumaitativhich early economists such as Adam
Smith viewed as a critical element in the econodevelopment of nations (Fagarlind &
Saha, 1989). Indeed, virtually no country has redchustained and significant economic
growth without also achieving near-universal prignaducation (Carm et al., 200%3).
Education fosters the development of and facilitaiecess to new industries, markets, and
technologies, and is essential both for the divisié labor through specialization and for
providing the skilled labor needed in industry aservice sectors (Vila, 2000). Thus,
improved productivity should lead to better mongtdrenefits (or rates of return on
education) in the form of incomes for individualsdanations. One way in which economic
development through education might contribute ¢conemic growth in the short term is
through the signals that government spending omaksectors such as education (versus
military spending) sends to foreign investors dralprivate sector (Collier et al., 2003).

Economic development is an important aspect of dromnflict, because armed conflict is
concentrated predominantly in poor, underdevelapmmahtries, whereas there is a statistically
lower incidence of civil war in richer countries (¥hed, 2002). This is likely due to a failure
of economic development, as “countries with lovagsiant, and unequally distributed per
capita incomes that have remained dependent orapriocommodities for their exports face
dangerously high risks of prolonged conflict” (Getlet al., 2003, p. 53). In such a context,
the state is likely to be weak and unable to contirebellion, while low and unequally
distributed incomes create a pool of impoverished marginalized young people who may
be easily recruited by rebel groupbid.). Furthermore, enormous economic inequalities in
very poor developing countries translate into amstan social inequalities (and vice versa),
maintaining the large horizontal inequalities tin@y motivate people to take up arms to
rectify their situation. In this respect, educat¥orole in furthering economic development
and reducing horizontal inequalities may be critioa preventing the onset of armed conflict.

However, it must be recognized that education de¢<arry full responsibility for economic
development. As Gray Cowan, O’Connell & Scanlonnpoout, “education will not
automatically lead to economic development. Onlgducation becomes part of a closely
integrated and comprehensive plan for developniewblving both government and private
sectors of the economy and including all levelssotiety” (Gray Cowan, O’Connell &
Scanlon, 1965, p. 27; quoted in Degu, 2005, p. 1eH)) education fully contribute to
economic development.
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Education, Conflict, and (Un)Employment

Formal education is generally needed for formal legtpent in most economies, though the
type and length of education required for differetcupations differs. In developed
countries, where there is a large formal labor marthat sustains the economy, the
relationship between formal education and employmerfairly congruous. However, in
developing countries, which have a very limitedniat labor market and where most people
may be informally employed (but formally unemployddr instance, because they are
working in a market or street stall), the relatioips between formal education and
employment can be problematic (Fagarlind & Sah&91¥ila, 2000). As Carm et al. (2003,
p. 27) point out, “higher rates of school enrolmentttainment may not translate into high
rates of economic growth if ... educated peoplenateemployed to their potential because of
distortions in the labor market”. A very large awnery real problem in many developing
countries is that formal education is not transt@into formal employment for large numbers
of educated young people. The Western schoolingeinethployed all over the world is
“built [on the] promise [of] formal employment inadern enterprises, when in practice such
opportunities are rare” (Boyden & Ryder, 1996, @).1When formal schooling does not
fulfill expectations of employment, mobility, or fagher standard of living, this can leave
young people frustrated, disillusioned, and angngjr aspirations unfulfilled (Gurr, 1970;
Seitz, 2004, O’'Brien, 1996).

Thus, if the expansion of the formal education esysis pursued as an end in itself without
addressing economic development and job creatiaycagion can stunt economic
development and contribute to the outbreak of arowedlict. This can create a perception of
discrepancy that can mobilize individuals to p@vate in armed conflict, particularly if large
numbers of the unemployed originate from disadvgedacommunities (Degu, 2005). As
Woodward points out, unemployment is problematic $accessful peace implementation
“whether through disillusionment, lack of altermatiactivity and status, or the continued
availability of the unemployed for mobilization Ikgpoilers” (Woodward, 2002, p. 201,
guoted in Nilsson & Kovacs, 2005, p. 408). High mmpédoyment, particularly among the
educated, is thus “one of the most destabilizingl gotentially violent sociopolitical
phenomena in any regime” (Urdal, 2006, p. 612)ddenced in former Yugoslavia, where
unemployment rates soared in the period before dilbreak of conflict following the
implementation of liberal economic reforms (Samba004).

Gaining formal employment and consequent socio-@tnn advancement as a result of an
investment in education was cited by the majoritinterviewees in all three countries as one
of the primary motivations for going to school for sending their children to school). For
instance, one mother interviewed in Guatemala dtiiat the goal in sending her daughter to
school was to enable the daughter to move outlifigén the market where the two women
currently worked, so that the daughter would natehi repeat the life her mother had lived
(#G-16). Students in all countries stated that tvapted to become nurses, doctors, lawyers,
teachers, office workers, and government employaasong other things) after they were
finished with schooling; no student stated a degirdbe a market or farm worker. Formal
employment was valued by interviewees as a wayetp their families economically, but
also as a way to become financially independent seifisufficient and to advance both
socially and economically. As a school principal Lilberia pointed out, “when you are
educated, you will be independent tomorrow, you mok rely on people” (#L-33).

The issue of employment was discussed in nearlyryeugterview in Nepal, where
interviewees felt that unemployment has been acaose of the country’s civil war and that
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educated unemployed people were primarily behiedothitbreak of the conflict, particularly
on the side of the Maoists. Individuals were fratgd and angry that their education did not
translate into the economic benefits to which thelieved they were entitled as a result of
their investment in formal education. As a groupsafiool management committee members
in Nepal stated, “the economic condition is thestficondition of the conflict. Conflict in
Nepal has been caused by unemployment, and poweséyes conflict. If the farmer cannot
get money and the children cannot get employmeterr dhe parents have invested, this
creates conflict” (#N-26). A representative of theal education governance office in a rural
area of Nepal felt that “education should be sédlabecause education is an investment that
people should be able to get a return on. Thistdappening now” (#N-41).

Many of those interviewed in Nepal felt that thereat education system was not providing
them with skills to be self-reliant, because therent system is too theoretically and
academically-oriented, catered towards nationaimsxaand does not provide vocational and
skills training that might translate into employreifihis was underlined by three youths
interviewed in a rural area who had recently drappet of school. When asked why they had
dropped out, they replied that it was because leked the money to continue their studies,
but also because they felt that going to schoolavasste of their time. The three felt that the
only positive gain they had received from goingttool was that they were literate and had
received training in numeracy, and that the restvbft they had learned in school was
completely worthless (#N-22). The issue of the divbetween school and working life will
be taken up again in the last section of this @rapt

While most interviewees in Nepal, Liberia, and Guadla felt that education was inherently
important, what was most important about educatvas the fact that it can facilitate travel
outside of the country for some individuals, wha geotentially earn higher wages through
employment abroad. Interviewees living in villagasd remote communities stated that
formal schooling contributed very little to improg their livelihoods, and that it did not give
them relevant knowledge for their daily survivadameeds (such as farming), since formal
schooling is academically, rather than practicaltyvocationally, oriented. Education was
thus desired as a way of gaining employment abrahere more money could be earned —
thus depleting the levels of knowledge, skills, amanpower that could be used to develop
the country, and worsening the brain drain and lis$iuman capital that resulted from
migration and killings during the conflicts. In Gamala, for example, emigration (especially
to the USA) enables people to earn much more mdmay they could within Guatemala;
having left their home country, emigrants are thbte to send money back to Guatemala to
fund their children’s education.

Yet, the problem is not only that few formally edted people are able to find jobs after
finishing their education in the three countriesiteid, but also that it takes a very long time
for individuals to even reach the possibility ofitig to find formal employment with their
education, because of the long-term nature of fbrsohooling. Even very high levels of
education cannot guarantee a living wage in theetlwountries studied for this report. Thus,
in many people’s eyes, the benefits of attendirigpstare too few, since there is very little
economic return on schooling, and any possiblermeis reaped far in the future. As one
school principal in Liberia stated, “people sayttbducation can delay you. You have to go to
school from first to twelfth grade before you getrething” (#L-33). Thus, “people look for
immediate gain such as rubber tapping, rather thaducation, which is long-term” (#L-8),
as a local education governance employee in Lilstated. While education may hold out the
possibility of formal employment and socio-economitvancement, for many the decision of
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whether to invest in education involves a cost-heaealysis. Education is a long-term and
very expensive investment for individuals, andhiére is no return on the investment (for
instance, through employment), or if it is thoutfat there will be little or no return on the

investment, then the motivation and demand for atioic may be lowered. Until it is clear

that education can provide the economic returnsesaled by the majority of the populations
living in Nepal, Guatemala, and Liberia, the vathat some individuals place on education
will likely continue to remain low. A situation airmed conflict could perhaps make this
worse, where young people are able to reap imnediabnomic benefits through stealing
and looting. For example, a Liberian principal eaiked that as a result of the war, “young
people have become interested only in earning maategr than looking at education. People
want material things. They are interested in whaytcan get right now instead of learning to
improve their future” (#L-22). Convincing peopleittvest in education in such a context is a
challenge, and thus greater attention must be givéinking education with the labor market

(Seitz, 2004).

