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Resumen

Los enfoques convencionales para la 
construcción de paz no han llevado a so-
ciedades más pacíficas. Es necesario un 
nuevo enfoque de la educación para así 
producir el alcance político y los cambios 
sociales que muchos educadores para la 
paz han previsto. La Educación para la 
Transformación del Conflicto (CTE) es 
un enfoque prometedor que busca trans-
formar actitudes a nivel grupal más que 
individual; y afronta, en lugar de negar, 
su anhelo político de cambiar normas 
sociales respecto al uso de la violencia. 
La CTE puede ser una herramienta útil en 
el contexto del posconflicto del acuerdo 
de paz en Colombia.

Palabras clave: educación, transforma-
ción del conflicto, educación para la paz, 
paz, universidades.
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Introduction

Many scholars argue that formal and 
informal education can and should play 
a significant role in making the world a 
more peaceful place1.  They suggest that 
institutions of primary, secondary and 
tertiary education should promote values 
of inter-group tolerance and non-violen-
ce, that they should provide future leaders 
with skills needed to address conflicts 
constructively, and that informal educa-
tion should be used as a tool to increase 
inter-group equality. The field of peace 
education has emerged since the end of 
World War II based on the idea of repla-
cing a “war culture” with a “peace culture” 
(Aspeslagh and Burns, p. 46) characterized 
by non-violent approaches to conflict, 
equality, justice, and respect for human 
rights and the natural environment. 
 

1  Citing Dewey (1916) and Putnam (2000), authors Iftikhar Ahmad and Michelle Y. Szpara write 
in “Education for Democratic Citizenship and Peace: Proposal for a Cosmopolitan Model ” (2005) 
that, “education should be about creating a peaceful world, both locally and globally a world that 
binds humanity together across national and territorial boundaries.”

Colombia might seem to be a place in 
great need of peace education following 
the signing of an historic peace agreement 
in late 2016 between the government of 
Colombia and the Revolutionary Armed 
Forces of Colombia (FARC) that formally 
ended more than half a century of civil 
war.  However, this  paper takes a critical 
stance toward contemporary peace edu-
cation, and proposes a new approach – 
Conflict Transformation Education (CTE) 
– that would better respond to contem-
porary political realities related to peace, 
conflict and social change. CTE also 
would address a serious gap in terms of 
“scaling up” the effects of peace education 
from the individual to the social and po-
litical levels that contemporary practice/
theory usually fails to acknowledge. CTE 
proceeds from the controversial assump-
tion that creative conflict transforma-
tion represents the vanguard in terms 

Abstract
Conventional approaches to peace education have not led to more peaceful societies. 
In order to produce the broad political and social shifts that many peace educators 
have envisioned, a new type of educational approach is needed. Conflict transforma-
tion education (CTE) is a promising new approach that seeks to shift attitudes at a 
group level rather than individually, and embraces rather than denies its explicit polit-
ical aim to shift social norms regarding the use of violence. CTE could be a useful tool 
in the post-peace agreement Colombian context.

Keywords: education, conflict transformation, peace education, peacefulness, 
universities 



Admin. Desarro. 2018;48 (1): xx-xx

R
E
F
LE

X
IÓ

N

of promising approaches to conflict that 
can lead to increased and more sustaina-
ble peacefulness on a societal level. This 
paper will bring Gutmann’s theory of de-
mocratic education through the exercise 
of conscious social reproduction and 
Ben-Porath’s concept of “expansive edu-
cation” into conversation with theories of 
conflict transformation and peace educa-
tion. This conversation will illustrate the 
potential for education to increase accep-
tance and use of the principles of conflict 
transformation in order to influence how 
modern societies attempt to build peace.

Through its exploration of why CTE 
may be a more effective mechanism for 
building peace than traditional peace 
education, this paper will examine how 
CTE could play a positive role in the suc-
cessful implementation of Colombia’s 
historic peace deal, specifically as part of 
the Development Programmes with a Te-
rritorial Based Approach (PDET) that is a 
significant part of the Colombian peace 
agreement intended to help rural areas 
most affected by violence become re-in-
corporated into the state. I will argue -- 
based on my 15-plus years of experience 
working on university-based peace and 
conflict studies programs in Iraq -- that 
universities in Colombia, and particularly 
the Escuela Superior de Admininistracion 
Publica (ESAP) could have a very signifi-
cant role to play in implementing CTE.

The paper will begin by exploring the 
question of why peace education has, 
until now, failed in its attempts to build 
broad support for conflict transformation 

theory and practice. Next it will examine 
five concepts -- grounded in theory -- 
that should serve as the foundation of 
a dynamic CTE program; the paper will 
argue that a CTE program should be: 
dialogical and deliberative; explicitly po-
litical; challenging in terms of raising di-
fficult questions about peace and conflict; 
focused on building constituencies for 
conflict transformation, and; accommo-
dating of multiple perspectives on peace 
and conflict

Methodology

To develop this paper, I conducted a 
thorough literature review of contempo-
rary published sources related to peace 
education and conflict transformation. 
I then sought to find connections and 
tensions between those theories and 
educational theories from authors such 
as Freire, Bordieu and Passeron, Gutmann 
and Ben-Porath who write about the 
transformational power of education as 
well as its limitations.  Next, I constructed 
a model of conflict transformation educa-
tion (CTE) based upon those theories and 
offered examples from my work in Iraq 
that speak to the importance of each of 
the core concepts of CTE. Finally, I offered 
some preliminary thoughts on how CTE 
might be applied in the post-2016 peace 
agreement Colombian context. 
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Why has peace education failed 
to result in greater acceptance 
of conflict transformation?

Peace education is a broad – and broade-
ning – field. Over the past few decades, 
much debate has occurred about the 
goals and strategies of peace education, 
particularly as the most commonly un-
derstood threat to international peace 
has changed from the Cold War to inter-
national terrorism. This paper does not 
attempt to summarize or evaluate these 
myriad debates, but focuses instead on the 
question of why peace education has not 
been more successful than it has in terms 
of fostering wide acceptance and imple-
mentation of core principles it teaches, 
including conflict resolution, conflict ma-
nagement and – more recently – conflict 
transformation.
   
Rather than focusing on specific content 
issues, this paper examines the general 
approach of peace education as an 
intended method of social change. One 
assumption, in particular, must be eva-
luated: that providing peace education 
to increasing numbers of students – 
youths and adults – eventually will result 
in broad-based political, social and/or 
economic change in terms of how socie-
ties approach conflicts. As Alger (1996) 
writes, a core mission of peace educators 
is to ensure that their messages reach as 
large an audience as possible.
     

... [G]iven the poor record of states 
and the interstate system, in 
assuring either positive or negative 

peace for most of the inhabitants 
of the world, it should not be ne-
cessary to argue that peace edu-
cation should be provided for as 
many adults as possible. This will 
enable them to be more effective in 
pushing states toward positive and 
negative peace policies (p. 267).

