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Introduction

Peace education is considered to be one of the most influential instruments for 
preventing intolerance, aggression and violence. Its primary is to foster and promote 
concepts and methods that can successfully contribute to the development of a culture 
of peace. The dramatic and cruel experiences from the fall of the former Yugoslavia are 
not the only examples of why this project is important. Numerous hotspots all over the 
world, growing nationalism in some countries, tensions between religious groups, and 
the difficult relationships between the majority and minorities in all societies show the 
need for the development and implementation of fruitful concepts of peace education. 

Many governments and organisations have realised the importance of, and need 
for peace education, and therefore apply it to promote tolerance and peace. The pro-
grammes, methods and concepts applied differ to a great extent, allowing us to learn 
from the experience of others. Co-operation and exchange of experience and knowl-
edge between experts and practitioners from different countries may help us find the 
most practical ways to foster a culture of peace. 

The timeliness of the conference and this publication cannot be questioned. The 
various disturbances in the world, and also an array of conflicts between groups and 
individuals in everyday life demonstrate the striking need for peace education. The 
actuality and importance of education for peace is also reflected through the United 
Nations General Assembly’s proclamation of the decade 2001-2010 as the Interna-
tional Decade for a Culture of Peace and Non-violence for the Children of the World. 
UNESCO, the agency designated to lead this decade, considers peace education to be 
the key for instilling a culture of peace and non-violent behaviour.

Aware of this, the Adult Education Society, IIZ/DVV Belgrade and IIZ/DVV 
Bonn – in co-operation with the Working Group for Political Education, BMZ Ger-
many, the German Foreign Office, the Faculty of Philosophy and Faculty of Political 
Sciences of the University of Belgrade, the Konrad-Adenauer-Foundation, and Dadalos 
organization – organised an international conference called “Education and Peace”. The 
conference took place over a three-day period, from the 11th to the 14th of November 
2004, in Belgrade. 

The conference brought together approximately 70 delegates – adult educators, 
teachers from the formal and non-formal education sectors, trainers and associates 
from non-governmental organizations, policy makers and representatives from gov-
ernment ministries – from Albania, Austria, Bosnia-Herzegovina, Bulgaria, Canada, 
Croatia, Germany, Israel, Macedonia, Northern Ireland, Romania, Serbia and Mon-
tenegro, Slovenia and the United Kingdom. 
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The main aim of the conference was to assess the role and potential of education 
and educators in the promotion and preservation of peace throughout South Eastern 
Europe. The achievement of stability and peace in this region is crucial since this will 
not only contribute to the development and prosperity of the individual countries lo-
cated in South Eastern Europe, but will also ultimately further the success of Europe as 
a whole. Another aim of the conference was to promote peace, foster co-operation and 
facilitate the exchange of experiences and knowledge. Hence the conference was de-
signed to review the various possibilities and forms by which education and educators 
may help to secure peace and prosperity in South Eastern Europe. This was achieved by 
introducing and discussing theories, ideas and methods of peace education, and engag-
ing the participants in a series of workshops and exercises on the use of education for 
peace. Finally, the Conference was targeted at the group with the most wide-ranging 
impact on the promotion of peace, namely teachers and adult educators.

The overwhelmingly positive feedback the organizers received after the confer-
ence is indicative of the great need for the exchange of ideas and experience in the 
field of peace education. Feedback from the participants also showed that they appreci-
ated the opportunity to build networks and to acquire new knowledge and inspiration. 
Therefore the Adult Education Society decided to compile a conference publication 
so that others interested or involved in the field of peace education can share in the 
insights and knowledge gathered at the conference. It is our hope that both participants 
and non-participants will find this book to be as inspiring and valuable as the confer-
ence was for the participants.

Authors of very different backgrounds wrote the articles presented here. Some 
are professional researchers, while others are teachers and social workers who are in-
volved in peace education. All share a strong commitment to the overall theme “Edu-
cation and peace”. Naturally these diverse backgrounds are reflected in their various 
contributions. Some of these are rather academic with a theoretical focus, while others 
present and describe institutions and programmes for peace education. The presenta-
tions also vary according to length and detail: some give a detailed description, while 
others give a rather rough presentation of “best practice” institutions and programmes. 
It is our conviction that it is precisely this diversity in contributions that will enable the 
reader to get an extensive and valuable insight in the area of peace education.  

The papers published here represent the opinions solely of the authors them-
selves. Editorial interventions in the texts were restricted to minor corrections of gram-
mar and spelling, and only where such interventions were deemed to be absolutely nec-
essary.

The pieces presented here are grouped into three main sections. The chapters in 
the first section provide a theoretical introduction to peace education. The contribu-
tions here explore the nature and concepts of peace education, and the challenges it fac-
es from a variety of angles. The second group of chapters includes presentations and de-
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scriptions of institutions and projects committed to peace education. The third part has 
a more practical focus. The authors of the chapters here present training programmes 
that have been successfully applied in peace education in different environments. 

The following abstracts give a short introduction to the content of the 22 chap-
ters included in this book:

The working paper of InWEnt and the Institute for Peace Education in Tübin-
gen e.V. gives an excellent introduction to the area of peace education. This overview 
provides a definition, the basic principles, areas and challenges of peace education.

The contribution of the Council of Europe outlines the Council’s work to en-
hance Education for Democratic Citizenship (EDC). This chapter emphasizes the im-
portance and need for Education for Democratic Citizenship (EDC) and describes the 
projects and activities of the Council of Europe aimed at strengthening and promoting 
Education for Democratic Citizenship (EDC).

Slobodan Markovich’s chapter is an interesting and challenging contribution on 
human nature. Exploring different philosophical concepts of the human nature, Mark-
ovich deals with those concepts that hold that there is a single human nature, and that 
it is essentially corrupt and evil. Out of this provoking thesis he tries to indicate what 
consequences such beliefs have in legal and political fields as well as for the activity of 
peace workers.

The paper from Marshall Conley illustrates UNESCO´s commitment to citizen-
ship education and the culture of peace. Conley gives a highly informative overview of 
UNESCO´s programmes and activities for achieving a culture of peace. Conley shows 
that UNESCO considers education to be the key for archiving that goal.

The article from Ingrid Halbritter gives an informative insight in the work of D@
dalos, whose main goal is education for democratic citizenship. Above all she presents 
the comprehensive D@dalos Education Server www.dadalos.org, an online manual that 
provides a great of essential theoretical and practical knowledge for peace educators.

Sheila Cannon presents “Teaching Modern Southeast European History”, a 
project developed by the Centre for Democracy and Reconciliation in Southeast Eu-
rope (CDRSEE). The overall aim of the project is to improve the way modern South-
east European history is taught in Southeastern Europe.

Ana Mijić’s contribution is a concise presentation of the aims, work and projects 
of the Institute for Peace Education Tübingen e.V. The main goal of the Institute for 
Peace Education is to raise the standing of peace education in the public’s conscious-
ness. The form of peace education developed and practiced by the Institute is based on 
a combination of scientific research and practical experience. 

Arno Truger gives a highly introductive presentation of the Peace Centre Burg 
Schlaining. The main aim of the Peace Centre is to contribute to the promotion of 
peace and peaceful conflict transformation and to the dissemination of practical ideas 
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for peace. In order to reach this goal the Peace Centre seeks to reinforce the intercon-
nections between research, education and peace. This approach is reflected in the Cen-
tre’s work and programmes.

Josip Nakić Alfirević from the Open University in Koprivnica, Croatia intro-
duces the project “Right to Learn”. The aim of this interesting and fruitful co-operative 
European  project is to raise the educational level of adults who lack basic skills. 

The article written by Roland Gjini gives an insightful review of the Centre for 
Civic Democratic Education (QEQD) at the University “Aleksander Xhuvani” in Elba-
san, Albania. The main activity of the centre is to provide civic and democratic educa-
tion in schools and the community.  

Members of the On-Site Faculty of EFP-Balkans give a highly insightful intro-
duction in the Education and Peace (EFP) Programme in Bosnia and Herzegovina. 
Their presentation presents both the background and evolution of this exemplary pro-
gramme. The ultimate goal of the programme – the only programme within the educa-
tion sector that has been voluntarily adopted by Bosniaks, Croats and Serbs alike – is to 
imbue society with the spirit, thought and practice of peace, so that peace and daily life 
may become fully integrated into one single reality.

The paper by Airi Schmidtpott and Ralf Herman reflects on some of the key 
issues of educational reforms in Bosnia and Herzegovina (BiH). Thereby it gives a sur-
vey of the major developments in the field of primary and secondary education in the 
post-war decade.

Branko Dijanošić from the Croatian Association for the Education of Adults 
presents the ambitious project of the Croatian Government to promote civic and hu-
man rights education in Croatia through the Croatian National Programme of Human 
Rights and Civic Education.

Biljana Kondić introduces us to the Vukovar Institute for Peace Research and 
Education (VIMO). The members of this institute are individuals with different eth-
nic, religious and professional backgrounds. The aim of its activities and projects is to 
contribute to the process of reconciliation, the establishment of trust, and the creation 
of inter-ethnic tolerance in Croatia, particularly in the Croatian Danube Region. 

Altmut Hoffmann presents the work of the Jugendbildungsstätte Kaubstraße e.V. 
which focuses on strengthening young people’s democratic behaviour and social com-
petencies. She also describes the project “Identities”, which has been developed through 
German-French-Serbian co-operation. The aim of this project is to offer new forms of 
expression to enable participants to discuss painful and difficult topics. 

In their chapter Rabah Halaby and Nava Sonnenschein present a unique edu-
cational approach for enhancing the understanding between Israelis and Palestinians 
developed by the School for Peace. They also describe how the processes they witness 



�

in their Israeli-Palestinian encounter projects can be used in order to gain insight into 
the development of Israeli-Palestinian relations in general.

David Doyle prepared the report “Northern Ireland – an insight”. In it Doyle 
describes and analyses the educational situation in Northern Ireland from an educa-
tion for peace point of view. Besides being highly informative, the article is noteworthy 
because represents his interaction with the audience at his presentation.

The article of Marius Cretu from the Union Culture Centre of Oradea, Roma-
nia describes the situation of minorities in Romania, especially in the region of Tran-
sylvania. He also provides a review of various projects that help to decrease tensions 
between the majority and minorities.

In the first part of her contribution Staša Zajović gives a concise review of Yu-
goslavia’s fall and Serbia’s recent history. Herein she focuses on the situation of women 
over this period. In the second part of her chapter Zajović presents the philosophy 
and work of the organization Women in Black, a renowned group with an outstanding 
reputation for unflinchingly expressing resistance to war, nationalism and militarism.

Nevenka Sreš introduces the Slovenian “EIP – School for Peace”, a national branch 
of the “World Association of Schools as Instrument of Peace EIP International”. The 
main objective of the EIP is to promote human rights and peace education in schools, 
within governmental and non-governmental organisations, and broadly amongst the 
general public. This chapter also includes a brief description of several projects carried 
out by EIP in the realm of human rights and peace education.

Researchers from the Academy Leadership & Competence at the Centre for 
Applied Policy Research of Munich present four training programmes that have been 
successfully applied in peace education. These four methods of peace education, “Bet-
zavta” (together), “A World of Differences”, “Gemeinsinn-Werkstatt” and “Respect & 
Tolerance”, were presented in four workshops at the “Education for Peace” conference 
in Belgrade by members of the Academy Leadership & Competence. The authors also 
provide a short summary of the experiences gained in the workshop.

We wish to thank all of the authors for sharing their vast experience and exper-
tise with us, the participants of the conference, and the readers. Without their substan-
tial contribution neither the conference nor this publication would have been possible.

It is our hope that the dissemination of this book will extend the experience and 
knowledge of the researchers and practitioners who contributed to it to a larger audi-
ence, and that the book may provide helpful insights and inspiration for the develop-
ment of new projects within peace education. 

Jens Peder Lomsdalen 
Editor
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Essentials of Peace Education1  
Working Paper of InWEnt and the Institute for Peace 

Education Tübingen e.V.
Günther Gugel and Uli Jäger2

“Education is fundamental to peace-building . Education for peace, human 
rights and democracy is inseparable from a style of teaching that imparts to the 
young, and the not so young, attitudes of dialogue and non-violence – in other 
words, the values of tolerance, openness to others and sharing .” With these words 
the UNESCO Director-General, Mr. Koichoro Matsuura, stressed the significance of 
Peace Education to the process of establishing a civil and peaceful society.

Peace Education plays a decisive role not only in dealing with the violent poten-
tial present within societies, but also in containing violence within the international 
framework of development cooperation. The term “Peace Education” is equally diverse 
as the expectations attached to it: It consists of theoretical deliberations as well as di-
dactic models and practical approaches that are based upon peace as a fundamental 
value. Overlaps occur with models of global and inter-cultural learning, as well as with 
human rights education and democratic education.

International concepts such as “disarmament and non-proliferation education”, 
“global education” or “tolerance learning” resort to basic approaches and methods of 
Peace Education but are viewed as independent learning and education programmes. 
In the context of development cooperation it is particularly important to clarify the re-
lationship between Peace Education and concepts of basic education. A basic education 
that is understood as qualitative education and which links normative questions about 
values, “democratic citizenship” and “life skills”, proves necessary yet does not suffice to 
(always) cause peace-furthering effects. Many Peace Educational approaches are based 
on basic education. Additionally, several successful Peace Educational approaches have 
been developed, which, due to their rich methodology, prove effective in situations 
where comprehensive literacy or comprehensive schooling are hard or impossible to 
achieve. UNESCO (1994) and the International Conference of the Ministers and Sec-

1 The following discussion paper outlines the basic elements, deficits and necessary steps to improve Peace Education 
within the framework of development work. However, it does not constitute a final position, but rather represents 
a work in progress, which will realize further improvement through collective discussions. The first discussion has 
taken place in February 2004 at the international expert meeting “Promote Peace Education around the world” in 
Feldafing. Comments and amendment of the meeting find consideration in the version at hand. We would like to 
thank the following persons for their valuable suggestions, comments and help: Christine Merkel, Stefanie Schell-
Faucon, Nicola Pape, Ingrid Jung and Werner Wintersteiner.
The paper was first published in the documentation of the „International Expert Meeting: Promote Peace Educa-
tion Around the World; Feldafing 9th-11th February 2004“ (http://www.friedenspaedagogik.de/engl/topics_e/
index.htm)

2 Institute for Peace Education Tübingen e. V



10

retaries of Education (2001) have passed a number of framework action plans crucial 
to advancement in this area. Yet it will be necessary to deal with the matter on an aca-
demic level as well to better determine commonalities and connecting points, as well as 
differences. That raises the question of what exactly constitutes the distinct character 
of peace educational deliberations and actions. 

There is no uniform definition of Peace Education. Although there are diverse 
challenges and problems, differing individual and social settings as well as general po-
litico-structural conditions, undeniable commonalities and similarities also do exist. 
One of these commonalities is the realisation that Peace Education is indispensable 
to constructively deal with conflicts and that it furthers the capability to resolve them 
peacefully. These concerns are realised in a variety of different contexts and situations. 
The importance and variety of peace educational approaches increases the necessity for 
a transparent presentation of underlying premises and objectives. That includes the un-
derlying concept of conflict, violence, war and peace. It is these key terms of Peace Edu-
cation and their definition that determine the respective understanding of Peace Edu-
cation. For instance, it makes a significant difference whether conflicts are exclusively 
perceived as destructive forces or as opportunities for change. As significant as dealing 
with different concepts of conflict and violence may be, it seems equally important in 
development cooperation (especially in post-conflict regions) to agree on similarities 
and commonalities. In that way, differences will not be overrated and it will be possible 
to experience being part (with all rights and duties) of a society. However, this does not 
translate into hasty appraisals of society but rather into an integration that is based on 
the idea that we are equal, because we are different.

1 . The Basics of Peace Education

Peace Education is based on the presumption that conflicts do not necessarily 
have to escalate to violence, that there is no innate readiness for violence, and that war 
is not a natural phenomenon. Well-documented social science research supports this 
point. As a professional concept for action, Peace Education combines the strength-
ening of conflict resolution capabilities, dealing with the downsides of human nature, 
such as the lust to cause damage, and fascination with violence. This is the very reason 
why refraining from the use of force is an essential prerequisite for successful Peace 
Education and an essential condition for successful human coexistence. There seems to 
be widespread agreement that violence must not be a means to conflict resolution. Yet 
there are diverging standards in the individual, social and international realm as to tol-
erating, accepting and approving the use of violence. Peace Education rejects the threat 
and the use of force on all levels and is committed to comprehensive means of civil con-
flict management. Based on that, a second premise follows: If violence is dispensable, 
it will be possible to transcend a constructive management of conflicts through edu-
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cation, and to increase the capability to refrain from using force. These deliberations 
constitute the fundamentals of Peace Education.

2 . Peace as a Process: Peace Education as a contribution to the 
development of a culture of peace

Peace Education is based upon a positive and procedural concept of peace that is 
characterized by a decrease in violence and an increase of fairness. Hence, Peace Educa-
tion aims at developing a comprehensive culture of peace and serves as the foundation 
for peaceful coexistence. A culture of peace encourages and furthers values, attitudes, 
traditions, behaviours and lifestyles that rest on principles of human rights, tolerance 
and non-violence. This has to become transcendant not only through explanations but 
also through personal, social and political actions. According to the General Secretary 
of the United Nations, Kofi Annan, the reach of such universal values is not deter-
mined by their universal adherence and application. An ethical code always constitutes 
an ideal vision of the future that serves as an orientation for taking action. A culture 
of peace is also a culture of observance and intervention, requiring diverse social skills 
that Peace Education attempts to convey. The courage to stand up for one’s beliefs must 
be honoured and encouraged. Discrimination, racism and anti-Semitism must not be 
tolerated. Peace cannot be achieved and maintained in the absence of social justice, or 
in the presence of misery, fear and non-freedom in the local and global realms. Peace 
Education enables us to become aware of our own situation and offers options to take 
action in order to deal with it and to find (together with others) possibilities for posi-
tive change. That also includes education aimed at obtaining a global perspective of the 
world and a perspective of “one- world” that are necessary to counter national egoisms. 
Complementing “global learning” approaches, Peace Education offers holistic perspec-
tives, open-mindedness and cooperation to counterbalance uncontrolled globalization 
and its destructive national effects. In practice this can cause conflicting goals between 
(authoritarian) ideas of an adapted and loyal citizen, on the one hand, and peace educa-
tional efforts aiming at the capability of political action critical of society and authority 
on the other hand. Peace Education can contribute to peacefully resolving conflicts that 
arise under such circumstances.

3 . Peace Competence, Peace Capacity, Peace Action: Peace Education as a 
comprehensive learning concept

Peace Education can be perceived as a holistic and comprehensive learning con-
cept that does not scale down or question the sense of individual procedures. Such 
a learning concept comprises three basic elements: Peace competence is essential to 
grasping interrelations, categorizing developments, carrying out analyses, and devel-
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oping strategies to deal with conflicts, violence and war. Peace competence primarily 
translates into know-how. This know-how includes knowledge of the escalation mech-
anisms of conflicts, which are the causes of war and of violence. It also comprises the 
knowledge of people’s peace capabilities, and social and international requirements for 
peace. Furthermore, the ability to assess one’s own possibilities, capabilities and limits 
is an important aspect of Peace competence as well. Peace capacity can be described 
as social competence that comprises self-strength, empathy, and the ability to change 
perspectives as well as communication and cooperation skills. Peace action is the mo-
tivation and ability to take social and political action related to developing democracy, 
implementing human rights and overcoming violence. It aims at influencing political 
decisions and developments on the community, national and international level, and 
can take diverse forms. Within this context, however, it is vital to take on responsibili-
ties and to resist enforcement of conformity. Peace Competence, Peace Capacity and 
Peace Action belong together, build upon each other and are mutually dependent.

4 .  Interconnected Diversity: The central topics and approaches of Peace 
Education

The practical approaches of Peace Education are diverse and vary significantly. 
The following areas comprise core topics and approaches:

4 .1 . Dealing with violence and approaches to overcoming violence:

This is the task of raising people’s awareness of all forms of violence (direct, 
structural and cultural violence) and a systematic search for alternatives to the use of 
force. Different models of violence prevention open up new perspectives and offer non-
violent alternatives of action.

4 .2 . Dealing with military, armament and war:

This topic critically deals with legitimizing mechanisms of armament and mili-
tary, their social and political functions, as well as their effects. The range of approaches 
includes (national) myths justifying the military and trauma-related activities as a way 
of dealing with violence and the effects of (civil-) war.

4 .3 .  To enable and facilitate constructive conflict management and 
non-violent action:

One of the most important but also one of the most difficult approaches of Peace 
Education is transcending conflict capabilities. There is a wide range of training con-
cepts available (stretching from peer-mediation to training in conflict management), 
directed at different target groups.
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4 .4 .  Overcoming prejudices and enemy-images – developing tolerance and 
intercultural competence:

Dealing with enemy-images (for a long time related to the cold war) and preju-
dices belongs to the central topics of Peace Education. However, dealing with enemy-
images takes on special characteristics in differing historic, social and cultural contexts. 
The focus rests on dealing with prejudices and enemy-images within the context of 
ethno-political conflicts. That begs the question of how differences can be expressed 
without any discriminating connotation or without attributing a devaluating meaning 
to them.

4 .5 .  Facilitating democratic participation and/or mediating Democratic 
capabilities:

Comprises the training of different forms of political participation and forms of 
civil disobedience.

4 .6 . Gender related aspects

Practicing and accepting violence plays an important role in the (social and cul-
tural) construction of gender roles. Boys and girls, women and men, play different roles 
within society and within the family. This is particularly the case in situations involving 
violence as well as in the context of conflict resolution, which is why gender specific ap-
proaches of Peace Education are crucial. An essential field of action is the abolishment 
and overcoming of any kind of disadvantages of or discrimination against women and 
girls in the global and the social realms.

4 .7 . Dealing with the media

Dealing with the media has increasingly become a central topic, since it affects 
social and political behaviour. Because of the dominant presence and reflection of vio-
lence in the media, violence is presented as an acceptable option in daily life. This ten-
dency must be counteracted. Yet, the new media also has to show the opportunities for 
alternatives in human interaction. The new media is an important tool for peace-edu-
cational work that should be used more frequently. It can make a particular contribu-
tion in regions lacking basic educational structures to develop basics in human rights 
and democracy as well as Peace Education. Educational reality often deals with the 
topics and approaches mentioned above in an isolated manner. However, from a Peace 
Education point of view it seems desirable to exercise an interconnected approach 
which takes all aspects into consideration.
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5 . Places for Peace Education within and outside the schooling system

Aside from pre-school education, extracurricular education and adult educa-
tion, schools offer a suitable framework for peace educational approaches. The crucial 
(but often restricted) prerequisite for practicing Peace Education in a formal area is the 
opportunity to participate in educational processes and to obtain basic and general ed-
ucation. Peace educational approaches and programmes, however, must not be restrict-
ed to the “formal area” of state-run educational institutions. In many countries in the 
southern hemisphere, less than half of the children attend formal educational institu-
tions. However, Peace Education has to focus on these children as well. This illustrates 
the necessity for extra-curricular approaches and procedures. Here, Peace Education 
also follows the concept of life-long-learning and offers respective models for all age 
groups. In both areas, facilitating but not preaching self-organized and self-determined 
learning processes rest at the centre of Peace Education. Because of its methodological 
richness, its orientation and interdisciplinary approaches, modern Peace Education is 
a model for new ways of learning and educating in the future. Learning situations have 
to be developed as social spaces, where children, youth and adults have opportunities 
to co-determine and to actively shape that space, and where personal development and 
episodes of achievement are possible.

6 . Cultural and regional distinctions: contextual reference of Peace Education

To implement the topics and approaches mentioned above, cultural and regional 
distinctions have to be made: Peace Education can also be perceived as a situational 
learning process. Much depends on the respective conditions on-site. In states and 
regions with strong tensions, conflicts, crises or wars, Peace Education must be con-
ceptualized differently than in states and regions where human rights and democratic 
principles are widely realised and guaranteed. These are considerable challenges for any 
attempt to initiate peace-educational learning processes within the field of develop-
ment cooperation. Development cooperation often takes place in regions that are torn 
by crises and conflict. In this particular context, Peace Education has to struggle with 
the individual and social effects of the collective use of force. In these cases peace-edu-
cational approaches that focus on management, reconciliation and educational prereq-
uisites to developing democracy are indispensable. In this context, Peace Education has 
to primarily deal with collective processes, attitudes and changes. Here, Peace Educa-
tion relies on the rule of law and aims at furthering the rule of law through participa-
tory strategies.
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7 . Peace Education between theory and practice

Peace Education has a rather strong connection with practice, which often lacks 
an equally comprehensive theoretical base. Yet, Peace Education is more than the linear 
implementation of the findings of reference sciences in educational practice. Peace Edu-
cation requires an independent theoretical foundation and reflection. At the same time 
findings in peace and conflict studies and other social sciences have to be recognized 
and/or adopted in the application of Peace Education. Recent research in the social 
sciences shows that inhumane attitudes are most likely to be reduced through empathy 
– the capacity to emotionally identify with others. Higher educational qualifications 
as a possible precondition to social prestige can, under specific circumstances, lead to 
reducing inhumane attitudes. Hence, developing social competence and cognitive ca-
pabilities are important tasks of Peace Education. These scientific findings are applica-
ble in modern industrialized societies, but not necessarily on agriculturally structured 
states or developing countries. Obviously, Peace Education has to develop differenti-
ated analyses, models and approaches in this context. Peace Education depends not 
only on good will but also on knowledge and professionalism, which can be guaranteed 
through providing vocational training and possibilities for continuing education. Often 
Peace Education has to operate with insufficient structures and funding. States should 
recognize Peace Education as an independent field and should assign adequate means 
to it, in accordance its relevance for living together peacefully.

8 . Peace Education and development cooperation – problems and challenges

Peace Education becomes increasingly important as a specific approach of de-
velopment cooperation. Long term and (increasingly) contemporary practical experi-
ence with peace educational approaches have become available. At the international 
expert meeting “Promote Peace Education around the world” the first steps were taken 
towards a systematic analysis and evaluation of these experiences. Still, there is a lack 
of verifiable criteria to determine which project areas and which partners are suitable 
to initiate and develop peace educational processes or to determine the limits of coop-
eration and advancement. Do we have to enlarge cooperation with NGOs and grass 
roots initiatives, because they are less restrained than government-sponsored or gov-
ernment affiliated initiatives? Or, can projects with governmental cooperation offer 
better continuity and reliability, because they can be integrated into formal education? 
The review, application and advancement of existing standards of conditions for suc-
cessful peace work and for peace educational processes can and has to contribute to the 
development of applicable instruments. Peace Education in the field of development 
cooperation is on its way to becoming more qualified and professional. Therefore it will 
be necessary to develop differentiated concepts, corresponding educational standards 
and evaluation procedures. Yet, it must be admitted that the implementation of peace 
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educational programs in development represents an external interference. With re-
gard to the authorization of “humanitarian intervention”, we have to remember that 
conflicts in partner countries belong to the affected persons and can only be solved by 
them. What is needed are external ways of accompanying and managing the solving 
process. The process of developing and promoting solutions takes time and can be sup-
ported through a well directed exchange of regional resources. Although this point is 
important to internal conflicts, increasing international interdependence and mutual 
impact must be considered, as well as calls for global action.

9 . Limits and Opportunities: Reflecting on the theory and practice of Peace 
Education

Field reports and comprehensive evaluation measures are necessary in order to 
realistically estimate and asses the possibilities and results of Peace Education and to 
further develop both theory and practice. Yet, up to now, not enough have been com-
pleted. Peace Education also has to realise how little its possibilities of influence are. 
and that counter interests and goals are diverse and widespread. People are affected by 
education, but more importantly by their daily experiences, the way in which social co-
existence is organized and how problems are being handled on the ground. Peace Edu-
cation cannot solve such basic social problems as insufficient resources or their unjust 
distribution. To the contrary: Peace Education requires favourable political conditions, 
which support its institutionalization and guarantee its operation. Only then can Peace 
Education have a real opportunity to become comprehensively effective. Otherwise, 
Peace Education cannot do much more than continuously point out threatening situa-
tions or developments, to name those responsible, to offer alternatives to conflict, and 
to work to contribute in tiny ways to great changes.
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Education for Democratic Citizenship 
and Human Rights Concept of the 

Council of Europe

Council of Europe1

What is EDC?

Education for Democratic Citizenship (EDC) includes all practices and activi-
ties designed to help young people and adults participate actively in democratic life by 
accepting and exercising their rights and responsibilities in society.

What does EDC include?

EDC encompasses various means of learning Democratic Citizenship. It includes 
in particular, Human Rights Education, Civic Education, Peace Education, Global Edu-
cation and Intercultural Education. As one cannot “learn” democratic citizenship with-
out practicing it, EDC also includes various activities in which participation in society 
can be learned, exercised and encouraged.

What is the aim of EDC?

The aim of EDC is to strengthen democratic societies by fostering and perpetu-
ating a vibrant democratic culture. It seeks to instil a sense of belonging, a commitment 
to democratic society and an awareness of shared fundamental values in order to build 
a free, tolerant and just society at national and European levels. 

Who is involved?

EDC is part of extra-curricular, formal and informal education. As such, it is a 
central concern of schools but also NGO’s, communities and neighbourhoods, local 
authorities and the media. 

Who is it aimed at?

While giving priority to children and young people, EDC contributes to educa-
tion in general and consequently involves all age groups throughout their lives.
1 With permission from the Council of Europe Office Belgrade
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The Council of Europe’s EDC project

The Council of Europe’s EDC project was set up in February 1997 with the aim 
to find out which values and skills individuals require in order to become participating 
citizens, how they can acquire these skills and how they can learn to pass them on to 
others. 

The project was officially launched in October 1997 by the Heads of States and 
Governments of the Council’s of Europe Member States at their Second Summit in 
Strasbourg held on 10-11 October 1997. 

Since then, the Council of Europe has provided a forum of discus-
sion between EDC experts and practitioners from all over Europe, who de-
fined concepts, developed strategies and collected good practices on EDC 
On the basis of their findings and recommendations the Council of Europe has set 
policy standards in the field of EDC and advocated their implementation by member 
States

The future 

The EDC project came to an end in December 2004. The Committee of Minis-
ters of the Council of Europe proclaimed 200� “European Year of Citizenship through 
Education” (EYCE). 

This year will conclude the second phase of the EDC project (2001-2004) and 
could be the starting point for new perspectives in the field of EDC for the Council of 
Europe and its member states. 

Why Education for Democratic Citizenship?

The importance currently given to Education for Democratic Citizenship (EDC) 
is the result of a debate and concern about a number of issues. These include: 

Concern about low levels of participation in local, national and European 
elections;
Concern about the perceived rise of intolerance, xenophobia and racism 
throughout Europe;
Particular concerns about some young people and their apparent alienation 
and marginalisation from the mainstream of society;
Consideration of the role of education in preparing young people for partic-
ipation in the newly democratic countries of eastern and central Europe.”

In other words, giving priority to EDC can contribute to finding responses to the 
fundamental challenges facing democratic societies. These challenges stem from persist-

•

•

•

•
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ent and growing unemployment, the growth of individualism and the multicultural 
reality of our societies. 

However, the priority given to education for democratic citizenship is also based 
on the desire to benefit from positive aspects of our changing societies: individualism 
as liberation from social conventions and as increased potential; diversity as a source of 
mutual respect and enrichment; the information society as an extension of choices, an 
opening-up to the world and a growth of knowledge; and the global village as the setting 
for mobility and communication. One of the objectives of education for democratic cit-
izenship must be to enable everyone to make the most of these new living conditions.

EDC issues

Education for democratic citizenship challenges the very foundations of the cul-
ture of democracy. It concerns the practice of life in democracy, and it is the counter-
part of the creation of the legislative and institutional framework of democratic socie-
ties (“democratic institution-building”). 