While unemployment may be a root cause of an arowedlict, it is also made worse by
conflict. Armed conflict has detrimental economifteets on the countries it affects, severely
weakening economies by slowing economic growth divdrting government and private
spending away from social sectors such as educatiofund the fighting. Incomes decline
and are lost as businesses close owing to the peouwrity situation and a climate of
uncertainty. Farms and infrastructure are damagddiastroyed, and individuals are killed or
flee, causing substantial brain drain (Collierlet2003; Justino, 2006). Conflict thus reverses
economic development and creates what Collier .etedér to as aonflict trap wherein
countries that have experienced armed conflictaaneuch higher risk of renewed conflict.
This is because “conflict weakens the economy @&ayds a legacy of atrocities. It also
creates leaders and organizations that have invéstekills and equipment that are useful
only for violence” (Collier et al., 2003, p. 4),&that may financially, socially, and politically
gain from a conflict and thus be interested in r@imng their sources of gain. As a result,
incentives to build peace may be far lower tharemives to re-engage in conflict, and a
vicious cycle of revenge and war-profiteering mayén been established. In such a context,
educational provision might provide an importanage dividend, if schools are equipped to
serve as sites of reconciliation and recovery fodents, but also because education can give
individuals an opportunity to engage in alternatativities, such as the acquisition of skills
that may have higher positive benefits in the feitimcluding personal income generation.

Raising the Costs of Engaging in Armed Conflict

As outlined in Chapter Two, the economic agenda®srh of armed conflict is one of the
dominant schools of thought on the causes of arroeflict. According to this theory, rebel
groupswant to fight because rebellion is economically prdfieg and they arable to fight
because rebel labor is cheap. The opportunity abgbining a rebellion may be very low
where there are few income-earning opportunitieg #Hre better than the income earned
through rebellion. Income-earning opportunities prexied in this theory by the level of
education in the population (particularly the lesvef education for young men, as it is mostly
young men who join and are recruited into rebefijopras education theoretically raises
income (Collier & Hoeffler, 1999). Collier (2000@a, 94) writes that

The willingness of young men to join a rebellionghti be influenced by their

other income-earning opportunities. If young mecefanly the option of poverty,
they might be more inclined to join a rebellion nhi# they have better
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opportunities. | proxy these income-earning opputies by the amount of
education in the society — the average number afsyef education a population

has received.

Thus, improved educational coverage at all levalsukl increase the opportunity costs of
going to war for individuals, since they would havere and higher-paying options than
those offered by joining a rebellion. Consequerttig, income forgone by joining a rebellion
will be higher, providing a disincentive to pargiate in an armed conflict (Collier & Hoeffler,
2004; Urdal, 2006). More simply, educated persangeimore to lose economically, and are
thus less likely to risk death or imprisonment [@rtgipating in an armed conflict (Thyne,
2006; Vila, 2000; Degu, 2005).

Access to education is
critical for building peace.

lowers the opportunity
costs of participating in
conflict, among other
things. But, educational
access that results in

aspirations — for instance,

is just as dangerous, as it
can motivate and mobilize

Lack of educational access

unfulfilled expectations and

However, if educated individuals are not able talfbetter-
paying opportunities, such as formal employmentigtvh
may also largely dry up during the course of anearm
conflict owing to insecurity), then the opportunitpsts of
joining a conflict may be lowered, and unemploymaraty
become the basis of grievances that motivate pgopten a
rebellion. As Sambanis (2004) points out, levels of
educational coverage do not explain why countriggh w
higher education levels such as former Yugoslaseorgia,
Russia, Lebanon, and Cyprus have engaged in corifiic
explain the role of education in the outbreak omftiot in

because of unemploymentl—such countries, Sambanis (2004) and Collier & Hegeff

(2004) point to the curriculum and what is beinggtat in
schools. While issues of quantity should not beflated

individuals to participate
in armed conflict.

with issues of quality, what is being taught is afurse
important in countries with low educational covera@s
discussed earlier in this report. But, the frugtrand anger
associated with a perceived failure to reap thesfisnof an
investment in education — in particular, failuresecure
employment despite acquiring formal education -ukhaot be overlooked in understanding
motivations to mobilize for armed conflict.

In each of the three countries visited for fieldrkyanterview responses supported the above
argument about opportunity costs. People pointetth@éoeffects of education on uneducated
persons, reasoning that, if children received acation (particularly employment-oriented
education), this would give them the possibility safcio-economic advancement through a
career, and provide them with more and better dppiires and alternatives in life than those
offered by joining a rebellion and/or criminal afies, such as gangs. In the first place,
education and employment can occupy children’s time keep them under supervision, thus
eradicating actual opportunities to engage in éonfthough it must be recognized that there
is a fine line here between education as a progeicctivity and education as a means of
controlling young people) (McMahon, 1999). One pé&ia Liberia emphasized this point: “if
children learn a trade, that will keep them busg @rwon't give them the opportunity to go
and get involved in conflict” (#L-18).

If education can lead to improved incomes — and tbifier a way out of poverty — then

individuals may be less tempted to join rebel geoapnply because they need money, as a
group of vocational training students in Liberiaimied out. “An idle mind is the devil's
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workshop. Uneducated people were carried away plpewith money during the war,
because they had no money” (#L-5). Two childredisoanembers at a Save the Children
Resource Center in a rural area of Liberia echbi] $aying that “once people are educated,
they can work to earn money, and educated peopi¢ lba carried away by warlords and
exploited because they don't have financial supgedticated people can support themselves
and their families” (#L-31). A group of teachersdaschool committee members in Nepal
agreed: “If people are educated, they can engade pwoductive work and not make conflict.
But there is too much non-practical education n@tudents can’t get a job, can’t get
employment and can’t do anything, and as a relseit are ready to create conflict and crime”
(#N-40). School committee members in Nepal statatl donce the Maoists promised jobs to
people, there was no incentive to keep studying:

Education can keep the peace because educatidee@areness in people. But
the problem is that the present education systemti€mployment-oriented, and
this is why there has been conflict. There is npleyment, only poverty. People
cannot earn money, so the conflict was createdld@m joined the Maoists
because the Maoists promised the children theydvget jobs as police or in the
army. It is difficult to get a job, but it is easy join the Maoists because of
poverty (#N-5).

Interviewees in Liberia pointed out that educatimad a twofold benefit, not only
raising the opportunity costs of engaging in arncedflict (by raising the level of
income forgone as a result of joining a rebellidmyt also raising awareness of the
direct and social costs of conflict — that is, tusts of destroying not only physical,
material items, such as infrastructure and indestthat supply jobs for educated
people, but also opportunities for future generaidnterviewees in Liberia stated that
only education can prevent the return of war indbantry, because people will know
the value of lives and material things, and theauriial difficulty of rebuilding. Thus,
“they will not like the idea of having to build thmiildings they are reconstructing now
to be destroyed again” (#L-33), as a principal iibelria stated. A Liberian local
education governance employee summed up the litkele® education, employment,
and the valuation of lives, property, and inconmethe following manner:

Education can maintain peace if there is technarad vocational education
available for those who can’t go to high schookaese then these people can get
a job and an income. Otherwise they will be vulb&rdo armed conflict, because
someone can come along to contract them to fight.ifBhey have education and
a job that they are invested into, they can sayl i@ve a contract to build two
houses and my children are in school, and they reflise to engage in conflict
(#L-26).

Importantly, in the economic agendas literature,sitlow levels of secondaryschool
enrollment, not primary school enroliment, that émwhe opportunity costs of participating in
an armed conflict (Thyne, 2006; Collier & Hoeffle004). While universal primary
enrollment is the focus of the EFA campaign and sigpal that educational investment is
equitable, reaching everyone who needs it (Thyr$6® the issue of whether primary
education alone can raise the opportunity costpasficipating in conflict through better
opportunities and alternatives is unclear, pardidylfor adolescents and those of secondary
school level age (Lowicki, 1999). Secondary eduratevels matter because it is individuals
in this age bracket that are most likely to joimedellion, and parents may choose not to
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invest in primary education for their children dcondary education is unavailable, keeping
children out of school altogether (Birdsall, Levi&elbrahim, 2005). Interviewees in Nepal
stated that children should be taught skills immany school so that they can use their
education even after grades 5 or 6, but this iseotly not the case. Thus, the risk of
restricted access to secondary education may beitthaill not be enough to prevent
recruitment into a rebellion and, worse, that itl idrmulate grievances over educational
exclusion and stunted socio-economic mobility thetty feed into mobilization for armed
conflict.

In the end, it is unclear what threshold (if any)emlucational coverage would prevent

individuals from engaging in conflict, since conflihas occurred in both poorly and highly

educated societies; nor is it clear how one miglilress the question of how long it takes to
raise the education levels of an entire populafjperhaps as much as a generation) in
countries with low levels of educational coveralyareover, education cannot completely

solve the problems of unemployment, and employmeetited education, such as vocational
education, is expensive to deliver. Furthermore,ahestion of access to vocational education
can be as problematic as that for academic edugatidhat only the privileged may be able

to access vocational training (given its cost antiaited supply), or because certain children

are tracked into a vocational education and ara essult unable to pursue other forms of
education.