This argument underlies much of the 
contemporary peace education literature: 
if peace educators expose more and more 
people to lessons about peace education’s 
central themes – human rights, conflict 
resolution, gender equality, and, more 
recently sustainable environmental prac-
tices – the eventual result will be broad 
awareness of these issues, leading to 
progressive political action and changed 
policies at the national and international 
levels. The field has grappled with the 
tensions of individual vs. systemic change. 
As Burns and Aspeslagh (1996) note, there 
has been a shift toward “holism” that:

links the individual directly, rather 
than through stages, to the wider 
environment ... individual change 
is directly related to global or 
universal change ... A move from 
societal peace to peace culture is 
central (p. 11).

Despite the apparent commitment of 
peace education to work for global 
change, it remains difficult to decipher 
a coherent methodology for transmit-
ting behaviors and attitudes developed 
in classroom settings into a broader po-
litical realm. Beyond simply assuming 
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an additive effect upon society through 
the education of ever-larger numbers of 
students with knowledge, awareness and 
skills needed to build peace, peace edu-
cation is concerned with shifting norms 
toward a culture of peace.
 

Most peace educators claim a su-
pranational rather than national 
or sub-national sectional order ... 
[with] normative appeals to justice, 
a common humanity and survival 
of the planet. Survival is the key 
underlying concern, and the focus 
is on averting war, and on alterna-
tives to war, which is considered a 
major threat to human life. And the 
advocates of education for peace 
see education as central to efforts 
to change actions and conscious-
ness in order to stop war and bring 
about a more desirable human and 
ecological state (Aspeslagh and 
Burns, 1996, p.9).

More than 60 years since peace educa-
tion became a formalized entity and the 
first academic college-level peace studies 
program was founded, it seems appro-
priate to ask whether the approaches 
of peace education actually are serving 
to bring about the broad international 
changes that it seeks to catalyze. War 
certainly has not disappeared and, though 
it has diminished in frequency in recent 
years, it does not appear to be disappea-
ring. In 2016, 28 wars – violent conflicts 

2  Data from Project Ploughshares’ Armed Conflicts Report 2017, retrieved from:  http://
ploughshares.ca/wp-content/uploads/2017/09/2017-ARMED-CONFLICT-REPORT-final-proof.
pdf

responsible for more that 1000 battle-re-
lated deaths – were ongoing; this repre-
sented a significant decline from the 41 
wars of 2000, but an increase of four wars 
since 2010. 2 A new measure that may be 
even more significant – the Global Peace 
Index, which seeks to quantify the peace-
fulness of states and the world as a whole 
– suggests that the world became 2.14 
percent less peaceful during the decade 
from 2008 until 2017 (Global Peace Index). 
So, whatever success peace education 
may be achieving at the individual or local 
level, it would be difficult to argue that it 
is having a major effect on the overall pea-
cefulness of modern society. Part of this 
failure can be attributed to a logical flaw 
in the basic theory of change employed by 
peace education.

According to Harris, one of the foremost 
scholars of peace education, the field is 
dependent upon an “important symbiotic 
relationship between peace movements, 
peace research, and peace education.” 

The activists lead, developing stra-
tegies to warn people about the 
dangers of violence, whether it be 
wars between nations, environ-
mental destruction, the threat of 
nuclear holocaust, colonial aggres-
sion, cultural, domestic, or struc-
tural violence.  Academics studying 
these developments further the 
field of peace research.  The ac-
tivists, hoping to broaden their 
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message, teach others through 
informal community-based peace 
education activities, such as 
holding forums, publishing news-
letters, and sponsoring peace de-
monstrations.  Teachers observing 
these activities promote peace 
studies courses and programs in 
schools and colleges to provide 
awareness of the challenges of 
ecological sustainability, war, and 
peace (Harris, 2008).

Harris’ account explains an educational 
system designed to develop awareness 
about violence and strategies for ending 
it. By his reckoning, activists and teachers 
share knowledge developed by acade-
mics with community-based groups and 
students enrolled in schools and uni-
versities. The only certain outcome of 
such awareness-raising is raised aware-
ness, not normative change. Harris ack-
nowledges that although a 1984 study by 
Eckhardt found that “after peace edu-
cation training, college students have a 
change in their attitudes toward peace 
and away from violence,” a 1992 study he 
conducted himself indicated that “college 
students most often are most interes-
ted in changing their own behavior after 
such training, rather than trying to work 
on external circumstances that cause 
violence” (Harris, 2000, p.404).

… [M]ost graduates of peace educa-
tion classes take the content matter 
of these classes and proceed to 
work directly on issues of violence 
in their own lives, as opposed to 

becoming peace activists and at-
tempting to stop violence in the 
external world (p. 415).

 
Harris acknowledges that peace educa-
tion “has not really taken hold in school 
systems around the world” and that “[f]
ormal school systems have largely ignored 
the educational insights provided by peace 
activist educators” (2008). What are the 
reasons for this poor treatment of peace 
education? Harris points to  “cultural and 
economic pressures to ramp up … curri-
cula to include more math and science 
so that school graduates can compete in 
a high tech global economy” as well as 
fear among citizens of many countries 
that peace education does not provide 
sufficiently strong strategies to confront 
“imaginary or real enemies” (2008).

Harris, somewhat startlingly, does not 
address peace education’s failure to 
explain how individual attitudes related 
to peace are supposed to translate into 
broader political shifts. It is worthwhile to 
consider Kelman’s focus on shifting politi-
cal attitudes, and how he moves “from an 
individual to a collective unit of analysis” 
through interactive problem solving wor-
kshops that sought to “[change] people 
not as isolated individuals but as members 
of an ethnic coalition and representati-
ves of broader political constituencies” 
(Baron, p. 17). Baron connects Kelman’s 
workshops to the educational theory of 
Vygotsky, who argued that a child’s actual 
potential development is best measured 
by a zone of proximal development, de-
termined by which problems she is able to 
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solve “under adult guidance or in collaboration 
with more capable peers” (Vygotsky, 1978, p. 86). 
Baron argues:

… [M]uch as a person can achieve a 
higher level of cognitive achievement in 
the context of social support, so can a 
political attitude become more positive 
when people are part of a cross-ethnic 
coalition than would occur without such 
a context ... This example is, in effect, a 
new way to spin Lewin’s (1948) proposi-
tion that it is easier to change a person as 
part of a group than as an isolated indivi-
dual (Baron, p. 17).

If collective attitude shifts leading to political 
action are much more likely to occur when par-
ticipants (learners) are treated as members of 
“broader political constituencies,” (Baron, p. 17) 
as Kelman’s work suggests, then the field of peace 
education may be operating at a distinct politi-
cal disadvantage by seeking to catalyze social 
change through the education of ever-grea-
ter numbers of individuals who may share little 
more than membership in an academic class.
   