From the political point of view, the most important issues have to do with 
sustaining pluralist and representative democracy and enhancing its par-
ticipatory dimension.
In terms of cohesion, the most vital issues are inclusion and the social link. 
The point is to respond to the fragmentation of increasingly individualist, 
pluralist and complex societies.
In terms of dignity, respect and identity, recognition, equality of opportu-
nity and possibilities of expression, control over choices and quality of life 
are at issue.
In cultural terms, the point is to create conditions for complete individual 
fulfilment and the participation of everyone in creating a democratic cul-
ture.
In terms of rights, democratic citizenship is supposed to provide everyone 
with information and access to information about the individual’s rights.
In terms of responsibilities, democratic citizenship corresponds, on the one 
hand, to a spirit of solidarity and a sense of the inherent limit of individual 
rights in order to respect others and contribute to the common good and, 
on the other hand, the possibility of being independent and assuming that 
independence.

Why is the Council of Europe involved?

Education for Democratic Citizenship became a political priority for the Coun-
cil of Europe at the Second Summit of Heads of States and Governments held in Stras-

•

•

•
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bourg in October 1997. Indeed, EDC is instrumental in implementing the Council of 
Europe’s core mission, i.e. strengthening pluralist democracy, human rights and the rule 
of law. 

Programme priorities 1997 - 2000

Taking into account the fact that citizenship is not only a matter of established 
legal and formal rights and responsibilities, but also the wide range of possible relations 
between individuals, groups, associations, organisations and communities, the group 
in charge of the EDC Project management defined three questions on which the pro-
gramme must focus: 

What set of knowledge, skills and attitudes will individuals need to be able 
to be active citizens in Europe in the 21st century?
How can these be developed?
How can people learn to transmit this body of knowledge, skills and atti-
tudes to others, including children, young people and adults?

Working methods and activities 

In order to carry out the EDC Project, a Project Group was created. This Project 
Group was composed of representatives of education ministries, specialists, interna-
tional institutions and NGOs active in the field of education for democratic citizenship. 
The Project Group’s working methods included conferences and seminars, training ac-
tivities, study visits, exchanges, comparative studies, the development of networks and 
databases, and dissemination activities. 

To fulfil the programme priorities, the Project Group created three working 
groups to address 

concepts,
strategies for implementing EDC, in particular through “citizenship sites”,
training and support systems (multipliers and pedagogical resource devel-
opment).

Each sub-group was asked to develop means of communication, especially 
through setting up an Internet site, production of an information bulletin, creation of a 
visual identity for the project, and publication of educational material. 

Target groups 

The project was directed at all age groups and all social classes. In particular, 
however, it focused on: 

•

•
•

•
•
•
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politicians and decision-makers (e.g. members of parliament, political lead-
ers, government experts, education ministry representatives). At this level, 
it was necessary to develop a reference framework (legislation, political sup-
port, and educational policy documents) and facilitate decision-making in 
favour of education for democratic citizenship;
practitioners in the field (e.g. teachers, parents of pupils, teachers involved 
in adult education, media experts, company representatives, trade unions, 
NGOs, communities and cultural and political institutions). At this level, 
it was essential to support examples of good practice and to develop part-
nerships. Similarly, the development of networks and exchanges on a larger 
scale had to be encouraged.

Expected results 

The project activities were expected to yield the following results: 
the development of an interactive network of projects, institutions, infor-
mation sources and educational material;
production of an information sources directory and educational material;
production of a report directed at certain target groups (decision-makers, 
practitioners, and other stakeholders). 

Achieved results 

At the end of the EDC project in September 2000 the results achieved were: 
heightened understanding of EDC concepts, practices and methods;
successful cooperation and analysis of citizenship sites (grassroots projects) 
in communities and schools;
production of studies and training material;
creation of a large network of decision makers, experts, practitioners, NGO’s 
and other intergovernmental organisation.

The results of the EDC 1997-2000 Project were endorsed by the European Min-
isters of Education at the 20th session of their standing conference in Krakow (Poland) 
from 1� to 17 October 2000. During this conference, the Ministers adopted the Reso-
lution on Finished Projects that includes as an appendix, the Draft Common Guide-
lines on Education for Democratic Citizenship.

The new EDC programme of activities for 2001-2004

The exploratory work of the 1997-2000 EDC project having been completed, a 
new programme of EDC activities was defined with a more operational dimension. 

•
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Programme priorities and expected results 

The new programme of EDC activities focuses on three areas: 
EDC policy development;
networking (of sites of citizenship / grassroots projects / practitioners), 
with particular attention to EDC practices in schools and other educational 
organisations;
communication and awareness raising on EDC, including the dissemina-
tion of good practice and the EDC project’s results.

Working methods and activities 

The 2001-2004 programme of EDC activities is co-ordinated by a Steering Group 
of specialists. They are supported by small groups of experts who advise on, analyse, 
monitor and evaluate specific issues, such as policy development or communication. 

The working methods and activities include: dissemination activities; the devel-
opment of networks between projects institutions and information sources; the organi-
sation of conferences and seminars; the organisation of training activities, study visits, 
exchanges, comparative studies; the compilation of policy texts and examples of good 
practice; the production of teaching material. 

These activities are carried out at a multilateral or bilateral level.

Target groups and partners 

The multi-dimensional, holistic and lifelong learning approach of the EDC 
project (1997-2000) continues to characterise the Council of Europe’s new EDC activi-
ties. All age groups and all social classes are addressed, with a particular focus on tar-
get groups involved in school-based EDC initiatives: politicians and decision-makers, 
teachers, pupils, pupils’ parents, NGOs, communities. 

A large number of partners participate and cooperate in the EDC network - 
Member States, NGOs and sites of citizenship participants, universities, businesses, 
other intergovernmental organisations, various international organisations taking part 
in the Enhanced Graz Process, private foundations and other sectors of the Council of 
Europe (those concerned with legal, political, cultural, youth, social cohesion and local 
and regional government questions). 

European Year of Citizenship through Education in 2005

As the current EDC project came to an end towards the end of 2004, the Com-
mittee of Ministers of the Council of Europe intended to proclaim 200� “European 

•
•

•
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Year of Citizenship through Education”. This year will conclude the second phase of the 
EDC project (2001-2004) and could be the starting point for new perspectives in the 
field of EDC for the Council of Europe and its member states.

Aims and objectives 

For the Council of Europe, the main objective of the year will be to increase its 
visibility and illustrate the organisation’s know-how and its capacity to be active in the 
education field, a domain that is indispensable to the safeguard and further develop-
ment of democratic values. The Council of Europe’s education programmes have al-
ways been close to its fundamental vocation, which is to protect and promote pluralist 
democracy, human rights and the rule of law.

The year will also provide an opportunity for member states to take over owner-
ship of the project. It will assist decision-makers in developing policy instruments, e.g. 
reform of national curricula and legislation. 

The “Year” will increase awareness amongst EDC professionals at a variety of 
levels. The interest and publicity surrounding a specific year should help to disseminate 
achievements in EDC-related areas, notably by making full use of the quality indicators 
developed within the current projects. This applies to both the formal and non-formal 
sectors of education. 

At the national level there will be considerable flexibility to adapt to specific 
interests and needs. The programme will possibly include the organisation of seminars 
and training activities for teachers and multipliers, exhibitions and the preparation of 
legislative reforms to support formal and non-formal education. Each country will de-
fine its own programme. 

Target groups 

The “Year” will first and foremost be aimed at reaching education policy makers, 
multipliers and professionals having a specific interest in the subject. Some countries 
have already indicated that they will also target the general public in awareness-raising 
activities. 

Working methods 

In the Council of Europe, a wide range of initiatives has been proposed. These 
will be further developed by an ad hoc committee of experts set up especially for the 
“Year”. Here are a few examples of what the Council of Europe could do: 

provide legislative assistance in the field of EDC to those member states that 
wish it through consultations with experts;

•
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assist member states and relevant NGOs with the organisation of teacher/
multiplier training seminars;
develop instruments that facilitate the acquisition of knowledge, skills, at-
titudes and values, generally known as “core competencies”, that reflect the 
Council of Europe’s fundamental values notably human rights and funda-
mental freedoms, pluralism and the rule of law. This could be done by the 
means of an “EDC kit” that the Council of Europe intends to produce;
set up a website providing links to national websites and giving information 
about activities at European and national levels. This is to be updated on a 
regular basis.

Council of Europe’s directorates involved in the EDC project

The EDC Division of the Directorate of Education is at the core of the EDC 
project. It has facilitated conceptual analysis; provided support for field activities 
(such as sites of citizenship and training) and for research. It has also organised com-
munication and dissemination activities at national and European level, including 
development of a website and production of training materials in English, French and 
other languages. 

A key element of the project is the development of a network of EDC coordina-
tors, who are nominated by the member States of the Steering Committee for Educa-
tion. Their main function is to bring together, possibly through specific working groups, 
various actors involved in EDC related initiatives at a national and European levels. In 
their own countries EDC coordinators fulfil an important role in the development and 
promotion of EDC.

Apart from the EDC Division, the following other Divisions and Directorates 
of the Council of Europe promote Education for democratic citizenship and Human 
rights: 

The Higher Education and Research Division promotes Education for 
democratic citizenship within higher education institutions. 
The Directorate of Youth and Sport provides funding and educational 
support for international youth activities aiming at the promotion of youth 
citizenship, youth mobility and the value of human rights, democracy and 
cultural pluralism. 
The Directorate General of Social Cohesion works on children, participa-
tion and democracy. 
The Directorate General on Human Rights - DG II organises training 
and awareness activities on human rights for judges, lawyers, NGOs, media 
and the general public.

•
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The Secretary General of the Council of Europe launched two integrated Projects 
in January 2002: “Making democratic institutions work”, and “Responses to violence in 
everyday life in a democratic society”. The Integrated Project 1 on “Making democratic in-
stitutions work” focuses on questions of responsiveness and accountability of democratic 
institutions, participation of civil society in democratic decision-making and elections.  
The Integrated Project 2 on “Responses to violence in everyday life in a democratic 
society” aims at defining policy principles to combat violence, curbing violence pro-
ducing developments and devising prevention strategies. 

Other Council of Europe bodies involved in the EDC project

The Parliamentary Assembly 

The Parliamentary Assembly, which is the parliamentary organ of the Council of 
Europe consisting of a number of representatives from each Member State Parliament, 
has adopted a number of Recommendations and Resolutions on EDC-related issues. 
The Recommendations contain proposals addressed to the Committee of Ministers, 
the implementation of which is within the competence of governments. The Resolu-
tions embody decisions by the Assembly on questions, which it is empowered to put 
into effect or expressions of view, for which it alone is responsible.

Parliamentary Assembly: texts adopted on EDC

Recommendation 1401(1999) on education in the responsibilities of the individu-
al Resolution 1193 (1999) on second-chance schools - or how to combat unemployment 
and exclusion by means of education and trainingRecommendation 1346 (1997) on hu-
man rights education

The Committee of Ministers 

The Committee of Ministers is the Council of Europe’s decision-making body. 
It comprises the Foreign Affairs Ministers of all the member states, or their perma-
nent diplomatic representatives in Strasbourg. It is both a governmental body, where 
national approaches to problems facing European society can be discussed on an equal 
footing, and a collective forum, where Europe-wide responses to such challenges are 
formulated. In collaboration with the Parliamentary Assembly, it is the guardian of 
the Council’s fundamental values, and monitors member states’ compliance with their 
undertakings. 
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Committee of Ministers: texts adopted on EDC

Declaration MED21-7 on intercultural in the new European context Resolution 
(2000) 40 on results and conclusions of the completed projects in 1997-2000 medium 
term programme DECS/EDU/CIT (99) Decl E Declaration and Programme on Educa-
tion for Democratic Citizenship, based on the rights and responsibilities of the citizens 
Recommendation (2002)12 on education for democratic citizenship
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Different Approaches to Human Nature 
and Peace Building

Slobodan G. Markovich1

The First Dilemma: One or many Human Natures

The most intellectual Roman Emperor Marcus Aurelius (161-180 a.d.) wrote in 
his Meditations on people in different epochs:

Consider, for example, the times of Vespasian. You will see all the same things, peo-
ple marrying, bringing up children, sick, dying, fighting, feasting, trafficking, farming, 
flattering, pushing, suspecting, plotting, wishing for someone to die, grumbling about 
the present, loving, heaping up treasure, coveting the consulship and kingly power. Well, 
the life of those people is all over. Come on next to the time of Trahan. Again, all is the 
same…2

Aurelius in these sentences perpetuates stoical approach that nothing really 
changes and humans in different epochs remain essentially the same. On the other hand 
there are many modern thinkers who believe that the human nature is historically de-
termined. Erich Fromm and Ramón Xirau mention that men in different epochs are so 
different “that it is unrealistic to assume that men in every historical epoch have had in 
common that essence which can be called ‘human nature’”.3 As an alternative view they 
offer position of many anthropologists “that man is born as a blank sheet of paper on 
which each culture writes its text.”4

1 . The Main Episodes in the Development of European Pessimism

In this text I will deal with those concepts that hold that there is a single human 
nature, and this singular nature is essentially corrupt and evil. I will also try to indicate 
what consequences such beliefs have in legal and political fields as well as for the activ-
ity of peace workers.

In late antiquity, as soon as Christianity prevailed, men started to be seen in 
a predominantly pessimistic way. Since its acceptance to the canon of the New Testa-

1 Institute for European Studies, Belgrade
2 Marci Aurelii Meditationes IV 32, in Marcus Aurelius and His Times. The Transition from Paganism to Christianity, 

translated by George Long and clarified by Classics Club editors (Roslyn, N.Y.: Walter J. Black, 1973), p. 39. 
3 Erich Fromm and Ramón Xirau, The Nature of Man. Readings (New York – London: Macmillan Publishing – Col-

lier Macmillan Publishers), p. 3.
4 Ibid., p. 3.
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ment, The Book of Revelation of Saint John the Divine has represented the main source 
of Christian pessimism. The lamb, the personification of Christ, opens seven seals to St. 
John revealing what will happen in the ultimate episode of time. When he opens the 
seventh seal, seven angels appear with seven trumpets each of them bringing terrible 
plagues to the Earth. The next to the last trumpet reveals the sixth angel who looses 
four angels who are to slay the third part of mankind. So many sinners are in the Earth 
that the army of angels’ horsemen numbers 200 million.� The nature of men is co cor-
rupted that even after this slaughter they prefer to follow Devil: 

And the rest of the men which were not killed by these plagues yet repented not of the 
works of their hands, that they should not worship devils, and idols of gold, and silver, 
and brass, and stone, and of wood: which neither can see, nor hear, not walk:

Neither repented they of their murders, nor of their sorceries, nor of their fornication, 
nor of their thefts.6 

Afterwards a series of personifications of the Devil appear on the Earth, and one 
of them marks all men “small and great, rich and poor, free and bond” by a sign on their 
right hand or on their foreheads. And this mark was 666.7

The Book of Revelations does not leave to much doubt that the majority of man-
kind would ultimately side with the Beast. And there is a clearly defined punishment 
for them: “And the smoke of their torment ascendeth up for ever and ever: and they 
have nor rest day nor night, who worship the beast and his image, and whosoever re-
ceiveth the mark of his name.”8

The Apocalypse of Saint John paved the way for Christian pessimism. However, 
it was St. Aurelius Augustine (3�6-430), Bishop of Hippo, who gave this pessimism a 
powerful theoretical framework. He developed the theory of original sin during his 
polemics against Pelagius (c. 400-418). What comes from Augustine’s theory is that all 
men are born sinful and guilty as a result of Adam’s sin. Even children are sinful. Con-
sequently, all the men deserve to end up in hell, but God due to his enormous grace will 
save a lucky minority. St. Augustine’s pessimism gradually grew and reached a climax 
in the works he wrote in the 420s. In his work De correptione at gratia (On Admonition 
and Grace) written in 426 or 427 he concluded that the number of those who would be 
saved was certain and was revealed in the book of Apocalypse (De correptione et gratia, 
39). This means that by 427 St. Augustine believed that no more than 144,000 humans 
would ultimately be saved. In his work De praedestinatione sanctorum et de dono perse-
verantiae (On the Predestination of the Saints and the Gift of Perseverance), written in 
428 or 429, he concluded:

� Apc, 9, 16.
6 Apc., 9, 20-21.
7 Apc, 13, 16-18.
8 Apc, 14. 11.
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Faith, then, in its beginning as in its completion, is God’s gift; and let no one have any 
doubt whatever, unless he desires to resist the plainest sacred writings, that this gift is 
given to some, while to some it is not given. But why it is not given to all ought not to 
disturb the believer, who believes that from one all have gone into a condemnation, 
which undoubtedly is most righteous; so that even if none were delivered therefrom, 
there would be no just cause for finding fault with God.9

What St. Augustine emphasizes here is that individuals do not reach faith 
through their own will but through the grace of God. However, God does not give this 
gift to everyone. Nonetheless Augustine declares him to be righteous, because Adam’s 
sin is so great that the fact that God will save even a fortunate minority is proof of God’s 
righteousness, since all humans deserve eternal damnation.10  

A great variety of concepts developed in late antiquity regarding human nature . 
Augustinian theology was very pessimistic especially in eschatological terms as well as 
in his teachings on free will that in his interpretation was more than limited. Gnostic 
theology was the most pessimistic European theology in defining this world, as it was 
for Gnostics only the creation of a false god. Salvation is possible, but limited to a select 
few who can reach divinity in themselves during their lifetime. Real human nature is 
divine according to Gnostics, but the false god prevents the majority from understand-
ing this.  Pelagianism was a predecessor of modern liberal philosophy. It states that hu-
mans have free will to act and this can lead to accepting good or evil. Finally. Eastern 
Christian teachings were closer to Pelagianism than to Augustinianism in terms of free 
will and the repudiation of the theory of original sin. Humans have free will and if they 
chose the good (Christ) they will end up in paradise, but if they chose the evil they will 
end up in hell.

Of all these teachings only Augustinianism is completely pessimistic regard-
ing human nature. Gnosticism is dominantly pessimistic since most of people will not 
reach divinity in themselves, but at least some are given chance to come to know their 
real godlike nature. Finally, Pelagian and Eastern Christian views are essentially dualis-
tic since humans are allowed to choose, and some will choose good, others evil. For the 
subsequent intellectual history of Western Europe it was exceptionally important that 
Augustinianism prevailed during the �th century AD. 

2 . Early Modern Protestant Christian Pessimism

The teachings of St. Augustine maintain their significance for the modern world 
because they were renewed in the works of Martin Luther (1483-1�46) and Jean Calvin 
(1�09-1�64) in the 16th century. Paradoxically, the renewed interest in St. Augustine by 

9 De praedestinatione sanctorum, I, 16.
10 See Russell’s criticism of Augustine’s pessimism in: Bertrand Russell, History of Western Philosophy (London: Unwin, 

1984). 
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the founders of protestant and reformed churches led to a repudiation of some of Au-
gustine’s teachings, particularly those close to predestination at the Council of Trident 
(1�4�-1�63). From that moment what can be termed Augustinian pessimism became 
more a heritage of Protestants than of Catholics. Beliefs in the message of the Apoca-
lypse, fear of terrible last years before the Doomsday, and acceptance of Augustinian 
teachings brought Europe to “the period of greatest horror” as Jean Delumeau called 
it referring to the years between 1348 and 1660.11 Only the age of Enlightenment and 
the changes that came through Euro-Atlantic revolutions were able to shunt aside the 
dominant pessimistic beliefs on human nature in Europe.

3 . Late Modern European Philosophical and Scientific Pessimism 

Although the 19th century could be called an age of optimism it also gave several 
very influential pessimist thinkers such as: Arthur Schopenhauer (1788-1860), Jacob 
Burckhardt (1818-1897), and Friedrich Nietzsche (1844-1900).12 

It was the pessimism of the fin de siècle that saw the rise of another powerful pes-
simist on human nature: Sigmund Freud (18�6-1939). His views on human nature can 
be summed up in the following way:

Men are creatures of unfulfilled desires
Men are dominantly irrational
Human rationality is very limited – the ego is surrounded by three tyrants: 
consciousness (superego), the unconscious (id) and the hostile outside 
world
There is no major difference in Freud’s original ideas between pathology and 
mental sanity

The experience of the First World War and the “uncivilised behaviour” exhib-
ited during the war “disillusioned” Freud. He describes how his views were influenced 
by the fierce war in two essays written in March and April 191� entitled “Thoughts 
for the Times on War and Death”.13  He points out resignedly: “In reality our fellow 
citizens have not sunk so low as we feared, because they have never risen so high as we 
believed.”14 Many of Freud’s contemporaries believed that human souls were quite re-
mote from evil. But the father of psychoanalysis was quite far from such optimistic ap-
proaches to human nature. He noticed that even God’s commandments given to Moses 
do not speak well of human nature: “The very emphasis laid on the commandment 
‘Thou shalt not kill’ makes it certain that we sprang from an endless series of genera-

11 Jean Delumeau, Le péché et le peur. La culpabilisation en Occident (XIIIe-XVIIIe siècle), (Paris: Librairie Arthème 
Fayard, 1983).

12 For pessimistic teachings of the latter two see: Arthur Herman, The Idea of Decline in Western History (New York: 
The Free Press, 1997), pp. 76-108.

13 The original title in German is: “Zeitgemässes über Krieg und Tod.”
14 Sigmund Freud, “Thought for the Times of War and Death (191�)”, in The Standard Edition of the Complete Psycho-

logical Works of Sigmund Freud – SECPWSF, vol. 14 (London: Vintage, 2001), p. 28�.

•
•
•

•



31

tions of murderers, who had the lust for killing in their blood, as, perhaps, we ourselves 
have to-day.”1�

Freud concludes his essay with a consideration that does not offer too much 
hope for the future of mankind: “But war cannot be abolished; so long as the conditions 
of existence among nations are so different and their mutual repulsion so violent, there 
are bound to be wars. The question then arises: is it not we who should give in, who 
should adapt ourselves to war?”16 

At the end of the First World War Freud wrote a letter to his friend Oskar Pfister 
(1873-19�6) who was a pastor form Basel and an adherent of psychoanalysis. Reacting 
to his criticism of his own ethical interpretations Freud noted that “on the whole” he 
has not found “much of the ‘good’ in people. Most of them are in my experience riffraff, 
whether they proclaim themselves adherents of this or of that ethical doctrine, or of 
not at all…” He sadly concluded: “If there is any question of ethics I avow I have high 
ideals, from which sad to say most people I have known diverge… ”17

His pessimism, fostered by World War One, was finally shaped in his work Be-
yond the Pleasure Principle completed in mid July 1920. This work represents the turn-
ing point in his interpretation of human nature. The evil character of human nature 
becomes instinctual in this work through Freud’s introduction of the concept of the 
death instinct, which exists simultaneously with the life instinct. The aim of the death 
instinct is to bring back all organic substance to its inorganic origins.  Freud defines it in 
the following way: “If we are to take it as a truth that knows no exception that every-
thing living dies for internal reasons – becomes inorganic once again – then we shall be 
compelled to say that ‘the aim of all life is death’ and, looking backwards, that ‘inanimate 
things existed before living ones.’”18

In a correspondence between Albert Einstein and Sigmund Freud initiated by 
the Permanent Committee for Literature and the Arts of the League of Nations Ein-
stein asked Freud “to present the problem of world peace in the light of your most re-
cent discoveries.”19 In his reply, written in September 1932, Freud noticed that “a glance 
at the history of human race reveals an endless series of conflicts between one commu-
nity and another or several others, between larger and smaller units – between cities, 
provinces, races, nations, empires -  which have almost always been settled by force of 
arms.”20 In the letter Freud explained his theory of human instincts and particularly 
antagonism between a death instinct and its derivative destructive instinct on the one 
hand and the life instinct on the other. Having in mind that the death instinct resides 

1� Ibid., p. 296.
16 Ibid., p. 299.
17 Ernest Jones, The Life and Work of Sigmund Freud, edited and abridged in one volume by Lionel Trilling and Steven 

Marcus (New York: Basic Books, 1961), pp. 3�2-3�3.
18 Sigmund Freud, Beyond the Pleasure Principle (1920), in SECPWSF, vol. 18 (London: Vintage, 2001), p. 38.
19 Sigmund Freud, “Why War?” [Einstein’s letter to Freud (30th July 1932)], in SECPWSF, vol. 22, p. 202.
20  Sigmund Freud, “Why War?” [Freud’s letter to Einstein (Sept. 1932)], in SECPWSF, vol. 22, p. 206-207. 
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within every man he logically concludes that “there is no use in trying to get rid of men’s 
aggressive inclinations”.21 Freud goes even one step further. He poses a question:

Why do you and I and so many other people rebel so violently against war? Why do 
we not accept it as another of the many painful calamities of life? After all, it seems 
to be quite a natural thing, to have a good biological basis and in practice to be 
scarcely avoidable .22

Freud’s question is not very encouraging. His answer may only raise more worries. 
He believed that the reason why he as a pacifist and liberal and another pacifist Einstein 
and many other pacifists around the world belonged to peace movements was not the 
result of their own moral considerations. “We are pacifists because we are obliged to be 
for organic reasons” claimed Freud. This state of organic pacifism is the result of evolu-
tion of culture. Freud is an optimist in the end since he states that “whatever fosters the 
growth of civilization works at the same time against war.”23 This optimism is, however, 
very much obscured by his remark that the evolution of culture - another word for the 
growth of civilization - “may perhaps be leading to the extinction of the human race, for 
in more than one way it impairs the sexual function.”24 

A logical reading of Freud leads us to the conclusion that mankind is trapped 
between two perils. If men are in their natural state they are aggressive, and their ag-
gression is directed externally without constraints. Therefore a natural man is easily 
inclined to destroy and kill another man. Evolution of culture brings mankind to the 
state of organic pacifism and this can result in biological extinction due to the weaken-
ing of the sexual function. The dilemma of a modern man of culture is therefore to re-
gress or to progress, or in other words to choose between being natural but murderous, 
or cultural but suicidal. Thus there are two ways in which mankind could potentially 
be destroyed:

Through further acculturation by weakening of sexual desire and reproduc-
tive abilities, or
Through regression to genuine, non-cultural, natural human nature.

4 . Contemporary Denominational Pessimism for the Destiny of “the other”

One could easily argue that the Augustinian message is today the strongest in 
one of the most liberal countries in the world, the United States. Of the post-Second 
World War American Presidents the first who is known to have had apocalyptic beliefs 
was the fortieth President, Ronald Reagan (1911-2004, President from 1981 till 1989). 
At least three of his public statements contained apocalyptic visions. When he was the 

21 Ibid., p. 211.
22 My emphasis. Ibid., p. 213.
23 Ibid., p. 21�.
24 Ibid., p. 214.
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Governor of the State of California he gave an interview to Christian Life magazine in 
1968 stating: “Apparently never in history have so many of the prophecies come true in 
such a relatively short time.” A leftist coup in Libya led by Colonel Muammar al-Qadd-
afi and his subsequent decision to form a federation with Egypt and Syria aiming to de-
feat Israel induced Reagan to make immediate biblical parallels with Libya mentioned 
in the Old Testament’s Book of Ezekiel as one of Israel’s invaders. So, in 1971 he stated 
in Sacramento: “That’s a sign that the day of Armageddon isn’t far off... Everything is 
falling into place. It can’t be long now. Ezekiel says that fire and brimstone will be rained 
upon the enemies of God’s people. That must mean that they’ll be destroyed by nuclear 
weapons.” Finally he gave an additional apocalyptic statement while holding the office 
of President of the United States. In 1983 he said to a lobbyist for Israel: 

You know, I turn back to your ancient prophets in the Old Testament and the signs 
foretelling Armageddon, and I find myself wondering if we’re the generation that’s go-
ing to see that come about. I don’t know if you’ve noted any of those prophecies lately, 
but believe me, they certainly describe the times we’re gong through.2� 

Ideas of imminent Armageddon were not confined to Reagan himself. His Sec-
retary of the Interior James Watt did not worry too much about environmental protec-
tion since he did not expect that too many generations would live before the end of the 
world.  Therefore he said to a congressional committee: “I don’t know how many future 
generations we can count on until the Lord returns.”26 

An example of Christian Millenialist Expectations

The wave of terrorist attacks and strong fears of new ones after the events of Sep-
tember 11, are of great significance for peace movements and their strategy. One of the 
consequences of the terrorist attacks is a renewed interest in the message of the Book 
of Revelation. In the 14th century terrible epidemics of Black Death, that decimated 
the European population between 1347 and 13�1 killing up to one third of continent’s 
inhabitants, and through this experience the idea that the end of the world was soon 
to come was revived. Massive scenes of destruction and suffering gave rise to the same 
expectation after horrible attacks hit the States. An example of these new fears will be 
analysed here.

A former Southern Baptist minister Tim LaHaye (1927) known for his con-
servative religious views predicted apocalypse as early as 197�. In his work Revelation 
he expounded on a Malthusian scenario: an explosion of population, global famine and 
water pollution will be introductions to the devastating Armageddon.27 He achieved 

2� Paul Boyer, When Time Shall Be No More: Prophecy belief in modern American culture (London and Harvard, MA: 
Harvard University Press, 1992), p. 142. 

26 Eugen Weber, Apocalypses. Prophecies, cults and millennial beliefs through the ages (London: Pimlico, 2000), p.  202. 
27  Ibid., p. 202.
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nationwide popularity in the States in the late 1990s when he started to publish a se-
ries of books describing the last seven years of humankind. By May 2004 the series 
contained twelve books, known by the title of the first book Left Behind. The series sold 
some 62 million copies.28 The books are particularly popular in the South and Midwest. 
The first book in the series (199�) immediately became very popular. However, the 
peak in sales in the USA was reached after the traumatic experience of September 11. 
The seventh book in the series entitled Desecration (2001) became the best-selling novel 
of the year. It should be noted that LaHaye’s series has been very popular with Ameri-
can soldiers in Iraq. The fact that actual events in the series take place in Iraq (where 
the new ruler of the world, the Antichrist, places his capital – New Babylon) makes it 
even more interesting for soldiers serving there.29 

Like early Christians, and in accordance with his protestant predecessors of the 
16th century, LaHaye believes that the end of the world is imminent. Apparently he 
originally believed that Armageddon might begin in the millennial year of 2000.30 Fail-
ure did not make him desperate. He said to a journalist in 2004: “I’ve studied the signs 
and I can tell you that our generation has more reason to believe that Christ will return 
in our lifetime than any generation in the history of the Church.”31

The story in the Left Behind series explains what happens after the Rapture, an 
event when the good will be taken to Heaven and the rest will remain in the Earth to 
face the last seven years of tribulation and Christ’s Second Coming. The list of those 
taken includes: one third of the drivers, meaning probably one third of Americans in 
general, all the babies including those not yet born, small children, most young people, 
and those adults who are true Christian believers, and a minority of Catholics, includ-
ing the Pope. The list of those left behind includes: the Current Secretary-General of 
the UN; the new Secretary-General of the UN, who is later revealed to be the Anti-
christ coming from Europe (from Romania); the majority of Catholics; a new Roman 
Pope, Peter who becomes Global Religious Leader; and most of members of other non-
Baptist churches as well as homosexuals. 

Those left behind, meaning two-thirds of Americans and an even higher pro-
portion of others face various perils: wars, famine, plagues, and natural disasters. Only 

28  Tim LaHaye and Jerry B. Jenkins’ series of books Left Behind include: No. 1: Left Behind. A Novel of the Earth’s Last 
Days (Wheaton, Ill.: Tyndale House Publishers, 1995); No. 2: Tribulation Force. The Continuing Drama of Those Left 
Behind (1996); No. 3: Nicolae. The Rise of Antichrist (1997); No. 4: Soul Harvest. The World Takes Sides (1998); No. 5: 
Apollyon The Destroyer is Unleashed (1999); No. 6: Assassins. Assignment: Jerusalem, Target: Antichrist (1999); No. 7: 
The Indwelling. The Beast Takes Possession (2000); No. 8: The Mark. The Beast Rules the World (2000); No. 9: Desecration. 
Antichrist Takes the Throne (2001); No. 10: The Remnant. The Remnant On the Brink of Armageddon (2002); No. 11: 
Armageddon. The Cosmic Battle of the Ages (2003); No. 12 Glorious Appearing. The End of Days (2004). An additional 
book was published to describe Antichrist’s life before his rise: Tim LaHaye and Jerry B. Jenkins, The Rising: Antichrist is 
born: before they were left behind (Wheaton, Ill.: Tyndale House Publishers, 200�). 