However, this is not to say that primary educai®mot a critical element in maintaining
stability. As Appiah & McMahon comment in relatidm sub-Saharan Africa, “all countries
where most are illiterate and wheyeth primary and secondary enrolment rates are low have
very low political stability” (Appiah & McMahon, 22, p. 44; italics added). Collier’s
statistical model demonstrates that higher levekdacation in a society can reduce conflict,
and each additional year of education reduces istheof conflict by around 20% (Collier,
2000a). But, increased levels of education do mdvesthe problem of unemployment,
particularly in countries where education levele argh. Nonetheless, providing universal
primary education may be an important signal to ar-affected population that the
government is investing in its citizens rather tharfighting, and that all citizens have an
opportunity to access education and have the plbiss#nd hope of employment and socio-
economic mobility. In this regard, getting all drén into school is very important, though
attention should also be paid to young people why bre over-aged by providing them with
vocational training and ALP cours&sand adults should be given opportunities for diegr
courses. It is the sense of hope (and other noretapnbenefits of education) entailed by
such measures that will be explored in the nexi@aec

Social Values for and Costs of Education

Social Values for Education

In addition to the private and monetary benefiteddication, education also endows benefits
on societies as a whole, which factors into how ahg individuals and society generally
value education. These social benefits are asa&lridis income-generation for individuals and
economic development for societies in building andintaining peace, because they are
related to the well-being of people and to positivergroup interactions. Included among the
social benefits of education is the fact that etdanamay reinforce political stability through
improved civic participation and the teaching oflues that reinforce participation (as
discussed in Chapter Five).
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In the three countries studied for this report, gpeadiscussed the different non-monetary,
social benefits that they perceived formal educatielivered and that were important for
building peace. In Guatemala, schools were vievgectitical sites for teaching values such as
friendship, respect, tolerance, and honesty —atffig the discussion in Chapter Four. The
ability to access information through schools wigilly valued by a Nepalese local education
governance employee: “Information flows through aation. Education makes people aware.
The network of the nation goes through the lower. tEvery corner of Nepalese society has a
school and there is education” (#N-15). A Nepalgeeernment employee pointed out that
education can help the farmer to improve his fagrkinowledge and skills (#N-33), but also
because the farmer cannot farm his whole life, asbarian principal stated. “Education is
important, even for farming. When you grow old, ywill be in decline in ability. So the
farming alone cannot help you your whole life” (8R).

Awareness, as a form of personal empowerment, veaged as a critical part of maintaining

peace — particularly awareness of one’s rights abalit the causes of an armed conflict. A
principal in Guatemala stated that “education calp o keep the peace by helping to give
voice, and enabling people to fight for their rgfh{#G-1). Learning about, and thus being
able to fight for, one’s rights was perceived agag of preventing conflict and ensuring that
one was treated well by others, as was knowing tadodi being able to critically analyze and
reflect upon other ways of resolving conflict — fexample, through dialogue rather than
through physical confrontation. As the members lafcal organization in Nepal stated,

When there is no education, people cannot undefstia® root causes of the
conflict and if the conflict is right or wrong, arlden people are easily convinced.
With education, people can question whether pea@dalking rightly or wrongly
and they can make good judgments. Education cangealple to understand why
the conflict is not good, and that peace is necgska life and development.
Education gives people the ability to analyze (#8Y-1

Acquiring the ability to make better decisions,rieag the difference between right and
wrong, and attainting basic literacy and numerakyissthrough formal education were
viewed by interviewees as important ways to raisefidence levels and gain a degree of
mental independence through the ability to makerinéd decisions. A group of school
committee members in Nepal felt that lack of ediocatvas to blame for the war, because
“uneducated people are easily convinced, and @leons can change their minds easily to
conflict” (#N-20). A group of over-aged studentsNiepal who had just been granted access
to primary school pointed this out, saying that ‘re can cheat us when we have education.
Before we went to school, we were cheated becaeseowidn’t calculate, read or write. We
were scolded by other educated people and childennow that we are getting education,
we feel more confident to talk with strangers” (8N-A group of over-aged Liberian students
felt similarly: “With education, no one can fool yor take advantage of you. Many of the
people who fought in the war did so because theag wasily convinced. Without education,
people are quick to be carried away. Educationhedp people to make better decisions and
to decide between right and wrong” (#L-5).

Large discrepancies in educational levels betwesitiqal leaders and citizens may play a
role in the outbreak and continuation of confligt. countries where very few people are
educated, and those that are thus command dispimpde rank and power within society,
people may be more inclined to follow educated makers than would be the case if
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educational levels were more equal. Educated iddals are more likely to have better
access to information and to social and economsouees, and to have the requisite
knowledge and skills to use those resources. Theyli@rate and can use various media
outlets, can acquire money, are more likely to lile o travel outside of their community of

origin and have a large social network, and hawessto and control over information that
they can use to convince people to mobilize foreatroonflict. Uneducated people may lack
the skills, knowledge, resources, and confidengeréssure leaders and their fellow citizens
to resolve problems peacefully and democraticallgheugh this can be a problem for

educated persons, too, depending on the circumedanc

Education was viewed as a form of portable wedl#t tvas more valuable than any material
object, because education cannot be destroyed byoted during an armed conflict in the
same way as infrastructure. Education can be takinindividuals if they leave, and can be
used to rebuild in the aftermath of a conflict. &mber of a teacher’s union in Nepal pointed
out that “in Europe, after World War I, these ctrigs allocated a lot of money to education
in terms of their national budget. If everything svdestroyed, there are still people with
education, knowledge and skills to build the nati@atk up in a short time. It is people who
have developed their nations, not natural resoungdé 34). Guatemalan refugees returned
back to Guatemala from Mexico in particular witregr enthusiasm for education and the
skills needed to acquire jobs and to rebuild thegs, the education system, and the country
because they had received education while in @xiMexico. A parent in Liberia stated that
“my education is a treasure for me. It is portablealth that doesn’t expire and can’t be
stolen” (#L-18), while a Liberian primary schoobtder emphasized that “education is your
sole property, anywhere you go you take it with.ydaterial gains will only remain for those
who are left behind. The education you get, you édle it until you die. And you can pass it
to your children” (#L-22).

One of the strongest sentiments expressed abooataiu's role in building and maintaining
peace relates to the sense of hope that educatotsgand the fact that, through schooling,
individuals can plan and have goals for the futurd feel that their opportunities are

increasing. In all three countries studied, greaiecess to [ . _
education was giving people more hope and was pettas a | |1€reis no
way of preventing the recurrence of conflict. Irbéiia, educated | Peace without
persons — such as the country’s president, Ellensim-Sirleaf — hope.” Albert
are role models for many children because of tiedative success Camus,The
and well-being in society. Some of those who foughtthe | Plague(1947)

country’s civil war are now nowhere (though othéeve been
successful in setting up businesses or servingvempment),
whereas some educated persons have been abledterfiployment and rebuild their
lives. This has provoked resentment among manygexrcombatants, who feel

that they have been abandoned by educated peogeoup of primary school students
in Guatemala felt that “education is needed to bezsomebody important in society in
the future” (#G-31). This is because education araxges people to think and plan for
the future, and offers the hope of socio-econordi@acement. After an armed conflict,
hope for the future may be critical in detraumatigzboth children and teachers, and in
giving them a sense that the situation has retutnewrmal — though normalcy may be
what children and young people rebel against inifg fighting forces, if normalcy
implies exploitation of children and young peopjetéachers and/or elders.
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Social Costs of Education

Despite the many social benefits of educationritevees also discussed the social costs of
formal education and the potential continued cbation of education to social instability. In
Guatemala, individuals from indigenous communia@sl backgrounds discussed how little
space had been allowed for the teaching of indigeraultures, histories, and values in the
aftermath of the conflict, despite the provisioms the Guatemalan peace accords for
multicultural, bilingual education. This has proecktension between the government and
indigenous communities. One aspect of formal sehgaliscussed in Nepal and Liberia is a
perception that formal education creates sociafisfuhctional individuals — a view that co-
exists alongside the positive views expressed dioootal education (discussed earlier in this
chapter). This is because many educated personsatrable to find employment, and
individuals thus look at schooling as a useless wndhless investment. But, the social
dysfunctionality of formally educated individualssvalso viewed as the result of a very large
cultural divide between the school and the commuribm which student originate,
particularly so in rural communities. A local edtioa governance employee in Nepal
emphasized this, saying that “education needs ppat lives and connect to employment.
However, students don’t want to go and work inftbkl, because education is only sitting on
the chair and not working. Education has produceopfe who don’t want to work in the
occupation of their parents” (#N-29). This commexitected widespread feelings in the three
countries that schools are alien institutions witthieir local communities because schooling
does not connect to the realities of community, Ei@ce educated individuals do not feel that
they should do manual labor, domestic work, or fagnMembers of a local organization in
Guatemala felt that “there is discordance betwéenréal world and the lesson plan, as the
lesson plan doesn’t respond to the needs, intestisproblems of the community. Children
then have no motivation to continue with schooli@G-10).