Ben-Porath (2006) offers an important criti-
cism of peace education that brings the issue 
into greater focus, and helps to explain why 
peace education has not – and possibly cannot 
– succeed in gaining support for principles and 
practices of conflict transformation. She argues 
that peace education typically is “all too often 
based on definitions that are either too broad 
or too narrow” (p. 74). Peace educators, Ben-Po-
rath claims, tend toward either a “pedagogic 
approach” or a “holistic approach.” Those favoring 
the “pedagogic approach” focus on development 
of “identifiable capacities” for violence reduction Figura 1:  Sin título, fuente: Pixabay.
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and consequently share a rather modest 
vision of peace that often is limited to 
ending or avoiding direct violence (pp. 
61-62). Educators who utilize the “holistic 
approach” seek “to devise a comprehen-
sive program to eliminate all aspects of 
violence” (p. 65). Ben-Porath believes 
both groups are guilty of oversimplifica-
tion – “pedagogic” educators by reducing 
the problems of violence to issues that 
can easily be handled in a classroom 
setting, and “holistic” educators by sug-
gesting strong linkages between all forms 
of violence that may be effectively ad-
dressed with a unified strategy. (Harris’ 
concerns about school leadership and cu-
rriculum development would qualify him 
for the “pedagogic” school while Galtung, 
with his attempts to develop systematic 
approaches to all forms of violence, would 
fit in the “holistic” school).

Ben-Porath reserves her ultimate criti-
cism for both schools, claiming that they 
are too “apolitical.” She argues that a 
failure to directly address political issues 
– because they seemingly are too big or 
too small, depending on which school’s 
viewpoint is considered – threatens to 
render meaningless the entire peace 
education enterprise. She writes that 
the “failure to envision a different future 
is the weakest side of peace education 
approaches of both trends” and that the 
presentation of vaguely peaceful images 
or the promise of marginally-improved 
relations are not sufficiently compelling 
alternatives to people experiencing actual 
violence.

 How do citizens contribute to the 
continuation of violence or to its 
alteration? How can the enchan-
ting images of peace be realized? 
… Absent responses to these ques-
tions peace education fails to 
tackle the rigidity of and stagna-
tion that are the hallmarks of belli-
gerent citizenship (p. 73).

In “expansive education,” Ben-Porath 
offers a concept that answers her own 
questions, builds upon Gutmann’s model 
of democratic education and suggests 
a possible better way for principles of 
conflict transformation to gain credence 
through mainstream education. Ben-Po-
rath envisions “expansive education” as 
a deliberative approach to civic educa-
tion in wartime that would accommodate 
patriotism through notions of pluralism 
and “shared fate,” focus on visions of a 
peaceful future that encourage “questio-
ning the basic assumptions of war” (p.129) 
and, above all, understand and represent 
itself as a political project intended to 
build truly democratic peace.  It is worth 
noting that Kelman also points to “shared 
fate” as crucial for the shifting of images, 
attitudes and behaviors within adversarial 
groups in conflict situations.

Expansive education, thus, offers an 
appropriate model for CTE because it is a 
highly contextualized approach that must 
be interpreted locally. As Galtung writes, 
“[i]n the end, there is no substitute for 
the analysis or ‘diagnosis’ of the conflict 
and the articulation of specific proposals 
for solutions or transformations” (2014, 
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p. 144). CTE could further draw upon the 
example of expansive education in the fo-
llowing ways:
  
1. CTE should define itself as an explicit 

political project. Theorists such 
as Galtung, Curle, Kriesberg and 
Lederach all advocate for transforma-
tive approaches that openly address 
power imbalances and other inequa-
lities in conflicts as a step toward 
altering conflict dynamics and building 
peace. Expansive education defines 
itself as a political project. Conflict 
transformation seeks to respond to 
increasingly complex understandings 
of conflicts that may be “asymme-
tric, marked by inequalities of power 
and status” and “protracted, crossing 
repeatedly into and out of violence 
and thus defying cyclical or bell-sha-
ped models of conflict phases” (Miall, 
2003, p.3).  Conflict demands inter-
ventions that address not only power 
issues that lie at the heart of realist 
thinking, and unequal access to re-
sources as Marx might suggest, but a 
full range of issues that lie at the heart 
of politics, including identity, history, 
culture and social organization;

2. CTE should be as multidisciplinary in 
its focus as it is in its roots. Unders-
tanding the history of relationships is 
a central component of conflict trans-
formation; so is changing individual 
and group attitudes and behaviors, 
which demands both psychological 
and sociological approaches, as well 
as nuanced understandings of history 

and economics. Expansive education 
aims to include all these disciplinary 
perspectives;

 
3. CTE should focus on themes of indi-

vidual change, shifts in relationship 
patterns, as well as structural change. 
Focusing on learners’ personal ex-
periences, encouraging notions 
of shared fate and taking a critical 
posture towards war and violence – 
as expansive education aims to do – 
offers possibilities for the three types 
of change that conflict transformation 
demands;

4. CTE must develop and occur in 
context. Despite Galtung’s visions for 
vast structural changes in society that 
would result in positive peace, later 
theorists such as Lederach unders-
tand “the long-term goal of trans-
formation as validating and building 
on people and resources within the 
setting.” (Lederach in Miall, p. 4). 
And, as Ben-Porath writes, expansive 
education “should aim to overcome 
specific challenges, to acknowledge a 
specific ‘other’ … in the face of parti-
cular threats” (p.128).

Now that an appropriate model has been 
identified for CTE, the next section of this 
paper will focus on developing a theore-
tical framework for CTE. This framework 
could serve as a guide for development 
of a broad-based education program as 
part of PDET that could catalyze signifi-
cant political and social transformations 
in the areas most affected by Colombia’s 
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violent conflict. Such a program could be 
implemented by a higher education ins-
titution, specifically ESAP, because of its 
national reach -- with more than 100 edu-
cational centers nationwide, including in 
many of the areas least served by other 
higher education institutions -- and focus 
on development of governance capacities 
for peace (Perez, M, & Wills, E.). PDET is 
supposed to include “an action plan for 
regional transformation, which will strive 
to include ample participation from the 
relevant sectors of the community, in 
the plan’s formulation, execution and fo-
llow-up.” (Summary of Colombia’s Agree-
ment to End Conflict and Build Peace, 
p.9). CTE would be consistent with this 
approach, and would contain potential to 
strengthen it. 
  
Which theoretical concepts 
must guide an effective 
Conflict Transformation Edu-
cation program?
 
CTE must be carried out in ways that 
are consistent with its own theoretical 
foundations, as well as with theories that 
explain why education can be both an 
appropriate and effective vehicle for in-
creasing broad consideration and appli-
cation of its core principles. Because CTE 
represents what Kenneth Boulding calls a 
“normative science” – a bold attempt to 
realize social change – it also must employ 
matching content and form that empha-
size new and better ways for societies to 
approach conflict. And although conflict 
transformation is – as Lederach writes – 
both descriptive and prescriptive, it must 

emphasize universal principles – such as 
the power of conflict to serve as a cons-
tructive social force – without losing sight 
of its need for practice always to occur in 
context.