29 David Gates (With David J. Jefferson and Anne Underwood), “Religion: The Pop Prophets . Faith and Fiction: 
Tim LaHaye and Jerry B. Jenkins are an unlikely team with a shared evangelical fervor--and . America’s best-selling 
writers”, Newsweek, 24 May 2004.

30 Eugen Weber, op. cit., p. 28.
31 Oliver Poole, “The End of the World? I can’t wait”, The Daily Telegraph, 1 April 2004. 
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one in four of those who were left will survive. On the other hand the new Secretary-
General of the UN Nicolae Carpathia, pretending to be a pacifist, will attempt disarm 
all the countries. He fascinates ordinary people, moves the new global capital to New 
Babylon in Iraq, and establishes a new Global Community with his own troops called 
Peacekeepers. In reality the Peacekeepers are the army of Antichrist. His rule is un-
questioned. However, the US president with territorial defence units from the East 
Coast, in alliance with Brits and Egyptians, decides to attack the Antichrist. The Peace 
troops of the Antichrist then rain atomic bombs on London, the USA and Egypt, and 
suppress the mutiny. 

Among the misfortunes that subsequently strike those left behind are: a mega-
earthquake; a plague of scorpion-like locusts led by Apollyon, chief demon of the abyss 
(this plague is so terrible that men try to kill themselves but are not able to do so); and 
a supernatural horde consisting of 200 million demonic horsemen killing one third of 
the remaining population. After three and a half years of rule, the Antichrist is killed, 
but then he resurrects and demands that all people accept the sign of the beast. In the 
end Christ appears and defeats the Antichrist. 

As one can easily see, LaHaye’s narrative is just a modernised version of the Book 
of Revelation, a version that is much more appealing to the millions of people than the 
original itself. Nowadays the United States is the leading country in the Euro-Atlan-
tic community in terms of how widespread apocalyptic beliefs are. Tens of millions of 
Americans share LaHaye’s views on the Second Coming. September 11 events further 
encouraged the rise of similar beliefs. A survey conducted in 2002 revealed that �9% 
of the population believed that the prophecies of the Book of Revelation of Saint John 
would occur. Moreover, 17% believed that the end of the world would happen during 
their lifetimes. Finally, another poll revealed that a quarter of Americans believed the 
Bible predicted the September 11 attacks.32

Being a work of fiction, the Left Behind series reveals patterns and fears generally 
shared by American Christian fundamentalists. What they fear most are that global 
institutions and a possibility that a single religion might gain global predominance. The 
best candidates to do so in their view are the UN, viewed as Satan’s assistant. On the 
other hand, American Roman Catholics, already the largest single church in the States, 
threaten to become the leading church in the world with global pretensions and the 
church with a relative majority in the States. The realisation of any of the above fears 
would indicate for Christian fundamentalists a clear sign that the rule of the Antichrist 
has begun and that the end of times is very near. Since the UN has such a negative dia-
bolic image amongst Christian fundamentalists, it is no wonder that in LaHaye’s imagi-
nation Peacekeepers are seen as an army of Satan. This has important consequences for 
peace activists since they are also viewed as a tool of Satan.

32 Ibid.
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The fact that important segments of the largest single protestant denomination 
in the US – Southern Baptists – increasingly view peace activists with suspicion should 
evoke adequate responses from the peace activists. The simplest thing would be sim-
ply to repudiate these views as another anti-modern movement. A more effective ap-
proach would be to analyse what sort of values are behind these views and try to bring 
the peace movement in harmony with these values. The latter approach is essential in a 
pursuit of peach, not only because of Christian fundamentalists but even more because 
of Islamic fundamentalism. 

The Goodness of Human Nature

Obviously early and mediaeval Christian thinkers as well as Sigmund Freud did 
not believe in the goodness of human nature. Yet, an opposite even more influential 
stream has appeared in the late modern era amongst European intellectuals.

Belief in the original goodness of human nature seems to be as old as mankind, 
and has mythological roots. The period when human nature was good is often described 
as a “golden age”. Later this age was corrupted by inner or outer causes by an act known 
as the Fall.33 This theme is repeated in the Bible and most other holy books.

The age of Enlightenment replaced the golden age with the concept of the primi-
tive age and the idea of the noble savage. In this interpretation culture created corrupt-
ed men but return to nature could make it better. Even the advocates of Enlightenment 
did not believe that their contemporaries were dominantly good. They rather postu-
lated that humans were originally good and only later corrupted through culture. This 
assumption had an optimistic conclusion. If humans were originally good they could be 
good again through proper education. This has become credo of educational optimists 
ever since Rousseau.

The list of advocates of good human nature includes educational optimists such 
as:  Jean-Jacques Rousseau, Karl Marx, B. F. Skinner, and Gordon Allport. Even the 
notorious Soviet pedagogue Anton Semyonovich Makarenko who established some 
form of concentration camps, so called “work colonies” for deviant youngsters, was an 
educational optimist. There was an underlying idea behind their educational concep-
tions: by making men more educated one would make them better. The history of the 
twentieth century has not supported this idea.  

Legal Implication of Anthropological Pessimism and Optimism

If individuals are dominantly corrupt and evil as pessimists believe, then the 
same conclusion must be applied to nations as a whole. In latter case this would mean 

33 Julien Ries, “The Fall”, in: Mircea Eliade (ed.), The Encyclopedia of Religion (New York: Macmillan Library Reference, 
1993), pp. 2�6-267.
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that constitutions should take into account human deficits. Pessimists would be the 
least ready to repeat words of a Latin proverb: Vox populi, vox Dei. However, optimists 
prevailed in France when the first revolutionary constitution was drafted and they gave 
unlimited sovereignty to the people. People were given sovereignty in theory, but the 
mob of Paris got it in reality, at least in the last months of the French revolution. 

The fathers of the American constitution were much more cautious. Coming 
from Protestant backgrounds influenced by the Augustinian view on human nature 
they found it advisable to limit power wherever it was possible. As Fareed Zakaria 
pointed out: “The American system is based on an avowedly pessimistic conception of 
human nature, assuming that people can not be trusted with power.”34 For this reasons 
a system of controls was introduced including: complete separation of powers, checks 
and balances, a conservative Senate, the electoral college, federalism – including the 
statehood of member-states.

The French republican system had quite opposite solutions: incomplete sepa-
ration of powers, administrative and educational centralism, sovereignty of the peo-
ple and unicameral assembly, based on the one man – one vote principle. The French 
model has been for some time much more popular than the American. Zakaria seems 
right when he questions this course. “Most non-Western countries have embraced the 
French model – not least because political elites like the prospect of empowering the 
state, since that means empowering themselves – and most have descended into bouts 
of chaos, tyranny or both.”3�

The British model serves as another example of mistrust in human nature. Con-
servative institutions such as the Monarchy or the House of Lords, a long tradition of 
self-reproductive Oxbridge elites, and above all the concept of the rule of law serve 
as barriers against human nature. Continental European constitutional systems are 
far from equally protecting society from the negative side of human nature. One can 
conclude that in late modernity an optimistic view of human nature led to optimistic 
constitutional frameworks. Post-Tridentine conceptions have triumphed over Augus-
tinian.

Political Ideologies and Human Nature

This is not surprising if one takes into account how different political ideologies 
have viewed human nature and which of them sided with pessimistic approaches. For 
liberals all humans are governed by reason and able to develop personally, particularly 
through education. They are self-seeking and largely self-reliant creatures. Like liberals 
Socialists are optimists regarding human nature. They hold that prospects for human 
development are great and believe that humans are social creatures shaped by creative 

34 Fareed Zakaria, “The Rise of Illiberal Democracies”, Foreign Affairs, vol. 76, no. 6 (Nov.-Dec. 1997), p. 39.
3� Ibid.
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labour. Conservatives offered an opposite view. For them humans regrettably are not 
dominantly rational. They are limited and security seeking creatures. Moral corruption 
is present in all men. Finally, fascists agree with conservatives that humans are not ra-
tional but do not find this regrettable. They celebrate human irrational will, and believe 
that there are two natures of men. Masses are to serve the state, elites are to regenerate 
the nation.36 

As one can see, generally leftist ideologies believe in the goodness of human na-
ture while rightists believe that humans are regrettably or fortunately irrational. Al-
though it has become generally known in the West that the number of Communist 
victims in the twentieth century was enormous,37 Nazi ideology has been much more 
discredited in Euro-Atlantic community than the Bolshevik ideology. Together with 
the extreme right, conservative views were also very much questioned. This fact con-
tributed to an overwhelming suspicion regarding those views of human nature origi-
nating from the political right. One could argue that in the second half of the twentieth 
century Western science was highly influenced by the liberal political view on human 
nature, while Soviet science was marked by socialist belief in the progress of mankind. 
Rousseau shaped the Western approach to human nature, Marx the Soviet approach. 
The wise advice of James Madison that “humans are not angels” was forgotten in the 
meantime. Thus, there was not much space for those political views that regarded hu-
man nature differently. 

Two Models of Peace Building

Depending on how one views human nature, different models of peace building 
will be implemented. If humans are bad the best thing would be to physically separate 
the two belligerent sides. If humans are essentially good and only situationally evil, then 
the two sides should be reintegrated once the conflict is over. In other words, the main 
dilemma is whether to separate or to integrate. Whatever relevant international bodies 
decide, they accept without acknowledging it one of two formulae on human nature: 
Augustinian or Rousseauian.  

Examples of the first approach are visible in Israeli-Palestinian peace efforts, the 
division of Cyprus, and the appearance of small new states such as: East Timor, Eritrea 
and others. The appearance of every new state confirms the position that it is easier to 
separate than to integrate.

The latter approach could be termed post-modernist. It strongly believes and ad-
vocates a possibility of multiethnic/multicultural/diversified post-conflict communi-
ties. It has been applied in Bosnia and Kosovo. The results are still not known and there 

36 Andrew Haywood, Political Ideologies: An introduction (New York: Palgrave, 1998), p. 74. 
37 Stéphane Courtois et al., La livre noir du Communisme. Crimes, terreur, repression, (Paris: Éditions Robert Laffont, S.A., 
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are quite opposite views on how far this integration may advance, with an increasing 
amount of critical analysis appearing over the span of time.

Interestingly enough, the latter model has been applied through a system of pro-
tectorates. It is not the local population that has key political positions. International 
organisations such as the UN and NATO are those that are responsible for the impo-
sition of this optimistic approach, and they appoint key political and military figures. 
Through this kind of policy, the optimistic approach is combined with realism. 

What if pessimists are right?

Many prominent European intellectuals viewed the twentieth century as an era 
filled with wars, horror and suffering. A British philosopher, Isaiah Berlin said about 
the previous century: “I remember it only as the most terrible century in Western his-
tory.” Another British intellectual, a Nobel laureate in literature, William Golding re-
marked: “I can’t help thinking that this has been the most violent century in human 
history.”38 The first part of the century was baptised as “the Age of Catastrophe” by a 
notable historian, Eric Hobsbawm. 

One would expect that such an eruption of violence in the first half of the cen-
tury would provoke a very serious debate on human nature. Indeed several efforts were 
made along these lines. The work of Konrad Lorenz On Aggression, or experiments deal-
ing with obedience to authority conducted by Stanley Milgram, slightly challenged the 
widespread belief in the Euro-Atlantic community in the goodness of human nature. 
One would expect that psychology and anthropology would in particular be devoted 
to such topics. Yet, quite an opposite stream took the fore. A French Anthropologist 
Pierre Clastres noted on the research of primitive societies: “the quasi absence of a gen-
eral reflection on violence in at once its most brutal and most collective, most pure 
and most social form: war.”39 American mainstream psychoanalysts easily abandoned 
radical Freudian insights into human nature or in the words of Russell Jacoby they 
“Americanized psychoanalysis”.40  

It may be more interesting here to return to pessimistic believers in the present 
world and try to see what sort of problems they can cause to peace movements. If in-
deed human nature can be viewed either as dominantly pessimistic or, which is more 
realistic as dualistic in its essence, then nothing special would happen by accepting this. 
Mankind has survived with this kind of human nature for many thousand years. How-
ever there would be the development of a more cautious and considerate attitude to-
wards conflict groups. 

38 Eric Hobsbawm, Age of Extremes. The Short Twentieth Century 1914-1941 (London: Abacus Book, 199�), p. 1.
39 Pierre Clastres, Archeology of Violence (New York: Semiotext(e), 1994), p. 13�.
40 Russell Jacoby, The Repression of Psychoanalysis: Otto Fenichel and the political Freudians (New York: Basic Books, Inc., 

Publishers, 1983).
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 The nuclear era is the first age in human history when men can indeed destroy 
the world. The effects of an atomic war resemble the effects of the four horsemen of 
apocalypse. If so many people believe that apocalypse is imminent this is indeed a rea-
son to change the usual focus of peace activists. Deep convictions that a disaster will 
take place sometimes indeed lead to a catastrophe. Such was the case with the Great 
Fire of London that occurred in 1666. That year was believed to have been marked by 
the sign of the beast “666”, and imminent catastrophe had widely been expected by vari-
ous religious groups in Britain. The outcome was the real fire probably set by an indi-
vidual or a group with religious motives leading to the destruction of the whole town.

Religious fundamentalists, Christian, Moslem or belonging to any other reli-
gious group. are deeply convinced that there are two human natures:

The good nature of the faithful, who will go to paradise. They are God’s 
children.
The evil nature of others who will end up in hell. They are the Devil’s chil-
dren. Peace activists, not being part of the faithful, are also seen by this group 
as servants of the Devil. Their value-neutral attitudes are particularly seen 
as diabolic in essence. 

To approach these groups one has to accept at least that there are transcendental 
values. In the 21st century clashes are likely to be very much about values and not only 
about political ideologies. This poses a question on whether value-neutral peace activ-
ists will be able even to approach people with deep religious convictions, let alone to 
make a peace deal. What one should expect from peace activists in the 21st century is 
therefore both a change of focus and a change of approach.

The ex-American President Jimmy Carter reveals that during the peace talks 
between Menachem Begin and Anwar el-Sadat at Camp David in 1978, religion played 
greater role than is commonly known. “As the mediator of the talks, I am convinced 
that to have overlooked the importance of religion for both Sadat and Begin would have 
resulted in a failure to understand these two men. Such a failure could have had a per-
vasive and incalculable impact.”41 What was so important at Camp David is even more 
likely to be important if some Huntingtonian scenarios become reality.

Participants in conflicts mostly share modern or even pre-modern beliefs while 
peace activists tend to be post-modern. Thus a time barrier appears between mediators 
and their objects. Peace activist may risk being lost in the future while human nature is 
not likely to suddenly change simply because post-modernists have come increasingly 
to be in charge of peace deals.

41 Forward by Jimmy Carter to: Douglas Johnson and Cynthia Sampson (eds.), Religion, the Missing Dimension of State-
craft (New York and Oxford: Oxford University Press, 1994), p. vii.

1.

2.
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UNESCO and Education  
for a Culture of Peace:  

A transdisciplinary approach
Marshall Conley1

The term “peace”, like “humanitarian intervention” has had such a checkered hi-
story that one finds it difficult to convince the skeptics of its true value. How can one 
talk about peace, while at the same time wage war in the name of humanitarian inter-
vention and “making peace”? The answers are never simple, but the challenge of crea-
ting a “culture of peace” is one that is being met today with ever-growing confidence. 

Constructing a culture of peace is firstly based on the respect for human rights. 
That respect must go beyond mere acquiescence, however. It starts with the application 
of pacific means of conflict resolution. It follows with a growth of tolerance for other 
viewpoints and the development of international understanding. It then proceeds to an 
active commitment to do things differently.

The lead agency of the United Nations for citizenship education and the culture 
of peace is UNESCO. This short article is a digest2 of an oral presentation on UNESCO 
and the cross-cutting theme, “Culture of Peace” and will cover some of the highlights 
of the UNESCO programmes and activities3 as it impacts on various sectors of the 
organization. The actual mainstreaming of the Culture of Peace has resulted in eight 
domains of action. Most of the material used in this article is taken from the UNESCO 
website listed below and from personal interviews and communications with UNES-
CO officials.

The United Nations General Assembly proclaimed the year 2000 as the Interna-
tional Year for the Culture of Peace4 and the decade 2001-2010 International Decade 
for a Culture of Peace and Non-violence for the Children of the World.� UNESCO was 
designated as lead agency for this Decade.

From UNESCO’s perspective, education for peace, human rights and democracy 
is the answer. Using proactive learning tools, normative instruments, and publications 

1 Dr Marshall Conley of Conley-International Educational Associates was a Professor of Political Science at Acadia 
University, Wolfville, Nova Scotia, Canada, for 29 years until 2000. He specialized in international organization, 
human rights and peace studies. In addition, he has had a long relationship with UNESCO as President of an Advi-
sory Committee to the Director General, Vice-President of the Canadian Commission for UNESCO, and a Mem-
ber of various Canadian delegations to UNESCO meetings. He has undertaken a number of studies for UNESCO 
Headquarters.

2 The full PowerPoint presentation can be found at: http://www.conley-international.org/Documents. 
3 Please see the UNESCO website for more complete details of the cross-cutting theme on The Culture of Peace: 

http://www3.unesco.org/iycp/uk/uk_sum_unescoactivities.htm. 
4 See, http://www3.unesco.org/iycp. 
� See, http://www3.unesco.org/iycp/kits/a-��-47.pdf. 
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one can see how to fight against discrimination, whether it is economic, culture, or gen-
der based. This is the essence of citizenship education.

Creating networks of communication, utilizing the latest concepts in informa-
tion technology, and developing electronic fora, enables us to bridge the traditional 
gaps between those who have the resources and those who do not. Increasingly people 
everywhere have access to the Internet. The growth rate continues to be faster than 
we can count. The truly exciting aspect is that, using the new technologies, we can now 
create a culture of peace through a variety of approaches, including music and images, 
and not be limited because of language differences. Ultimately, the great contribution 
of information technology in the globalization of a culture of peace will be that people 
will finally have a universal means of communication.

An explanation:

“The culture of peace is based on the principles established in the Charter of the 
United Nations and on respect for human rights, democracy and tolerance, the 
promotion of development, education for peace, the free flow of information 
and the wider participation of women as an integral approach to preventing vio-
lence and conflicts, and efforts aimed at the creation of conditions for peace and 
its consolidation.”6

A culture of peace is linked intrinsically to non-violent struggle. Mahatma Gan-
dhi and Martin Luther King called it “active non-violence”, and they showed that altho-
ugh the non-violent walk to freedom is long, it is a sure way to peace. In the struggle for 
a culture of peace and non-violence, there are no enemies. Everyone must be considered 
a potential partner. The task is to constantly argue and negotiate with those engaged in 
the culture of violence, refusing to give up the struggle, until they are convinced to join 
in working for a culture of peace. Sixty years after the founding of UNESCO, the cultu-
re of peace highlights and helps people all over the world to be able to live in accordance 
with the very principles that inspired the Organization’s creation. UNESCO has a great 
variety of tasks, but only one mission - to build peace. Article I of the Constitution of 
UNESCO states: 

“The purpose of the Organization is to contribute to peace and security by pro-
moting collaboration among the nations through education, science and culture 
in order to further universal respect for justice, for the rule of law and for hu-
man rights and fundamental freedoms which are affirmed for the peoples of the 
world, without distinction of race, sex, language or religion.” 

This is a road on which we already have passed major milestones of progress. 
Some are at the level of intergovernmental relations: for example, the 1899 Hague Pea-

6 See, United Nations resolution. A/Res/�2/13, 1� January 1998, Para. 2.
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ce Conference; the 1919 League of Nations; the United Nations and UNESCO in 194�; 
and the Yamoussoukro Congress on Peace in the Minds of Men which first formulated 
the idea “culture of peace” in 1989.

The Culture of Peace came into being in Yamoussoukro (Ivory Coast) in 1989, 
was adopted as a Programme of UNESCO in 199�, and is now a world movement. Its 
goal is to ensure the transition from a culture of war, violence, imposition and discrimi-
nation towards a culture of non-violence, dialogue, tolerance and solidarity. Individuals 
as well as institutions and states are already taking part in this movement. A great num-
ber of partners - including women’s groups, youth groups, teachers, mayors, members 
of parliament, armed forces and the media, journalists, religious figures, representatives 
of indigenous peoples, artists, and many others - have already undertaken important 
projects.

In 1997, the General Assembly of the United Nations proclaimed the year 2000 
the International Year for the Culture of Peace, and in 1998 it declared the period 2001-
2010 the “International Decade for a Culture of Peace and Nonviolence for the Chil-
dren of the World”. Manifesto 2000 for a Culture of Peace and Non-violence, which was 
drafted by winners of the Nobel Prize for Peace, was made public on 4 March, 1999, an 
event which marked the start of a world-wide public awareness campaign to promote 
the aims of the International Year for the Culture of Peace.

What follows is an outline of some of the many programmes that UNESCO is 
involved with in order to promote the culture of peace and the culture of peace decade. 
This is what UNESCO calls a “cross-cutting theme”, or transdisciplinary programme.

Education for All

Over the years, UNESCO and the United Nations have developed a number of 
standard-setting instruments, declarations and action plans, which are widely accepted 
by the international community and which provide the basic framework for promo-
ting the concept of education for a culture of peace world-wide. The development of a 
holistic approach, based on participatory methods and taking into account the various 
dimensions of education for a culture of peace (peace and non violence, human rights, 
democracy, tolerance, international, intercultural and inter-faith understanding, cul-
tural and linguistic diversity) is its main objective. The International Forum on Edu-
cation for Non-Violence7, held in Sintra Portugal (22 May 1996), suggested a series of 
Guidelines for a Plan of Action8 for the UNESCO Interregional Project for a Culture 
of Peace and Non-Violence in Educational Institutions.

7 Please see, http://portal.unesco.org/education/en/file_download.php/ 
9ae40e8669�c�d147479390e87b6�e20sintra-plan-action.pdf 

8 Please see Sintra Plan of Action. http://portal.unesco.org/education/en/ev.php-URL_ID=3216&URL_DO=DO_
TOPIC&URL_SECTION=201.html 
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The Plan of Action was directed to promote values, attitudes and behaviour whi-
ch privilege the non-violent resolution of conflict, respect for human rights, democracy, 
intercultural understanding, tolerance and solidarity. It also promotes the transforma-
tion of violent competition through a process of healing and reconciliation into co-ope-
ration on shared goals.

The Plan of action considers that students must be the main actors in the esta-
blishment of a culture of peace and non-violence. Because of that, school should be a 
place where children feel cared for and where they may cultivate the knowledge, values 
and skills they need to create together a future world of justice and solidarity. 

Non-Violence Education 

Non-violence is a holistic theory and practice that rejects aggression and vio-
lence in order to achieve goals or resolve conflicts in a constructive way. This evolving 
perspective of personal and social empowerment is not about denying anger but cha-
nnelling the energy behind anger into other strategies that are powerful and respectful 
of others.

We live in a world with conflicts: war, torture, ethno-cultural rivalries and vio-
lence. Against those problems there is a slow but growing recognition of the value of 
non-violence to solve them. This fundamental human aspiration developed as a com-
prehensive theory by Mahatma Gandhi can be identified in many examples througho-
ut history.

There are a number of fascinating approaches to this challenge. A friend, cu-
rrently in Hawaii, has created a Global Youth Challenge9 and is promoting this through 
the Secretary General’s Office of the United Nations. Youth will be encouraged to par-
ticipate at a variety of levels for the promotion of peace and international understan-
ding and will create an Internet hub to link youth and youth organizations worldwide.

Another, a Canadian-born initiative which now has international applica-
tions is the League of Peaceful Schools10 The League of Peaceful Schools embraces 
the hope that our young people will grow up experiencing less violence (intimidation, 
harassment, discrimination, sexism, racism, classism) and, as a result, be empowered 
to undertake greater civic responsibility. Thus, our young people will have enhanced 
opportunities to achieve their potential and grow in appreciation of the richness and 
fulfilment of fostering caring human relationships and respect for the environment. 
Peaceful Schools International11 has as its mission to provide support to schools that 
have declared a commitment to creating and maintaining a culture of peace. Schools 

9 http://www.globalyouthchallenge.org/. 
10 http://www.leagueofpeacefulschools.ns.ca/ 
11 http://www.peacefulschoolsinternational.org/english/links/ 



4�

for Peace (École et Paix)12 is another worldwide movement involving over �0 schools 
on all continents. 

During 2001, the Education Sector of UNESCO launched an initiative calling 
for “best practices” on conflict resolution in the field of formal and non-formal educa-
tion. To accomplish this initiative, it requested numerous partners, namely, UNESCO 
National Commissions, NGOs, various associations, schools, research institutions and 
universities to contribute to this work by sending clear and simple written articles rela-
ting their experience in the prevention and transformation of conflicts.

This publication informs teachers, trainers, educators, parents, youth, students, 
who one way or the other, are confronted with the phenomena of violence in the school 
or in non-formal community education, and are looking for practical solutions. The 
intention of UNESCO in this project is to inform them what is best internationally 
on materials related to education for peace and non-violence, but above all to supply 
concrete pedagogical tools to prevent and transform the violence with which they are 
confronted on a daily basis in their work.13 

Cultural and Linguistic Diversity in Education 

With a focus on promoting universally shared values and a culturally sensitive 
diversification of educational contents and methods, UNESCO is working to promote 
quality education as a fundamental right for all by addressing a broad range of themes, 
which include respect for cultural and linguistic diversity.  

Based upon the principles stated in the UNESCO Universal Declaration on Cul-
tural Diversity14, adopted by the General Conference of UNESCO in 2001, the Orga-
nization has committed itself to supporting Member States wishing to encourage lin-
guistic diversity while respecting the mother tongue at all levels of education, wherever 
possible, to promote through education an awareness of the positive value of cultural 
diversity and to make full use of culturally appropriate methods of communication and 
transmission of knowledge. The quest for quality education today is inextricably bound 
up with the processes and impact of globalization.

The World Education Forum1� (Dakar, Senegal, April 2000), where UNESCO 
was confirmed as the coordinator of Education For All, is at the heart of UNESCO’s 
work during its Medium-Term Strategy 2002-2007, and the organization has determi-
ned education and cultural diversity to be a priority. UNESCO’s language programme 
lays out its framework and strategy in this area.

12 http://www.eip-cifehop.org 
13 http://unesdoc.unesco.org/images/0012/001266/126679e.pdf. Author(s) Antonella Verdiani Publication Year 

2003-06-09.
14 http://unesdoc.unesco.org/images/0012/001271/127160m.pdf. 
1� http://www.unesco.org/education/efa/wef_2000/index.shtml. 
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The Associated Schools Project Network Launched by UNESCO in 19�3 with 
33 secondary schools in 1� Member States, ASPnet now includes some 7,�00 institu-
tions, ranging from nursery schools to teacher training institutions in 172 countries. 
ASPnet is one of the most successful long-term initiatives of the Organization.16 

Declaration and Integrated Framework of Action on Education for Peace, 
Human Rights and Democracy 

The Declaration of the 44th Session of the International Conference on Educa-
tion17 (Geneva, October 1994) was endorsed by the General Conference of UNESCO 
at its 28th session (Paris, November 199�). Article 19 states:

It is essential for the development of education for peace, human rights and de-
mocracy that reading, and verbal and written expression programmes, should be 
considerably strengthened. A comprehensive grasp of reading, writing and the 
spoken word enables citizens to gain access to information, to understand clearly 
the situation in which they are living, to express their needs, and to take part in 
activities in the social environment. In the same way, learning foreign langua-
ges offers a means of gaining a deeper understanding of other cultures, which 
can serve as a basis for building better understanding between communities and 
between nations. UNESCO’s LINGUAPAX project could serve as an example 
in that respect.

Article 29 states:

Furthermore, in order to create understanding between different groups in soci-
ety, there must be respect for the educational rights of persons belonging to na-
tional or ethnic, religious and linguistic minorities, as well as indigenous people, 
and this must also have implications in the curricula and methods as well as in 
the way education is organized.18

Women, Science and a Culture of Peace

The L’ORÉAL-UNESCO For Women in Science partnership19, now in its se-
venth year, is a unique example of how the private sector and an intergovernmental 
institution can work together to recognize the achievements of women scientists and 
raise the profile of women in science globally. Since the programme’s creation in 1998, 
16 http://www.unesco.ca/en/commission/resources/documents/KeywordsEN.pdf 
17 http://www.ibe.unesco.org/International/ICE/44declae.htm. 
18 The full text of the Declaration and Integrated Framework of Action on Education for Peace, Human Rights and 

Democracy is available at: http://www.unesco.org/human_rights/hrff.htm. Recommendation 74 can be read in its 
entirety at: http://www.unesco.org/education/nfsunesco/pdf/Peace_e.pdf. 

19 See, http://www.loreal.com/_en/_ww/loreal-women-in-science/focus-women-in-science.aspx. 
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over 100 women scientists from 4� countries have been recognized for excellence in 
research or received encouragement to pursue their careers. There is a long-standing 
imbalance between men and women in scientific research. Women not only remain 
under-represented in scientific professions, but those women who do enter the field 
often find that they receive less support and fewer promotions than their male peers, 
resulting in a loss for society in general. 

This is another example of how UNESCO is committed to enhancing women’s 
access to and participation in democratic processes and to encouraging the elimination 
of all forms of discrimination against women. It seeks to meet the objectives outlined 
in the Convention on the Elimination of all Forms of Discrimination Against Women 
- CEDAW (1981)20 and its Optional Protocol (2000)21, the Beijing Platform for Action 
(199�)22, as well as the United Nations Millennium Development goal of promoting 
gender equality and the empowerment of women (2000)23. Since its creation, UNES-
CO has worked towards the improvement of women’s status and role in society. It has 
focused its efforts on the promotion of equality and on the human rights of women by 
analysing the social mechanisms that lead to the inferior status of women in society.

Gender relations: future action in the social and human sciences

In all regions, the focus is on research, networking, advocacy and knowledge sha-
ring regarding gender equality and the human rights of women. In particular research 
is encouraged which focuses on the linkages between socio-economic issues and rights, 
the human rights of women and social structures, and progress in the achievement of 
gender equality.

Research and analysis is being used as tools to promote public policy change, 
especially with regard to ensuring gender equality in the enjoyment of specific human 
rights.

This knowledge is also disseminated through networks that will work for greater 
gender equality and for the human rights of women. Consequently, cooperation and 
networking with UNESCO Chairs, women’s studies programmes, UN agencies and 
civil society organizations are essential in order for the goals and objectives of the pro-
gramme to be obtained. 

Since the Fourth World Conference on Women (Beijing, 199�), the UN agen-
cies have renewed their commitment to the inclusion of gender in all their activities. 
To this end UNESCO established the Women and a Culture of Peace Programme24 
(WCP) in 1996. 

20 See, http://www.ohchr.org/english/law/cedaw.htm. 
21 See, http://www.ohchr.org/english/law/cedaw-one.htm. 
22 See, http://www.un.org/womenwatch/daw/beijing/platform/declar.htm. 
23 See, http://www.developmentgoals.org/Gender_Equality.htm. 
24 See, http://www.unesco.org/cpp/uk/projects/gender.htm. 
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Active democratic citizenship is one of the defining features of a sustainable 
society . 

The importance of citizenship education has been emphasized in several inter-
national agreements:

We, the Ministers of Education (of the world) strive resolutely to pay special 
attention to improving curricula, the content of textbooks, and other education 
materials including new technologies with a view to educating caring and res-
ponsible citizens committed to peace, human rights, democracy and sustainable 
development, open to other cultures, able to appreciate the value of freedom, 
respectful of human dignity and differences, and able to prevent conflicts or re-
solve them by non-violent means. 