A widely expressed view in Liberia was that forndlestern) schooling was responsible for
the war, as it was formally schooled individualsowy and large started and continued the
war and organized the mostly uneducated populageatticipate in it. Western-educated
people were in government in Monrovia and perpetlidhe corrupt practices that in large
part led to the civil war. As one school princigthted, “people claim that educated people
are responsible for the war. Educated people didiktto people in the rural areas, and they
were the ones making policy. Many elites investeirtfinances outside the country and sent
their own children to school abroad, which contrétalito the failure of the education system”
(#L-3). This sentiment was echoed in Nepal, wheterviewees stated that it is educated
people who have been involved in government coiwaptwho hold inordinate amounts of
power over uneducated people, and who as a resudt Ieen able to get away with wrongful
actions.

In Liberia, one consequence of widespread viewsiathe role of formal education in the
creation of the country’s conflict is that somegrds (primarily in rural areas) prefer to send
their children to the “bush school” to be initiatedio one of Liberia’s many secret societies,
where they will acquire knowledge more relevantheir daily lives, rather than to formal
schools. This view is complicated by the fact tladtier the war, highly educated people have
been able to benefit from jobs in urban areaskantiany uneducated and rural peoples, who
feel shut out from the economic opportunities adadfter the war. This was discussed in an
interview with four teachers in a rural area oféila (#L-22):

Sometimes parents are more willing to pay for thehbschool than academic
school. Some of the reasons are that people belleateWestern education is
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destructive, because those who brought the wahnigncountry and have caused
havoc and trouble, they are all educated and haee b the Western countries.
They came back here, they organized the illitepgeple and they carried out
maximum destruction. So the rest of the populatspecially the illiterates, have
the opinion that Western education is destrucBaepeople are now skeptical and
they don’t have confidence because of what hasdraggh That is one reason
people are supporting the culture and not Westelurcation, because of the
destruction done by the educated people. They dwmwve full confidence any

more because of the misbehavior of the educatedalthhises done by them in this
country (#L-22).

Compounding this problem is the fact that educakish much of its value in Liberia during
the years prior to the war. During Samuel Doe’sytear reign, it was ethnicity and family
connections, rather than education, that counteddquiring jobs and government positions.
During the war, the number of people killed and tiluenber of heinous acts committed, as
well as the amounts of money and weapons one congdanvere important for acquiring
jobs and positions in society. As one schoolteaohéiberia pointed out, “the war brought a
kind of saying in our country that education meanthing. The war made it such that
education lost its value, because the man who alikmow anything had lots of properties, a
lot of money, he could control the destiny of othople who had education” (#L-11).
Combined with the view that Western education istretive, this decline in the value of
education during the pre-war years has made ilasigihg to change perceptions about and
the value for education after the war. However, rompd access to primary education, the
building and rebuilding of schools, and the avaligbof uniforms and supplies to children in
the post-war environment have begun to change thesspectives of formal schooling as
being irrelevant and of low value.

Conclusion

This chapter has examined the social benefits efahd for, and costs of education in
relation to building peace during and after an atmenflict. The value that education has for
people is a function of access, rights, and refuand depends to a large degree on what the
perceived and actual outcomes of education areetdtahding the benefits that education
endows on both individuals and societies, as wellhaw people value it, is critical to
addressing the problem of how to secure educatiaeakss for all children, and for
understanding the ways in which education can bpéldce. Education can provide positive
benefits that can build peace — through, for insarassisting economic development,
instilling feelings of hope for the future, buildjinskills for participation, and teaching
attitudes and behaviors that promote positive jrgesonal and intergroup interactions. But,
the way in which education is managed within aetyctan also entail significant costs that
may threaten social stability — for example, assult of lack of access, irrelevant content, or
failure to lead to formal employment. Critical gtiess must be addressed not only about the
relationship between armed conflict and the fumctémd philosophy of education within
society (i.e. social control or social transformaaji but also about the relationship between
armed conflict and the outcomes of education, agliormal employment, the creation of
trusting and cooperative relationships, and thelgation of particular attitudes, values, and
behaviors. Unfilled aspirations regarding the oateoof formal education can play just as
important a role as inclusiveness, attitudes, atationships in the outbreak of armed conflict
and in building peace.
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Chapter Seven

Conclusion

Summary of Findings

This study has shown that formal education systeswe a vital role to play in building peace
in countries affected by armed conflict. Fieldwadnducted in three countries — Guatemala,
Nepal, and Liberia — highlighted some of the wagswhich education can build the
conditions for long-term, positive peace. In paite, this report has outlined four conflict-
transforming concepts that mediate the relationSleifpveen education and peace: Equitable
educationainclusionwithin the formal education system can redressvatbns to engage in
armed conflict in order to seek justice for pereéivor actual grievances, and can eliminate
opportunities to participate in armed conflict. 8chsocializationprocesses can impact social
acceptance of and social constraints regardingutee of violence and mobilization for
participation in armed conflict. As a result of imped quality and safer, protective learning
environments, individuals may have fewer grievaneesl thus less motivation — as well as
fewer opportunities — to engage in armed confBetilding up trust and cooperatiosadcial
capital) through school-based organizations can rectifyvgnees over lack of participation,
in addition to improving relationships between induals and groups. The variogscial
benefitsof education (including hope and possibilities the future as well as improved
levels of socio-economic development) can raisesth@al, direct, and opportunity costs of
engaging in armed conflict.

While armed conflict is an incredibly destructivecal phenomenon, positive change has
occurred in the education sectors in each of theetltountries studied in this report, thus
promoting the larger transformation of each of dwnflicts. Educational access, school
socialization processes, and the involvement oémiarand communities in school decision-
making processes have vastly improved in the atigrrof the conflicts in each country. This
has helped to facilitate wider social inclusion @nes people the opportunity, and the hope,
of the socio-economic mobility that has long beenidd to a large majority in each country.
The challenge for the education system and sosig@ti@ach country now is to sustain these
improvements in the long-term, to learn to achisweial change in nonviolent ways, and not
to allow the situation to revert to past practisesply because the post-conflict phase is over
and the peace dividend has expired. The dangesrefwed conflict is high: the risk that a
country will see the re-emergence of armed conflithin five years of the end of a previous
conflict has been estimated at around 44% (Cobierl., 2003). Conflict often resumes
because factors that initially caused a war ailé mtesent in its aftermath; thus, conflict
transformation is critical for avoiding the resuioptof war. In this respect, education has an
important role to play — perhaps particularly thgbuits relationship to socio-economic
development, since armed conflict is largely com@gad in very poor nations.

In addressing how education can build peace oryarsely, foster the outbreak or re-
emergence of armed conflict, the contextual nadéitbe conflict and the education system of
the country in question must be taken into consitlem. The conflicts, societies, and
education systems of the three countries selecedhé present study vary greatly. Thus,
attention to the context of any country affectedabyed conflict is vital. Each armed conflict
is unique, and none follows a neat, linear pathurdes may go in and out of conflict in a
continuum. Therefore, as we examine how educatonceeate, build, and maintain peace in
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a country affected by armed conflict, we must askvhthe education system can be
strengthened to mitigate the effects of armed anfFor instance, if a conflict is an identity
conflict, examination of how issues of identity a@dressed in the education system — for
instance, through the curriculum or through acaesshe system — is prudent (see, for
example, Bush & Saltarelli, 2000).

Consideration must also be given to the role tiatcation plays in each of the stages of a
conflict in building the conditions for peace. Ireprar cases, questions must be asked about
how the education system might contribute to triggefuture conflict, and actions taken to
prevent this. During the conflict stage, part oé tholution might be to restore access to
education as quickly as possible — to encourageledo lay down their arms, to provide a
safe space for children and young people, and tompte peaceful values that offer
alternatives to the use of violence. During thetposflict stage, actions may include
reconstructing the physical infrastructure of tleenfal education system and revising the
curriculum and education policies. Given the exgeamastruction to an education system that
can result from armed conflict, it is essentiathas stage to restore what has been damaged
and to address the needs of war-affected grouph, asirefugees or ex-combatants; however,
it is also vital to address how education might enasontributed to the outbreak and
continuation of an armed conflict in the first pac

Figure 7 provides a simplified visual representatié the relationship between education and
peace within a peacebuilding framework. As outlinadChapter 2, the United Nations
considers three elements to be critical for buddgeace in the aftermath of armed conflict
(United Nations, 2001). These three elements arolisvs. Within the security domain,
peacebuilding activities may include the deploymefit peacekeepers and/or military
observers; reform of the judicial and security sect(to include the military and police
forces); implementation of a DDR (disarmament, deitimation, and reintegration) program;
and landmine clearanc&trengthening political institutions and good gavaance require
strengthening democratic institutions and participa mechanisms; capacity-building for
government and civil society; human rights trainiredectoral assistance; and fighting
corruption.Social and economic rehabilitation and transforroatconsists of fostering the
conditions for development; national reconciliatiaghe return of refugees and internally
displaced persons; civil society involvement; ditamto youth issues; job and livelihood
creation; reconstruction of infrastructure; psydwal trauma counseling; and — central to the
theme of this report — the provision of social g8 such as education and health. While
education cannot by itself build the conditions ffeace, and while it may take a long time to
build peace through education, education doesalaye in building peace within each of the
three elements outlined above. For instance, withan security domain, education is an
important component of DDR processes, while schagled organizations have a vital role to
play in strengthening participatory mechanisms, #émas political institutions and good
governance.