The following sections attempt to articu-
late five significant concepts, drawn from 
both conflict transformation and educa-
tion theories that could form the basis for 
a mainstream educational program. This 
list is not intended to be exhaustive, but 
rather as the beginning of an argument 
for development of an interdisciplinary 
field of CTE distinct from peace educa-
tion. I have included in the list examples 
from my work with universities in Iraq 
that hopefully will serve to concretize the 
concepts. 

CTE Must Be Dialogical and 
Deliberative

Though it must be based on the latest and 
strongest theories in the field, CTE should 
constitute a mutual and balanced search 
for knowledge about peace and conflict 
between learners and instructors that 
minimizes the distance between them. 
Freire argues that the central conflict in 
society is between the oppressors and 
the oppressed, and suggests that only 
by breaking this dichotomy can peace 
be achieved. He sees conflict mainly in 
structural terms and proposes an educa-
tional program that he calls “pedagogy of 
the oppressed” as the path to transforma-
tion of the relationship between oppres-
sor and oppressed that would lead to an 
elimination of structural violence through 
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a fundamental shift at the individual, rela-
tional and systemic levels.
 
Freire argues that education must not be 
of the “systematic” sort that “can only be 
changed by political power.” He proposes 
a program of educational projects to be 
“carried out with the oppressed in the 
process of organizing them” and libera-
ting them in two stages. First, the cons-
ciousness of oppressor and oppressed 
must be addressed, and a “confrontation 
occurs through the change in the way the 
oppressed perceive the world of oppres-
sion.” Second comes an “expulsion of 
myths created and developed in the old 
order” (2000, pp. 54-55).
 
Freire argues that a “dialogical” approach 
to education – and all cultural action 
– is the only response that can succeed 
in transforming relationships between 
the oppressor and the oppressed. He 
writes that dialogue is “the encounter of 
men and women in the world in order to 
transform the world” (2000, p. 129) and 
that this transformation must be modeled 
in an educational system that eliminates 
the hierarchy separating teachers from 
students, thereby “resolv[ing] the con-
tradiction between teacher and student” 
(2000, p. 93). 
 
Because’s Freire’s vision of oppression is so 
closely connected to structural violence, 
it can be said that the dialogical educatio-
nal program he proposes is intended not 

3  Galtung (1985) defines “positive peace” as not only the absence of violence but also the pres-
ence of “‘harmony’, ‘co-operation’ and ‘integration’.”

just to eliminate oppression, but to lead to 
positive peace3. Like Galtung, Curle and 
Lederach, Freire does not seek to elimina-
te conflict, but understands it as a natural 
phenomenon that becomes destructive 
when powerful parties utilize structural 
violence or oppression to achieve their 
goals. Thus, Freire’s conception of educa-
tion offers not only a criticism of predo-
minant educational practice in the service 
of powerful individuals and polities, but 
also a normative suggestion for how edu-
cation might address structural violence 
and help produce positive peace through 
transformation of conflict.

Education as the exercise of do-
mination stimulates the credulity 
of students, with the ideological 
intent (often not perceived by edu-
cators) of indoctrinating them to 
adapt to the world of oppression 
… Education as the practice of 
freedom – as opposed to educa-
tion as the practice of domina-
tion – denies that man is abstract, 
isolated, independent and unatta-
ched to the world (2000, pp.78-81).

 
Friere, like Galtung, is a structuralist. They 
both see revolution as the path to positive 
peace, characterized by Freire as libera-
tion of the oppressed. Freire’s “pedagogy 
of the oppressed,” though, serves as a 
concrete “theory of transforming action” 
and a guidepost that can help determine 
how education could play a role in increa-
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sing acceptance and practice of conflict 
transformation. In order for education 
to serve as transformative vehicle, Freire 
would argue, consciousness about peace 
and conflict must be raised, hierarchi-
cal boundaries between teachers and 
students must be truly erased, humanity 
of all men must be affirmed and dialogue 
must occur in a way that allows for free 
exploration of subject matter.

Because this view of education 
starts with the conviction that it 
cannot present its own program 
but must search for this program 
dialogically with the people, it 
serves to introduce the pedagogy 
of the oppressed, in the elabora-
tion of which the oppressed must 
participate (2000, p. 124).

Though extremely critical of existing 
educational practice, Freire’s theory is 
grounded in hopefulness, and stands as 
an encouraging argument for possible 
greater acceptance and growth of conflict 
transformation. Freire, in fact, writes that 
“transformation of the world” is a “dialec-
tic process between two actions: denoun-
cing the process of dehumanization and 
announcing the dream of a new society” 
(1998, p. 74). Freire argues that his critical 
theory leads to the conclusion that “to 
change things is difficult but possible,” 
and that it is of no importance whether 
desired change is “in the area of adult or 
child literacy, health, evangelization, or 
the inculcation of new technical skills” 
(1998, p.75). Consequently, it becomes 
possible to see how Freire’s concept of 

dialogical education could be employed 
in the process of achieving normative 
social change in the direction of conflict 
transformation.
  When Freire writes, “[i]t’s in 
making decisions that we learn to decide” 
(1998, p.97), he expresses a confidence in 
educational process as a potentially cons-
tructive agent of social change that is 
thoroughly absent from the critical eva-
luations of Bourdieu and Passeron, who 
view democratic access to education as 
a cynical path that purports to provide 
genuine access to dominated classes, but 
which, in fact, offers only enough access 
to education to stifle any serious claims 
for more (1990). Freire’s thinking connects 
with Gutmann’s approach to “conscious 
social reproduction” as a means of pre-
paring citizens for “deliberative decision 
making” that, she argues, is core to active 
participation in a democratic society.

Deliberation is not a single skill or 
virtue. It calls upon skills of literacy, 
numeracy, and critical thinking, as 
well as contextual knowledge, un-
derstanding and appreciation of 
other people’s perspectives. The 
virtues that deliberation encom-
passes include veracity, nonvio-
lence, practical judgment, civic 
integrity and magnanimity. By cul-
tivating these and other deliberati-
ve skills and virtues, a democratic 
society helps secure both the basic 
opportunity of individuals and 
its collective capacity to pursue 
justice (1999, p. xiii). 
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Gutmann’s conception of “conscious 
social reproduction” offers a third pos-
sibility, distinct from Bourdieu’s and 
Passeron’s pessimistic view that no educa-
tional reform is possible unless it directly 
benefits the dominant class at the expense 
of the dominated, and separate still from 
Freire’s more hopeful – though still rather 
humble – claim that certain segments of 
civil society led by activist educators could 
implement a radical education program 
such as conflict transformation, provided 
that it does not become the responsibility 
of the “dominant classes” who are capable 
of “being ‘progressive’ [only] when it suits 
them” (1998, p. 91).