[I]t is necessary to introduce, at all levels, true education for citizenship which includes 
an international dimension.25

Member States should promote, at every stage of education, an active civic training 
which will enable every person to gain a knowledge of the method of operation and the 
work of public institutions, whether local, national or international; and to participate 
in the cultural life of the community and in public affairs. Wherever possible, this par-
ticipation should increasingly link education and action to solve problems at the local, 
national and international levels. Student participation in the organisation of studies 
and of the educational establishment they are attending should itself be considered a 
factor in civic education and an important element in international education.26     

Intercultural Dialogue:

Among UNESCO’s chief missions is ensuring space for and freedom of expressi-
on to all the world’s cultures. It considers that, while each culture draws from its own 
roots, it must fail to blossom without contact with other cultures. It is not therefore 
a matter of identifying and safeguarding every culture in isolation, but rather of re-
vitalizing them in order to avoid segregation and cultural entrenchment and prevent 
conflict.

This cultural dialogue has taken on a new meaning in the context of globalizati-
on and of the current international political climate. Thus it is becoming a vital means 
of maintaining peace and world unity.27 

2� UNESCO Declaration and Integrated Framework of Action on Education for Peace, Human Rights and Democracy, 
(Montreal) 199�, in which the author participated. Please see,  http://www.unesco.org/webworld/peace_library/
UNESCO/HRIGHTS/342-3�3.HTM 

26 Recommendation concerning Education for International Understanding, Co-operation and Peace and Education 
relating to Human Rights and Fundamental Freedoms, Adopted by the General Conference of UNESCO at its 
18th session on 19 November 1974. See, http://www.unhchr.ch/html/menu3/b/77.htm. 

27 On 16 October 2003, the UNESCO General Conference adopted the landmark resolution on the dialogue among 



49

Much of the work of the Social Sciences Sector and the Human Rights Division28 
of UNESCO is directly or indirectly related to a culture of peace. The various progra-
mmes of this sector have contributed in a significant way to the culture of the peace 
programme.

UNESCO Tolerance Programme29

Upon an initiative by UNESCO the United Nations decided to proclaim 199�, the 
year of the fiftieth anniversary of both organizations, the International Year for Tolerance. 
International years are occasions to generate fresh thinking, debate and awareness. 
Most often, they focus on a specific target group, field of action or issue. The Interna-
tional Year for Tolerance, for the first time, put the accent on a personal virtue that is 
increasingly viewed as a political and legal requirement for peaceful co-existence. 

The appreciation of diversity, the ability to live and let others live, the ability to 
adhere to one’s convictions while accepting that others adhere to theirs, the ability to 
enjoy one’s rights and freedoms without infringing on those of others, tolerance has 
always been considered a moral virtue. Tolerance is also the foundation of democracy 
and human rights. Intolerance in multi-ethnic, multi-religious or multicultural societi-
es leads to violations of human rights, violence or armed conflict. 

In addition to pledging to promote tolerance and non-violence through educa-
tional policies and programmes, Member States declared 16 November the annual In-
ternational Day for Tolerance. 

Fight against Racism, Discrimination and Xenophobia30 

The fight against Racism and Discrimination is at the heart of UNESCO’s man-
date. UNESCO directed its efforts towards drafting international instruments that ou-
tlined standard principles, concepts and universal criteria to support the fight against 
Racism and Discrimination. To further advance the fight against Racism and Discri-
mination, UNESCO also developed various operational programs and projects. A new 
set of dynamic objectives has been set, in parallel with the commitments made by the 
international community at the World Conference against Racism, Racial Discrimi-

civilisations. UNESCO’s strategy for the Dialogue among civilizations is based on several documents emanating ei-
ther from UNESCO itself or from resolutions adopted by the United Nations General assembly.  These documents 
include: 

 26 March 2003 -- 166 EX � Part I: Report by the Director-General on the follow-up of decisions adopted by the 
Executive Board at its previous sessions; 164 EX Decision 7.1.3 - Report by the Director-General on UNESCO’s 
contribution to the implementation of the Global Agenda for Dialogue among Civilizations; 20 October 2001 -- 
UNESCO General Conference 31C/Res/39 - Call for international co-operation to prevent and eradicate acts of 
terrorism; and, 7 May 2002 - 164 EX 27 - „Intensifying the dialogue among communities, cultures and civilizations” 
(paragraph � a.). 

28 http://www.unesco.org/human_rights
29 http://www.unesco.org/tolerance/index.htm. 
30 http://www.unesco.org/shs/againstdiscrimination.
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nation, Xenophobia and Related Intolerance31 (Durban, South Africa, August 31st to 
September 7th, 2001).

Freedom of Expression and Democracy32

UNESCO promotes freedom of expression and freedom of the press as a basic 
human right, through sensitization and monitoring activities and fosters media inde-
pendence and pluralism as prerequisites and major factors of democratization by pro-
viding advisory services on media legislation and sensitizing governments, parliamen-
tarians and other decision-makers.

Chief among other UNESCO activities in this field: the proclamation in 1993 by 
the United Nations General Assembly of a World Press Freedom Day to be celebrated 
on May 3; the establishment of an advisory group on press freedom including media 
professionals from all parts of the world; the establishment in 1997 of the UNESCO/
Guillermo Cano World Press Freedom Prize.

UNESCO supports independent media in zones of conflict in order to enable 
them to play an active role in conflict prevention and resolution and the transition 
towards a culture of peace. 

Peace and Tolerance

UNESCO is increasingly being asked to assist, together with the other United 
Nations system organizations, funds and programmes, in seeking solutions in conflict 
prevention, emergency assistance and post-conflict peace-building. Freedom of the 
press, pluralism and independence of the media, development of community newspa-
pers and radio stations are crucial to the re-establishment of social bonds and to the 
reconciliation process. 

Ethics . Since its creation immediately after the Second World War, UNESCO 
has been designated the conscience of the United Nations. In the 21st century our 
world is undergoing fundamental changes and UNESCO’s ethical mission is more im-
portant than ever.

The current revolution in science and technology has led to concern that unbrid-
led scientific progress is not always ethically acceptable. UNESCO’s Programme on the 
Ethics of Science and Technology reflects this concern and aims to place such progress 
in a context of ethical reflection rooted in the cultural, legal, philosophical and religi-
ous heritage of the various human communities. The Ethics of Science and Technolo-
gy, including the Bioethics Programme and the World Commission on the Ethics of 

31 See, http://www.un.org/WCAR/. 
32 See the Section on Communication and Information, Division of Freedom of Expression for details of this program-

me. http://portal.unesco.org/ci/en/ev.php-URL_ID=164�&URL_DO=DO_TOPIC&URL_SECTION=201.html. 
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Scientific Knowledge and Technology (COMEST), is one of UNESCO’s five priority 
programmes.

Through the Bioethics Programme,33 UNESCO addresses the ethical, legal and 
social concerns stemming from advances in the life sciences, particularly in genetics. 
The Programme includes the International Bioethics Committee34 and the Intergover-
nmental Bioethics Committee3�, the only international bodies that address bioethics 
issues. The Programme’s first major success was the adoption in 1997 by the General 
Conference of the Universal Declaration on the Human Genome and Human Rights36, 
the only international instrument in the field of bioethics – subsequently endorsed by 
the United Nations General Assembly in 1998.

The Manifesto 2000 for a culture of peace and non-violence, was drafted by a 
group of Nobel Peace Prize winners, to translate the resolutions of the United Nations 
into everyday language and to make them relevant to people everywhere.

The Manifesto 2000 does not appeal to a higher authority, but instead it is an 
individual commitment and responsibility.

Building a culture of peace seems a daunting task--and it is! But we can all make 
a start and a contribution. The first step is reflection. We can reflect on eliminating 
violence, exclusion and conflict by looking at our own everyday behaviour. How can we 
act as an agent of change with our institutions and governments? We must understand 
the relationship between individual action and the function, rules and powers of our 
systems of government. The next step is more dialogue between stakeholders. Most of 
all, we must enter into a dialogue with other people and organizations about building a 
culture of peace together, help governments and institutions be more responsive and to 
commit to doing their part in making the necessary transformations.

33 See, http://www,unesco.org/shs/bioethics.  
34 See, http://portal.unesco.org/shs/en/ev.php@URL_ID=1879&URL_DO=DO_TOPIC&URL_SECTION=201.html. 
3� See, http://portal.unesco.org/shs/en/ev.php@URL_ID=1878&URL_DO=DO_TOPIC&URL_SECTION=201.html. 
36 See, http://portal.unesco.org/en/ev.php-URL_ID=13177&URL_DO=DO_TOPIC&URL_SECTION=201.html. 
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Learning Peace –  
D@dalos Resource for Civic, Peace and 

Human Rights Education

Ingrid Halbritter�

Introduction:

Here we aim to present an example of good practice in the field of education 
for peace and to disseminate the resources that D@dalos is making available by using 
ICT (Internet and CD-ROM). Given that education for peace is crucial, D@dalos has 
developed an online manual that provides both theoretical background and practical 
instructions for peace educators.

1 . About the NGO D@dalos

In Greek legend, Daedalus was a famous master builder and inven-
tor. Along with his son, Icarus, he went to Minos, the king of Crete, and built a  
labyrinth for the Minotaur. In order to leave the island, he built wings for himself and 
his son and fled to Sicily. Icarus carelessly approached the sun, the wax between his 
wings melted; he fell into the Mediterranean and died.

Daedalus symbolises new paths to freedom and innovative ideas. This is why 
we called our organisation D@dalos; the “monkey” symbol in our name points to our 
inclusion of ICT in our work.

We founded D@dalos five years ago in order to promote Education for Demo-
cratic Citizenship (EDC). From the very beginning, we planned to work in the whole 
of South East Europe and to take advantage of the very many commonalities of this 
region.

Our permanent partner is the German company “Agora-Wissen” based in Stutt-
gart (www.gesellschaft-agora.de). Besides this, we co-operate closely with a number of 
NGOs and colleagues in Croatia, Bosnia-Herzegovina, Serbia and Montenegro, Kos-
ovo, Albania, Bulgaria, Macedonia and Romania.

1 Project Director, D@dalos Sarajevo, www.dadalos.org
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2 . Education for Democratic Citizenship (EDC) – our Main Area of Activity

EDC includes all practices and activities designed to help young people and 
adults participate actively in democratic life. EDC is a field of education that encom-
passes Human Rights Education, Civic Education, Peace Education, Global Education 
and Intercultural Education.

At the individual level, the ultimate aim of our work in Education for Democratic 
Citizenship is the development of responsible and critical citizens. Dictatorships need 
subordinate subjects who do not openly question the government. But democracies, all 
democracies, depend on the critical faculties and commitment of their citizens.

Therefore, citizens need basic knowledge on what happens in politics, in order 
to understand the political structures and procedures, and in order to be able to form 
their opinions independently. The ideal citizen, of course, participates actively in politi-
cal life.

Continuous Education for Democratic Citizenship is needed in every democrat-
ic society, not only in the new democracies in SEE- EDC will realistically never reach 
its ultimate aim, that is, that all citizens will participate actively in politics. But every 
citizen should have access to education and information, and be able to decide to which 
extent he or she wants to be politically committed. 

3 . D@dalos’ Activities

The core of our activities is the multilingual D@dalos Education Server 
www.dadalos.org.

This is an extensive resource, currently in nine languages and language varia-
tions. Bosnian/Croatian/Serbian, Albanian, Bulgarian, Macedonian, Romanian, Ger-
man and English. Besides this, we offer a range of training, seminars and conferences 
related to EDC. For more information, please contact Ingrid.Halbritter@dadalos.org. 

On our web-site, you can find nine online manuals on the following subjects:

Human Rights – What are human rights? How did they evolve? Who monitors 
them? Which rights concern women and children in particular?

Direct link to versions in the following languages:
Albanian – Bosnian – Bulgarian – German – English – Croatian – Macedonian 

– for Montenegro – Romanian – Serbian 

Examples – We provide background information on inspiring personalities such 
as Mahatma Gandhi, Desmond Tutu, and Martin Luther King.
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Direct link to versions in the following languages: Albanian – Bosnian – Bulgar-
ian – German – English – Croatian – Macedonian – for Montenegro – Romanian 
– Serbian 

Democracy – What is democracy? How did it evolve? When is a state demo-
cratic? What problems does a democratic state face?

Direct link to versions in the following languages: Albanian – Bosnian – Bulgarian – 
German – English – Croatian – Macedonian – for Montenegro – Romanian – Serbian

Parties – What types of parties exist? What functions do they fulfill? What are 
the characteristics of a party system? What is their relationship to the media and dif-
ferent interest groups? 

Direct link to versions in the following languages: Albanian – Bosnian – Bulgarian – 
German – English – Croatian – Macedonian – for Montenegro – Romanian – Serbian 

Europe – How did the European Union evolve? What is its decision making 
structure? What are the current problems and challenges facing the EU?

Direct link to versions in the following languages: Albanian – Bosnian – Bulgar-
ian – German – English – Croatian – Macedonian – for Montenegro – Romanian 
– Serbian 

Globalization – What is globalization? What are its main dimensions, causes 
and accompanying problems? What solutions and strategies are there to deal with it?

Direct link to versions in the following languages: Albanian – Bosnian – Bulgarian – 
German – English – Croatian – Macedonian – for Montenegro – Romanian – Serbian 

United Nations – What are the aims and tasks of the UN? How did the UN 
evolve and how is it structured? What problems confront the UN?

Direct link to versions in the following languages: Albanian – Bosnian – Bulgarian – 
German – English – Croatian – Macedonian – for Montenegro – Romanian – Serbian 

Teaching Politics – What are the tasks and aims of political education? How 
can one effectively plan and prepare lessons in this field? 

Direct link to versions in the following languages: Albanian – Bosnian – Bulgarian – 
German – English – Croatian – Macedonian – for Montenegro – Romanian – Serbian 

Peace Education – Background information about peace and conflict research. 
What is peace education? What does fair play have to do with peace education?

Direct link to versions in the following languages: Albanian – Bosnian – Bulgarian – 
German – English – Croatian – Macedonian – for Montenegro – Romanian – Serbian 
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In order to facilitate access to this resource, we are producing CD-ROMs with 
the entire content of the web-site. You can order free copies of them from the D@dalos 
office.

D@dalos Sarajevo 
Mravovac 1 
BiH – 71000 Sarajevo 
Phone: +387 33 71� 600 
Fax: +387 33 71�-601

4 . D@dalos’ Main Subject: “Peace Education”

“Peace education should contribute towards changing the world. Peace educa-
tion should reduce the willingness of individuals to resort to violence, and uncover and 
eliminate structures of violence in human relations, in all areas of society and between 
states.”

D@dalos recently determined to offer a comprehensive online manual for edu-
cators who are interested in dealing with peace education. In it they can find informa-
tion on the theoretical foundations of peace education, an introduction to scientific 
research of peace and conflict and examples of how to practically approach peace edu-
cation.

This new main subject group also brings together other subjects that are avail-
able on our education server. The most important ones are human rights including 
children and woman’s rights and human examples. 

We are delighted that we have been able to find experienced partners to help 
us develop this online information on what can only be described as a difficult sub-
ject. We would like to especially thank prominent experts in this field at the In-
stitute for Peace Education in Tübingen, Germany for their fruitful collaboration 
(www.friedenspaedagogik.de). 

The Main Subject Group “Peace Education” consists of five courses:

Course 1: What is peace education?

In order to offer an answer, we refer to one of the most important organiza-
tions for peace education: UNESCO. Some years ago, an international commission of 
experts headed by Jacques Delors was set up by UNESCO to look into the question: 
What is education? It drew up an influential report with the following title: “Learning: 
The Treasure Within.”2 Resting on four pillars – learning to live together, learning to 

2  Learning: The Treasure Within. UNESCO report for Education for the 21st Century, see www.unesco.org/delors/treasure.htm 
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know, learning to do and learning for life – this report outlines a comprehensive under-
standing of the term education.

The first pillar – learning to live together – includes understanding of others, 
appreciating interdependence, managing conflicts, and respecting fundamental values 
like tolerance and pluralism. Learning to live together describes indeed what peace 
education is.

In our first chapter “What is peace education”, we published the most relevant 
extracts of the UNESCO report that describes learning objectives, discusses problem-
atic aspects and provides advice how to implement “education to live together”. More 
information can be found in the Main Subject Group “Teaching Politics”, where we deal 
with a number of terms separately, especially “education” and “politics”.

Course 2: What does peace mean?

At first glance, this question seems easy to answer: Peace is the absence of war 
But then we must ask: How is war defined? And: what about other factors? Security. 
Justice…

Given that there are no simple answers to this question, we decided to work with 
a conceptual continuum, as displayed by this illustration:

Conflict as a fundamental part of life forms the (invisible) background. The deci-
sive question is, whether conflicts are resolved using violence or not.

The central pivot between the two extremes – war and peace – is the civilization 
of conflict. In this chapter, based on the continuum, we provide ideas on how to deal 
with the four core terms: war, peace, violence and conflict. For the term “war” for in-
stance, we present information that suggests that the characteristics of war since 194� 
have been changing. We look at human ethnology and how human behaviour contrib-
utes to war. We present theories about the causes of war and go a bit into depth on the 
individual level. How can we explain aggressive behaviour?

In the section on the term “peace”, we reflect on negative and positive peace, ex-
plain a theory that suggests peace is a sequence of stages, a process. Thereby we come 
to the question: What furthers peace? We examine peace strategies at the individual 
level, at the level of society, and in the international system. Within our discussion of 
the international system we speak about international law, international organizations, 
the United Nations and democratization. Without going further, you can see that there 
is an abundant resource of ideas how to deal with these terms.
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Course 3: Why do we need peace education?

This extensive chapter deals with the theoretical foundations of peace educa-
tion. Our partner, the Institute for Peace Education in Tübingen, identifies three main 
objectives in peace education:

The first is the capacity for peace. This includes knowledge about the causes of 
war and force, the individual requirements for peace skills, social and international fac-
tors and insight into one’s own potential and capabilities.

The second is mastering the art of peace. This relates to personality, self-aware-
ness and awareness of one’s own environment. 

The third is being prepared to actively support peace. This means that peace 
education must show ordinary people how practically to commit themselves to peace. 
This includes all forms of political activity. After all, peace work should not be limited 
to a few privileged individuals.

Other subjects in this section are the principles of peace education. One prin-
ciple, for instance, is the principle of correspondence. That is, the aims, educational 
content and learning methods of peace education must correspond to each other.

The starting point for all peace education work is “educatability” and “learnabil-
ity”. This means in substance that attitudes and individual behaviour can be changed, 
but also that the environment in which people live has a strong impact on peace. This 
is illustrated by the so-called Milgram Experience described in this section. This dem-
onstrates how individuals are influenced by authorities, and that authorities can influ-
ence the readiness of individuals to use force. The conclusion is: peace education should 
mainly be oriented towards educating people to be more critical towards authority, and 
take more responsibility for their own actions.

The next section in this chapter deals with linked disciplines such environmen-
talism, third world and human rights education. and the limitations and challenges of 
peace education.

Course 4: What do Peace Educators do?

In this chapter, interested educators find practical information, particularly in 
the field of conflict resolution. We have selected two core areas: Dealing with Con-
flicts constructively and Peace Education and Fair Play (course �). Within these core 
areas we offer a description of what conflict is and what its typical characteristics are. 
We provide an analysis of conflict phases and dynamics. Conflict analysis can help to 
understand conflicts, and so we present ten methods for conflict analysis. The next sec-
tion offers a variety of approaches to deal with and resolve conflict, for instant through 
mediation or arbitration.
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Course 5: A practical example: Fair Play

The �th course is dedicated to sports, which are considered to be an important 
part of peace education. There are three sub-sections: fair play, sports and prevention 
of violence and practical examples of how to use sports for peace education, and how 
to include peace education in sports. For instance, Jürgen Griesbeck started a youth 
project in Colombia with the aim of teaching kids how to respect each other. In his 
Street Football for Peace project, he worked with street kids and developed rules with 
them that were aimed at promoting fair play. One of the rules were, for instance, that a 
team can only win the game provided it has collected enough fair-play points.

We hope that our Main Subject Group on Peace Education can provide you with 
usable information and inspire you in your own work.
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Teaching Modern  
Southeast European History

Sheila Cannon1

Introduction

The idea for the “Teaching Modern Southeast European History” project was 
hatched in 2001 while the Centre for Democracy and Reconciliation in Southeast Eu-
rope (CDRSEE) worked with teachers in teacher training workshops as part of a wider 
initiative called the Joint History Project. It became apparent that there was a great 
need for additional materials that would help teachers to be able to teach less biased 
and more balanced history lessons. Educators wanted to improve their teaching by en-
couraging critical thinking of historical narratives and self-knowledge beyond the limits 
of national identity. This project shows one way this can be achieved.

The CDRSEE Board of Directors together with several renowned historians 
initiated the Joint History Project in 1998, and it has been running for six years now. 
There are two organising bodies in the project: the Academic Committee and the His-
tory Education Committee. Eleven countries of Southeast Europe are included in the 
scope of the project: Albania, Bosnia and Herzegovina, Bulgaria, Croatia, Cyprus, 
Greece, the FYR of Macedonia, Romania, Serbia & Montenegro (including Kosovo), 
Slovenia, and Turkey.

The Academic Committee is chaired by Professor Fikret Adanir of the Uni-
versity of Bochum and consists of sixteen well-known historians and professors. So far 
seven academic conferences have taken place, three of which were thematic academic 
conferences, and four were an annual event designed for young scholars, completing 
their PhDs, to encourage inter-generational and international exchange. The inaugu-
ral conference of the Academic Committee’s work in 1998 resulted in the publication: 
Balkan Identities, Nation and Memory, edited by Professor Maria Todorova, published 
by Hurst & Co. of London in 2004. This collection of essays sheds light on memory 
and identity, focusing on historical memory, collective national memory, and the po-
litical manipulation of national identities. These issues have had great relevance to the 
four History Workbooks that have been created within the project, Teaching Modern 
Southeast European History.

The History Education Committee, chaired by Professor Christina Koulouri of 
the University of the Peloponnese, has seventeen members from eleven countries who 
1 Director of Programmes, Centre for Democracy and Reconciliation in Southeast Europe (CDRSEE), Thessaloniki, 

Greece.
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are pedagogues, professors and school teachers of history. The committee has organised 
seven textbook workshops to compare and analyse the history as it was then current-
ly taught in schools in eleven countries in Southeast Europe between 1999 and 2000.  
Subsequently, seven teacher training workshops took place between 2001 and 2002 
to explore and develop modern methods of history teaching. From 2002 to 200�, the 
“Teaching Modern Southeast European History” resulted in four History Workbooks, 
which are alternative educational materials for history teachers. The History Educa-
tion Committee has created two other publications that report on and analyse how 
history is taught in the region today.  Clio in the Balkans: The Politics of History Educa-
tion and Teaching the History of Southeastern Europe, both edited by Professor Christina 
Koulouri.

One of the strongest aspects of the Joint History Project, and perhaps the key 
to its success, is the extensive human network that supports and implements the work. 
Over 400 people in the region and beyond have directly participated in its workshops, 
conferences, and publications. When historians, pedagogues, and teachers meet at the 
numerous JHP events, the discussions are always constructive, analytical, and useful.  
Individuals from different countries usually find that they have more in common as 
historians and teachers, than they do differences. Observers often ask; how does the 
CDRSEE deal with the fact that the participants are from countries that have hostili-
ties towards each other, or have recently been engaged in violent conflict? The answer is 
simple; we try to create an open and respectful attitude towards all participants, and we 
have found that consistently, participants come to learn and make contacts with other 
like-minded scholars. Some time is needed for an atmosphere of trust to build, but 
by the end of the workshops, participants have found valuable connections with col-
leagues from neighbouring countries. The network expands as participants refer other 
colleagues to our events, that is, mainly by word-of-mouth. This process also ensures 
that the participants are people who are already looking for new approaches to national 
history, and are dissatisfied with the nationalistic approach to history.

Teaching Modern Southeast European History Project Activities

This phase of the Joint History Project is to create four History Workbooks, 
which are thematic source books for teachers. Six editors began the project in July 2002.  
Professor Christina Koulouri is the Series Editor, and the Editors of the individual 
books are Professor Halil Berktay at Sabanci University in Istanbul, Professor Bogdan 
Murgescu and Dr. Mirela Luminita Murgescu from the University of Bucharest, Kres-
imir Erdelja history teacher from Zagreb, and Dr. Valery Kolev, History Professor at 
the University of Sofia. The six editors chose fourteen people, historians, archivists, 
and teachers, from eleven countries to contribute primary and secondary sources on 
specific themes. The editors have outlined the chapters of the four books, and commu-
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nicated with the contributors in each country regarding what sources were available, 
and which sources should be translated for inclusion in the workbooks. The books are 
organised thematically, on the following subjects: 

The Ottoman Empire
Nations and States in South East Europe
The Balkan Wars
The Second World War

These are subjects included in the curricula of all Southeast European coun-
tries.

Once the editors had gathered sources which were then translated into Eng-
lish and assembled into chapters, the CDRSEE organised four workshops for history 
teachers to evaluate the first drafts of the workbooks, and to suggest changes and pos-
sible model lessons. With the teachers’ feedback, the editors were able to make the fi-
nal drafts of the books. The process required careful co-ordination so that all people 
involved had a picture of the whole project, and knew their individual responsibilities. 
Face-to face communication was possible during the workshops, and between meetings 
participants relied on emails and telephone calls. One challenge has been to maintain 
the involvement of such a large project team that was spread over eleven countries. 
The trust and friendships that grew during the workshops were the glue that kept the 
project together. Otherwise, daily pressures and obligations would surely have taken 
preference over the Teaching Modern Southeast European History Project for many 
of the participants.

The final drafts were exposed to a final evaluation before they were sent for lay-
out and design. Five expert readers were invited to review the four books, and assess 
their balance and fairness towards the eleven countries included in the project, their 
pedagogical value and ease of use for teachers, and their historical accuracy. The readers 
are: Professor Maria Todorova of the University of Illinois at Urbana-Champaign; Dr. 
Robert Stradling of the Univeristy of Edinburgh; Ivan Vejvoda, Director of the Balkan 
Trust for Democracy; and Professor Peter Vodopivec of the University of Ljubljana. 
Costa Carras, the CDRSEE Board Member responsible for the Joint History Project, 
also reviewed the four books, in particular looking for controversial texts that may re-
sult in the books being rejected by one of the eleven countries. While the whole project 
is controversial, there are especially sensitive subjects that would be counterproductive 
to include in the books. The readers’ reviews were sent to the editors who made their 
final corrections and changes with the help of the contributors, who in some cases had 
to find supplemental materials.

The final step was to send the texts to a designer in Thessaloniki to create a lay-
out that would facilitate the use of the books in the classroom. The designer had to liaise 
closely with the editors to ensure that the presentation of the materials was appropri-

1.
2.
3.
4.
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ate, as well as attractive and visually appealing. The proofreading process was very me-
ticulous to ensure that any mistakes were corrected. The books were printed in May 
200� at a printing house in Skopje, and are now ready for distribution.

The Aim and Goals of the Four Workbooks

The overall aim of the Joint History Project is to improve the way history is 
taught and the way it is researched. The Teaching Modern Southeast European History 
has these few specific goals:

• To improve history education in SEE

• To raise awareness of ethnocentric history

• To help reduce the reproduction of stereotypes 

• To empower history teachers to be agents of change in their societies

• To build a network of educators and scholars working on SEE history

This project does not aim to replace or abolish national history. It does aim to 
change the way that history is taught. Ethnocentrism is a universal phenomenon, as 
people naturally see themselves and their surroundings as the centre of the world. Na-
tional curricula and textbooks all have an ethnocentric bias. The CDRSEE is not trying 
to change that. An ethnocentric bias is created by emphasizing selective information. 
Usually, in history lessons and elsewhere, we learn about the positive aspects of our na-
tional group, and the negative aspects of the others. We learn about ourselves as heroes, 
and the others as villains, which gives a misleading slant to the narrative, creating and 
promoting negative stereotypes. 

The Teaching Modern Southeast European Project starts with the fact that 
the purpose of history education is to form national identity. Extensive research has 
been completed on this topic and numerous publications contribute to understanding 
of it, including books and articles written by Prof. Maria Todorova, Prof. Christina 
Koulouri, Prof. Wolfgang Hoepkin, Prof. Falk Pingel, and Prof. Robert Stradling. The 
Georg Eckert Institute (www.gei.de), the Council of Europe (www.coe.int), and Euro-
clio (www.eurocliohistory.org) are among the organizations that have published exten-
sive information on this topic, which is available on-line. History education in school 
imparts collective memory to students so that they learn their national identity. Public 
education is part of the nation; it is a means for the state to pass certain messages and 
values, unify the language,  and unify, to a certain extent, the experience of growing up 
in that nation. Another premise is that it is not possible to compile these national his-
tories to form a homogenizing history of Southeast Europe in a single textbook which 
could be used in all countries. National histories are respected as individual, unique 
narratives, but are parts of a greater whole.
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National curricula and textbooks in most countries in Southeast Europe are 
tightly controlled by ministries of education. Teachers must follow the national curri-
cula and use books approved by the ministries. The teachers who participate in the JHP, 
however, report that it is possible to use creative alternatives in the classroom, as long 
as they cover the required subject. Educators want to renew their teaching and have 
access to alternative materials, which is evident in the fact that educators themselves 
designed this project and implemented it under the umbrella of the CDRSEE.

The four workbooks are an attempt at two basic changes in history teaching: 
a change in historiographical approach, and a change in educational approach. More 
complete information is available on these changes in the General Introduction to the 
Four Workbooks by Prof. Christina Koulouri, that appears in Workbook I, The Ottoman 
Empire, edited by H. Berktay H. and B. Murgescu, published by the Centre for Democ-
racy and Reconciliation in Southeast Europe, Thessaloniki, 200�.

The change in historiographical approach is that these workbooks present his-
tory not as one continuous unbroken narrative. Traditional history teaching requires 
that students read, memorise, and repeat one monolithic narrative that reads like a 
complete story without being encouraged to question its validity, or even to ask how 
the narrative was written. Historians know that history is a mosaic of realities and 
truths that sometimes contradict each other. Both divisions and harmonies occur be-
tween people of the same nation, between two nations, within families, and between 
friends. In the four workbooks, “the divisions, conflicts and different perspectives are 
highlighted as much as the common, unifying elements. Instead of trying to paint a 
false picture of harmony, we prefer to indicate ways to teach about difference and con-
flict.” (C. Koulouri, The Ottoman Empire, p10). This is closer to a true representation of 
the past, because history is neither continuous, nor harmonious.  

The regional history of Southeast Europe is not self-contained but part of Eu-
ropean and world history. The notion of “exceptional” Balkan history has been proven 
inaccurate and incorrect by numerous historians (See for example Maria Todorova’s 
Imagining the Balkans and Mark Mazower’s The Balkans).

This new approach in history teaching involves a change in educational approach 
by encouraging self-knowledge beyond national identity, learning about the self and 
about different ways of self-definition. If the purpose of history education is to teach 
young people about their national identity, then identity can be either broader or nar-
rower than nationality. It is possible to step outside of one’s national identity and see it 
from a broader perspective. Then one can understand the limits of any one perspective. 
Students can learn the limits of national identity from history lessons. They can also 
learn that broader and narrower self-definitions can co-exist. “Male or female identity, 
local identity, the identity of the fan of a football club or the European identity can be 
projected as examples of identities which can coexist.” (C. Koulouri, The Ottoman Em-
pire, p. 10) It is possible to have multiple affiliations simultaneously.
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Critical thought is encouraged by presenting sources containing different ver-
sions of the same event. The juxtaposition of multiple interpretations undermines the 
certainty of a unique and exclusive truth. This new approach also demonstrates to stu-
dents how historians can take facts from the past and show them in different ways or 
contexts. “A historical document may be subject to different interpretations, but this 
does not mean that it is always deliberately distorted or misused.” (ibid., p10) “The de-
velopment of critical thinking cannot stop at merely raising doubts; it must help to 
mould responsible citizens with moral values.” (ibid., p.11) Through the teaching of his-
tory, students must acquire the ability to morally evaluate human acts. 

The CDRSEE has created a concrete and practical example of how history can be 
taught in new and more interesting ways, and the workbooks are well grounded in the 
ideas and theories of numerous historians and pedagogues. The next step is to trans-
late the four workbooks into all the local languages of Southeast Europe and conduct 
teacher training workshops. This outreach phase is critical in order to share the ideas 
with teachers throughout the region. While much has been achieved to date, the activi-
ties so far are only the first steps in a more profound change by the majority of teachers 
and historians, and by the ministries of education.