82



Internal and
External Security

Transforming
attitudes and
behaviors

Inclusive
education

Building
peace

through
education

Providing Improving
hope for trust and
the future cooperation

/7
Social and Economic Rehabilitation ¥ Strengthen political
and Transformation 7/ institutions and good
-provide social services such a# governance
education and healtt

Figure 7: Elements of peacebuilding and the fouflad-transforming elements of education

This report has identified six interconnected arefikey findings that are important for
promoting and building peace through education. Tihdings evolve around inclusion;
government investment; quality education and ptetéclearning environments; the
curriculum; participation; and socio-economic depshent.

1. Equitable educational inclusion lowers motivation ad raises opportunity costs
for participating in armed conflict.

» Exclusion from educational opportunities can cremtevances that serve as
motivation to engage in conflict. Educational esotun (particularly exclusion
from secondary education) can also lower the oppdst costs of participating
in armed conflict, providing a pool of individuas higher risk of being
recruited to take up arms.

» Educational inequalities (such as gender and/miethequalities) reflect
patterns and norms of exclusion within the wideriety. Where formal
education transforms the institutions that repreduiolence and social
inequality, and where formal education systemsgatdtuman rights,
educational inclusion can build peace through tieenption of social justice.

» Access to formal education can be an equalizerdmtvindividuals and
groups in society, changing the nature of relatiggsbetween individuals
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from vertical to horizontal and eradicating horitannequalities between
groups. Equality of access and the nature of thigilolution of resources within
a formal education system are critical, but consitien may need to be given
to the needs of disadvantaged groups for equéyufility is to be achieved.

In Guatemala, Nepal, and Liberia, inclusive edwrais helping to improve
relationships between groups of people by addrgdkim group inequalities that le
to the outbreak of the conflicts in each countsueh as the exclusion of
indigenous peoples in Guatemala, caste and gemstgimgination in Nepal, and
inequalities between urban, rural, indigenous, sattler peoples in Liberia.

[®N

2. Government investment in formal education systemssi critical for building
peace.

» The political will of a government to invest in edtion signals that the state
cares about and can provide for all its citizeedressing grievances that can
serve as motivation to engage in armed rebelli@nsg the state. Thus,
investment in and provision of quality formal ediiga can strengthen the
state and provide an effective defense mechanisimstgebellion.

* Where the state fails to provide education, this@avide an opportunity for
rebel groups to build legitimacy and to garner supfor their cause, either
through the delivery of education and other saaéaVvices, which can foster
dependency on these groups in relation to suclhicssnor through the
destruction of education opportunities.

* When government spending is redirected to the aducaector and formal
education is delivered in a violence-free environmaclusive, quality formal
education can play a part in demilitarizing society

Liberia’s historically elitist, urban formal edugat system has been made more
inclusive in the aftermath of the civil war. Thiashbeen an important peace
dividend to help rectify grievances over sociallegson and was an incentive to
lay down arms. The current government has beewesictipromoting the country’s
free and compulsory education policy, resultingmproved enrollment figures angl
sector financing. Education spending has increfreed US $8.2 million in 2005—
06 to US $13 million in 2007-08. Enrollment hasoatereased, especially among
girls. In public primary schools, female enrolimémtreased by 24% between 2006
and 2007, and male enroliment by 18% (Republicibétia Ministry of Education,
2007).

3. Quality education delivered in violence-free, coopative learning environments
teaches children critical lessons about nonvioleronflict resolution.
» Quality education delivered in child-friendly, vesice- and fear-free
environments can encourage individuals to use pealaeeher than violent
behavior to resolve conflicts, solve problems, affdct social change.
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» Codes of conduct are effective mechanisms for iedudolence and
harassment at school, and for ensuring equal aaieand nonviolent
treatment in their place.

* The variety of individuals with whom children conmto contact at school
(including students and teachers) is critical &aching children how to
positively and peacefully interact with individudtem different religious,
ethnic, or other types of groups. Contact can boeatn negative stereotypes
and discriminatory attitudes that might otherwiseused to mobilize people to
participate in conflict. Extra-curricular activiiesuch as sports and clubs, can
increase contact time and positive interactionwéen children, as well as
providing children with opportunities to use thiéamne constructively.

In Nepal, codes of conduct and the Schools as ZohBsace campaign have
improved child protection, reduced child participatin the conflict and violence in
schools, and improved relations between childesgchers, and local communities

4. The curriculum is a critical element of both heighening constraints against the
use of violence and promoting human rights.

» Education that develops critical, independent timgkhrough child-centered
teaching methods can encourage individuals tovesminflicts nonviolently,
guestion participation in a conflict, understane tiosts and consequences of
conflict, make better decisions, and understanid tights. Without such
quality education, people can be easily convinoggatrticipate in an armed
conflict.

* Human rights, peace, and/or civics and citizenshdigpcation can be essential
elements of a conflict-prevention curriculum.

» History can be a difficult topic to teach in théemmath of a conflict. It is
important for curriculum planners to be aware @ #nd to think carefully
through the incorporation of history into the couatum.

In Guatemala, bilingual and intercultural educatias been included in the
official curriculum to rectify the inequalities reg@uced through the education
system that contributed to the outbreak of the trgisnconflict. Child-centered
teaching methods have also been instituted in smineols, improving children’s
participation and learning, as well as reducindernoe in schools.

5. Participatory education systems can raise the sodiaosts of and constraints
against engaging in armed conflict.
* A formal education system that builds trust andpswation among individuals
outside the school walls through their inclusive nransparent participation in
school-based organizations can heighten the soast$ of and constraints
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against the use of violence, and encourage theepdacooperative resolution
of problems.

« Children’s clubs are an effective mechanism foroemaging children’s
participation, protection, and empowerment to brgiesace and social change
in schools and communities.

* Because conflict is a multilayered phenomenonnpta@agement of local-level
relationships and conflicts is critical to the wigieace. In this respect, the
membership and efficacy of school-based organiaatinich as PTAs, SMCs,
and children’s groups must be taken into consid®raas these groups can
promote discrimination (such as gender, ethnicaste discrimination) and
participation can become tokenism.

In Nepa, children’s clubs have been particularly succdssfmitigating the
impact of the country’s civil war. Children’s clubave improved both children’s
participation and child-protection mechanisms ipaleand they have
successfully empowered many children to createtiigesnonviolent social
change in their communities.

6. Education that fosters positive socio-economic del@ment can help to prevent
armed conflict.

» Education facilitates socio-economic developmeihictv can both reduce
group inequalities in society and motivations tdtipgate in armed conflict
and raise the opportunity costs for individualemngage in armed conflict
when employment and equal opportunities for socmemic advancement
exist.

* A curriculum that is irrelevant for daily life anebeds and/or that fails to
connect to employment in the formal labor market ciaeate grievances that
may mobilize individuals for participation in armednflict.

» Education is portable wealth. It does not expireannot be taken away; and it
can be passed on to future generations, creatimgtErm benefits for both
individuals and nations.

During the civil wars in Guatemala and Liberia, eaied individuals were able tdg
do better than individuals with no formal educatiand they have been able to
prosper and more quickly rebuild their lives in gftermath of the conflicts. As
individuals in Liberia stated, “education is a seee. It is portable wealth that
doesn’t expire and can't be stolen, and anywheteggoyou take it with you.”

Recommendations

Based on the findings of this report, a numbereyf kecommendations have been formulated,
targeted to a range of different actors. Thesersdtwlude national governments of states
affected by armed conflict; donor countries; p@phnts in peace processes, such as peace
mediators; international agencies, including insdional NGOs and I0s (e.g. the United

86



Nations and the World Bank); international and ovai civil society groups; the local
communities that schools serve; and school-bagedsasuch as teachers and principals.

National governments, donor countries, and participnts in peace processes (such as
peace mediators) must:

1. Incorporate education as an integral and integratectlement of peacebuilding and
conflict transformation processes.

» Education must be recognized as an essential eteshboilding peace and
transforming conflict. Education should be incogied into peace
agreements, as and where appropriate, and thermaptation of educational
components of peace agreements should be ensured.

* The reconstruction and reform of education systemst be integrated into
post-conflict planning and activities to addressgimalities and injustices that
are often root causes of conflict.

National governments, donor countries, internationhagencies, and civil society must:

2. Promote social justice and conflict transformationthrough the formal education
system.

¢ In designing education programs, policies, andicuia in the context and/or
aftermath of armed conflict, the root causes andeod-specific catalysts of
armed conflict (e.g. ethnicity, religion, poverand other group inequalities)
must be taken into account and redressed to prévemecurrence of violence
and to build sustainable peace.

e The role that education should play in society -etlbr for social
transformation or for the maintenance of the stgtis— must be actively
addressed.

¢ Resources in the education system should be digtdifairly and evenly in
both rural and urban areas, and between rich aodgmzial groups, in order to
address the root causes of conflict. Attention nbespaid to urban biases that
may be present in the design of education progranigies, and curricula.
Consideration may need to be given to both equality equity in relation to
both educational access and the distribution afess.