Gutmann claims instead that – at least in a 
democratic society – citizens possess not 
only the authority, but also the responsibi-
lity, to determine the form and content of 
mainstream education such that it serves 
to transmit cultures from one generation 
to the next. She considers this neither an 
impossibility, as Bourdieu and Passeron 
might, nor as a radical struggle to be con-
ducted on the fringes of society, as Freire 
might, but instead as a central part of “de-
liberative decision making” in a democra-
tic society. Gutmann (1999) insists that the 
reproduction function of education must 
be considered separate from “political so-
cialization,” which she considers “uncons-
cious social reproduction” that results in 
transmission of “political values, attitudes 
and modes of behavior to citizens” (p. 15). 

Gutmann’s theory suggests that citizens, 
through a “deliberative decision making” 
process, must determine which values 

and behaviors it prefers to transmit to 
future generations, and then to develop 
and implement an educational program 
matching those priorities (p.xiii). She 
argues that a democratic society “can 
choose among and give content to these 
[educational] aims only by developing a 
normative theory of what the educatio-
nal purposes of our society should be.” 
Gutmann distinguishes her normati-
ve theory of democratic education from 
three theories she attributes to Plato (who 
argues for education by the state), Locke 
(who argues that parents alone should 
determine their children’s education) and 
Mill (who argues for education controlled 
by a neutral authority).
 

If my criticisms are correct, then 
these three theories are wrong. 
None provides an adequate foun-
dation for educational authority. 
Yet each contains a partial truth 
... A democratic state of educa-
tion recognizes that educational 
authority must be shared among 
parents, citizens and professio-
nal educators even though such 
sharing does not guarantee that 
power will be wedded to knowle-
dge, that parents can successfully 
pass their prejudices on to their 
children, or that education will be 
neutral among competing concep-
tions of the good life (1999, p.42)

How does Gutmann’s theory of demo-
cratic education – and, more specifically, 
“conscious social reproduction” – apply 
to the question of CTE? First, it offers 
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a potential vehicle (that Bourdieu and 
Passeron, and Freire do not) for citizens to 
decide that the values inherent to conflict 
transformation are worth transmitting to 
future generations through mainstream 
education. If citizens find sufficiently 
compelling the broad concept of addres-
sing conflict by seeking to transform indi-
vidual attitudes, group relationships and 
societal structures through processes 
that involve consciousness raising, are not 
overly reliant on perceptions of power, 
are based upon history and context, and 
are led by local actors, then such an edu-
cational program could become part of an 
effort to re-orient a society’s thinking and 
actions relative to peace and conflict.
 
Gutmann’s theory of democratic educa-
tion also is significant because it appears 
to be deeply compatible with some of 
conflict transformation’s foundational 
thinking. Her emphasis on deliberation as 
the most proper method of public decision 
making for a democratic society resona-
tes strongly with Galtung’s emphasis on 
dialogue between parties in conflict as a 
path to transformation. Similarly, “cons-
cientization” and “dialogical education” 
– as offered by Freire and built upon by 
Galtung, Curle and Lederach – are consis-
tent with Gutmann’s view of deliberation 
as the cornerstone of a democratic society.

To the extent that a democracy is 
not deliberative, it treats people 
as objects of legislation, as passive 
subjects to be ruled, rather than as 
citizens who take part in gover-
nance by accepting or rejecting 

the reasons they and their accoun-
table representatives offer for the 
laws and policies that mutually 
bind them (1999, p.xii).

Deliberation, as Gutmann views it, 
includes a non-adversarial relational di-
mension. She writes of commitments 
between citizens and a shared society, as 
well as placing the limits of “non-repres-
sion” and “non-discrimination” on demo-
cratic education. The practice of each of 
these principles would be as essential to 
conflict transformation as it would be to 
democratic education.
  
Adoption of CTE in specific programs 
likewise should be the outcome of a deli-
berative process among educational deci-
sion-makers – the state, parents/learners 
and professional educators – that affirms 
a commitment to conscious social repro-
duction of basic conflict transformation 
principles. Societies that practice deli-
berative decision-making as the route to 
conscious social reproduction – as en-
visioned by Gutmann – and then adopt 
CTE in their educational programs, would 
be modeling a key element of conflict 
transformation both inside and outside 
the classroom by raising awareness of 
existing conflicts and seeking balanced 
relations between all stakeholders in the 
educational process.
   
Recently, I observed an exchange between 
learners in a course I was teaching that 
suggested to me that the dialogical di-
mension of CTE could make its appli-
cation extremely important during the 
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reconstruction of Mosul in Iraq. During an 
exercise focused on identifying “dividers” 
and “connectors” as defined by the Do No 
Harm framework (Anderson), the idea of 
forced displacement emerged as an ex-
perience that potentially connects Iraqi 
Kurds who live in Duhok, a city located 
approximately 40 miles north of Mosul, 
and Iraqi Arabs, who fled to Duhok from 
Mosul when Da’esh captured their city. 
One of the Kurdish participants in the 
group mentioned that her family’s forced 
displacement to Turkey during the early 
1990s might be considered similar to 
what residents of Mosul experienced in 
2014. In response, one of the Arab parti-
cipants from Mosul said that the two ex-
periences actually were quite dissimilar. 
Others among the displaced from Mosul 
suggested that living in the mountains, as 
the Kurds did, might have been similar to 
living in tents and displacement camps, as 
many of those displaced from Mosul did. 
As the Kurdish participant later recalled:

Then they said: well it was only for 
one or two months and you have 
returned back home and it was not 
burned... So, I replied that  how as 
a three-year-old child I was suffe-
ring and still have those pictures 
in my mind … I don’t know why we 
ended up comparing about who 
did suffer more (personal commu-
nication, January 7, 2018).

CTE would encourage thoughtful dialogue 
and deliberation around issues of deep 
personal importance, and would seek 
to develop explicit understandings of 

various groups’ truths at the communi-
ty level that could be utilized to develop 
educational programs aimed at streng-
thening community capacities for conflict 
transformation and peacebuilding. Ul-
timately, a successful CTE program in 
Colombia would support ex-combatants, 
survivors of violence and other commu-
nity members to explore their different 
experiences in order to build empathy 
and positively transform the relationships 
between groups.

CTE could become the cornerstone 
of ESAP’s efforts to transform conflict 
dynamics in rural Colombia, where decades 
of armed conflict have left many people 
outside the formal education system. As 
of 2016, just 27.4 percent of rural students 
were enrolled in high school (compared to 
46.1 percent in urban areas) while just one 
percent of the country’s offers to attend 
higher education went to students in rural 
areas and the other 99 percent went to 
students in urban areas (Sorza). A CTE 
program could help to reconcile these very 
different educational experiences through 
dialogue and deliberation involving both 
urban and rural Colombians.   