For more information, to receive copies of the workbooks, or to participate in the 
Joint History Project, please contact the CDRSEE at info@cdsee.org, telephone: +30 
2310 960820, fax: +30 2310 960822.
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Institute for Peace Education Tübingen 
e .V . Germany

Ana Mijic1

Since its establishment in the year 1976 (first called “Association for Peace Edu-
cation”) the Institute for Peace Education (IFT) has consistently pursued the goal of 
bringing the problems of peace and conflict into the forefront of public consciousness. 
Our work in this area is based on efforts to bring the results of scientific study (in par-
ticular peace research) combined with practical work that is relevant for peace edu-
cation, into the public eye. Peace education is based on the conviction that attitudes 
and behaviours are changeable through education, and have an influence on political 
decisions and structures. Peace education, in the manner in which it is developed and 
practiced by the Institute for Peace Education, is also an attempt to evoke individual 
participation in society and political processes. Peace education recognizes the respon-
sibility of the individual, and considers it in addition to the basic structural conditions 
effecting political processes. For its work in peace education, the Institute for Peace 
Education was awarded the outstanding German “Theodor Heuss Medal” in 1982 and 
– in 1999 – an honourable mention of the UNESCO Prize for Peace Education.

The Institute for Peace Education argues critically regarding inter-personal, so-
cial and international conflicts, in order to make the possibilities of peaceful settlements 
of conflicts visible. Following the traditions and beginnings of non-violence are thereby 
a substantial component of our work. The philosophy of peace education means that 
different, often opposing points of view are freely discussed without prejudice. Discus-
sions between different and often mistrustful groups (for example soldiers and consci-
entious objectors) are prepared and hosted by the Institute for Peace Education.

For many years, the Institute for Peace Education has been making an important 
contribution in the expansion and development of international campaigns through 
public education. The international campaigns against nuclear weapons, atomic testing 
and armament exports, and the international campaign against the spreading of land 
mines are supported by the publication of educational materials. The Institute of Peace 
Education has also expanded public awareness of the UN Agenda 21 and the global 
campaign “Overcoming violence” by the World Council of Churches. Many interna-
tionally active non-governmental Organizations (NGOs) are important partners in 
this endeavour. Over 100 publications printed in well over 100,000 copies, and several 
video films and CD-ROMs have been developed and published by the IFT.

1 Institute for Peace Education Tübingen, Corrensstr. 12, D-72076 Tübingen, Germany
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In 1988, a member of the executive committee of the Institute for Peace Educa-
tion participated in the third special general assembly for disarmament of the United 
Nations. The representative was the only NGO Delegate of the German Federal Re-
public with the right to speak at the assembly. Since the year 2000, the entire work of 
the IFT is integrated in the UN-Decade of the Culture of Peace. The Institute for Peace 
education has also designed museum exhibits for the “European Museum for Peace” 
located in Schlaining, Austria.

International reconciliation and communication are constant topics at the Insti-
tute for Peace Education. In addition, the IFT supports school partnership programmes 
with schools in other countries, conducts discussions during international youth con-
ferences, and maintains close co-operation with human rights and relief organizations. 
In the last few years many internationally occupied, peace-educational trade confer-
ences have been held by the IFT. The Institute for Peace Education has held advisory 
status within the structure of an electronic network for young people in the former 
Yugoslavia, and helps publish a Peace Education magazine in Denmark.

For several years the Institute for Peace education has used the possibilities and 
opportunities for the expansion of peace and peace education through new electronic 
media. Using the Internet (http://www.friedenspaedagogik.de), the IFT is available 
worldwide. The website is very popular (having approximately 30,000 hits per week). 
In 1989, the Institute for Peace Education established an extended international data-
base directory on peace, the first mechanism of its kind in Germany, and since then has 
updated it every two years.

A central task for the IFT is the promotion and development of the educational 
programme “Global Learning”. The Institute for Peace Education is heavily occupied 
with this new educational tool, developed in common with non-governmental organi-
zations. In 1998, the Institute for Peace Education completed a crucial contribution 
toward this project: opening the possibilities of new electronic media for global learn-
ing with the development of a CD-ROM entitled “Global Learning”. This task was com-
pleted in collaboration with the internationally active NGO, “Bread for the World”.

New educational possibilities are also tested in the field of the peace education at 
large international sports events. The Fair-Play-Education becomes apparent not only 
in the behaviour of the participants in a match, but also in the relations between socie-
ties and countries all over the world. On the occasion of the soccer World Cup in 1998 
the IFT and “Bread for the World” initiated a campaign called “Fair Play for Fair Life”. 
An action newspaper evoked large interest in the project (published in 2�0,000 copies). 
Further materials were prepared for the 2000 Olympics and the World Cup in 2002.

In view of the escalation of hostilities toward foreigners and of right-wing ex-
tremism in Germany, the Institute for Peace Education submitted several recommen-
dations to handle the increase of racism and violence. The possibility of the qualifi-



72

cation of people for specialized civilian peace service in crisis and war regions plays 
an important role in the work of the Institute for Peace Education. Curricula for the 
training of such people have been developed and manuals have been published. At the 
Institute for Peace Education the influence of the media is considered crucial. Intensive 
project-work, in co-operation with Media Watch, is dedicated to critical analysis of 
media reporting on international crises and wars. The results of this work have been 
published as didactical aids for educators.

The Institute for Peace Education was established as a recognized peace-edu-
cational service institute. Its programs and curricula are freely available and used by 
persons from all education ranges and interested parties. Since 2002 the IFT has been 
based at the new “Georg-Zundel-House of the Berghof Foundation for Conflict Stud-
ies” in Tübingen. The IFT works with a group of experienced specialists from science 
and research, education and media, as well as electronic design. All publications and 
media are developed in-house. All work is financed through grants and the contribu-
tions from the members.

The unification of various international approaches like education for develop-
ment, intercultural education or peace education is one of the important tasks of the 
Institute for Peace Education. Through this the IFT is contributing new visions for 
global education and learning in the 21st Century. These visions include a recollection 
of past values. Thus, the German poet and writer Bertold Brecht is quoted in the pre-
amble of the statue of the Institute for Peace Education: “The memory of mankind for 
endured suffering is amazingly short”.
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Education and Training for  
Peace-building

Arno Truger�

The Peace Centre Burg Schlaining, consisting of the Austrian Study Centre for 
Peace and Conflict Resolution (ASPR) and the European University Centre for Peace 
Studies (EPU), is situated in the medieval town of Stadtschlaining/Austria. The ASPR 
was founded in September 1982 as an independent, non-profit and non-partisan or-
ganisation. It aims to contribute to the promotion of peace and peaceful conflict trans-
formation and to the dissemination of practical ideas for peace. The ASPR was the 
founder of the European University Centre for Peace Studies (EPU) and established a 
European Peace Museum in Schlaining Castle in 2001. In order to help facilitate ASPR 
activities, the ASPR set up a unique infrastructure, including the Peace Library in a 
former synagogue, a Conference Centre in Schlaining Castle, the Hotel Burg Schlain-
ing, and Haus International, which is a student hostel. For these and other efforts the 
ASPR was awarded UN “Peace Messenger” status in 1987. In 199�, the ASPR and 
the EPU were awarded the UNESCO “Prize for Peace Education” and, in 2002, the 
UNESCO UniTwin Award. Information on the Peace Centre is available on the web-
site: www.aspr.ac.at

When talking about education and peace we are convinced about the effective-
ness of mutually reinforcing inter-relationship between research, education and prac-
tice. Education needs research, and has to be related to practice in order to be mean-
ingful. Research needs a link to practice to raise meaningful questions, and has to use 
education in order to disseminate its results. And, last but not least, practice relies on 
the findings of research and needs to be accompanied by educational efforts. 

The major activities of the Peace Centre are therefore wide-spread. Distinctions 
can be made between:

Peace-building Training Programmes
Peace-building Projects
Academic Programmes
Research Projects
The International Summer Academy
The European Museum for Peace

1 Director of the Peace Centre, Burg Schlaining, Austria

•
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PEACE-BUILDING TRAINING PROGRAMMES

Since 1992, the ASPR has become active in various peace-building training pro-
grammes for the United Nations, the Organisation for Security and Co-operation in 
Europe, the European Union, and non-governmental organisations. 

The first was the International Civilian Peace-keeping and Peace-building 
Training Programme (IPT). This programme was a result of an increasing need for 
trained civilian personnel for civilian peace-keeping and peace-building activities. In 
the “Agenda for Peace” the former UN Secretary General Boutros Boutros-Ghali en-
couraged the establishment of regional training centres for this purpose. The Austrian 
government responded to this request very positively and supported the ASPR in de-
veloping this training programme, and running it on a regular basis. General prepara-
tion is provided in two-week foundation courses, which take place three times a year. 
With function-orientated training in two-week specialisation courses (following im-
mediately after the foundation-courses) details about one of the major peace-building 
functions are provided.

The methodology that informs the programme is based on information, inter-
action, reflection and integration. It reflects the importance of so called contact skills, 
i.e. skills that are practised in direct interaction with people. Faculty is drawn from an 
international group of resource persons familiar with UN, OSCE, AU, EU and NGO 
activities in the realm of peace-keeping and peace-building.

The basic idea of the programme is that regardless which field operation civilian 
personnel will be seconded to, all civilians who are interested in participating in peace-
keeping and peace-building activities should receive general preparation, and function-
specific preparation. Such trained personnel should form a pool of civilian experts to be 
seconded to specific field operations according to their special knowledge and skills.

Since 1993 approximately 8�0 participants with a great variety of professional, 
organisational and cultural backgrounds have been trained for at least one of following 
major functions:

Election Observation and Assistance (e.g. concepts and practice of democ-
racy, elections and election observation in various societies)
Empowerment for Political Participation (e.g. democratic institution build-
ing, relationship between state and civic initiatives, promotion of personal 
political engagement)
Human Rights Protection and Promotion (e.g. definition and concept of 
human rights, cultural differences, fact finding, promotion, monitoring, and 
technical assistance)
Humanitarian Assistance (e.g. dilemmas and political implications, deliver-
ing emergency help - food aid, water and sanitation, health care)

•
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•
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Information Dissemination: (e.g. acquisition and distribution of informa-
tion in crisis regions, communication among the actors in the field, dealing 
with political instrumentalisation of the media)
Post-conflict Reconstruction (e.g. reconstruction, repatriation, rehabilita-
tion, dealing with trauma and shock, rebuilding civil society)
”Third Party” Intervention (e.g. mediation, facilitation, negotiation, arbitra-
tion)

The Mission Preparation Training Programme for the OSCE (MPT) follows 
the same rationale as IPT. It is a result of the OSCE’s decision at the 1999 Istanbul sum-
mit to set up “Rapid Expert Assistance and Co-operation Teams” (REACT) which will 
be at the disposal of the OSCE. These teams should provide assistance, in accordance 
with the OSCE norms in conflict prevention, crisis management and post-conflict re-
habilitation. The basic idea of the MPT programme is to provide civilians, who want 
to work (or are already working) in OSCE field missions, with a wide range of civilian 
expertise through general as well as function-specific two-week courses. The trained 
personnel will then form a pool of civilian experts to be seconded to specific OSCE 
field operations according to their special knowledge and skills. Since October 2000 
approximately 200 participants have been trained in basic courses and specialisation 
courses. The courses were very well evaluated by the participants. They acknowledged 
that they profited from the courses personally and professionally.

The EC Project on Training for Civilian Aspects of Crisis Management was 
launched by the European Commission in October 2001, focussing on the areas of rule 
of law and civilian administration, with the ASPR acting as project co-ordinator. EU 
Member States were invited to nominate national bodies to become project partners. 
Today, thirteen partners from thirteen EU Member States form the EU Group on 
Training (EGT) - an informal EU-wide network of governmental and non-govern-
mental organisations responsible for training of civilian personnel.

The project partners have adopted a comprehensive approach, as they have 
found that the EU needs to establish capabilities: 

covering all stages of conflict prevention, crisis management and post-con-
flict settlement;
for the broad spectrum of functions and tasks required during the differ-
ent stages of the conflict management cycle, i.e. mission tasks that include 
advisory; monitoring; fact-finding, investigation and inquiry; training and 
capacity-building; as well as executive tasks;
supporting local ownership in the conflict area and compatible with civil 
society;

•
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related to other actors in the field, and in co-operation with relevant in-
ternational organisations, in particular the UN, OSCE and the Council of 
Europe.

Following the comprehensive approach the following functional areas, which are 
closely related to the spheres of civilian administration and the rule of law as specifical-
ly defined, were identified from the training perspective: “Rule of Law”, “Human Rights”, 
“Democratisation and Good Governance”, “Organising Civilian Administration”, “Press 
and Public Information – Media Development”, “Conflict Transformation”, “Disarma-
ment, Demobilisation and Reintegration”, and “Mission Administration & Support”. 
Training curricula were developed for the Core Course and the Specialisation Courses 
for the functional areas mentioned as well as for the Mission-Induction Briefing. In or-
der to ensure complementarity and full interoperability, the training modules take into 
consideration the training standards and training materials developed by the UN, the 
OSCE, the Council of Europe and other relevant international organisations. 

By October 2004, project partners had trained 63� civilian experts for vari-
ous civilian tasks in missions deployed to conflict areas. The major accomplishments 
of the training initiative include the establishment of an informal EU-wide network 
of civilian training providers, the development of common training modules, and 
the organisation of common EU pilot courses in different Member States of the Un-
ion. Additional information on the training programme is available Project’s website 
www.eutraininggroup.net

PEACE-BUILDING PROJECTS

The ASPR has developed peace-building projects for specific conflict regions. 
Most of them were based on education and training activities. ASPR’s peace building 
projects started with the escalation of the conflicts in former Yugoslavia. Conferences 
were organised with regard to a cease-fire and the situation of minorities in Croatia 
and Serbia . 

In July 1997 the ASPR became in charge of a project on Rebuilding of the Mul-
ti-ethnic Society in the Croatian Danube Region. The population of this Region suf-
fered a cruel war that has deeply divided the different ethnicities. Post-war reconstruc-
tion and rehabilitation in this region will depend on the rebuilding of the multi-ethnic 
society. In this stage the population needs help from external experts, since multi-eth-
nic co-operation faces many obstacles. The main elements for achieving this goal were 
needs assessment in the Region, the preparation of a series of seminars and workshops 
which were held in a neutral environment at the ASPR in Stadtschlaining focussing 
on confidence building, training and project development, as well as the support and 
monitoring of the implementation of projects in the Region. A major project was the 

•
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establishment of a Peace Institute in Vukovar that serves as a centre for reconciliation, 
research and training. The methodology of the project was based on close co-opera-
tion with Croatian authorities as well as international, national and local organisations 
such as UN, OSCE, EU, Croatian Helsinki Committee, Serbian Democratic Forum, 
and refugee associations. This programme was supported by the Austrian Chancellery 
and resulted in the establishment of the Vukovar Institute for Peace Research and 
Education (VIMIO) .

In 1996 the ASPR was contracted by the World Bank to plan and conduct a 
joint Training Programme on Project Preparation, Implementation, and Conflict 
Management for Bosnia and Herzegovina. Between 1996 and 1999 approx. 200 
participants from all entities of Bosnia and Herzegovina were jointly trained in eight 
three-week programmes, half in project management (by World Bank-staff) and half 
in conflict management (by resource persons of IPT). The programme was supported 
by the Austrian Chancellery and the World Bank.

Since 1996 the ASPR has been involved in the support of conflict transforma-
tion processes in the South Caucasus region. A series of multiethnic training events, 
dialogue seminars and problem solving workshops on “Building Democratic Institu-
tions in Transforming Societies” was named the “Stadtschlaining-process”. They were 
jointly organised with United Nation Volunteers Georgia, Berghof Research Centre 
for Constructive Conflict Management, Berlin, and Reconciliation Resources, London. 
They aimed at middle range leaders in Georgia and Abkhazia and at the facilitation 
and support of a constructive transformation of the Georgian-Abkhazian conflict. In 
2001 the ASPR started its project on “Peace-building in the South Caucasus Re-
gion”. Seminars in Georgia gathered governmental and non governmental representa-
tives from Georgia, Armenia and Azerbaijan, including representatives from unrec-
ognized entities, in order to build trust and confidence and to acquaint participants 
with basic skills for conflict transformation. In follow-up dialogue workshops, regional 
experts were asked to elaborate future visions for the region. These visions were later 
on discussed by the initial group, consensus was found and the visions disseminated in 
order to strengthen a constructive public discourse concerning the resolution of the 
conflicts. 

Also in 2001, the ASPR became engaged in the support of the peace-process 
in Sri Lanka. Several dialogue workshops with top level participants, representing the 
Sinhala, Tamil and Muslim communities, were conducted in Austria. A comprehensive 
suggestion for a future federal structure, that could fulfill the needs of all parties con-
cerned was elaborated, as well as recommendations on how to foster the peace process. 
Some of these recommendations were later on taken up in the official negotiation proc-
ess led by the Norwegians. The workshops were accompanied by follow-up activities in 
Sri Lanka in order to link these top level activities with the grassroots and, vice versa, to 
generate options from below and to pass them on to the top level. 
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Through the Peace-Building in Africa Project (PIA), supported by the Aus-
trian Development Cooperation, the ASPR tries to enhance peace processes in Africa, 
in particular in the SADC Region by offering seminars and by supporting the devel-
opment of the Network of African Peace-builders (NAPS), formed by the alumni. 
Three-week foundation and one-week specialisation seminars are organised annually. 
They offer a policy related discourse combined with a training workshop on mediation 
aiming at the elaboration of relevant peace-building activities in the respective region. 
In order to achieve these goals, the seminars are offered to a wide range of professionals: 
middle level diplomats and diplomatic advisors, high level representatives of NGOs, 
university professors, middle level military officers, community representatives, and 
other individuals. The seminars’ participants have already been engaged in deeply di-
vided societies with protracted conflicts, in peace-building activities like fact-finding, 
peaceful settlements of disputes, human rights protection and promotion, and other 
types of civilian and international diplomatic missions. It is hoped that the seminars 
will explore ways for states and regional organisations in Africa such as SADC and 
IGAD as well as for the AU to enhance their existing capabilities in peace-building, or 
to develop new ones. It is also hoped that the seminars will contribute to a better co-
operation with external partners such as the European Union. 

ACADEMIC PROGRAMMES

The European University Centre for Peace Studies (EPU) is an international, 
non-governmental organisation with UNESCO status. It was founded in 1988 with the 
support of European UNESCO commissions. The original curriculum of EPU was de-
signed along the lines of Johan Galtung’s “plan for a Master of Peace and Conflict Reso-
lution” which he developed for the University of Hawaii. The EPU has been offering 
postgraduate programmes in Peace Studies since 1990. In 1996 the EPU’s UNESCO 
Chair on Peace, Human Rights and Democracy was established.

The primary goals of the EPU are:
spreading the idea of peace in the spirit of the UNESCO;
giving scientific and educational support to peace building in Europe as in-
spired by the OSCE process;
promoting a „world domestic policy“ based on sustainable development, co-
operative responsibility and ecological security;
contributing to the development of a global peace culture;
training and improving individual capabilities in peace-making and conflict 
resolution.

The EPU programme has been designed to provide students with the intellectual 
skills to analyse conflicts and their underlying causes and with practical skills in peace 
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building and related fields. EPU adheres to the idea of integrated learning, believing 
that learning needs to occur not only on an intellectual level, but must take the person 
as a whole into account. The faculty come from many different countries and a wide va-
riety of disciplines and emphasise a transnational, transdisciplinary perspective in their 
teaching. They bring practical experience as well as a profound theoretical background 
to the EPU courses.

The Master of Arts in “Peace and Conflict Studies” consists of two taught terms 
of three months each, a research period in between these two terms plus a final research 
period for completion of the M.A. thesis.

Each term of this programme can also be attended individually and be complet-
ed with the award of a Certificate for the Advanced International Study Programme 
in Peace and Conflict Transformation. Students can take this three-month programme 
for academic credit or as a post-graduate Certificate programme in its own right.

The annual Summer Academy on OSCE was founded by the ASPR in July 
1997 in co-operation with the Netherlands’ Helsinki Committee and the Berghof Re-
search Centre for Constructive Conflict Management, Berlin under the patronage of 
the OSCE. The purpose of the “Summer Academy on OSCE” is to expand and deepen 
knowledge about the OSCE and to contribute to its various activities. The courses and 
special events of the two weeks Academy programme are designed to provide diplomats 
who are going to work with OSCE delegations and institutions, and other individuals 
(scholars, NGO representatives, etc.) intending to work in the areas of fact-finding, 
human-rights, election monitoring, peaceful settlement of disputes, and other types of 
international diplomatic and civilian missions with the following:

thorough knowledge of the history, functioning, and current activities of 
the OSCE; and
training in working more effectively within the OSCE diplomatic and 
OSCE-NGO milieu.

Furthermore, the Summer Academy provides opportunities to explore ways for 
the OSCE to enhance its existing, or to develop new capabilities in preventive diplo-
macy, peace-making, peace-keeping and peace-building.

The Academy is officially independent of the OSCE, but OSCE institutions and 
diplomatic missions actively participate on a voluntary basis in the Academy’s activities. 
OSCE participation includes providing guest speakers, participating in workshops and 
simulations as well as seconding the participants with an interest in working with the 
OSCE. Students are instructed by leading scholars in OSCE studies, senior diplomats 
with experience in OSCE activities and OSCE inter-state diplomacy, international 
NGO trainers with long-term experience in the field, and international lawyers active 
in promoting OSCE-NGO co-operation, particularly in the areas of human rights and 
democratisation.

•

•
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The student body include diplomats, graduate students, NGO trainers and prac-
titioners professionally active in NGOs who want to work more effectively with OSCE 
states, institutions, and other NGOs co-operating with the OSCE. Participants come 
from OSCE participating States.

RESEARCH PROJECTS

State of Peace Conference

This meeting of international peace researchers, held annually since 1984, analy-
ses the political events of the previous year and publishes its results under the title 
“Peace Report: Peace Scientists’ Statements on the State of Peace” in the Dialog series.

Research Project “Europe as a Peaceful Power?”

Systematic research on peace and security-related political conditions and de-
velopments after the conclusion of the East-West-conflict has been the subject of this 
scholarly project implemented during the period 1994 – 2002. Its aim has been the 
exploration of perspectives and possibilities for civilian peace policy in Europe. The re-
search project was designed on an interdisciplinary basis, internationally organised and 
structured by a division of labour. The results of the project are being published in nine 
scholarly volumes.

Our New Research Project on North-South Relations

This research project is envisioned for the next five years and will address the 
gap between the wealthier North and the poorer South and the accompanying tensions 
insofar as their causes and consequences are relevant to peace.

INTERNATIONAL SUMMER ACADEMY

This major event consisting of lectures, panel discussions, and workshops has 
been organised annually since 1983. It addresses a public interested in peace and is 
organised around topics associated with current events. Conclusions are published in 
the Dialog series.

EUROPEAN MUSEUM FOR PEACE 

The European Museum for Peace was opened in 2001 as an offshoot of the 
Provincial Exhibition on „War or Peace”. Based on the long-standing experience of the 
Peace Centre, the Museum endeavours to adapt and present the breadth and depth of 
knowledge on violence and conflict, security and peace, to the public through a combi-
nation of scholarly rigour and sound pedagogical approaches.
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Some of the most important themes addressed in the Museum are the causes 
and structures of violence and war, ways out of everyday violence, different dimensions 
and courses of individual and collective conflicts, as well as peace issues broadly consid-
ered – e.g., with topics such as peace research and peace work, peace activists and peace 
policies, human rights, and global peace.

Alongside the extensive permanent exhibition, changing special exhibitions 
complement the pedagogical activity of the Museum. In addition to the exhibitions, 
the Museum makes efforts to elaborate peace-related and thematic educational pro-
grammes – especially for schoolchildren – in order to facilitate access to the complex 
issues treated by the Museum and to respond to the concrete demands and needs of 
the visitors.
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Experiences from International Projects

Josip Nakić Alfirević1

THE “RIGHT TO LEARN”PROJECT2

European co-operation project
This project was carried out with the support of the European Community 
in the framework of the “ SOCRATES “ programme : Gruntvig 1
2001.-2004.

1 . About the project

The partner institutions were: 
BFI Steiermark Graz, Austria,

Scarabeus Livorno and LUETEC Naples, Italy,

Edinburgh’s Telford College, United Kingdom,

Fundatia H and Centru Logistic Tactic Bucharest, Romania,

Pučko otvoreno učilište Koprivnica,Croatia ,

Ljudska univerza Velenje, Slovenia

Co-ordinating institution: Ljudska univerza Jesenice Slovenia – an adult educa-
tion institution

The “Right to learn” Project

“Right to learn” is a European co-operation project in the field of adult educa-
tion aimed at promoting individual demand for life-long learning amongst those in the 
adult population who have a maximum of ten years of schooling.

All partner institutes involved in the “Right to learn” project work in the field of 
adult education. In all institutions there was a large and growing percentage of adults 
who belonged to the project’s target population. 

The target population for the project were adults having only a maximum of ten 
years of schooling, who were weak in writing, reading, mathematics, and social com-
munication, as well as general knowledge. They were not aware of the fact that they 

1 Professor, Open University, Koprivnica, Croatia
2 For more details look at the web adress: www.pou-kop.hr (International projects)
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could learn through everyday situations, so they did not take advantage of learning 
through experience. The lack of basic skills goes along with self-consciousness and pas-
sivity, as well as waiting for someone to help them and do things for them. Such persons 
depend on others throughout their lives and they are in subordinate positions. The lack 
of basic skills may lead into feeling their own impotence and incompetence which may 
increase the likelihood that they will engage in socially negative forms of behaviour.

Taking drugs and alcoholism as well as crime are common for people who believe 
that they cannot win positive recognition from society. Negative reactions and socially 
unacceptable behaviour are frequently accompanied by financial and material distress 
and straitened circumstances. 

The main project aim was to help this population in overcoming their situation 
by awakening their awareness and educating them. This aim was carried out by using 
education in the field of basic human rights as the medium for developing their basic 
skills

The problem is widespread across Europe, and the project focused on all adults 
from the target population in the field of human rights as follows: 

the awakening of the awareness of rights and responsibilities through con-
crete examples; 
the development of self-dependent critical judgement and responsible at-
titudes to human rights;
coming to understand and respect the basic rights of others. 

With the project we also aimed to influence the pupils’ tolerance towards differ-
ences and to prevent conflict situations in multi-cultural societies in Europe through 
intercultural awareness. We wished to harmonize and bring into line the knowledge 
and experiences of the lecturers from all participating countries – giving a European 
dimension for partners involved in the project. 

Objectives of the “Right to learn project”:

testing the present situation in the field of education of the target popu-
lation (knowledge of the characteristics of the target group, using special 
didactic methods);
testing the current situation in the field of education for basic human rights 
in the countries involved in the project;
creating new didactic materials and teaching methodologies for developing 
the basic skills (writing, reading, social communication) by using basic hu-
man rights education as a medium;
developing a training module for learners and trainers of human rights; 

•
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evaluating new training modules, materials and methods by providing one 
course of basic human rights for the target population in each partner in-
stitution;
disseminating results; 
holding a wider international conference with the aim to promote and em-
phasise the development of  basic skills and human rights learning for adults 
of the target population. 

Project outputs:

a questionnaire for lecturers in the field of education of the target popula-
tion (knowledge of the characteristics of the target group, using special di-
dactic methods) and in the field of education for basic human rights in the 
countries involved in the project;
analysis of the present situation; 
elaborated pedagogical methods and materials; 
an elaborated training module for learners of basic human rights;
an elaborated training module for trainers of basic human rights;
the publication of new pedagogical methods and materials in brochures of 
thirty copies for each participant in their languages;
the publication of new pedagogical methods and materials on CD;
the application of the pedagogical methods and materials to the education 
process by providing a course of basic human rights (of �0 course hours) for 
twenty adult learners in every institution involved in the project;
analysis of the implementation; 
development of a project web site containing project results, analysis, peda-
gogical methods and materials. 

During the international project “Right to Learn” the partners met on a variety 
of occassions in workshops held in a variety of places such as Livarno (Italy), Edinburgh 
(Scotland), Graz (Austria), Bled (Slovenia).

The common characteristic of the meetings was a focus on appreciation of dif-
ferences, be it the area of human rights or adult education in general. Especially in-
teresting was the exchange of experiences regarding the same subjects but seen from 
different points of reference with regard to major issues in the are of human rights, 
especially the right to learn. In the same context it was interesting to monitor the com-
parative development of institutionalised networks for education and the connection 
of the institutions with competent ministries, local authorities, etc. The result was a 
joint manual called “Right to learn”, containing elaborated teaching lessons where the 
basic human rights from the UN Charter were covered. This was done in such a way 
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that each member of the group introduced a particular teaching lesson (for further 
details see no. 2) 

Co-ordinator of the project:

Maja Radinovič Hajdič, manager of Ljudska univerza Jesenice. 

Key qualifications: experiences in a range of adult education; development, 
preparation and implementation of various educational programmes for specific target 
groups of adults; workshop coordination; advisory work and motivation of adult edu-
cation participants.

2 . About the “Right to Learn” manual

A) Generally

The “Right to Learn” manual was developed within the Socrates Programme 
Gruntvig Action 1: Right to Learn .

The manual is designed for teachers working with adults with a low level of 
basic education.

Each lesson unit bears the title of one of the rights taken from the Declaration 
of Human Rights.

The project partners are: Ljudska univerza Jesenice and Ljudska univerza Velenje 
from Slovenia, BFI Steiermark Graz from Austria, Scarabeus Livorno and LUETEC 
Naples from Italy, Edinburgh’s Telford College from the UK, Fundatia H Bucharest 
and Centru Logistic Tactic Bucharest from Romania, and Pučko otvoreno učilište Ko-
privnica from Croatia.

All partner institutions are working in the field of adult education. In all the coun-
tries there is a large and growing percentage of adults with a maximum of ten years of 
schooling, who are weak in reading, writing, numeracy, and social skills, as well as in 
general knowledge.

The lack of basic skills goes along with a lack of self-awareness and passivity. Such 
people depend on others throughout their lives and are in a subordinate position. The 
lack of basic skills may lead to feelings of their own powerlessness and incompetence, 
which can contribute to various socially negative forms of behaviour.

The main project aim is to help this population overcome the situation they find 
themselves in by raising their awareness and educational level. It will be carried out by 
using education in the field of basic human rights as the medium for developing their 
basic skills.
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The content of this manual, which intends to help the trainers in developing basic 
skills, is based on an analysis of the current situation in participating countries as well 
as on trainers’ needs related to the development of adult basic skills.

The analysis of the interviews conducted in all the participating countries clear-
ly demonstrated that trainers and providers need new educational and teaching ap-
proaches and methods for developing the basic skills of the target population.

Adult education providers and trainers themselves have developed most of the 
content in this manual, therefore it is expected that it should meet the needs they have 
identified.

B) Units
Freedom and discrimination
To live with differences – richness in diversity
Life Is Beautiful
No one shall be held in slavery or servitude; slavery and the slave trade shall 
be prohibited in all their forms
No one can be subjected to degrading treatment or corporal punishment
Everyone has the right to recognition everywhere as a person under the 
law
The law is the same for all people
Everyone has the right to an effective remedy by the competent national 
tribunals for acts violating the fundamental rights granted him by the con-
stitution or by law
No one shall be subjected to arbitrary arrest, detention or exile
No one shall be put in prison on a groundless charge
Prejudice
The right to be protected against interference in our private life
The “Ministry” of housing and travel
Refugees and asylum
The deal state
No one can be deprived of his assets…
I – You – We – Religion
Everyone has the right to freedom of opinion and expression: this right in-
cludes freedom to hold opinions without interference and to seek, receive 
and impart information and ideas through any medium and regardless of 
frontiers
An Assembly in the Park
Do we know how to vote?
Everyone, as a member of society, has the right to social security…
Social protection

1.
2.
3.
4.

�.
6.

7.
8.

9.
10.
11.
12.
13.
14.
1�.
16.
17.
18.

19.
20.
21.
22.