¢ While private schooling is an important elementhaf formal education
systems of many countries, it can also help todoeflict when it contributes
to creating large social horizontal inequalitieatttan mobilize groups to
participate in armed conflict (as in Nepal). A ada must be struck between
public and private educational provision where ereste significant capacity
gaps in government service in order to minimizedteation of large social
inequalities through the formal education system.

e Merit must be the basis of selection and promadtorboth students and
employees within the formal education syst&wmlection for jobs and student
promotion should be based neither on nepotist@moamupt practices nor on
favoritism.

3. Provide sufficient financial support to and build apacity in education systems.

* Governments and donors should take advantage @fititow of opportunity
after a conflict has ended to promote peace threulgfcation by investing
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financially in and working on capacity-building wih the formal education
sector.

Governments should recognize the important andipesignals that
educational provision sends to citizens, and sheao&lire that good-quality,
inclusive education is both accessible for all amdilable locally. National
laws and policies must be enacted to recognizgll faind protect the right to
education.

The direct and indirect costs of primary educasbauld be reduced. Where
possible, primary education should be free, anectliind indirect costs — such
as for tuition, uniforms, and other materials -derated.

Teachers should be paid living wages, delivereta and in their local area.

4. Design and promote relevant, peace-promoting currida in a participatory
manner.

Curriculum designers need to develop curricula itheltide knowledge that is
appropriate for all, not just the urban elite ar #iready privileged.

The curriculum should transmit skills and knowleddput peaceful and
tolerant interaction with other individuals, andabnonviolent change and
resolution of problems. This may take place throlgth formal and informal
teaching, as well as through peace education, huiglats education, and/or
civics and citizenship education, though carefalittht must be put into the
teaching and planning of such courses.

Use of the local language(s) as mediums of instmdh schools should be
encouraged, particularly at the primary level, with a degree of flexibility
to ensure that students also learn the dominagti&ge of the society within
a bilingual teaching model. Resources must be ragd#able by
governments and donors to adequately develop béihgnd local language
instruction, including the training of teachers dnel development of
teaching materials.

5. Better connect the formal education system with théabor market.

Inter-sectoral planning and coordination is neetddaetter connect the
formal education system with the labor market. Sight financial
investment must be made to facilitate such cootitina

In addition to formal academic schooling, vocaticaad technical education
and training in skills relevant for the labor markkould be made more
widely available and affordable.

National governments, civil society, individual schols, staff members at schools, and
local communities must:

6. Actively use participatory planning and decision-m&ing methods within the
formal education system.

As far as is logistically and financially possibéglucational planning and
decision-making should be based on a participatagel that involves local
communities, schools, and children. Local commasishould have the
opportunity to participate in planning curriculedaio incorporate local issues
into the curriculum.
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» A balance must be struck between central planniagcantrol over the
planning and financing of education and over th&gieof education
programs, on the one hand, and local participatiatecision-making within
the education sector, on the other, that doeseasaoltrin an increased
financial burden on local communities to delivenaaling. Capacity-
building and skills development in local commurstraust also be
implemented in order for community participationb effective and
meaningful.

7. Ensure that policies and school practices promote ialence-free learning
environments.

» Schools must be declared zones of peace and haadradndly learning
environments and policies.

* The use of corporal punishment and violent discgrly methods must be
eradicated, as well as verbal and sexual harassdisatimination and
exploitation by teachers and school staff, andddngolitical recruitment.

» Schools should have codes of conduct that childrehteachers have
participated equally in creating. These codes shbalvisible to and fairly
enforced by all students, teachers, and schodl staf

8. Promote children’s participation and the use ofctive teaching methods.

» Schools should promote the use of active, childered teaching methods
to instill critical thinking skills and to teach itdiren to effectively express
themselves. Rote learning, banking, and militaristodels of teaching
based on copying and memorizing should be eradicate

» Child participation (for instance, through childi®nlubs) is an effective
way of teaching peaceful participation and intécactore generally, and
it can promote the perception of children as comitgunembers able to
actively participate in decision-making and discarssChildren’s
participation, within both the classroom and thenowunity, empowers
them to ask for their rights and to ensure thein @notection. Such
participation must be encouraged through the uséitfren’s clubs,
through the addition of child members to SMCs améd$ and through
advocacy efforts.

Future Directions for Research and Concluding Reméks

This report has examined the relationship betwedurcation, peace, and armed conflict,
demonstrating that education has a vital role &y jph building peace in countries affected by
armed conflict. This latter point is increasinglycapted within the international community,
but work remains to be done to bring educatiorhtoforefront of peacebuilding efforts. The
present report represents a step in that diredbiainopens the way for continued research into
the relationships between education and peace. Abau of possible ways forward are
outlined below:

First, the report has analyzed the relationshigveen formal education systems, peace, and
armed conflict. However, informal and non-formaliedtion can also play an important role
in building peace, and future research should addtee link between these forms of
education and peace and armed conflict to give eerholistic picture of how the various

89



dimensions and forms of education can build peackeudifferent conditions and in different
contexts.

Second, the concern of this report has been witiedrconflict, not necessarily with other
forms of violence — such as terrorism, crime, riaespression, or genocide. While the
incidence of armed conflict is declining, this dogst mean that violence is necessarily
decreasing. Future research should address theonslaip between education and other
forms of violence.

Third, as outlined in Chapter Two, theories of adneenflict point to the role of motive and
opportunity in the outbreak of armed conflict. Hseg though individuals may have motive
and/or opportunity to participate in armed conflitlis does not actually mean that they will
actually mobilize to participate in an organizedugy conflict — which is what armed conflict
is (as opposed to random acts of violence; seeyd2d®4). Future research should examine,
in greater detail, and at the micro level, the ¢bmas under which horizontal inequalities
(including inequalities in access to educationpanticular lead to the outbreak of organized
group violence, such as armed conflict. In thipees, it will be necessary to investigate how
individual and group dynamics and contextual factotersect with education in a situation
of armed conflict.

Fourth, future research should improve understandih how education is taken into
consideration during peace processes, includingpglthe construction of peace agreements.
Specific measures regarding education have bedudexd in some peace agreements — such
as the 2000 Arusha Peace and Reconciliation Agneefoethe Burundian civil war — while
other agreements have not addressed the subjeduoétion. Investigation into whether and
how educational provisions in peace agreementstramftribute to building long-term peace
should be carried out.

In conclusion, national governments, donor coustrigternational organizations, civil
society groups, schools, communities, and indiMgluaust work to ensure not only that
education does not contribute to the outbreak ohear conflict, but also that the
peacebuilding element of education is actively ey@ll to resolve armed conflicts, to
prevent their recurrence, and to avoid the outbreflarmed conflict in the future. All
children have a right to education, and to an etilucahat delivers a peaceful future — a
future that entails not just the absence of viodebat also the presence and promotion of
social justice.
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Appendix One
Methodology of the Study

This research project is based on a multiple casgysThree countries in which Save the
Children operates educational programs were chasesingle, qualitative case studies:
Guatemala, Nepal, and Liberia. The cases each watgrms of both independent and
dependent variables. In terms of the independendhia gducatior), the three cases vary in
terms of the four concepts analyzed in this stlilyerms of the dependent variabpeécs,

the three cases vary considerably in terms of thmiry context (history, geography, social
and cultural composition of each country); the mattype, and root causes of the conflict that
affected each country; and the (post-)conflict staf) which each country currently finds
itself. Variation in the dependent variable is destoated in the table below:

Country and Conflict Years Stage of the Nature/Type of Conflict
Region Conflict
Guatemala 1960-1996 Long-term post- * Identity conflict
(Central armed conflict + Revolution/ideological conflict
America)
Nepal (Soutt 199€-200¢ Emergingfrom « Revolution/ideological conflict
Asia) armed conflict, + Currently secessionist/identity conflict in
but still Teral

experiencing
armed conflict in
the Terai region

Liberia (West 1989-2003 Short-term post-| « Identity conflict
Africa) armed conflict « Factional conflict

Qualitative research methods were used in the studyder to bring to the forefront the
perspectives of individuals and communities livingeach of the countries studied, and to
provide an in-depth look at the contextual naturearh conflict and the role that education
played in its outbreak and resolution. An explonat@search design and methodology was
thus needed to investigate individual and grougeions of, understandings about, and
experiences regarding the relationships betweeoatidm systems, armed conflict, and peace
— elements that are not always captured in quéimétatudies.

Data were collected during short-term visits toreaguntry through 125 qualitative, in-depth,
semi-structured individual and group interviewsvasl as through participant observation.
Interviews were conducted until the point of dadtusation was reached. Secondary sources
were also relied upon to inform the theoreticalndations of the study, to gather information
about the historical background of each countrgl Ensupplement and check the reliability
of information obtained through interviews and alagon.