CTE Must Be an Explicitly Poli-
tical Project

Realist thinkers do not attempt to 
cloak their competitive and power-ba-
sed approaches to conflict in apolitical 
language; nor should scholars committed 
to conflict transformation. Obscuring the 
true intention of educational projects is 
an approach that aids in the reproduction 
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of dominant cultures and existing power 
structures, as Bourdieu and Passeron 
argue. Because “conscientization” – or 
awareness-raising about conflict, as en-
visioned by Freire, Galtung, Curle and 
Lederach – is a basic objective of CTE, 
the scholarly field must be transparent 
about its objectives to educate leaders 
and average citizens who will seek to 
transform unpeaceful relationships 
into peaceful ones, wherever political, 
social or economic conflicts exist. One 
approach to encouraging such shifts may 
be found in Kelman’s work in “escalatory 
dynamics,” which shows “small positive 
changes in the negotiation of identi-
ties to result in powerful distal effects at 
the political level” (Baron, p. 16). Such an 
approach is consistent with Ben-Porath’s 
model of expansive education, which ad-
vocates for development of clear visions 
of peaceful futures for societies expe-
riencing violence. Another avenue for 
CTE to operate in a political realm is for 
scholars in the field “communicating with 
the people,” to “exercise pressure on the 
elites,” as Galtung urges (1996, p. 28).

Galtung depicts conflict transforma-
tion as a revolutionary process that will 
require serious alteration of existing 
cultures and structures that have suppor-
ted violence. His language leaves little 
doubt that he supports a mass effort that 
would re-shape society. He writes that 
“conscientization, raising the general 
level of consciousness, will and must take 
place” and that “[t]he goal is an acceptable 
formula, defining a new formation; new 
structures, new institutions” (Galtung 

1996, p.265). Galtung argues that conflicts 
must not be hidden from view. All parties 
to a conflict must be aware of all of its 
elements, including the “deep culture” 
and “deep structure.” Only with such awa-
reness will it be possible to address the 
fault lines. He writes of “lifting” attitudes 
and assumptions and contradictions “up 
from the subconscious, partly even from 
the unconscious.”

The process is basic, for how can 
a conflict be consciously transfor-
med unless the parties to a conflict 
are conscious subjects, true actors? 
Otherwise, the conflict will trans-
form the actors as objects ... The 
party is only a passenger taken for 
a ride, not a driver presiding over 
the process. (Galtung, 1996, p. 74)

To Galtung, conflicts must be made cons-
cious, and education stands as the vehicle 
for consciousness-raising that is a vital 
part of conflict transformation. He insists 
that knowledge must not be kept secret 
lest it become “cultural violence.” He sees 
peace research with the people as “peace 
education,” and insists that peace resear-
chers always must be “in dialogue with 
the people, always retaining complete 
academic freedom” (Galtung, 1996, p. 28).

[C]onflict transformation is a ne-
ver-ending process … A solution 
in the sense of a steady-state, 
durable formation is at best a tem-
porary goal. A far more significant 
goal is transformative capacity, 
the ability to handle the transfor-
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mations in an acceptable and sustainable 
way (Galtung, 1996, p.90).

My work in Iraq has highlighted the difficulty of 
working in explicitly political ways. My academic 
colleagues often caution me that our education 
work must not appear “too political” to leaders 
who might view it as a challenge to their au-
thority. Yet we have worked together to ensure 
that our work is not, in Ben-Porath’s words  
“apolitical” (p. 73). From 2014-2017, I led a com-
munity-based peace education project in colla-
boration with the University of Duhok’s Center 
for Peace and Conflict Resolution Studies that 
designed and delivered a three-day peace edu-
cation workshop to more than 4000 youth parti-
cipants in and around Duhok. Without explicitly 
addressing political issues, the project aimed to 
send strong normative messages about the need 
for peaceful coexistence by having host com-
munity trainers bring the workshops into the 
Domiz Camp for Syrian Refugees as well as into 
several of the camps near Duhok for internally 
displaced persons. Nearly half (1976) of the total 
4068 workshop participants lived in these camps 
(New York University, 2017).

During the final stages of the same project, Uni-
versity of Duhok trainers developed and deli-
vered workshops on peacebuilding thought to 
faculty from the University of Mosul who were 
displaced to Duhok because of  Mosul’s continued 
occupation by Da’esh. This cooperation between 
public universities -- one of them operating 
under the authority of the Kurdistan Regional 
Government’s ministry of higher education and 
the other answering to Iraq’s federal ministry of 
higher education -- served as a significant public 
signal about possibilities for cooperation across 
the political divide even while remaining out of Figura 2:  Sin título, fuente: Pixabay.
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the public political dispute between Iraq’s 
central government and the Kurdistan 
Region’s government.
For CTE to be fully implemented in 
Colombia, it would be necessary to 
conduct full and open discussion -- 
without significant political limitations 
-- about the meaning and characteristics 
of building peaceful relations between 
the federal government and the territo-
ries that remained outside of direct go-
vernment control throughput the violent 
conflict between the government and 
FARC. Then it would be necessary to 
develop a plan of education and action, 
including tangible policies and practices 
for achieving that vision. ESAP could play 
a significant role by using CTE to help 
current and future public officials rei-
magine their roles as leaders of peaceful 
communities living in harmony with the 
state. The conduct of politics would need 
to follow -- rather than drive -- a process 
developed by these leaders/CTE learners. 
ESAP, as a government-run institution 
of higher learning focused on public ad-
ministration education in more than 100 
locations across Colombia, is uniquely po-
sitioned to undertake the political project 
of explicitly transforming relationships 
between former adversaries.  

CTE Must Creatively Explore 
the Most Challenging Ques-
tions about Peace and Conflict

Peace education, as Ben-Porath notes, 
often has been too modest in its approach, 
limiting itself to promoting skills and 
strategies for achieving negative peace. 

CTE must reach beyond such cautious 
thinking and offer plausible, contextua-
lly-appropriate strategies for addressing 
and transforming conflicts at the indivi-
dual, relational and structural levels, in 
line with modern theory. To do so, practi-
tioners and scholars must work together 
in research initiatives that will document 
conflict transformations, explain political, 
social and economic shifts in the language 
of conflict transformation, test and refine 
theories, and bring the latest knowled-
ge to learners and the field of practice. 
In order to ensure that CTE does not 
become an exercise in cultural domina-
tion – or cultural reproduction – academic 
research must occur “in dialogue with 
the people, always retaining complete 
academic freedom” (Galtung 1996, p. 28).

Conflict transformation theorists dis-
tinguish themselves from two schools 
of thought that preceded them: conflict 
resolution and conflict management. 
Conflict resolution aims to address the 
needs of parties in conflict and “is about 
how parties can move from zero-sum, 
destructive patterns of conflict to posi-
tive-sum constructive outcomes” (Miall, 
2003, pp.4-5). However, as Lederach 
writes, the concept of conflict “resolution 
may conceptually and subtly promote 
the impression that conflict is undesira-
ble and should be eliminated or at least 
reduced” (1995, p.16). Some theorists 
question whether ending conflict is either 
possible or desirable.