87

Free time
Special legal protection for mother and child
Education
Art Exhibition / Competition for the best work of art
The violation of human rights in today’s world

23.
24.
2�.
26.
27.

Right to learn project team G1





National

Albania

Bosnia and Herzegovina

Croatia

Germany

Israel

Northern Ireland

Romania

Serbia and Montenegro

Slovenia
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The School and The Community –  
A Practical Example from the Centre for  

Civic Democratic Education

Roland Gjini1

In June 2003 the Centre for Civic Democratic Education (QEQD), was founded 
at “Aleksander Xhuvani” University of Elbasan. The centre was named for the Washing-
ton University Professor and Director of the Project for Civic Democratic Education 
in Albania, Thedore Kalstounis. The centre has eight members, who are also university 
academic staff and teachers of civic education and sociology in the three pre-university 
levels: elementary, 9th grade, and undergraduate education. Similar centres have been 
established in other Albanian cities such as Tirana, Shkodër, Korçë and Gjirokastër. 

These centres have experience in offering a variety of services to pre-university 
education and to the community, on topics related to civic and democratic education. 
In addition to their other qualifications, the centres’ staff have been trained in several 
workshops, increasing their professionalism and ability to help solve many issues facing 
Albanian society today, and especially those related to civic education and democra-
tization. Today these qualified staff members are able to pursue a variety of activities 
and projects in QEQD to assist schools and the community in general to strengthen 
democracy and expand the scope of civic education. 

This centre, located in a spacious environment inside the University of Elbasan, 
is equipped with a library rich in contemporary books dealing with democracy and 
civic education. It has internet access, telephone and fax numbers, and is thus con-
nected with, and open to the latest developments in the field. Being attached to “A. 
Xhuvani” University in Elbasan, QEQD is able to cooperate with the Department of 
Civic Education of this university. This is a multi-layered had been deepened over the 
past three years. The centre and the department have the same objective, namely, un-
derstanding and expanding the multi-dimensional development of civic education in 
schools. It aims to give priority not only to knowledge, but also to personal experiences, 
plans, and the methods of dilemma and paradox, which can further education within 
and for democracy. The centre hosts a variety of activities such as debates, provision of 
information, granting qualifications, holding training workshops, and publishing. These 
projects are the result of cooperation between the centre and the specialized professors 
of the department. This year several members of the department have contributed a 
variety of activities to the centre, such as debates and training workshops. For its part 
the centre has contributed to the department’s work on civic education, the first such 

1 Centre for Civic Democratic Education (QEQD), and Professor at “A. Xhuvani” University in Elbasan, Albania. 
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work carried out in Albanian universities. The members of the centre have offered con-
crete ideas for the development of curricula in the branch of civic education, and have 
made the books in the centre’s library available to the department’s students and staff. 

The school has always been, and still is the focus of QEQD’s activity. Staff at the 
centre have organized lessons offering qualifications, and also practice for teachers and 
pupils in some elementary and secondary schools. The aim of these activities in schools 
has been to develop civic education and apply democratic principles. Such activities 
have been organized not only in the city of Elbasan but also in other towns of the pre-
fecture, such as Librazhd, and in villages, like Bradashesh, in the 8th grade school there. 
The work of the centre has concentrated on both the teachers and students of civic 
education and sociology. Our work in schools has included: debates and seminars aim-
ing at creating a better understanding of students’ psychology; the introduction of civic 
democratic values to the school-age students; presentations and book reviews; practical 
activities on environmental protection, helping the elderly, etc. 

Another remarkable activity of the QEQD of Elbasan has been to help ensure 
that school lessons do not try simply to transmit knowledge in the subject of civic edu-
cation or sociology, but also will help to encourage the development of democratic and 
civic abilities and values. Along these lines we have held seminars, debates and open 
lessons, such as the open lesson in Librazhd about thesis writing in the subject of civic 
education. 

Students have been considered the primary object of our work in schools. We 
have aimed at helping students feel that they are active members in society starting in 
their early years in school. This is why our centre has collaborated with student govern-
ments, and with the Youth Parliament in the middle schools of Elbasan, as well as pro-
moting their independent activities. We have supported a variety of student initiatives 
and activities, especially in middle schools. Thus, for example, members of the centre 
have supported an activity undertaken by the student government of the “Dhaskal To-
dri” middle school. The students at this school developed and held a televised debate 
about teen issues. We have also organized dialogues, consultations and surveys with 
students of a variety of ages. This work was aimed at recognizing their problems and 
understanding their behaviour, and at examining the degree to which they are called 
upon to help resolve problems in school.

QEQD in Elbasan considers service to the community to be one of the primary 
objectives of its work. We have organized round-table discussions and seminars with 
students’ parents in order to resolve or prevent such problems as early school leaving, 
or truancy. Our centre has organized activities in collaboration with numerous socie-
ties and non-governmental institutions aimed at assisting the community. Some of the 
work done in collaboration with the Balashe Centre is of particular importance. With 
the centre’s assistance, we have organized activities for eighth grade students over the 
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course of a day.  Our centre has also organized visits to abandoned children in Kolping 
Centre, and has held events with them in common with other school children. 

Another important event QEQD has hosted was the round-table on the rela-
tionship between civic education and religious education. Representatives of educa-
tional and religious institutions discussed how they might cooperate. Almost all the 
participants agreed about the lack of cooperation between the school and religious in-
stitutions in civic education topics, arising from the constitutional separation of schools 
and religion. Both sides came to the conclusion that there could be fruitful cooperation 
between churches and educational institutions on the civic education of youth that 
would not violate the law. 

The experience and community-wide trust earned through the QEQD’s work in 
Elbasan has convinced our members that this centre can be effective and active in the 
future, and that it has the potential to provide a significant contribution to civic and 
democratic education in schools and the community. This trust is based on the qualifi-
cations and the experience of the staff of the centre, on the cooperation and assistance 
of the university’s Department of Civic Education, on the already fruitful cooperation 
with regional educational authorities, school principals, teachers of civic education and 
sociology, and student organizations and the community. 

The staff of the centre, who are informed of the latest issues, best practice,  and 
shortcomings that exist in civic education the principles of democratic education, are 
able to design projects that will contribute in resolving, or at least in softening many 
problems that arise today in the civic education of the younger generation. This is why 
in the future the QEQD aims to focus its activity on these principles:

The focus of this centre’s work will continue to be the school – including the 
training of the teachers and the activities with educative character for the pupils, to 
secure their active participation in the school and outside it. For this purpose, for ex-
ample, in the near future the centre will organize projects to train teachers and for the 
education of pupils by putting into practice the motto “We produce and administer”.

Our attention will be focussed on the school and the inclusion of students in 
educational and social life, without discrimination based on race, ethnicity, ethno-cul-
tural community background, or regional or religious affiliations. 

We will aim to promote the independence and initiative of student societies such 
as their governments and their parliaments, to secure the participation of students in 
decision making according the principles of civic education.

QEQD will continue to work with the Department of Civic Education in the 
university in order to help qualify students who are being trained as future teachers of 
civic education.

QEQD will also increase its collaboration with societies and non-governmental 
institutions working in the region of Elbasan’s in the field of education and civic democ-
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racy. Recently a Committee of Parents was founded in Elbasan, and this committee has 
shown interest and readiness to collaborate with QEQD. The priorities of our future 
work are based on our abilities and qualifications. 
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“Education for Peace” A Country-Wide 
Peace Education Programme in  

Bosnia & Herzegovina

On-site faculty of EFP-Balkans1

PURPOSE & VISION

The purpose of Education for Peace (EFP) is to empower young people with 
the skills, knowledge, attitudes and confidence to play an active and meaningful role in 
shaping a peaceful society. Young people can develop these skills through a specially de-
signed peace education curriculum using interactive, process-oriented and student-cen-
tred methods of teaching, with the ultimate aim of creating inter-ethnic understanding 
and harmony. In the face of the challenges that still remain in BiH it has become clear 
that one of the most significant ways to effect real and lasting change is through the 
education of the younger generation to build a unified, multi-ethnic society.

The aim and challenge of the Education for Peace programme is to educate each 
new generation of students to become peacemakers and to devote their talents, ca-
pacities and energies towards the creation of a civilization of peace based on the twin 
pillars of a culture of peace and a culture of healing. This requires the engagement of 
students in a systematic and sustained programme of full emersion in the study of the 
dynamics, principles and practices of peace. The EFP programme is a cross-curricular 
pedagogical approach that integrates the study of these principles into the daily lessons 
of every subject area.

HISTORY AND BACKGROUND

The Education for Peace (EFP) programme, administered by the International 
Education for Peace Institute based in Switzerland, was first initiated in June 2000 in 
Bosnia and Herzegovina (BiH) with the active partnership, cooperation and support 
of both the FBiH and Republic Srpska Ministries of Education, the relevant cantonal 
Ministries of Education, as well as the International Community. 

The initial two-year pilot project of Education for Peace was implemented in 
six schools in three different cities, representing the three main ethnic groups of Bos-
nia and Herzegovina. The project involved approximately 6,000 students, 400 teachers, 
administrators, support staff, and 10,000 parents and guardians. The selected schools 

1 Report written by members of the On-Site Faculty of EFP-Balkans
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(three primary and three secondary) serve populations that range from the elite and 
materially advantaged to internally displaced persons, orphans, and direct victims of 
the war. Together, these schools capture much of the diversity of BiH society.

As a result of the success of the pilot year, the Ministry of Foreign Affairs with 
the support of the Entity Ministries of Education, requested that a strategy be devised 
to bring Education for Peace to all schools in BiH. Likewise, the Office of the High Rep-
resentative in BiH called for the introduction of EFP to as many schools as possible both 
in Bosnia itself, as well as in neighbouring countries. With the participation of senior 
officials from the Ministry of Foreign Affairs, Entity Ministries of Education, Directors 
of the EFP pilot schools and representatives from various governments and agencies, 
the necessary funds were raised to introduce a multi-media programme of Education 
for Peace called EFP-World into 100 secondary schools across Bosnia & Herzegovina as 
well as a more intensive programme, namely EFP-Intensive, for two secondary schools, 
representing the Bosniak and Croat communities in the divided city of Mostar. 

During joint full-day consultations held in March 2003 with all 13 Ministries 
of Education at the Cantonal, Entity and District levels and the eight Pedagogical In-
stitutes, a unanimous agreement was reached to introduce Education for Peace in each 
region of BiH, and a commitment was made to facilitate all aspects of the selection 
process of the 100 schools. The selected schools were situated in over 60 localities across 
BiH in both Entities, and every Canton and District. 

As to the first phase of implementation in September 2003, a two-year Certifi-
cate programme in Education for Peace began involving two hundred teachers who 
were awarded scholarships. Through this specialize training these two hundred educa-
tors made up the core of the EFP On-site faculty and have since played an essential role 
as trainers, facilitators and advisors in the second phase of implementation in the one 
hundred schools. The second phase, which began in September 2004, has involved in-
troducing the EFP conceptual framework and methodology to all five thousand teach-
ers and staff in the one hundred participating schools over a two year period.

One of the main components of implementation of the programme involves pro-
viding an opportunity, through in-school and inter-school peace events, for students to 
share their understanding of the principles of peace as they apply in the context of the 
society and the world at large, in the form of artistic presentations before their teach-
ers, peers, families, media, officials and the wider community. In May 2004 fourteen 
regional peace events were held around the country, which brought together student 
representatives from the one hundred schools. In June 2004, an International Youth 
for Peace Conference was held with over one thousand student and teacher delegates. 
Students came together to discuss how to create a culture of peace in every segment of 
society and to share creative peace presentations.



97

In the end of April 200� EFP-Balkans, in collaboration with over sixty-five mu-
nicipal and city Mayors, proclaimed a “Peace Week”. Each participating EFP school held 
a “Peace Day” with students from different classrooms sharing artistic presentations 
about peace. On 4 June 200� seven regional peace events were hosted by participating 
schools, each bringing together students and representatives of the three ethnic com-
munities.

In January 200� EFP-Balkans, with the financial support of the Japanese Inter-
national Cooperation Agency, began implementation of a two-year EFP-Intensive pro-
gramme in four primary schools constructed through Japanese Government funds in 
Lukavica, Mostar, Ostra Luka and Matuzici. This intensive programme involves over 
2�0 teachers, administrators and staff as well as 2,�00 students and over �,000 parents 
and guardians.  

At this phase, EFP-Balkans is now engaging in discussions with the Ministries 
of Education, Pedagogical Institutes and the Ministry of Civil Affairs regarding the 
integration of the Education for Peace curriculum in the educational policy. An EFP 
Advisory Commission has been established as a consultative body to facilitate on-going 
input and feedback with all BiH educational authorities.

CONTEXT & JUSTIFICATION

Since the signing of the Dayton Peace Accord in 199�, ending four years of all-
out war, a process of social, economic and political recovery has been taking place in 
Bosnia and Herzegovina. This process has channelled financial and technical assistance 
into the areas of physical and, to a far lesser extent, psychosocial and educational recon-
struction of the country and its people.

Children and youth of all ethnic backgrounds were hit particularly hard by the 
war and its aftermath in Bosnia and Herzegovina. Having experienced atrocities, vio-
lence and pain, and extremely difficult living conditions, children and youth and their 
parents, have been severely traumatized. A critically important step in the process of 
reconstruction yet remains: to appropriately address the psycho-social needs of these 
young people, to assist them to gain confidence in their future, and to help them envi-
sion their own contribution to the development of a united and prosperous BiH.

Educational Development a Priority for BiH Government and International 
Authorities in BiH

Changes in education are the only sure means to catalyse social cohesion and de-
velopment of the country. Realizing that economic recovery alone will not be sufficient 
to secure the success of transition towards long-term stability and peace in Bosnia and 
Herzegovina, the international community has recently shifted its focus to other criti-
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cal areas, among which is education. Until now, international support for education in 
BiH has been confined to material recovery, primarily in the area of reconstruction of 
school buildings. In the last few years the educational authorities of Bosnia and Herze-
govina and the international community have articulated the need to place educational 
reform at the centre of the country’s political agenda, in accordance with the desire to 
eventually join the European Union. 

“Education is a crucial issue for the future of Bosnia and Herzegovina and a high 
priority area for the International Community. It is essential for the future of 
BiH that schools become beacons for a peaceful future marked by tolerance and 
understanding. …Donors, in particular the European Union, have completed a 
massive programme to reconstruct schools after the end of the war. Most of the 
physical damage is repaired by now. A more difficult task, however, must now 
be undertaken: intellectual and psychological reconstruction. …The children of 
Bosnia and Herzegovina are the future of Bosnia, and they must receive the best 
possible education …Bosnia and Herzegovina needs education that is in accord-
ance with European standards, and which instils in children a cosmopolitan and 
tolerant spirit and teaches them to think critically.”

OHR Human Rights / Rule of Law Department, May 2000 .

The EFP Programme stands out as a unique contribution to the development 
and progress of the society of BiH . It is the only programme in the education sector 
that has been voluntarily adopted by all three ethnic communities and their respective 
educational authorities without any change to its fundamental components. The EFP 
Programme has been able to transcend differences that have been obstacles to the crea-
tion of peaceful relationships between Bosniaks, Croats, and Serbs. 

Partners in the programme have included educational institutions, school ad-
ministrators, teachers, support staff, pupils/students and their parents, as well as the 
wider public. From programme and curriculum design to implementation and expan-
sion, EFP has been a model for active participation of all segments of the school com-
munity and of BiH society. As such, the EFP programme has been able to respond di-
rectly to the need in the BiH school system for:

A structure that will ensure a systematic approach to teacher training;
An increase in the number of providers of teacher training;
Training in classroom practice, emphasizing active learning and competen-
cies; 
Special programmes for school directors; 
Training plan to integrate modern communication and information tech-
nologies;

A.
B.
C.

D.
E.
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Educational dialogue and curriculum dissemination reaching all teachers 
in the country 
A new curriculum for primary, secondary and teacher education
A model of integrative learning applied to different subjects and disci-
plines  

A COMPREHENSIVE PEACE EDUCATION APPROACH 

The approach of EFP is comprehensive. It assists the participants to create con-
flict-free and violence-free environments in their homes, schools, and places of work. 
It offers special training not only for students, but also for their teachers and parents. 
EFP focuses on the education and empowerment of girls and women, as well as the 
training and guidance of boys and men on how to avoid abusing power and resorting 
to aggression and violence, behaviour which has typically been expected of men. The 
EFP Programme includes a major component on the principles and skills of leadership 
for peace with the aim of preparing those young women and men who are likely to be 
the future leaders of society, to become peacemakers. As a complementary programme, 
advanced Leadership for Peace workshops are offered for the current leadership in each 
participating community. 

Peace education is a multifaceted process involving psychological, social, politi-
cal, and economic, as well as moral, ethical, and spiritual aspects of the life of the indi-
vidual and society. In consideration of this reality, the EFP curriculum, which is specially 
formulated for every country with the help of domestic educators and scholars, includes study 
of the principles of peace and its practice at home, in the school, and in the community 
on an ongoing and sustained basis. These principles include unity in diversity, intereth-
nic harmony, democratic leadership and decision-making, peaceful conflict resolution, 
and due regard for human rights and responsibilities. 

In addition, the curriculum considers both the universal and particular realities 
of the contemporary world. The children and youth of today need to develop identi-
ties that are at once unique and universal, so that they will see themselves as the agents 
of progress for their respective communities within the parameters of an increasingly 
global order. Thus the ultimate goal of the EFP Programme is to imbue the society with 
the spirit, thought, and practice of peace, so that peace and daily life become fully inte-
grated into one single reality. 

EFP is offered to any group or community with the resolve to create a culture of 
peace. The primary focus of the programme is children and youth, the future leaders 
of society. This comprehensive nature of the EFP Programme renders it most effective 
among those populations that have suffered and continue to be devastated by the brutal 
impact of poverty, disease, conflict, and war. It applies equally to communities suffering 
from economic collapse or from religious and/or ethnic mistrust. 

F.

G.
H.
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The long way to peace . 
Bosnian primary and secondary school reform

Airi Schmidtpott and Ralf Hermann1

“Wars do not end when a peace treaty is signed. It will carry on in the memory 
of those that survive. I feel that it may take more than one generation for recov-
ery.”2

In a post-war society international priorities on the political agenda include “hard” 
issues such as peacekeeping, economic reconstruction, rebuilding and reforming effec-
tive and cooperative institutions of authority, implementing a reliable judicial framework, 
refugee returns etc. At the same time, however, the manifold impacts of war on the men-
tal condition of a society have to be addressed. While the transition towards peace is cru-
cially dependent on reconciliation and trust, the burden of the past will remain with the 
war generations for a long time, if not for good. The experience of war – from very differ-
ent perspectives – leaves many people with traumatized personalities and burdens society 
with the problem of their reintegration. Apart from this, the past may itself be subject to 
power strategies of the factions formerly at war. Determining the interpretation of past 
conflict is regarded as a decisive tool for the shaping of future power structures. 

While the reintegration of war generations is an indispensable precondition to 
the re-formation of a peaceful society, it takes more than that to maintain peace from a 
long term perspective. How the upcoming generations perceive the past and what they 
infer from it for the future is a most essential issue. Will the ideologies that led into 
war still be attractive to them? Will stereotypes and prejudices be transmitted from 
parents to children? Will bias and prejudice undermine the goals of understanding and 
cooperation, or will trust and common interest lead into peaceful strategies of conflict 
resolution? 

For a sustainable return to peaceful development in post-war societies, educa-
tion of the next generation is a central point, and is as important as socio-economic 
expectations and an acceptable political environment. 

In the Bosnian case, the importance of education is clearly being addressed by in-
ternational and local organizations which aim at modern and politically balanced cur-
ricula. They envisage a school system that is in accordance with European standards. 

1 Airi Schmidtpott worked from 1999 to 2002 in Bosnia and Herzegovina for NGOs, UNHCR and UNMIBH. 
Within her assigments in civil affairs and repatriation units, she also monitored the process of BiH curricular re-
forms.
Ralf Hermann works for the German Academic Exchange Service DAAD at the University of Belgrade and deals 
with various regional cooperation and exchange projects in the field of higher education.

2 Chris Chung: Recovery time for war, 10 November 2002, http://bmj.bmjjournals.com/cgi/eletters/32�/7372/ 
110�#27789 (May 0�). 
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This includes the mobility of school children to the extent that a change of place – e.g. 
for returnees – has no major impact on the course of their education. 

But the key role of education is also being reflected by the activities of influen-
tial sections of the Bosnian society which are not at all in favour of integrated political 
standards and goals. Thus, the issue has become the object of a tug of war between eth-
nically defined groups, fuelled especially by the activities of ‘nationalist’ parties. 

This paper reflects on some of the key issues of educational reforms in Bosnia 
and Herzegovina (BiH). Thereby, it gives a survey of the major developments in the 
field of primary and secondary education in the post-war decade. Focussing on the 
most essential aspects of present educational policies, the paper will not go into other 
important issues such as the access to education of small minorities (e.g. Roma), or 
higher education reform in general.

Education during the war

Before 1992, Bosnia had a relatively high education standard. Only shortly be-
fore the war, a long-term programme had been developed for the modernization and 
improvement of primary education. Its immediate adaptation and realization was 
made impossible by the war.

Even during the conflict, teaching never came to a halt simultaneously through-
out the country, although the curriculum was reduced depending on the war intensity, 
and carried out unsystematically and interruptedly. The World Bank attributes this to 
the “extraordinary efforts of parents, local government officials and aid agencies [that] 
most children managed to continue their education during the war, though in a very 
disrupted form.”3 In 1994 curricula changes were implemented in areas controlled by 
the BiH army; while schools in the territories controlled by the Croat or Serb army 
started to use curricula and textbooks from the respective neighbouring countries.4 
In many cases “teaching material featured strongly nationalistic content and reflected 
open hostility to other groups.”�

Dayton and thereafter

In December 199�, the Peace Agreement of Dayton brought an end to the war 
in Bosnia and Herzegovina that had started in April 1992. The war had dramatically 
split up Bosnian society and to a large extent segregated the three major ethnic groups 

3 World Bank Reconstruction and Development Programmes me in Bosnia and Herzegovina. Progress Update, January 2004, 
p.13. http://siteresources.worldbank.org/BOSNIAHERZEXTN/Resources/ProgressUpdateJan.2004.pdf ( June 
0�).

4 EFA 2000 Assessment: Country Report: Bosnia-Herzegovina, http://www2.unesco.org/wef/countryreports/bosnia_
herzegovina/rapport_1.htm (June 0�). 

� OSCE Magazine May 2004, http://www.osce.org/publications/sg/2004/0�/12227_88_en.pdf  p. 4 ( June 0�).
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formerly at war with each other.6 Some two million people had been uprooted, mainly 
in areas that were dominated by a different ethnic group. Almost half of them had left 
the country; the rest was living as internally displaced persons (IDPs), mostly flocking 
to urban areas.7 Even now the fear of facing ethnic harassment in its multiple forms 
remains an obstacle to refugee return to the areas of origin.

The Dayton Peace Accords were signed after lengthy and extremely difficult 
negotiations. Being the best that could be achieved under the circumstances, ensuing 
controversies did not come as a surprise. With the signing of the Accords, Bosnia and 
Herzegovina was proclaimed a sovereign state, consisting of two entities: the Bosniak-
Croatian federation and Republika Srpska (RS). The entities are differently organized. 
Republika Srpska, which comprises 49% of the territory, is centrally organized. The 
Federation covers �1% of the territory and consists of ten cantons.8 Each of the cantons 
has its own constitution and set of ministries. Therefore, constitutional decisions be-
came highly difficult procedures. 

From the beginning up to today the incongruent structures of responsibility in 
the different territories according to Dayton have proven to be a permanent obstacle 
for the general implementation of educational policies. Until 2004 central authorities 
in BiH had no real influence on this. While in RS, responsibilities for education in its 
territory are with the central government, in the Bosniak-Croat Federation they are 
delegated to the cantonal level, and in some cantons they were transferred even fur-
ther to the municipalities9. Until recently, there was no common framework for the 
educational policies of the 10 cantons of the federation, and of course none that linked 
the Federation with the RS. In June 2003, finally, a “Framework Law on Primary and 
Secondary Education” was adopted by the BiH parliament which paved the way for 
the Common Core Curriculum applied since autumn 2003 (see below). However, the 
balance between general legislation and particular ‘national’ interests especially in the 
federation remains a delicate matter even today. 

6 Christof Bender describes the post-war situation as follows: the “nationalistic agenda of the main protagonists 
dominated, stereotypes of the ‘barbarian other’ were internalised, prejudices radicalised, history rewritten on all 
three sides, and the idea that Bosniacs, Serbs, and Croats could co-exist was abandoned by a large part of the popu-
lation.”; Searching for a strategy... Individual Country Reports: Bosnia and Herzegovina, http://www-gewi.kfunigraz.
ac.at/csbsc/documentary_report/Bosnia.html (May 0�).

7 Global IDP Database: IDPs in Bosnia and Hercegovina, http://www.db.idpproject.org/Sites/IdpProjectDb/idpSurvey.
nsf/WebIDPLevel2?ReadForm&Country=Bosnia+and+Herzegovina&Level=3 (May 0�). Many IDPs occupied 
houses and apartments in areas, where they now belonged to the ethnic majority, while the owners or occupancy 
right-holders had themselves fled to areas in which their respective ethnic group dominated. Still today, the result-
ing domino effect has not yet been totally reversed.

8 Out of these, five have Bosniak, three Croat majorities, and two are mixed.
9 According to Article 2 of the Federal Constitution (Bosniak-Croat entity): “Each Canton may delegate functions 

concerning education […] to a municipality or city in its territory, and is obliged to do so if the majority of popula-
tion in the municipality or city is other than that of the Canton as a whole.” http://www.ohr.int/ohr-dept/legal/
oth-legist/doc/fbih-constitution.doc . However, the implementation of the article has often been subject to lengthy 
regional disputes. 
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Education and refugee return

During the war, some 70% of schools were severely damaged, destroyed or req-
uisitioned for military use10, and many teachers were killed, drafted to military serv-
ices or left the country or area. Their replacements often lacked formal qualifications 
or teaching experience. Two years after the war, in 1997, only 147 primary schools 
were reported as working, with 266,918 schoolchildren attending classes. In 2002/03, 
376,�08 pupils attended 1,813 primary schools.11 

After Dayton, educational policies immediately became a means of obstruction of 
returns. The mistrust displayed towards refugees of all groups was nurtured by the regional 
responsibilities for curricula where returnees found themselves as minorities. While regions 
with a Bosniak majority used an update of the pre-war curricula, Croat and Serb major-
ity areas would use the curricula and textbooks from the respective neighbouring country. 
Most contentious was – and still is – the so-called ‘national group of subjects’.

As for families who did return, only few of them would send their children to 
schools in which they were a minority. In most cases, parents would rather bus their 
children to a more distant school than send them to a closer one with the ‘wrong’ cur-
riculum. Other families split with one parent returning while the other stayed with the 
children in the area of displacement. 

In the first years after the war international involvement in BiH education 
focussed on the reconstruction of destroyed schools. According to the World Bank 
“Project Implementation Unit (PIU) Education”, in 2000 239 primary school objects 
were constructed or rehabilitated in the Bosnian Federation12. But as families hesitated 
to return to rural areas, numerous newly renovated schools deteriorated or were mis-
used as storage or as accommodation of refugees and internally displaced persons. 

Government investments into education differed greatly between the RS and the 
Federation, and also between the ten cantons in the Federation. This made the educational 
standards between the different regions drift further apart.13 The common feature in both 
entities was their resistance to minority issues: “The denial of access to educational facilities 
is a serious impediment to the return of minority families.”14 According to UNHCR’s assess-
ment, “real progress towards eradicating ‘ethnic’ segregation from the education system has 
so far been minimal”1�. The source refers explicitly to both the Federation and to the RS. 

10 World Bank Reconstruction and Development Programmes me in Bosnia and Herzegovina. Progress Update, January 2004, 
http://siteresources.worldbank.org/BOSNIAHERZEXTN/Resources/ProgressUpdateJan.2004.pdf ( June 0�).

11 Complementary Report by Non-Governmental Organisations on the BiH Report on Convention on the Rights of the Child, 
August 2004, http://www.oscebih.org/documents/1482-eng.pdf ( June 0�).

12 Cf. UNESCO’s EFA 2000 Assessment, Country Reports: Bosnia and Herzegovina, http://www2.unesco.org/wef/coun-
tryreports/bosnia_herzegovina/rapport_1.htm (June 0�).

13 Cf. Economist Intelligence Unit Country Profile 2000, Bosnia and Hercegovina, p. 14.
14 UNHCR’s position on categories of persons from Bosnia and Herzegovina in continued need of international protection, 

2001, http://www.unhcr.ba/protection/Position.PDF .
1� Ibid.
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As the return rates were also determined by the development of infrastructure, 
families tend to be even less likely to return to rural areas. 

Subject groups

With regard to educational contents, two major subject groups were to be dis-
tinguished. While for technical and natural subjects, common standards were readily 
accepted by all sides, it was impossible to achieve similar agreements on the so called 
“national subjects”. 

The “national subject group” includes all subjects that are related to ethnic group 
identities and their political implications. It consists of language, literature, history, ge-
ography, arts and music. The integrity of the ‘national’ canon was an essential point in 
the approach of all ethnic groups towards educational reforms. 

On the part of the international community, concessions had to be made with regard 
to these subjects. The splitting of what was once considered a common language into three 
national languages was accepted based on political realities, notwithstanding the question-
able ‘linguistic’ basis of the differences between the languages. Likewise, it was conceded that 
a harmonization of the content of other relevant subjects was not yet to be expected. In-
ternational organizations, therefore, restricted themselves at the beginning to a monitoring 
role. The main goal was to assure that content openly offensive to other ethnic groups was 
eliminated from textbooks and curricula. At the same time, however, the acceptance of the 
concept of national subjects implied that different teachings on politically sensitive matters 
were institutionally authorized. It was accepted as the lesser of two evils since this was the 
only way to achieve the resumption of teaching of these subjects, and to initiate open debate 
on educational policies in which all constituent groups would participate. 

Textbook review

One of the first issues to be addressed by international organizations was the re-
view of textbooks. In May 1998 OHR initiated an agreement between Federation and 
RS Ministers of Education on the establishing of textbook commissions. In each entity 
a commission was to examine textbooks for sensitive matters. The ministers consented 
to remove offensive and ethnocentric material from textbooks and curricula, and to 
eradicate ‘ethnic’ bias from the educational system as a whole.

One year later, in 1999, UNESCO delegated a fact-finding mission on the differ-
ent curricula in BiH. The Textbook Review Commission removed inappropriate material 
from textbooks and ensured a more balanced coverage of the constituent people of BiH. 

The major part of work was accomplished by summer 2003. The recommenda-
tions were sent to all Education Ministries and forwarded to textbook publishers to 
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ensure the omission of inappropriate content in new materials or in reprints to be used 
in the following school year.16 The textbook review was the first major achievement 
towards the elimination of offensive content in BiH school materials. 

“Two schools under one roof”

In the consequence of the Dayton agreement and the compromise of a Bosniak-
Croat federation, the implementation of common standards was faced with strong 
practical problems in this entity. Therefore, the international community considered it 
a breakthrough when in 2000 majority schools in the federation agreed to host branch-
es of minority schools under their roof.17 It was expected that families would be en-
couraged to return to their pre-war homes, even in areas where they belonged to the 
minority. However, as these arrangements implied only the usage of the same building, 
the disadvantages immediately became apparent. 

As administration, teachers, students, and curricula remained completely sepa-
rated, segregation was further institutionalized. Classes usually took place in different 
shifts, and the minority branch would often be exposed to different forms of harass-
ment. These included separate entries for the students, exposure to national symbols of 
the majority group, and denial of access to some facilities. Ever since the establishment 
of “two schools under one roof ”, international diplomats have voiced their concerns 
about the political implications, as well as about the waste of resources in the parallel 
school system, and have called for the abolition of these institutions. 