The total sample of interview respondents was caag®f the following:
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e students in primary and secondary schools, as aglstudents in non-formal and
community schools and students participating irekrated learning programs:

» children/young people out of school;

» children’s club members;

» parents of students;

» parents of children and young people out of school;

e community representatives, such as elders;

 members of school-based organizations, such astpégacher associations or school
management committees;

» teachers and other school personnel, such as hetsand principals;

* representatives from education ministries and Igogkernment offices;

* representatives of local and international nongavemtal organizations, including
Save the Children staff;

» representatives of international organizationshsag the United Nations entities and
the World Bank;

* researchers working on issues pertaining to educgbeace, and/or armed conflict.

A wide range of individuals and communities werlesied for participation in individual and
group interviews to solicit a variety of perspeesy though the number and range of
participants was limited by the short amount ofetigpent in each country. The short nature
of the visits to each country also limited the thept knowledge gained through interviews
and observation. Areas visited for interviews aolosl visits in each country included the
country’s capital, urban areas in other regioneawh country, and rural areas. The project did
not rely on random sampling methods, and the figsli@re thus not representative of the total
population affected by armed conflict in each countherefore, the findings of this research
project can be analytically, but not statisticatigneralized to other populations and contexts.

To offset bias in the selection and characterisifaadividuals and communities selected for
participation in the study, efforts were made tswe that the sample was balanced and
varied in terms of the gender, age, geographicaition, cultural and religious characteristics,
and socio-economic status of respondents. Indilédwbo were affected by armed conflict in
particular ways and individuals involved in relevaducational initiatives were also selected
for participation in the study. Save the Childréaffsmembers in each of the countries visited
assisted in identifying and selecting most of thierviewees. This, of course, represents a
limitation of the study, in that the interviewedsosen may have had special characteristics
because of their association with Save the Childaad their responses may have thus been
biased in favor of Save the Children. However, alsmumber of interviewees not associated
with Save the Children projects were selected tinanowball sampling in each country, and
interviews with these confirmed that the resporesas characteristics of those interviewees
associated with and/or benefiting from Save the |dZém projects were not biased.
Furthermore, bias can be introduced during theectbtin and interpretation of data, either
through a reactive effect or through a social-@dsiity effect. In order to offset these forms
of bias and enhance the validity and reliability tbe responses, some of the interview
guestions were asked in different ways, and care taken to reflect on how the researcher
would be viewed by the participants.

Most of the interviews were recorded, but only witie consent of the interviewee(s).

Detailed notes were taken during all interviews abdervations, and these were written up
fully after each interview. When it was not possibb record the interviews (owing to noise
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levels or to the wishes of particular intervieweed@tailed notes were taken during the
interview (again, with the consent of the intervi®sg). A translator was present during most
of the interviews in Guatemala and Nepal, as wetlaring some of the interviews in Liberia.
Interview transcriptions and write-ups were thedemb and analyzed, both while in the field
and upon returning to Oslo.

Observations were conducted in schools to deterthimelassroom- and school-based factors
and practices that influence the relationships betweducation, peace, and armed conflict.
These school-based factors include such thingseakitiden curriculum and the relationships
both between pupils and between pupils and teacBatsiled field and observation notes

were kept, and several classrooms were observesef@ral hours at a time in each country.
All field and observation notes were coded and yeeal.

As noted in Appendix Two, all identifying charaastics of the interviewees have been
minimized in this study to ensure the confidentyaland anonymity of responses and
identities. This limits the ecological validity tfie study, but many participants did not want
their identities to be revealed given the sensithature of some subjects discussed.
Additionally, because children were interviewed amioserved, extra caution was taken
regarding the confidentiality and anonymity of theésponses and identities, as children
constitute a vulnerable population. While contextof utmost importance regarding the
uniqueness of each armed conflict, the aim of ¢higly is to build theory regarding the
relationships between education, peace, and armftiot, which does not rely on the full
disclosure of details regarding people and plaCescern that participants were not harmed
in any way as a result of the research thereforerrode concerns regarding ecological
validity. Furthermore, care was taken to ensuret thid participants were given the
opportunity to give full, informed consent beforeidy interviewed, observed, and/or
photographed. Participants were made aware of tighit to anonymity, the confidentiality of
their responses, their right to withdraw at anyetifom the study, the voluntary nature of
their participation, and the full details of theudy (including the intended use of their
responses).

A listing of interviews that were conducted forgisiudy can be found in Appendix Two.
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Appendix Two

List of Interviews Conducted

The following is a list of all interviews (125 intal) conducted in each of the three countries
selected for study. Identifying details and chagastics of the individuals who participated in
the interviews — such as names of the locationsrevirgerviews took place — have been
removed to retain the full confidentiality and awornity of the respondents. Interview
excerpts used in the text of this study are citgdhle country in which they took place and
the number of the interview in each country. Lomasi where respondents were interviewed
are indicated by whether they are in rural or udogations.

Guatemala

G-1 public school staff (females), urban

G-2 primary school students (females), urban

members of local organization (female and maleal

local government representative (female),lrura

out-of-school children (female), rural

teachers (males), rural

secondary school students (female and malegnu

primary school teachers (female and malejpmurb

Save the Children employee (male), urban

members of local organization (female andeairban

Save the Children employee (male), urban

members of local organization (female andepnahd teacher (female), urban

primary school students (female and maldjamr

members of local organization (male), urban

primary school classroom: puppet show/dramia female and male), urban

parent (female), urban

primary school student interviews and dranesgntation (female and male),
urban

parent (female), urban

Save the Children employee (female), urban

United Nations employee (female), urban

Save the Children employee (male), urban

Ministry of Education employee (female), urba

Save the Children employee (male), urban

Save the Children employees (female and nale)l

primary school students (female and malegl ru

community members (female and male) and &radmale), rural

primary school students (female and malegl ru

parents (male and female) and primary teadmesle and female), rural

local education governance personnel (maleg|

parents (female), urban

primary school students (female and maldjamr

primary school teacher (male), urban

-3
-4
-5
-6
-7
-8
-9
-1
-1
-1
-1
-1
-1
-1
-1
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Nepal
N-1

N-3
N-4
N-5

N-7
N-8

N-10
N-11
N-12
N-13

N-14

N-15
N-16
N-17
N-18
N-19
N-20
N-21
N-22
N-23
N-24
N-25
N-26

N-27
N-28
N-29
N-30
N-31
N-32
N-33
N-34
N-35
N-36
N-37
N-38
N-39

N-40

N-41
N-42

Save the Children employees (female and matban

local organization employee (male), secondahool teacher (male), principal
(male), students, (mix female and male) in clzm®is at private
primary/secondary school, urban

local organization employee (male), principable), urban

children’s club members (female and male)lrur

teachers and school committee members (feammlenale), rural

principal (male), rural

teachers, school committee members (femalevaaid), rural

students and teachers (female and male, niéxed), rural

children’s club members (female and male)lrur

secondary school teachers (female and nrai),

school committee members and teachers (feamalenale), rural

parents and students (private household,léearal male), rural

teachers, children’s club members, schoolmiitee members (male and
female), rural

local organization and employees of governrohitd protection committee
(female), urban

local education governance personnel (malegn

members of local organization (female andenairban

United Nations employee (male), urban

community members (female and male), rural

children’s club members (female and maleglru

school committee members and teachers (feamalenale), rural

school committee members and teachers (feamalenale), rural

drop-out students (male), rural

peace education students and teacher (feandlenale), rural

parents, teacher, school committee membensafe and male), rural
teachers, students, and school committee menffemale and male), rural
school committee members, local organizati@mbers, head teacher (female
and male), rural

teacher, peace education students and tedehwle and male), urban
teachers (female and male), urban

local education governance personnel (malegn

Save the Children employee (male), urban

members of local organization (female andelnairban

Save the Children employees (male), urban

government employees (female and male), urban

members of teachers union (female and maitban

United Nations employee (male), urban

members of Children as Zones of Peace Net@#erkale and male), urban
members of local organization (male), membérsiral children’s club, urban
school committee members, teachers, childrelab (female and male), rural
teachers, school committee members, studesutsnts (female and male),
rural

teachers, school committee members, socieker®, members of local
organization (female and male), rural

local education governance personnel (malegn

teachers, students, teacher trainers (fearmlemale), urban
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N-43
N-44
N-45
N-46
N-47
N-48
N-49
N-50
N-51
N-52
N-53

Liberia
L-1
L-2
L-3
L-4
L-5
L-6
L-7
L-8
L-9
L-10
L-11
L-12
L-13
L-14
L-15
L-16
L-17
L-18
L-19
L-20
L-21

L-22
L-23
L-24
L-25
L-26
L-27
L-28
L-29
L-30
L-31

L-32

employee of Ministry of Education (male), amnb

student union president (male), urban

government employee at child welfare entitale), urban
university education research institute pgete (male), urban
student union president (male), urban

international NGO employee (male), urban
international aid agency employee (male)aarb
Ministry of Education representative (malghan

World Bank employees (male), urban

member of teachers union (male), urban

Ministry of Education representative (malghan

Save the Children employees (male), urban

parents and teachers (female and male), urban

school principal (male), urban

students (female and male), urban

vocational training students (female and malehan

parents (female and male), urban

Ministry of Education representative (malehan

local education governance personnel (femaderaale), urban
Ministry of Education representative (femalafhan

member of local organization (female), urban

2 teachers (male), urban

employee at Ministry of Education (male), amb

employees of local organization (female),amb

local education governance personnel (maleg|

principal (male), rural

vocational training students (female), rural

vocational training students (female), rural

parents (female and male), rural

principal (male), rural

parents and school committee member (femadenaale), rural
meeting between local education governanceopeel, UNMIL
representatives, local organization membersf staimbers of international
NGOs (female and male), rural

teachers and principal (male), rural

principal (male), rural

Accelerated Learning Program students (femafel males), rural
Child Welfare Committee chairperson (malejat

local education governance personnel (maleg|

United Nations employee (male), rural

principal (male), rural

member of local organization (male), rural

United Nations employee (male), rural

Save the Children employee, teacher, childrelmb members (female and
male), rural

principal (male), rural
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L-33
L-34
L-35
L-36
L-37
L-38
L-39
L-40

principals (male), rural

staff members (male), rural

community members (female and male), rural
community members (female and male), rural
Save the Children employee (male), urban
United Nations employee (male), urban
member of local organization (male), urban
Save the Children employee (male), via email
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Endnotes

! Source for mapsttp://www.appliedlanguage.com/maps_of_the_wolla¢cessed 17 October 2007).