Conflict management takes a more cir-
cumspect view on that issue and accepts 
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both the inevitability and possible 
benefits of conflict in many relations-
hips. It raises questions about “how to 
design a practical, achievable, cooperati-
ve system for the constructive manage-
ment of difference” (Bloomfield and Reilly 
in Miall, p.3). As Lederach notes, however, 
conflict management also is a “[h]eavily 
Western” concept built on the assumption 
that “conflict follows certain predictable 
patterns and dynamics that could be un-
derstood and regulated.” (1995, p.16).

Conflict transformation theorists draw 
on both sets of thinking, and conclude 
that conflicts must not be reduced to 
the re-imagining of parties’ positions at 
the urging of external actors in order to 
achieve acceptable short-term outcomes. 
Rather, the parties to a conflict themsel-
ves must undertake a change process in 
order to alter conflict dynamics and, as 
Galtung suggests, “to channel [conflict] 
energy constructively” so that they, their 
relationships and the structures through 
which they interact all are transformed 
into a more peaceful state.

Unlike resolution and manage-
ment, the idea of transformation 
does not suggest we simply elimi-
nate or control conflict, but rather 
points descriptively toward its 
inherent dialectic nature. Social 
conflict is a phenomenon of human 
creation, lodged naturally in re-
lationships ... [T]ransformation 
more closely acknowledges what 
social scientists have been sugges-
ting for some time about the role 

and dynamics of social conflict: it 
moves through certain predictable 
phases transforming relationships 
and social organization (Lederach, 
1995, p. 17).

CTE can serve as a mechanism for further 
exploration of conflict and constructi-
ve responses to it. It must respect both 
the need for broad models of conflict 
and their inevitable failure because “un-
derstanding conflict and developing 
appropriate models of handling it will ne-
cessarily be rooted in, and must respect 
and draw from, the cultural knowledge 
of a people” (Lederach 1995, p.10). CTE 
must serve as an intellectual and practi-
cal space for deepening understandings 
of the complexity of peace and conflict as 
well as the tensions that these inquiries 
necessarily produce. My colleagues and I 
have sought to take advantage of conflict 
transformation thinking in Iraq by aiming 
to privilege the knowledge of our Iraqi 
partners and then supporting them in 
their processes of inquiry. Our research 
endeavors all have been designed using an 
insider-outsider model characterized by 
research teams usually consisting of one 
researcher from NYU and one from the 
University of Duhok. In this way, I believe, 
we resisted the typical urge to develop 
projects based on outsider notions of 
local conflict dynamics, but also took 
advantage of outsiders to support local 
researchers in their desire to tackle ques-
tions that might considered too politically 
sensitive at a local level. Several examples 
emerged during a course I co-taught with 
a University of Duhok colleague from 2012 
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until 2014 that brought together students 
and recent graduates of our two institu-
tions to conduct peace research projects. 
Research subjects included: religious con-
version and its effects on peacefulness; 
public service provision in Iraq’s disputed 
territories and the effect of unemployed 
university graduates on regional peace 
and security. Any of these subjects might 
have been overlooked by international 
researchers and might have been consi-
dered too sensitive for local researchers 
to undertake. Instead, because of our 
unique partnership, significant research 
was conducted on these subjects and the 
outcomes brought into the public sphere 
for discussion, contributing to what Freire 
might call “conscientization.”

In Colombia, ESAP, as a national institu-
tion, is uniquely positioned to enter into 
such insider-outsider research partner-
ships that could  stimulate new forms of 
inquiry that encourage creative explo-
ration of conflict dynamics. Participa-
tory research processes could help CTE 
learners and other community leaders 
develop new understandings of in-
ter-group relations that take into account 
historical events but are not completely 
constrained by them.  ESAP, in fact, already 
seems to have embraced this role. It’s 
“Institutional Development Plan: 2010-20” 
lists among its priorities creating “an in-
ternational research network of ESAP in 
partnership with public and private orga-
nizations in the global context” (http://
www.esap.edu.co/portal/index.php/
red-de-investigadores/).
 

CTE Must Be Explicit in its 
Attempt to Develop Constituen-
cies for Conflict Transformation

Galtung has argued that peace and 
conflict studies should be developed into 
a robust field of graduate study focused 
on knowledge and skills training. “Badly 
needed in the world would be postgradua-
te training, in as many places as possible, 
for a Master of Peace and Conflict Re-
solution, similar to a Master of Business 
Administration. There is no substitute for 
creative conflict resolution in the search 
for peace” (1996, p.36). In fact, as of 2000, 
there were 80 peace and conflict studies 
graduate programs in the United States, 
and 130 worldwide (Windmueller et al.). 
Harris (2008), meanwhile, has noted that 
“[i]n most countries, peace education 
is carried out informally in communi-
ty settings and through national peace 
organizations,” representing “by far the 
most widespread use of peace education 
at the beginning of the new millennium.” 
The existing field of peace education has 
based much of its strategy on increasing 
numbers of students in all types of formal 
and informal programs in an apparent 
quest for a normative tipping point.
 
Kelman’s work on “interactive problem 
solving” suggests that greater emphasis 
should be placed on developing politi-
cal constituencies committed to conflict 
transformation rather than focusing on 
raw numbers of students. Kelman (1965) 
explains that shifts in political attitudes 
become possible because attitudes are 
merely the collection of images that in-
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dividuals create and hold of other people, 
groups and objects.  To transform re-
lationships that define how conflict is 
pursued, images and resulting percep-
tions must change. Such change is un-
dertaken most successfully in a relational 
context, creating somewhat of a circular 
(or perhaps spiral) pattern of pursuing 
relational transformation of conflicts 
by seeking to alter images and attitudes 
within a relational context.
  
CTE emerges as a promising mechanism 
for shifting images and attitudes related 
to conflict, particularly if instructors can 
be envisioned as third-parties leading 
groups of students through an exploration 
of conflict with a focus on the political 
manifestation of critical concepts. It may 
be worthwhile to consider again Kelman’s 
(1997) argument that “[o]ne of the central 
tasks of the third party is to structure the 
workshop in such a way that new insights 

and ideas are likely both to be genera-
ted and to be transferred effectively to 
the policy process.” Envisioning Kelman’s 
interactive problem solving as an educa-
tional process provides a model for how 
CTE might play a role in shifting societal 
norms in the direction of conflict trans-
formation. Although inclusion of CTE at 
all levels of formal and informal education 
might seem to be a worthwhile objective, 
focusing on learners with the greatest li-
kelihood of applying its lessons to policy 
development would be a better use of re-
sources. As Lederach (2005) argues, “[i]
n social change, it is not necessarily the 
amount of participants that authentica-
tes a social shift,’’ but rather “the quality 
of the platform that sustains the shifting 
process that matters” and that “the focus 
on numbers has created a misunderstan-
ding and misapplication of the concept of 
critical mass” (p.89).
 