In April 2002, BiH membership in the Council of Europe was made conditional 
on the elimination of all aspects of segregation and discrimination. In the same year, na-
tional law was adapted to this framework. But the implementation of these obligations 
was deliberately obstructed. Croat party officials (HDZ and NHI) argued that aban-
doning “two schools under one roof ” would sideline the Croatian language in Bosniak 
majority schools18 and repeatedly failed to realize agreements on this matter. Therefore, 
High Representative Paddy Ashdown finally imposed a 20,000 € fine on HDZ in Au-
gust 2003. The instrument of financial pressure somehow proved efficient when HDZ 
immediately proposed uniting the “two high schools under one roof ” in Mostar.19 

16 OSCE Press Release: ’Positive’ textbooks in time for the new school year in Bosnia, http://www.osce.org/item/7630.html 
(May 0�), and OSCE at NATO/SFOR Press Conference 24.6.2003, http://www.nato.int/sfor/trans/2003/t030624a.
htm (May 0�).

17 According to OSCE, the international community was critical to this model from the beginning and accepted it 
only as a minimal and temporary consensus; cf. Douglas Davidson: Why two schools under one roof must go, Vecernji 
list, 24.3.200�, http://www.oscebih.org/public/default.asp?d=6&article=show&id=969.

18 Doing Away with Segregation“, 1 September 2003, http://www.tol.cz/look/TOL/article.tpl?IdLanguage=1&IdPublic
ation=9&NrIssue=1&NrSection=1&NrArticle=10�48 (May 0�).

19 Ibid. Nonetheless, the parallel structure of two universities in Mostar is still in place, and there are no serious ef-
forts towards their unification. Major reforms are planned within the Bologna process at both universities to be 
completed by 2010. cf. http://www.bologna-berlin2003.de/pdf/BH.pdf . 
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However, �2 “two schools under one roof ” in 26 buildings still exist today20. 
OSCE Ambassador Douglas Davidson concluded in March 200� that the phenom-
enon of “‘two schools under one roof ’ offers an instructive lesson in unintended con-
sequences” and “how a purely educational issue can unfortunately metamorphose into 
a political one.”21 The international position seems to be quite disillusioned. The Am-
bassador clarifies that he has called “only [for] legal and administrative unification of 
schools. We are not speaking about unifying languages or curricula”.22

Legal framework 

For several years, a lack of basic legal conditions hampered the development of 
educational policies in accordance with European standards. In 2000 UNHCR sources 
spoke of “discrimination, segregation and ethnic bias” in BiH and even of “educational 
apartheid”.23 Since then, a sufficient legal framework has been established in a sequel of 
agreements and laws. Though the process of implementation is still slow and a matter 
of permanent dispute, a reliable legal frame of reference is the essential prerequisite to 
further achievements. 

In May 2000 the Conference of BiH Education Ministers consisting of all the 
incumbents of both entities signed an agreement on the modalities and the time frame 
for the harmonization of the segregated education systems. All three sides agreed to 
maintain separate curricula for language, culture and literature but to include modules 
of the two other sides into their own curricula24. Furthermore, it was agreed to ban the 
use of schoolbooks whose region of reference is any other than Bosnia and Herzegovina 
after June 2002.2� 

For the coordination of the activities of international organizations on educa-
tion, an Education Issues Set Steering Group (EISSG) was established in 2002.26 Its 
purpose was to coordinate available expertise and develop a strategic education reform 
plan. In the same year, BiH became a member state of the European Council. 

In March 2002, an “Interim Agreement”27 addressing discrimination against 
returnee children ensured returnee families the right to choose the curriculum of na-

20 24 of these operate in Central-Bosnia, the others in Zenica-Doboj and Herzegovina-Neretva, cf. Douglas Davidson: 
Why two schools under one roof must go; and Doing Away with Segregation, 1 September 2003.

21 Douglas Davidson: Why two schools under one roof must go.
22 Ibid. 
23 UNHCR, August 2000 Update of UNHCR’s Position on Categories of Persons from Bosnia and Herzegovina in Need 

of International Protection, http://www.stranieriinitalia.com/briguglio/immigrazione-e-asilo/2000/agosto/unhcr-
bosnia.html  .

24 Global IDP database: Persistent discrimination and segregation in the education system hamper return of displaced persons 
and refugees (2002-2003), http://www.db.idpproject.org/Sites/IdpProjectDb/idpSurvey.nsf/wViewCountries/
ABB1B2E�7�ADCCBCC12�6B26004D3372 (June 0�).

2� South-East Europe Textbook Network, http://storch.gei.de/seenet/states/bih/history_curricula.htm (April 0�).
26 Besides OSCE as the leading organization, other major participants are OHR, UNICEF, UNESCO, UNHCR, 

Council of Europe, European Commission and World Bank. Cf. www.oscebih.org/eduation/eissg.asp?d=2 and 
OSCE Magazine May 2004.

27 Interim agreement on accommodation of specific needs and rights of returnee children, http://www.unhcr.ba/protection/
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tional subjects. It also prescribed the right of participation of minorities in ethnically 
balanced school boards.  

In November 2002, the Ministries of Education and other authorities in BiH 
and the international community settled the “Education Reform Agenda”, an impor-
tant goodwill declaration for educational reform policies. The participants declared 
their willingness to “ensure that all children have access to quality education, in inte-
grated multicultural schools, that is free from political, religious, cultural and other bias 
and discrimination and which respects the rights of all children.”28 The general aim is 
modern curricula at all levels of school, and a professional system of assessment and 
certification that pays attention to labour market requirements and prepares more 
students for higher education. All efforts are measured by the standards of European 
educational policies. 

In accordance with these obligations, the BiH Parliamentary Assembly unani-
mously adopted the State-level Framework Law on Primary and Secondary Educa-
tion on 30 June 2003. Offering a set of binding legislative agreements to all parties, the 
Framework Law must be considered the most important step towards common stand-
ards in the educational system in BiH. 

In several articles the importance of religious freedom, tolerance and dialogue 
in BiH is stressed. The agreement outlaws didactic and other material as well as state-
ments by teachers and other school personnel that “could reasonably be rendered of-
fensive to the language, culture and religion of students that belong to any ethnic, na-
tional or religious group”.29 It strengthens civil participation in relevant procedures by 
parent and student councils, and it prescribes that, “in principle”, the “composition of 
the school board must reflect the national structure of students and parents, school 
staff and local community” recorded before the war.30 Throughout BiH a minimum of 
nine years of compulsory primary and secondary education was agreed on and imple-
mented. In November 2004 OSCE reported that all primary and secondary laws in the 
country had been harmonized with the state-level Framework Law.31 

The Framework Law also paved the way for the Common Core Curriculum which 
was to be introduced in schools throughout BiH in September 2003. Its steering board was 
tasked to compare the existing curricula and search for common ground. The aim was to 
work towards their “satisfactory harmonization […] as well as their adaptability, in accord-
ance with specific needs of school and local community.”32 According to the agreement, com-

refugees&dp/agreem%7E1.PDF .
28 Federal Ministry of Education and Science: A message to the People of Bosnia and Herzegovina: Education Reform, 21 

Nov. 2002, p. 9; http://www.oscebih.org/education/eissg.asp?d=2 .
29 Framework Law on Primary and Secondary Education in Bosnia and Herzegovina, 2003, Article 10.
30 Ibid., Article �1.
31 OSCE, 11 November 2004, quoted here:  http://www.db.idpproject.org/Sites/IdpProjectDb/idpSurvey.nsf/

wViewCountries/EDE80A6FBD8A2��EC12�6FCD004D2429, May 0�.
32 Agreement on the Common Core Curriculum, 8 August 2003, http://www.oscebih.org/documents/13-eng.pdf 

(06.06.0�). Cf. Framework Law on Primary and Secondary Education in Bosnia and Herzegovina”, 2003, Article 43.
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mon curricular elements make up more than 80% of the syllabi in science and mathematics. 
For the so-called ‘national subjects’ some �0% of the topics are being taught identically.33 

According to the Framework Law, Bosnian school certificates are now valid 
throughout the country. Further, the Law decreed that schools are obliged to accept all 
students of their catchment area. Thereby, the former practice of choosing or refusing 
students with regard to their ethnic origin was abolished.

Implementation

While there is no doubt about the importance of the legal agreements and the 
steps for their implementation made so far, the reality of educational transition is still 
far from satisfying. The reform process in the field of education proceeds slowly. Some 
schools have hesitated to implement the 9 year curriculum. The common core is con-
fined to politically undisputed matters.

Although discrimination has been ruled out and is being suppressed in its most 
blatant forms, it will take much more time until the more subtle forms of discrimina-
tion are eliminated. And these forms are manifold. There are reports of children in 
mixed classes being widely denounced as mentally less talented. Neutral learning ma-
terials are often rejected since they do not exclusively belong to one group or another. 
The language problem is a permanent bone of contention between teachers and pupils 
of different origin, as language is not seen as a common means of communication but 
rather as a distinguishing feature of political identities.34

In many cases authorities of all constituent groups pay lip service to the process 
of reform, while in practical terms they are rather reluctant to support it. Nationalist 
parties are openly opposed to common regulations in education as well as in other do-
mains and, instead, still pursue a politics of segregation. Elections have shown that this 
agenda is still being widely supported within all major ethnic groups. 

Bosnia and Herzegovina still struggles to cope with the basics conditions of 
modern educational policies. The quality standards envisaged in many declarations of 
goodwill seem to be distant still. However, it is all the more important that European 
standards are being consistently applied and implemented in BiH. In the long run, this 
will ensure that the following generations in BiH have the same chances as those from 
other European countries. And as European standards deliver a neutral frame of refer-
ence and mediate between the sectional interests of the constituent groups in BiH, they 
are a decisive tool in the long period of transition itself.

33 OSCE Magazine May 2004.
34 OSCE reports how even greetings can be invested with political implications when teachers do not use the accepted 

‘dobar dan’ (Good day) but greetings from religious contexts, e.g. “the Muslim Salaam alaykum (Arabic for ‘Peace 
be with you’), the Serb Pomoz Bog (‘May God help you’), or the Croat Hvaljen Isus (‘May Jesus save you’).“ OSCE 
Magazine May 2004.
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The Croatian National Programme of 
Human Rights and Civic Education

Branko Dijanošić1

The increasing degree of awareness of human rights and freedom reveals the 
fundamental equality of their needs, the equality of the right to the fulfilment of these 
needs, the equality of the right to dignity and freedom; in sum, the equality of rights of 
any kind. The needs for global stability and peace make the state and the international 
community necessities. States are obliged to develop systematic approaches to human 
rights, primarily by establishing inter-connected national and international bodies. 
These should concentrate on all human rights issues, but especially on sensitive or un-
derdeveloped segments of human rights, to enable the protection and promotion of all 
human rights. 

Concerning long-term perspectives, education and training in human rights and 
civil education are the most powerful tools in the achievement of full respect for human 
rights and the development of true democracy in the world. Education and training 
need to be comprehensive. These processes must develop the universality of the human 
being, at all levels so as to enhance the genuine values of human life and human com-
munities, promoting their positive development. Awareness needs to be built about the 
responsibility of the individual as a member of the human community for himself, oth-
ers, the immediate and remote community, the world, and the environment.  Negative 
aspects need to be pointed out, by doing so – individual, social, political, cultural and 
economic ones – and these can more readily be recognized through the educational 
process, isolated and eliminated from society. 

The Republic of Croatia has declared its desire to contribute to the establish-
ment of peace in the world, the development of democracy and all positive aspirations 
of the advanced part of humanity by its systematic approach to human rights issues, 
more specifically through the National Programme of Human Rights and Civic Educa-
tion.

The Croatian model of integrating education for human rights and democratic 
citizenship has been systematically developed from 1996 with setting up the National 
Committee for Education on Human Rights. The National Committee is advisory body 
to the Government of Republic of Croatia in matters concerning human rights educa-
tion. This National Committee is composed of competent ministry representatives and 
experts in the field of human rights education. The task is to develop the National Pro-
gramme of Human Rights Education and to monitor its implementation. The funda-

1 Peoples Open University Ludbreg, Croatian Association for the Education of Adults, Zagreb
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mental ideal of the National Programme of Human Rights is to translate human rights 
and democracy concepts into social norms and behaviour. In the implementation of 
the National Programme special attention will be paid to issues of  tolerance in cultural 
and religious diversity and coexistence of members of different minorities, especially in 
the formerly occupied areas of the Republic of Croatia, in order to complete the stabi-
lization process in Croatia as soon and possible. 

It is envisaged that the National Programme will embrace all age groups in edu-
cation: pre-school, lower elementary school grades, higher elementary school grades, 
higher education and adult education. Furthermore, the use of the media in the educa-
tion of the public in human rights, and the right to civic participation is to be included. 
The first part of the National Programme encompasses the education of pre-school 
children, lower and higher grades of elementary school, as well as secondary school, 
including teacher training. The second part will focus on the system of higher and adult 
education, and the strategy of awareness-building in the public on human rights and 
civic education through the media.

First steps, goals and tasks of the National Programme of Human Rights 
Education in the Republic of Croatia

The first steps of the model development were a series of research projects: “Ed-
ucation for peace in Croatian primary schools”; “Comparative analysis of Croatian and 
European school systems”; “European orientation of Croatian school system”. These in-
cluded an examination of international and European conventions, recommendations 
and national documents, school projects, and teachers’ experiences.

The National Programme is designed to acquaint children, young people and 
adults with the essential values of civic society, as well as to develop intellectual and 
social skills necessary for effective participation in the democratic development of 
Croatian society.

The National Programme establishes that human rights education is a process 
of knowledge acquisition, development of skills, adoption of values and acceptance of 
views that are indispensable in strengthening the personal dignity of the individual and 
developing democratic society based on the respect and protection of universal human 
rights and freedom.

The Programme focus on four levels and goals:
The Me – level, which influences the development of self-confidence, inde-
pendence, self-respect and self-criticism;
The Myself and others – level, which implies the development of openness, 
interest, respect for others and a feeling of tolerance, cooperation and soli-
darity;

•

•
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The Us – level, pertaining to the social community that is organized accord-
ing to the principles of freedom, equality, justice, peace, security and inter-
dependence;
The world as a whole – level, indicating the development of awareness about 
different dimensions and the universality of life, the world and the protec-
tion of the natural and human environment.

Dimensions of the content of the National Programme of Human Rights 
Education

The subject matter of the Programme has been selected by applying two crite-
ria:

the area of educational activity
dimensions of teaching and learning

According to the area of educational activity, the Programme content is com-
posed of six, inter-connected and intertwined entities:

Self confidence, identity and heritage
Cultural pluralism and inter-cultural understanding
Democracy and civic society
Peace and peaceful settlement of conflicts
Promotion and protection of universal human rights and freedoms
Interdependence of the natural and human worlds, and sustainable devel-
opment

In terms of the dimensions of teaching and learning, the content of the Pro-
gramme envisages three dimensions of activity:

teaching and learning about human rights 
teaching and learning for human rights
teaching and learning in human rights

The methodical orientation of the National Programme of  
Human Rights Education

Human rights education presupposes the application of active methods of teach-
ing and learning in school that rely on the direct or indirect experience of the pupils. 
The conception that successful achievement of educational tasks in this area mostly 
depends on the application of active learning and teaching methods has prevailed. They 
are: workshops; debates; case analyses; cooperative learning; action research; drama; 
role playing; portfolios; simulations; making newspapers; writing letters; complaining 

•

•

1.
2.

A.
B.
C.
D.
E.
F.

A.
B.
C.
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to the local authorities; and student participation in social activities, especially solidar-
ity actions, campaigns, and the like. 

For successful implementation of the Programme some special forms of class-
work are required that simultaneously engage the pupils’ minds, hearts and hands. These 
are variations of teamwork, learning in pairs, and autonomous learning through re-
search, learning with adults, and other similar models through which a variety of teach-
ing techniques and means may be developed.

The structure of the National Programme of Human Rights Education

The National Programme covers the entire educational system and all types of 
educational activities ranging from regular to elective subjects, extra-curricular and ex-
tra-school activities. It is divided into specific segments:

Pre-school education
Elementary school
2.1. Sub-system of class teaching (grade I to IV)
2.2.  Sub-system of class teaching (grade V to VIII)
Secondary school

The National Programme is composed of the following parts:
The programme of human rights education in the system of pre-school edu-
cation
The programme of human rights and civic education in class teaching
2.1.   The programme of human rights education in the field of subject 

teaching in elementary school
2.2.  The human rights programme for secondary schools
2.3.  Civic education programmes for secondary schools
The human rights and civic education programme for higher and adult edu-
cation

Teachers of all subjects should be acquainted with the programme of human 
rights education and the programme of civic education in supplementing existing top-
ics from their subject, in the strategy of implementation of such topics as to create 
school hours that are closer to real life, and are more stimulating – both for themselves 
and the pupils. In order to achieve this, the following fundamental principles of inter-
disciplinary implementation of the programme have been established:

The principle of systematic representation of human rights and civic edu-
cation topics in the majority of school subjects and extra-curricular activi-
ties;
The principle of integration and correlation of human rights and civic edu-
cation represented in various subjects and extra-curricular activities,

1.
2.

3.

1.

2.

3.

1.

2.
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The principle of cooperation among teachers and professors of various pro-
fessions for the purposes of their joint development of human rights and 
civic education topics.

Prerequisites for the implementation of the National Programme

The implementation of the Programme in schools should meet following pre-
requisites:

Full realization of the goals and tasks of human rights education is only pos-
sible if it is planned and implemented as a life-long process of teaching and 
learning, in which all educational factors cooperate;
Human rights education is more an issue of assuming a standpoint and 
working method than of content, which means that Programme goals can-
not be achieved if the content is reduced to the rote memorization of facts;
In human rights education, teachers should avoid rhetoric and moraliza-
tion, as well as great expectations and demands that do not correspond with 
pupil’s age-cohort capacities;
The goals of human rights education are incompatible with imposing views 
and convictions upon the pupils, especially those that may cause political 
and ideological conflicts among the teachers;
In human rights education, especially in lower elementary schools, examples 
should be used that show progress in the struggle for the protection of hu-
man rights, so that pupils believe in their power and understand that their 
personal engagement in the protection of the human rights has an impact;
Education needs to enable pupils to feel that they are exercising their rights 
and their freedom of expression; it must also enable them to identify and 
remove all forms of human rights violations and discrimination in school.

Projects and actions carried out in the Croatian educational system concerning 
human rights and civic education

Within the framework of the Croatian educational system numerous projects, 
actions and contents of the issue of human rights, civic education, non-violent settle-
ment of conflict, education for peace and tolerance, psychological programmes of as-
sistance to children traumatized by war, and the like are to be implemented. Here we 
can only present a short list of the most significant projects and activities, all supported 
by the Ministry of Science, Education and Sports.

Project Education for Peace and Human Rights for Croatian Elementary 
Schools (1997 – 1999) 

3.

•

•

•

•

•

•

1.
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Project for development, peace and cooperation, non-violent settlement of 
conflicts and human rights (1992 – 1997)
Project Citizen and Constitution – Foundations Democracy 
Human Rights Education and Reintegration of the Educational System of 
the Croatian Danubian Region
Project Conflict Management and Non-Violent Settlement of Conflicts 
(1999)
Europe in School 
Project Globe 
The Eco-School Project
Project for Integration of Roma Children in the Educational System of the 
Republic Croatia
Projects of ecological education 
Action Earth Day
The Health Promotion in Schools Project
Action Days of Thanksgiving for the Fruits of Earth – Days of Bread
Humanitarian programmes

It should also be mentioned that 41 professional education and training seminars 
have been organized in cooperation with NGO’s for teachers, professional associates 
and school principals (about 3,000 participants). Manuals implementing education for 
human rights and education for democratic citizenship have been prepared, and to date 
two have been published for pre-school education and elementary school (sub-system 
of class teaching, grade I to IV). In these manuals provide teachers with documents 
concerning human rights as well as programme units and topics, goals, implementation 
strategies, monitoring and an evaluation of the teacher’s work and role. Other manu-
als for secondary school, higher education, adult education are to be published in the 
future.

2.

3.
4.

�.

6.
7.
8.
9.

10.
11.
12.
13.
14.
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The manual for elementary school 
Teaching human rights and freedom 
Authors: Vedrana Spajić-Vrkaš, Ivanka Stričević, 
Dubravka Maleš, Milan Matijević 
Published in Zagreb, 2004.

The manual for pre-school education 
Live and learn human rights in pre-school 
Authors: Dubravka Maleš, Mirjana Milanović,  
Ivanka Stričević 
Published in Zagreb, 2003.
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The Vukovar Institute for Peace 
Research and Education and National 

Minorities Projects

Biljana Kondić1

The Vukovar Institute for Peace Research and Education is a non-governmental, 
non-profit, and humanitarian association of citizens with the status of a legal entity. 
The Association was established on 16 October 1999 in Vukovar. Members of VIMIO 
are individuals of different ethnic and religious backgrounds, different professions, and 
members of various local and international non-governmental organizations. They 
came together in order to contribute, through their activities in the VIMIO, to the 
process of reconciliation, trust establishment, and the creation of inter-ethnic toler-
ance in Croatia and other countries, but particularly in the Croatian Danube Region.

Our activities are designed for individuals, non-governmental and governmental 
as well as international organizations.  Our work is based on the principles of co-op-
eration and partnerships, respect for differences, continuous studying, professionalism, 
humanity and civic responsibilities. 

Our assistance in building up a prosperous society is realized through: 
education of individuals, institutions and a community as an entity, in part-
nership skills;
analysis of acceptable models and skills for overcoming conflicts and build-
ing partnerships’ relations in a community (locally and regionally); 
social activities (in partnership co-operation with non-governmental and 
governmental organizations);
information

The partnership model is used within and outside the organization itself, in the 
most vulnerable area of Croatia in the post-war period, and is replicable outside local 
boundaries. 

The project “Colleagues to Colleagues” was created to improve and support work 
with groups of national minorities. At first the project looked like a “mission impos-
sible”. At its start, in 2001, it was very difficult to have representatives of different na-
tional minority groups sitting around the same table. During that time communities of 
national minorities were internally divided, and contacts with other national minori-
ties did not exist at all. Therefore, the main aim during the first year of work was to 

1 Vukovar Institute for Peace Research and Education-VIMIO (Vukovarski institute za mi-
rovna istraživanja i obrazovanje), Republic of Croatia
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create a space for dialogue and mutual respect between the different minority groups. 
The first gathering of national minority groups was during the first celebration of the 
Day of Europe, but while presenting their work programme participants just stood next 
to one another, without communicating.

At the beginning of the project “Colleagues to Colleagues 2” focussed on defining 
specific problems of national minorities; at the end of the process the results revealed 
that all groups of national minorities have similar problems. Representatives of nation-
al minorities concluded that their joint problems were: 

lack of coordination with the local administration, 
lack of education in the mother language, 
lack of sensibility for problems of minorities by media, and 
economic issues in general. 

VIMIO worked intensively on establishing mutual dialogues. The process devel-
oped trough different phases – from temporary rejection, mistrust, retrieval and open 
confrontations, towards listening, open dialogue, tolerant attitudes and accepting the 
right to be different.

During the project “Colleagues to Colleagues 2” VIMIO created a solid coopera-
tion with the County of Istria and its Italian national minority. The project was meant 
to establish better institutional and minority cooperation between two counties richest 
with national minorities in the Republic of Croatia, and to support exchanges of expe-
riences. Representatives of local administration participated in the project activities, 
and a new way of dealing with problems was introduced – cooperation and partnership 
between representatives of minority groups and representatives of the county admin-
istration.

One of the most significant results was the establishment of a working group 
consisted of representatives of national minorities in Vukovar-Sirmium County. They 
signed a statement for future joint work, establishing cooperation between different 
national minorities, jointly resolving problems, working together on promoting toler-
ance, and sharing information and cultural cooperation between minority groups in 
Vukovar-Sirmium and Istria County. But the greatest impact made by the project was 
the fact that “Vukovar was in reality more and more thinking and acting together”, a 
direct result of the efforts of all participants in the project.  

All minorities indicated a gap in communication between themselves and lo-
cal authorities and administrations (at the county and town levels), which urged the 
initiators to include a reachable political element, namely the representatives of politi-
cal parties themselves. The experiment of putting both “extremities” together opened a 
box of opportunities whereas many feared a Pandora effect. The exchange of opinions, 
perceptions, beliefs, discontent and information resulted in mutual understanding and 

•
•
•
•
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respect, with a growing consensus in the need for a joined effort for a better and faster 
socio-economic development in their own region.

At the end of the project the representatives of councils of national minorities 
(Hungarians, Roma, Rutherians, Slovaks, Serbs and Ukrainians) from Vukovar and 
representatives of all political parties of the City of Vukovar (DC, HB, HDZ, HNS, 
HSP, HSS, LS, SDP, SDSS) signed the joint statement called “VUKOVAR – TOGETH-
ER – interethnic tolerance”, and it says:

“Representatives of the political parties – DC, HB, HDZ, HNS, HSP, HSS, LS, 
SDP, SDSS and councils of national minorities (Hungarians, Roma, Ruthe-
rians, Slovaks, Serbs and Ukrainians) from Vukovar and the  surrounding area, 
participants in the seminar “Cooperation among political parties and national 
minorities in community development”, organized by VIMIO, have started the 
civic initiative named “VUKOVAR-TOGETHER – interethnic tolerance”.

Our initiative means to underline that Vukovar is a historically multiethnic and 
multicultural town where nobody has a right to forget what happened during 
the war, but the future should be built through respect of differences, tolerance 
and concentrating on joint activities for development of the town and region.

We have returned, stayed or moved into this town and we wish to see Vukovar 
developed for all its citizens. Also, we are very aware that at this moment Vu-
kovar is facing numerous problems in the economy, low civic participation in 
its development, a formal and non-formal division of citizens, and the fact that 
the Law for areas of special state interest is not particularly active in this region 
yet. 

We should not and will not wait for solutions to be offered from somewhere else. 
Our families, as well as we, want to participate actively in creation of better 
future for Vukovar.

How we can do it together? Open communication remains “The Key”. Exchang-
ing our experiences and opinions, looking around to see who lives by and with us, 
all this remains imperative if we want to give our children and youth the chance 
to grow up in their own region without any obstacles. Also, positive examples 
of humanity and mutual life should be supported while negative ones should be 
publicly commented.”
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After thorough analysis of the project “Colleagues to Colleagues 2”, the conclu-
sion reads as follows: 

Groups of minorities should be better organized inside their communities, 
they should create a coordination body to care for all of them, and it should 
share its greater strength with all of its members. 
The interest of minority communities is to create partnership cooperation 
with the local administrations, to be better educated in minority rights, and 
be better skilled in leading an organization. 
Media are mentioned as one of the problems affecting all national minori-
ties. This includes media on the local, regional and national levels. Media 
are often projecting negative presentations of members of minority groups, 
which leads to negative associations with the whole group. Therefore, accent 
should be placed on improving the sensitivity of the media, better commu-
nication between minority groups and representatives of media, and more 
frequent presentation of minorities in the media. 

Since then, councils for national minorities have been founded, and VIMIO has 
extended its activities from the working group to councils of national minorities at the 
county and town level. The “Coordination of Councils of National Minorities of Vuko-
var-Sirmium County” was established in February 2004. After VIMIO had carried out 
most of the organization of the “Day-of-Europe”-events for three years, the Coordina-
tion of Councils successfully took over all organizational work for celebration of the 
Day of Europe in 2004. They started their public work with Day of National Minorities 
in Vukovar-Sirmium County.

In the period that followed joint projects were developed for different minority 
groups in order to foster the sustainability of each community, while preserving their 
cultural integrity. In some cases we have succeeded, while others must be further de-
veloped. It is very important to mention here the cooperation established earlier with 
representatives of political parties, and their participation in joint activities. Together 
they have written joint projects for ROP (Regional Operational Programme of Vuko-
var-Sirmium County), given support to the VIMIO project – Project Kindergarten 
„Vukovar Together”, and to the establishment of a private joint minority television sta-
tion at the level of Vukovar-Sirmium County.

After the first and second part of the project “Colleagues to Colleagues”, and all 
changes at the organizational level, members of national minorities requested addi-
tional training and education in order to strengthen and develop their councils of na-
tional minorities. Therefore the project “Colleagues to Colleagues 3” facilitates the crea-
tion of an administrative and institutional framework that can improve development 
of democracy, respect for human rights, multiethnic tolerance, and civic principles in 

•
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Vukovar-Sirmium County. The project consists of additional training for members of 
councils of national minorities related to:

improvement of organizational structures; 
possibilities of strategic planning; 
preconditions for successful leadership within an organisation, and;
lobbying and public relations skills and management. 

The project supports a public information campaign on activities of councils of 
national minorities, expert leadership and professionalism in work of councils, partner-
ships between different councils of national minorities, Coordination of National Mi-
norities and local administration based upon the Constitutional Law about the Rights 
of National Minorities.    

Conclusion

The project has shown national minorities in Vukovar-Sirmium County that 
their voice should and can be heard without giving up their identities. Whereas results 
and impacts speak for themselves, it is imperative to underline in this conclusion the 
importance of the following sequence:

You need dialogue to express yourself and to understand and respect the other. The de-
velopment of lines of communication will build trust. When we feel trust we are ready 
to enter into a relationship. Only a positive relation in due time will enable sustainable 
partnerships.

In this sequence the external input, although important, limits itself to trigger-
ing the spark that lights the fire, and teaching others how to keep the fire alive. But the 
hardest part of the job and the long-term commitment lay within the new partnerships. 
However, it is our distinct feeling that they will succeed as enough perseverance can be 
spotted in their ongoing activities, and it seems that new positive visions of the future 
are closer to being realised than ever before.

•
•
•
•
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To understand, to recognize, to create

Political Education for Democracy  
and Human Rights

Almut Hoffmann1

On the occasion of the international conference “Education and Peace” from 11th 
to 13th November 2004 in Belgrade it is a pleasure for me to present the work of my 
organisation based in Berlin, Germany. 

Before 1981 my organisation’s home was a guest-house for youth of the left-lib-
eral Scouts in Germany (Bund der deutschen Pfandfinder/-Innen). Since 1981 we have 
been an independent association.

The main-aim of our organisation is connected with the tradition of re-educa-
tion-programs of the Allies (Americans, British and French) after the Second World 
War. German people then, especially youth, needed education for democracy, peace 
and anti-fascism. This education was called “political education”.

Today it is taught in school and in the extra-curricular fields of education, as it 
is in our work. The war in Germany ended 60 years ago, and our education for peace 
and democracy is distinguished from this work in other conflict-regions like Israel/Pal-
estine, Northern-Ireland or the former Yugoslavia. We educate young people to demo-
cratic behaviour in their life and for social competence. This means:

Competence in communication
Education to tolerate and respect people with different views and lifestyles 
(recognition of minorities)
Ability to find non-violent solutions to conflict (mediation)
Striving for the equality of all people – men and women, Germans and im-
migrants etc.
Learning to be responsible for one’s own behaviour

All these points are important for a peaceful co-existence.

Our main target groups are school-children from general and comprehensive 
schools in Berlin and Brandenbourg, the region around Berlin. The youth we train are 
between 14 and 16 years of age. Normally school-classes visit us for one week (Monday 
to Friday) and we offer them seminars about various topics, such as:

Life-planning, professional orientation

What would I like to do in the future?

1 Jugendbildungsstätte Kaubstraße e.V.
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Should I study, or take technical training?

How and where would I like to live – with a family, alone, in another coun-
try...?
Drugs and addiction
Love, friendship, sexuality, and relationships
Racism and neo-fascism
Dealing with violence and conflicts

In addition to this target-group, we offer training sessions and seminars to teach-
ers, social-workers and trainees.

We also offer training in peer-mediation, produce radio-shows with youth, and 
hold international exchanges with trainers from France, Germany and Serbia/Mon-
tenegro.

Our most important working methods are:
Sensitivity to different topics, problems etc.
Offering knowledge about specific topics
Guiding discussions 
Observing group dynamics, that is:

What’s going on in the group?

How do the kids deal with each other?

Exclusion, mobbing etc.

Good practice: 
Project “Identitäten, identités, identiteti” 2003/2004 German-French-Serbian 
cycle for trainers

The project “Identities” was developed from a German-French-Serbian project 
called “Understanding the Balkans” in 2002. This was the first cycle in the work of 
FGYO (French-German youth office, DFJW) in Serbia/Montenegro. Some colleagues 
from France, Serbia and our organisation then decided to develop another trilateral 
cycle.