2 All photos were taken by the author during fieldiyawith the explicit permission of the individuals
photographed.

3 Excerpts from interviews conducted in the threentdes are used in this study, and are referréxy tine
country in which they took place and the numbethefinterview in each country. See Appendix Twodor
listing of all interviews.

4 This agreement can be viewecd#p://www.usip.org/library/pa/quatemala/guat 95038ml (accessed 5 July
2007).

® This agreement can be viewechép://www.gorkhapatra.org.np/content.php?nid=67atcessed 5 July 2007).

® This agreement can be viewechép://www.usip.org/library/pa/liberia/liberia_082803_cpa.htm{accessed 5
July 2007).

" This document can be accessebtgd://www.un.org/Overview/rights.htnfaccessed 5 July 2007).

8 The Uppsala University Conflict Data Program (UUR)Riefines armed conflict as “a contested
incompatibility which concerns government and/aeritery where the use of armed force between two
parties, of which at least one is the governmerat sfiate, results in at least 25 battle-relatethd&aAt the
heart of the UUCDP definition is the view that athwonflicts are defined by issues and incompatiedi
(Ramsbotham, Woodhouse & Miall, 2005). In the UUGHRaset, 25 battle deaths per year and less than
1,000 deaths total during the whole conflict cangtisminor armed conflictwhile 25 battle deaths and a
total of at least 1,000 battle deaths during thele/konflict constitutemtermediate armed conflictar is
defined by the UUCDP as occurring when there aleaat 1,000 battle deaths per year during theseoof
the conflict. Other conflict datasets, such asCGberelates of War (COW) dataset, define armed amnfl
differently. COW sets the battle-death thresholdgioned conflict at 100 military (not civilian) dia per
year, while the Stockholm International Peace Reselastitute (SIPRI) sets the threshold for maoned
conflicts at 1,000 battle deaths per year. Thowmtidsdeath thresholds are of more concern foissitz!
analyses regarding armed conflict, this study adlhere to the lower battle-death threshold encosegklsy
the Uppsala definition when looking at trends eflavar, because this better captures the variatiarmed
conflict. For instance, the ongoing conflict betwebke Lord’s Resistance Army and the government of
Uganda would not be counted as an internal armeflictoaccording to the COW or SIPRI definitions of
armed conflict. Though the battle-death threshslddt unproblematic itself (particularly because th
UUCDP data collection and coding methodology undents death tolls, and it is hard to distinguish
between direct and indirect deaths as a resulbflict; see Human Security Brief, 2006), a lowattle-
death threshold better captures the variationeénetels of intensity of armed conflicts, thatvariations in
the degree and amount of violence across differenfiicts. One final thing to note is that thisdyidoes not
subscribe to the view that one of the clashingigsih an armed conflict must be a state governnaent
evidenced by the Liberian civil war.

® According to Ramsbotham, Woodhouse & Miall (20@B}, termviolent conflictis similar toarmed conflict
butviolent conflictencompasses one-sided violence against unarmiédr@wsuch as genocides and other
forms of direct, physical violencArmed conflics two-sided violence.

10 Oxfam released a report in October 2007 that estiththe economic cost of armed conflict in Afrgiace
1990 as $330 billion, the equivalent sum of intéiomeal aid given to African countries by major dosio
during the same period. The report can be found at
http://www.oxfam.org/en/files/bpl107_africas_missibdlions_0710.pdf/download

1 In July 2006, conflict erupted between Lebanon snakel after Hezbollah in Lebanon launched a rocke
attack against the Israeli military and abducted tsvaeli soldiers. Israel responded with a bar@ge
airstrikes and artillery fire against targets irbhaon, destroying Lebanese infrastructure (to telihe
international airport) and leaving unexploded @ustombs in southern Lebanon.

12 50-called fragile states have in the past beeneaeéfailed states, failing states, weak states, transistates,
andlow income countries under stre$se term used by the World Bankhd each of these terms can be
broken down into different types of states, suchalapsed stateandanarchic state§Bgas & Jennings,
2005; see Holsti, 2000 on the categoryvebk states

13 salmi (2000) outlines a typology of violence i ttontext of education, based on four categorias.fifst
category igirect violencewhich includes the effects of violent conflictsdacorporal punishment. The
second category isdirect violencewhich includes inequality of access to educatioaquality of
educational opportunities, and lack of educatiom@éstructure. The third categoryrispressive violenge
which includes the absence of democracy in scharaisthe lack of education for democracy. The fourth
category isalienating violence




14 See the Save the Children September 2007 briefitided “The Use of Language in Children’s EducatiA
Policy Statement”. Retrieved 12 November 2007 fidtp://www.savethechildren.org.uk/en/docs/briefing-
policy_statement-scuk_language edu.pdf

151t should be recognized that violent school sigagion processes are found in poor countriestihae not
experienced or are not experiencing armed conflicth as Ghana or Zambia. Bullying at schoolsusdian
even the richest countries in the world, includvgrway.

18 While codes of conduct are important in reducirgleitation and harm at school, effective policelan
judiciary systems are key to stopping the widetanse of such practices.

" For an overview and critique of peace educaties,Gairns (1996) and Sommers (2002b).

18 putnam (2000) defines social transaction costieasosts of everyday life as well as the costsusiness
transactions. Reciprocity and trust are essentimponents of social transaction costs: individti@de off
short-term altruism for their long-term interest.dther words, one individual helps another indialdwith
the expectation that at some point in the futueesticcond individual will return the favor. Thusaiety
with more reciprocity and higher levels of trustisre efficient, because it is easier to get thishgse (see
Putnam, 2000, pp. 134-147).

19 A community is defined in this study very broadly“an open-ended concept that ... embraces netyhxs,
villages, ethnic groups, business, academia amdh’s(Bhalla & Lapeyre, 2004, p. 37). Moreover, a
community “concerns a particularly constitutedafesocial relationships based on something whieh th
participants have in common — usually a commoneeh&lentity” (Marshall, 1998, p. 97) or a common
goal (Rodehaver, Axtell & Gross, 1957). This stiglynore concerned with the concept of communits as
geographical grouping, since schools are locatespétific spatial locations and serve populatiaested in
the vicinity of the school building. Schools mag@kerve certain religious or ethnic communities,this
study is not particularly concerned with such défins of community, apart from the role that idgntay
play in group cohesion and mobilization for armedftict.

20 Seehttp://www.cwin.org.np/press_room/pressreleasas/jsiatement_cic.htrfor more information on the
CZOP campaign.

2L The relationship between education and econonaietliris contentious and much debated. While edoiati
may improve economic growth, it is also the case the relationship works in the opposition direstiin
that increased economic growth entails increaseddipg on and expansion of education, as well gisehi
wage gains from schooling (Bils & Klenow, 2000).eTéffects of education on economic growth are also
likely to be long-term and somewhat difficult toliate (Collier et al., 2003). In Britain, mass eatimnal
access followed economic growth, but the newly stdalized countries of Asia (such as Hong Kong,
Singapore, and Korea) achieved an almost totd#ydie labor forcéeforeindustrial growth began (Carm et
al., 2003; Sen, 1999). China does not currentlgyenpiversal primary education but has experienced
increased access to primary education since thiguitien of economic reforms in 1979 — the yeawinich
China last actively fought in a war (the Sino-Vitmese War). Since 1979, China has focused on e¢onom
growth and modernization (seép://hdr.undp.org/en/reports/global/hdr1996/pafsmei_zhang.piifin
India (where there are several ongoing armed asfliareas with a highly educated population have
attracted foreign investment (e.g. the openingatifaenters in Kolkata), but both educational ascasd
economic growth remain unequal in India, and tleation of social opportunities has been much slpwer
thus acting as a barrier to economic developmest,($999; see also
http://www.ibef.org/artdisplay.aspx?cat_id=391&&it=5899.

22 ALP stands for accelerated learning program. Theselesigned for over-aged children who have beeof
school owing to a conflict or crisis situation. Tii@grams condense six years of primary schoolitq i
three, and have been used in countries such asddg8ierra Leone, and Liberia.
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