Figura 3:  Sin título, fuente: Pixabay.
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The argument about “quality of the 
platform” points directly to institutions 
of higher education as well-positioned 
bodies to carry out CTE. In Iraq, my collea-
gues and I have made an explicit decision 
to work with universities because they 
have linkages both with high-level leader-
ship and with grassroots communities, 
and are the spaces in which future leaders 
are forged.

In Colombia, ESAP seems even more 
appropriately-situated to carry out CTE 
because of its identity as a governmental 
institution that has strong connections 
both to the presidency as well as to local 
communities in more than 100 locations 
countrywide. A CTE program in Colombia 
would have to provide space for diverse 
members of those communities to explore 
and redefine the images, perceptions and 
resulting attitudes they hold about one 
another. ESAP could, through its under-
graduate, graduate and high government 
programs, develop a broad constituency 
for conflict transformation as a core prin-
ciple of public administration.   

CTE Must Accommodate 
Multiple Perspectives on Peace 
and Conflict

Because it seeks to represent the leading 
edge of scholarly thought about conflict 
and peace, CTE must be inclusive of its 
intellectual forerunners such as conflict 
resolution and conflict management, and 
welcome contributions from scholars 
from all disciplines, including political 
science, sociology, psychology, anthro-

pology, history, philosophy, law, educa-
tion, the natural sciences and others. “ … 
[h]ow does the study of peace relate to 
the social sciences? They are all impor-
tant” (Galtung, 2014, p. 140). Even between 
conflict transformation theorists, signi-
ficant tensions exist, and these must be 
made explicit and open for exploration. 
CTE must, for example, allow for con-
sideration of power as both an essential 
element of conflict and as a potentially 
significant obstacle to constructive trans-
formation. As Kriesberg (1998) writes:

… the argument of traditional 
‘realists’ is that wars are prevented 
by having the military strength to 
prevent attack. On the other hand, 
critics of that approach argue that 
as each side arms to deter the 
other, the resulting arms races 
generate mutual fear and hostility 
and escalate disputes into wars (p. 
171).

Galtung is similarly critical of the 
“‘realist’ assumption that only military 
power counts” as “the least realistic of 
all” (Galtung, 1996, p. 2). He argues that 
such simple polarized representations of 
power – which he calls “cognitive sim-
plifications”  (1996, p.91) -- lead to errant 
conclusions, misguided strategies and, 
consequently, failures to reduce violence. 
If parties invest in simplified ideas of 
their own relative power, escalation and 
tension may result, “depriving themselves 
of possible avenues for successful conflict 
transformation” (Galtung, 1996, p.92).
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Despite Galtung’s and Kreisberg’s basic 
agreement regarding the effect of power 
on matters related to conflict transforma-
tion, they separate in terms of prescription. 
Kriesberg advocates for individualized 
strategies for transformation of particular 
power-laden conflict relationships. For 
Kriesberg, each conflict must be approa-
ched individually and appropriately, and 
many methods must be developed in 
order to do so.  “Thinking about each case 
as freshly as possible, and not assuming 
it is just like another struggle, is a good 
general rule” (1998, p.366).

Galtung meanwhile offers prescriptions 
for broad categories of conflicts: struc-
tural conflicts; frustrations; elementary 
actor conflicts and complex actor con-
flicts. For example, in structural conflicts, 
Galtung argues that four steps must be 
taken to achieve conflict transformation, 
culminating in “recoupling,” meaning the 
construction of a “horizontal structure

with human rights instead of 
repression, equity instead of ex-
ploitation, autonomy instead of 
penetration, integration instead 
of segmentation, solidarity 
instead of  fragmentation, parti-
cipation instead of marginaliza-
tion (Galtung, 1996, pp.93-94).

CTE needs to accommodate both of these 
perspectives and many others. Building 
upon Ben-Porath’s model of expansive 
education, CTE must address not only 
cognitive understandings of conflict, 
but also social and emotional realities. 

In order to encourage the most creative 
practice of conflict transformation, CTE  
should be expansive in its understandings 
of conflict and peace, encouraging explo-
ration of multiple and conflicting theories 
and practices that incorporate issues 
related not only to power and access to 
resources, but also to identity, history, 
culture and social organization.

Accommodating multiple perspectives 
on conflict has stood as a great challenge 
for my colleagues in Iraq. The enormous 
traumas that people have experienced -- 
because of the oppression they suffered 
under Saddam Hussein’s regime, the 
United States-led occupation or from 
living under Da’esh control or fleeing 
from it -- has made it difficult for them to 
accept perspectives different from their 
own. CTE needs to provide safe opportu-
nities for learners to consider alternative 
perspectives without feeling that they are 
abandoning others in their identity groups.
 
The experience of Colombians with their 
own violent conflict should not be confla-
ted with or compared to the experience of 
Iraqis. The only certain similarity is that in 
both cases many different perspectives on 
conflict exist and must be respected and 
explored. ESAP, because of its extensive 
presence in both urban and rural areas of 
Colombia, could play an important role in 
CTE by helping learners understand and 
acknowledge the very different realities 
experienced by many people throughout 
Colombia, and their resulting divergent 
views of both the armed conflict and the 
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peace agreement that formally brought it 
to an end.    

Conclusion

Conflict transformation represents 
the latest thinking about approaches 
to conflict that can generate sustaina-
ble peace. It builds upon and complica-
tes previous strains of conflict theory by 
acknowledging conflict as a phenome-
non that can lead to constructive social, 
political and economic change. But in 
Colombia, like in Iraq, conflict transfor-
mation thinking may seem counterintui-
tive following the extreme suffering of 
large segments of the population due to 
violent conflict in recent decades.
  
But why has conflict transformation 
until now remained a marginal school of 
thought in so many places that have not 
felt the direct pain of violent conflict?  
Many peace education and peace and 
conflict studies programs exist worldwi-
de that include consideration of conflict 
transformation principles and practices.  
They rely, however, on the concept that 
educating ever-greater numbers of indi-
viduals ultimately will lead to a political 
sea-change with regard to issues of peace 
and conflict. Limited research about gra-
duates of peace education programs does 
not support this hypothesis, suggesting 
that the field may be depending on flawed 
logic. Re-considering the work of Kelman 
suggests that attitudinal shifts related 
to conflict occur most easily when edu-
cation occurs in coalitions of different 
identity groups. Thus, a new approach to 

education about conflict transformation 
is needed.  

CTE could be the answer to this dilemma 
in Colombia, and elsewhere, provided 
that programs are developed dialogica-
lly, embrace their explicit political nature, 
tackle the most difficult conflict issues, 
seek to develop cross-communal consti-
tuencies for conflict transformation and 
accommodate a wide variety of  perspec-
tives about conflict and its dynamics. If 
those conditions could be met, CTE could 
serve as one important piece of the pea-
cebuilding puzzle that helps Colombian 
communities reformulate their thinking 
about past and present conflicts. 
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