Our main aim is to work on the topic “identity” with artistic methods like dance, 
theatre, photography, creative writing, etc.

Identity is an extensive field, especially in the Balkan-region. Before and during 
the war in the beginning of the 1990s in the former Yugoslavia a lot of questions arose 
around questions of various forms of identity: national, religious, cultural. These are 
topics which are also important in German and French history. To work in a creative 
way during our project was the key to enable discussion, and a different expression of 
these difficult and painful topics. These topics are especially painful for the participants 
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from Belgrade, who were witnesses of the NATO-attacks in March 1999, supported by 
German and French foreign policy.

We worked in three stages: the first took place in December 2003 in Belgrade; 
the second took place in June 2004 in Berlin; and the third happened in August 2004 in 
Aurillac, France. Every stage took seven days. The same people - eight from each coun-
try - participated in all three stages. They were young adults and professionals inter-
ested in international youth-work, intercultural learning, and South-Eastern-Europe. 

The participants worked in various workshops like dance/theatre, photography, 
writing, radio, painting and sounds/movement. The results of each workshop were pre-
sented as “work in process” – performances in Belgrade (Goethe-Institut), in Berlin 
( Jugendbildungsstätte Kaubstrasse) and in Aurillac during the Street-Theatre-Festival. 
In Berlin one workshop produced a radio-show, which was broadcast over the Open 
Channel of Berlin (Offener Kanal Berlin, OKB).

For all people involved – participants, team and organisers – this project was 
a great experience for their further work and life. The most significant experience for 
the participants was becoming aware of what it means to feel like Europeans without 
borders, visa requirements, or exclusive foreign policies. Unfortunately outside reality 
often tells another tale – one of a Europe separated into two groups, one of the 2� coun-
tries of European Union, and the other of the countries outside the EU.
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The Jewish Arab Encounter in  
a Time of Crisis

Rabah Halaby and Nava Sonnenschein1

Introduction

The October uprisings, or Intifadat al-Aksa, have deepened the rift between Jews 
and Palestinians in Israel making it more difficult than ever for those of us working 
in the field of Jewish – Arab encounters. The very concept of encounter work is un-
dergoing a crisis. This is particularly true of organizations that have been conducting 
“coexistence” encounters. Coexistence encounters are those that are conducted on the 
inter-personal level with the goal of developing warmer relations between Jewish and 
Arab individuals. The primary distinction that we are making is between the “coex-
istence” encounter and the “inter-group” encounter. The premises behind coexistence 
work have simply collapsed in light of the new political reality. Despite the tremendous 
effort of time and energy invested over the years in coexistence projects, Jews and Ar-
abs have not only failed to get closer to each other, but the rift between them is now the 
most serious that we have ever known.  

Intifadat al-Aksa exposed a brutal truth to everyone, i.e. that there is a very real 
conflict between the two peoples, and that inter-personal encounters can contribute 
little to our understanding of that conflict. They certainly do nothing that might lead 
us to finding solutions to the conflict. It is therefore no surprise that more and more 
people have been casting serious doubts on the benefits of coexistence projects. Since 
Intifadat al-Aksa the Arabs in any case are no longer particularly enthusiastic, to say the 
least, about participating in them.  

The School for Peace has always challenged the concept of coexistence projects, 
claiming that they serve to sweep problems under the rug and to preserve the exist-
ing inequalities and discriminatory power relations between Jews and Arabs. Here we 
must stress that even encounters that are done “in the right way”, on the inter-group 
basis, cannot change our reality. Economic and political forces created this reality, and 
only these forces can change it.  

We see the inter-group encounter as a unique opportunity to improve our un-
derstanding of Jewish – Palestinian relations. This is its most important contribution 
to society. In inter-group encounters participants can acquire tools that help us analyze 

1 The paper has been published in the Journal of Social Issues, 2004, Vol. 60, No. 2, page 373-387. It was a special issue 
on Arab-Jewish coexistence programs.
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the reality in which we are living, and even enable us to imagine what might be in store 
for Jewish – Palestinian relations in the future.  

In this article we will try to demonstrate how we can use the processes that we 
witness in our Jewish – Palestinian encounter projects in order to gain insight into the 
development of Jewish – Palestinian relations in general. We will begin with a brief 
explanation of the unique educational approach developed by the School for Peace, 
and describe the main processes that occur during the course of the encounter. Before 
we present the approach we have adopted in our work at the School for Peace, we will 
give a brief overview of the various working models that exist in this field around the 
world. 

The theoretical and practical approaches to work involving inter-group meet-
ings between groups in conflict are characterized by two major axes. The first of these 
is a continuum defined by workshops in human relations, at one end, and workshops 
in conflict resolution at the other. In human relations workshops the main emphasis is 
on the psychological aspects of the encounter experience. The goal of this approach is 
to emphasize what participants have in common and to relegate conflictual subjects to 
the sidelines. Conflict resolution workshops, in contrast, assume that there is a basis in 
reality for the conflict between the two groups concerned, and that the path to resolv-
ing it requires a search for ways to build bridges between the disparate goals of the two 
groups. This approach emphasizes seeing the participants as representatives of their 
respective groups, with less emphasis on their inner psychological world and on their 
interpersonal relations (Katz and Kahanov, 1990; Abu Nimer, 1994).  

The second major axis generally addressed in studies of groups in conflict is a 
continuum defined by the contact hypothesis approach at one end, and the intergroup 
encounter approach at the other. The former assumes that the act of simply bringing 
together people who belong to groups that are in conflict and creating interaction be-
tween them on a personal basis, cut off from their group affiliations, can reduce both 
their hatred for one another and the pre-existing stereotypes they have about one an-
other. The assumption of this approach is that intergroup conflicts are the outcome of a 
lack of information on the part of one group about another group, and that a personal 
connection can correct distortions and regularize relations (Brewer and Miller 1984). 
Amir (1976) listed the conditions that those encounters should keep in order to reach 
the desired goals: equal status, intimate and not superficial contact, establishment sup-
port, working for common goals and that the opening position of the participants should 
not be extremely negative. However, most social conflicts and specifically the Jewish 
Arab conflict in Israel is a situation of a-symmetry. In addition the participants have a 
limited ability to generalize from the experience in the group to the macro level.

The intergroup approach, by comparison, contends rather that the encounter 
will be useful, and will reduce stereotypes, not when the group identity of the partici-
pants is minimized but rather when it is emphasized, and when the interactions taking 
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place are primarily of a group nature. Only in such a case, according to this approach, 
may one generalize from the personal experience in the encounter to the external real-
ity as it is lived outside the group (Nadler, 2000).

individual orientation

CONTINUUM ONE:

HUMAN RELATIONS CONFLICT RESOLUTION

CONTINUUM TWO:

CONTACT HYPOTHESIS INTERGROUP ENCOUNTER

group orientation

The two axes are similar in that each of them, at one pole, relies on deconstruct-
ing the group dimension in favour of individual contact, while at the other pole relying 
on strengthening the group dimension and on intergroup interaction.

Hewstone (1996) proposes to divide encounters into four possible types of 
contact. The first option is “decategorized” contact, stressing the uniqueness of every 
individual and using the encounter to search for things that unite rather than divide 
the participants. The second option is intergroup (“categorized”) contact, stressing the 
group rather than the individual in order to improve the ability to generalize. The third 
option is crossed categorization, stressing more than one component of the identities 
of the groups in the encounter. The fourth option is recategorization, the goal being to 
create one common identity for every one in a kind of melting pot. In general the dif-
ferent models offer two principle options: the first option is to break apart the group, 
stressing what the participants share in common as individuals; and the second option 
is to strengthen the group and to focus on the inter-group interaction between the par-
ticipants. We will now describe in detail the School for Peace approach

The School for Peace approach   

The School for Peace approach is closer to the second option i.e., our emphasis is 
on the encounter between Jews and Arabs, on the conflict, and we relate to the partici-
pants as representatives of their group identities. But ours is an approach which is not 
exactly identical to any of those described above. It is a model we have developed over 
a number of years, through trial and error – and only in hindsight, and sometimes even 
during work in progress, have we formalized its basis in a number of theories which we 
will discuss in detail below.

As our point of departure, we actually began working from the other end of 
both axes, i.e., the human relations and contact hypothesis end. This kind of model, 
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imported from the United States, was the only one that was known and available in our 
field at that time in Israel. The goals we set for the meetings we conducted back then 
were to develop individual and group awareness in the Jewish-Arab context, to decrease 
stereotyping and to encourage development of empathy for the other.

The encounter was constructed on an individual rather than a group basis. We 
stressed that participants spoke for themselves and not in the name of a group, and that 
they should direct what they said to someone specific within the group. When a par-
ticipant spoke in the first-person plural (“We...”), we corrected him or her, noting that 
he/she was not the spokesperson of a group. Since encouraging good communication 
between the participants was important, we employed a variety of interpersonal com-
munication techniques. 

There was frustration and dissatisfaction with this model on the part of both 
participants and facilitators, especially the Arabs. Meetings run on this model were 
experienced as artificial and inauthentic on the one hand, and as representing the inter-
ests of the Jewish participants on the other. This impelled us, the staff of the School for 
Peace, to undertake an ongoing quest to improve and perfect our model for encounter 
over the years. We should note, as already mentioned, that the changes we made were 
based on trial and error, and what dictated them above all else were our own instincts 
and our own thinking. Only later did we become acquainted with theories relevant to 
the approach we had developed through our work, theories on which we can now base 
our model and by means of which we can also conceptualize and describe this model. 

The Goal of the Encounter 

In our work, the vision of a humane, egalitarian and just society is always present 
in our mind’s eye. Our goal for the encounters we facilitate is to develop the awareness 
of the participants about the conflict and their role in it, as well as to enable them to 
explore and transform their identity through interaction with the other. Awareness 
gives a person the option to choose his/her path according to his/her understanding 
and consciousness; a clear and mature identity equips him or her to build reciprocal 
and egalitarian relationships (Phinney, 1990; Helmes, 1990). In pursuit of this com-
mon goal, the task of each of the groups is a little different because the reality in which 
they live is asymmetrical. The Arabs must deal with being the controlled, the minority 
group, with all the ramifications of that. And the Jews must deal with being the rulers, 
the majority group. Meanwhile the direction for both groups is to investigate the op-
pressive patterns in which they are caught, moving toward liberation from these pat-
terns through the search for what is human in them (Freire, 1974). 

Our main assumption is that the conflict between Arabs and Jews is between 
two peoples, two national identities, and not between individuals. Hence we think that 
the goal of the encounter can be achieved only by sharpening these identities and by 
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facing up to the reality of the conflict between the two peoples as it is reflected in the 
two groups engaging in the encounter (Wilder, 198�; Brown & Hewstone, 1986). Thus, 
we treat the encounter as an intergroup meeting – both structurally, and in terms of the 
worldview that informs the work of the facilitators.

The frame of the encounters

Since the establishment of the SFP, in 1980, over 30,000 Jews and Palestinians 
have participated in a wide range of encounter workshops. Those workshops varied in 
the length and depth of the processes conducted in them and in the background and 
age of the participants. The shortest programme is The Youth Encounter Program. The 
programme is for 11th and 12th graders. Each encounter is for about 60 students, split 
evenly by national group and gender, and each encounter and lasts for three days. The 
groups come from the main cities, developing towns and villages; we get Eastern Jews 
and Ashkenazi Jews from the centre and from the periphery, and from all spectrums of 
opinions and socioeconomic levels. The Palestinians in this programme are citizens of 
Israel, and come from small villages and bigger towns, and are Muslims and Christians 
from the north, centre and the south of Israel and from a variety of socioeconomic 
backgrounds.

The longest programmes are the courses we have conducted in the last twelve 
years in four main Israeli Universities for graduate students. Those courses are 1-2 se-
mesters long, and are elective courses mainly in social psychology and education, but 
are open to students from other departments as well. The objective is to learn the proc-
esses involved in inter- group conflict and to understand and analyze them according to 
theories existing in the field of conflict and identity. In each course the eighteen gradu-
ate students are split into groups evenly divided by nationality and gender. Each group 
meets for three hours a week in the bi-national forum, and every third meeting in the 
uni-national forum. Every fifth meeting there is a lecture by the faculty of the univer-
sity. In their papers the students are asked to connect between the theories studied and 
the process they have gone through. Once a year we conduct a joint weekend workshop 
for all the University courses we conduct at the same year. The rest of the programmes 
are training courses for facilitators, women’s courses, courses and encounters for a vari-
ety of professional groups such as teachers, lawyers, journalists, social workers and oth-
ers. Since the Oslo Agreement the SFP has worked with Palestinian NGOs to conduct 
programmes for different populations from Israel and the Palestinian Authority. The 
facilitators are Jews and Arabs who have academic education in relevant subjects, and 
who have graduated from our facilitator courses, which provide 160 hours of training. 

In all programmes we work with the same intergroup method, tailoring our 
work to the group age. The youth encounters are more structured to lessen the anxiety 
caused by the ambiguity that an open process might create. The three days are divided 
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into one-hour sessions, moving gradually from personal acquaintance to cultural and 
political acquaintances. We use some exercises or projection techniques just to help 
start dialogue. During the workshop we also conduct a simulation game of negotiations 
about the future relations between Jews and Palestinians in the state of Israel. In adult 
encounters the process is open and the task is to explore the conflict. We don’t suggest 
topics, and we let the group behave as naturally as possible. In both cases the partici-
pants know beforehand what the goals are and what the method is. The method used is 
a dialogue between the group members and facilitators. The following is a description 
of how the integroup method of the SFP is manifested in the structure of the encounter 
and in the interventions of the facilitators.   

The Structure of the Meeting 

The encounter takes place in small groups of 14-16 participants. We try to see 
that there are equal numbers of Jews and Arabs in each group. Each such small group 
works with two facilitators, one Arab and one Jewish. Discussions within the group 
take place in two forums: one is the full bi-national setting, and the other is the uni-na-
tional forum during which the Arab group sits with the Arab facilitator, and the Jewish 
group sits with the Jewish facilitator. In addition two languages, Arabic and Hebrew, 
are official languages of the meeting, and we encourage each group to speak in its own 
language, with the facilitators offering translation services.

In this manner, the message is conveyed to the participants that the encounter 
is between two groups, two peoples, and two identities. This makes possible a dialogue 
between these two identities; a discussion of all the aspects of the overall conflict, in-
cluding the political; and the clarification of the most difficult and most painful issues, 
which stand between the two groups. Interventions by the facilitators complement this 
structure and flow from the same premise.

Facilitator Interventions 

The role of the facilitators is to help the participants achieve the goal of the en-
counter. They do this by analyzing and clarifying the processes occurring between the 
two groups, and by linking these processes to reality, through ongoing dialogue with the 
participants. In the process, four basic assumptions are always at the forefront of their 
awareness and their understanding of the relations between Jews and Arabs: 

(1) The conceptions and beliefs on which a person’s identity and behaviour are 
constructed are stable and deep-seated. We are generally unaware of them, and they 
are generally resistant to change. Statements, opinions, and stereotypes are only the 
outward indications of these conceptions. Thus we aspire in the encounter to enable 
the participants to behave freely, as closely as possible in accordance with reality, so that 
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through this behaviour they can examine and comprehend their deeply-held concep-
tions and attempt to deal with them (Bion, 1961; Burton, 1991). One of the principal 
conceptions is a feeling of superiority or inferiority, both of which flow from the asym-
metrical reality influencing our thinking and behaviour within the conflict (Libkind, 
1992; Tajfel, 1978). 

Thus, for example, during the meeting a Jewish participant may declare that the 
interaction with the Arabs has made him a nationalist and an extremist, while outside 
he is a total leftist. We will interpret this to mean that the meeting has caused him to 
encounter his feeling of superiority, something he doesn’t like to see in himself and 
which he has worked hard outside the encounter to suppress, so as to be seen as liberal 
and enlightened. And so he is angry at the Arab, who is serving as a mirror, reflecting 
what he sees within himself.

(2) The encounter is between two national groups and not between individu-
als. We see the group as something essential, as more than the sum of the individuals 
who comprise it; and we believe that the interactions between individuals are shaped 
by their national group affiliation, and that they relate to themselves and to others as 
representatives of these groups. Hence we treat individuals as spokespersons for the 
national groups to which they belong, and we treat the group as representing the col-
lective unconscious of its members (Bion, 1961; Tajfel and Turner, 1986; Hewston and 
Brown, 1986).

For example, when there is an argument between Jews and Arabs over the sub-
ject to be discussed, and two of the eight Arabs support a political discussion, we treat 
that as the stance of the Arab group. Sometimes even when only one participant from 
a group expresses a particular opinion, we treat it as the position of his group. Our as-
sumption is that when a position is expressed in the group and no one challenges it, this 
means that the group sees that position as representing it. 

(3) The third assumption is that the group is a microcosm of reality – despite the 
fact that the encounter takes place in small groups and between single individuals from 
each people. We also assume that all the elements existing in the larger society may be 
found in some form within each one of us (Yalom, 1970; Freud, 1921). Thus for exam-
ple, regardless of the actual numbers of Arab and Jewish participants in the meeting 
(even if there are more Arabs than Jews participating), the phenomena of majority and 
minority groups are manifested intact.

Hence, for instance, the Jewish group – at least at the outset of the meeting 
– demonstrates openness and a variety of opinions, whereas the Arab group offers a 
united opinion and does not allow itself the luxury of pluralism. We relate this to the 
socio-political structure in the outside reality and assume that for the Arab group, as 
the minority, it is important to be cohesive and thereby gain strength – in contrast to 
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the Jewish group which, as the majority group and the stronger group in the room, can 
permit itself to be pluralistic and to express diverse opinions.

Likewise we try to make deductions about reality from what happens in the 
meeting, and sometimes hope to observe what perhaps could happen in reality in the 
future. Consider the power relations within the meeting, for example. Over the years 
we have seen that these tend to change only when the Arab group becomes stronger and 
forces the Jewish group to change accordingly. We therefore conclude that, likewise, the 
asymmetrical relations on the outside will be prone to change only if and when the Ar-
abs in Israel become stronger and force these changes to take place.

(4) We treat the group in the meeting as an open group, which is linked to – 
which comes from, and returns to – external reality (Lewin, 19�1). When a report 
reaches the group, for example, that one side or the other has suffered a violent incident 
involving injury and death, the dialogue in the room becomes more moderate, turns 
softer, and shows consideration for the side on which there were victims.

When toward the end of the meeting the Arab participants in the encounter 
become pessimistic, they report feelings of despair and sense a lack of utility in the 
encounter. We try to understand what they say not only in the context of what has 
happened in the meeting itself, but also in relation to the fact that the participants will 
be parting soon, leaving the Arabs to face the difficult reality outside – which has not 
changed in the least during their encounter at the School for Peace.

It should be emphasized that, although the interactions and the processes we are 
investigating in the meeting are at the group level, the changes in the end are individual, 
and happen to individuals within the group as a result of the processes that happen in 
the group and between the groups. From this standpoint each group acts as a mirror for 
the other group. Thus each may see itself correctly, standing face to face with its truth 
and obliged to cope with that truth, and even to change accordingly, if the individual 
has an inclination and a willingness to change. Since reality is asymmetrical, however, 
the change is not the same, not identical, for everyone. The Jews as the dominant ma-
jority group must cope through this encounter with being the rulers, with their feelings 
of superiority, of patronizing – as against their desire to be liberal and egalitarian and 
humane. The Arabs as the weaker group must cope through the encounter with being 
oppressed, with their feelings of inferiority, with the internalization of their oppression 
– as against their desire to be free of that oppression and their aspiration for full equal-
ity.

It would seem that everyone must change, if in a different direction; indeed the 
changing must be shared by both sides if they are to break free of the situation of op-
pression in which both are partners, each from its respective side of the barricade. 

Generally the Jews report on the changes that happen to them during the en-
counter. Typically they are even proud of these changes and see them as a courageous 
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act deserving of recognition on the part of the Arab group. And they even expect and 
demand from the Arab group that it change in the same way. The Arab group tends 
not to report on the changes it undergoes; generally it even reports a complete absence 
of change. Maybe their sense is that to change would signify weakness, or perhaps the 
Arabs feel that in the situation as it stands the group that should change itself and 
thereby change reality is the Jewish group, the strong group. In these circumstances 
the facilitators must be alert and must direct the attention of the participants to the 
different space occupied by the two groups, a difference which brings them to respond 
differently.

Another difference worth noting here is that the Arab group is usually interest-
ed in focussing discussions in a political direction, while Jews prefer discussion on the 
personal level. Despite the differences between the two groups, at least on the level of 
declarations, we think that both of them actually want a political discussion, as do any 
two groups that find themselves in a situation of conflict (Tajfel, 1981). But the Jews 
try to steer things in some other direction once they begin feeling distress, as they stand 
facing reality and find that their humanity is called into question and their hegemony 
in the group is in jeopardy. Indeed, avoidance of conflict is known to be one of the 
strategies employed by the majority group in cases like this to perpetuate its control of 
the situation (Lukes, 1974). Then, toward the end, the situation is reversed as the group 
returns to everyday reality. The Jewish group at that point feels easier, it feels pride in 
the changes it has undergone and thinks that it has done so for the sake of equality. The 
Arab group sometimes feels frustrated and disappointed because reality has not really 
changed.  

The following is a more detailed description of processes that usually take place 
in our encounters. This may provide a better understanding of what the participants 
undergo, and the changes that might occur as they meet themselves via their encounter 
with the other. 

The Encounter as a Microcosm of the Reality

The attempt to describe the encounter process will by necessity be schematic.  
Every meeting has its own uniqueness (for a detailed description see Halaby, Sonnen-
schein and Friedman, 2000). Still it is possible to capture the spirit of the encounter 
that, to a great extent, repeats itself.  

There are five main phases in the encounter process. The first is a searching 
phase, in which the Jews and Arabs start out conducting themselves as they would 
outside. In the beginning the Arabs present their situation, stressing the discrimination 
that they experience. At this stage their analysis of the situation is often very shallow 
and apologetic. The Jewish group takes a liberal stand, regarding the encounter as an 
opportunity for Jews and Arabs to meet each other as individuals. At this stage the Jews 
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exhibit generosity towards the Arabs and are prepared to accept anything that the Ar-
abs say about discrimination. Sometimes the Jews will even go so far as to suggest that 
both Hebrew and Arabic be used in the encounter in order to make communication 
easier for the Arabs (otherwise it is taken for granted that the discussion will be held in 
Hebrew alone).  

The second phase is characterized by the strengthening of the Arab group. The 
Arab participants are usually interested in focusing on politics. They begin to be more 
assertive in presenting their arguments and at this point this is the group that sets the 
agenda. As the weaker and oppressed group, politics is a field that gives them the up-
per hand. The discussion at this stage addresses the very essence of the State. The Arab 
group usually challenges Israel’s definition as a Jewish State, calling instead for a state 
for all its citizens. Since Intifadat al-Aksa, the Arab group has been reaching this stage 
much more quickly. We now see, almost from the beginning, that the way the Arab 
group expresses itself is much more direct and to the point. The Jewish group generally 
experiences the confrontation with a defined and assertive Arab group as something 
threatening. We must point out that the Jews’ feeling of being threatened is interesting 
since there is actually never a time at which the two groups reach a position of equal-
ity in the room. The fact that the discussion is held in Hebrew would be enough to 
illustrate this point, but there are also other factors that we will not elaborate on here. 
Nevertheless, at this stage in the workshop the Jews feel that they are being cornered 
and that the Arabs have taken control of the discussion. Even a little loss of control and 
dominance is a painful experience for the Jews. The Jewish participants abandon their 
call to meet the Arabs as individuals rather than as two collectives, and they now unite 
to meet the threat. 

The Jewish group feels distress. This distress is expressed in various ways. The 
difficulties that come up in the Jewish group at this stage focus on two levels: One level 
concerns problems generated by the dissonance evoked by the emergent gap between 
image and reality of participants’ Jewish-Israeli image of the group, and the reality of Is-
raeli society, especially the discrimination and oppression it harbours, as reflected in the 
mirror that the Arab group provides. On another level, the Jewish group is reeling from 
hard blows: the encounter with a strong Arab group that refuses to be intimidated, and 
the fearful sense of losing control.

Though there are rare individuals among the Jewish participants who may ex-
press more radical views and rebel against their own group, the significance of this stage 
is that it is from this point that we can identify a voice characterizing the Jews as a 
group.

This brings us to the third phase that we refer to as the Jews’ “restoration of 
power”.   After being put on the defensive the Jewish group begins their “counter-at-
tack” in order to put the Arabs back in their place. The Jews see the Arabs as having 
gone too far. They begin to look for weak points in Arab society that they can criticize. 
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Uncomfortable with a political agenda, the Jews will usually question the Arabs’ degree 
of humanity, changing the agenda to a discussion on values and morality. The Jewish 
group will work hard to base their claim to moral superiority raising new arguments to 
replace those that the Arabs are able to refute. Their message, in different variations, 
will be: “We, the Jews, are more humane and moral. Despite the inequalities and dis-
crimination our society is the more benevolent. Destined, as we are to be in a position 
in which one of us must control the other, it is preferable that we be in control. If you, 
the Arabs, were to be in control you would massacre us and throw us into the sea since 
your values and moral level are beneath ours.”

Though the Jewish group may to some extent regain power from this stage, it is 
important to point out that the participants never return to the point at which they 
started the workshop. Once they undergo a change in their awareness they cannot sim-
ply erase that new awareness away and ignore it. A struggle takes place between the 
Jewish group, which refuses to forfeit any of its power, and the Palestinian group, which 
has been empowered and is no longer prepared to try to appeal to the Jews as “the good 
Arabs”. This struggle brings the two groups to the fourth stage.

The fourth stage, that we might call the deadlock, is the most aggressive part of 
the encounter. Both groups dig their heels in, the atmosphere is tense, there is anger and 
frustration on both sides and the arguments can get loud. The Arab group will be frus-
trated and may fall into despair at the apparent futility of their attempts to bring about 
change in the attitude of the Jewish group. In the earlier stages, as long as the Arabs ap-
peared to comply with the Jews’ definition of them as “Israeli Arabs”, the Jews accepted 
the Arab group with open arms. Once the Arab participants refer to their more “threat-
ening” Palestinian identity, defining their reality as that of a national group, the Jews 
stop accepting them. The fourth stage is generally longer than the others. The deadlock 
breaks once the Jewish group begins to recognize the Palestinians as a national group 
that has suffered an historical injustice at the hands of the Jews, and recognizes the 
role that they themselves, as the hegemonic group, continue to play in the oppression 
of the Arabs. Only after the Jews are prepared to accept responsibility for the reality 
of oppression does a different dialogue begin to develop.  Phase five is the stage of the 
different dialogue.

In phase five the dialogue addresses all of the points that were raised in the be-
ginning of the workshop, but here the discussion is far more open and based on mutual 
recognition. The Palestinian group feels less of a need to present a united front against 
the Jews. They put their cards on the table exposing the tactics they used previously in 
their struggle with the Jewish group. At this point the dialogue is at eye level. Yet as long 
as the Jewish – Palestinian reality is not equal, the dialogue between the two groups will 
never truly be equal either. 

As we have seen, the strengthening of the Palestinian group is the first condition 
for change, creating a new reality that the Jewish group must deal with. Dealing with 
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change, however, leads both groups through interim stages that can seem worse than 
the beginning stage. The change after the deadlock happens when the Jews take the ini-
tiative to acknowledge the injustice they have caused the Palestinians and to talk from 
the same eye level. This is a dialectic process and change that can’t be achieved by one 
party in this conflict. 

At this point we will use the processes that we identify in our workshop in order 
to try to analyze and understand the conflict in which we have been living for years.  

Reality and the Encounter Workshop

From 1948 until 1967 there existed a situation similar to stage one – the search-
ing stage. In this period the Arabs who remained in Israel were very confused, living 
more or less according to the dictates of the Jews. They accepted their identity as the 
Jewish society and establishment defined it. In his book The Opsimist, the Palestinian 
author Emil Habibi wrote a poignant description of Jewish – Arab relations of this 
period. On the surface these relations appeared to be ideal, but they were in fact dic-
tated completely by the dominant Jewish group. The “opsimist”, or optimistic pessimist, 
is the Arab, basically accepting the situation without question, though now and then 
demanding rights. The Arab demands however were always very low key. At this stage 
they were satisfied with any crumbs that the Jews were prepared to throw in their di-
rection.  

With Israel’s occupation of the West Bank and Gaza in 1967, the Palestinians 
on both sides of the border renewed their contact with each other. Palestinians in Is-
rael were empowered by a rehabilitation of the Palestinian national identity in general 
(see, for example; Samooha, 1988; Rouhana, 1993; Suleiman and Beit-Hallahmi, 1997). 
There were several milestones in this empowerment process, and we will stress a few of 
the outstanding ones. The first was the Arab strike in 1976, a protest against the expro-
priation of Arab land in the Galilee. Six Arab citizens were killed by the police during 
the course of demonstrations. Their deaths became a symbol of national identity for 
Palestinians in Israel, commemorated ever since by the annual Land Day Strike. The 
first Intifada, in 1987, and later Hizb Allah’s success in expelling the Israeli army from 
Lebanon, also served to strengthen the pride of the Palestinian group inside Israel.  

The strengthening of the Arab group was a slow process, which we were hardly 
aware of as it progressed over the years.  However the intensity of the Jewish – Arab en-
counters that we have conducted enabled us to witness this process as it occurs before 
our eyes. Suffice it to say that in our encounters ten years ago, the Palestinian group was 
hardly capable of expressing itself in front of the Jewish group.  In that period our main 
task as facilitators was to encourage the Palestinian group to put their distress into 
words. Today that simply is not an issue. The Palestinian group expresses itself clearly 
and with confidence in front of the Jewish group. Within the context of the encounters 



136

today the Palestinians often appear even stronger than the Jewish group. The Jewish 
participants are shocked by the powerful assertive Arab group. As we described above, 
they try to resume their power in the group by various ways.

The climax of this empowerment process occurred in October 2000 with the 
outbreak of Intifadat al-Aksa, during which the Israeli police murdered thirteen Pales-
tinian citizens of Israel. Since then the relations between Jews and Palestinians in Israel 
have passed to a new phase from which there is no return. The widespread demonstra-
tions of Intifadat al-Aksa epitomized the strengthening of the Palestinian group in Isra-
el. The Intifada evoked a violent response from Jewish society. The Jewish group reacted 
first with confusion, leading them to unite against the threat. The Israeli left faded away 
and the Jews in Israel rallied around the flagpole. They felt betrayed by the Palestinians 
in Israel who had always been the “good Arabs” and the partners of the Israeli left. Arab 
villages, which had always been seen as welcoming places where Jews could enjoy good 
humus, suddenly appeared hostile. Seemingly “out of the blue” the Arabs raised their 
voices and demanded their rights. 

We can find a correlation between the latest period of Jewish – Palestinian rela-
tions and stage three of the encounter process in which the Jews work to restore their 
power and return the Palestinian Arabs to “their place”. In the encounter process the 
Jews try to regain control of the discussion, and their attacks on the Palestinians are 
verbal. But in the world outside the attacks are physical. They take lives and include 
investigations by the secret police, expropriation of Arab land and damage to the Arabs’ 
livelihood. The Jews’ vain attempts to restore the previous status quo demonstrate how 
far they are from internalizing the fact that the Palestinians are no longer the same nice 
and subservient Arabs that remained in Israel after the Nakba in 1948. Refusing at all 
costs to accept the Palestinians as equal partners, the Jews are apparently waiting for an 
explosion more powerful than Intifadat al-Aksa. For until there is a change in the Jews’ 
basic perception of our reality, acknowledging the injustice they have caused the Pales-
tinians and taking responsibility for it the Palestinians will probably have to continue to 
struggle for their existence for their equality and for their identity.  

In the meantime, since the latest Intifada, we see Israeli society magnify their 
attempts to dehumanize the Palestinians. The media, educators, the political system 
and other forces work together to undermine the legitimacy of any Arab voice. As we 
witness in the group process when the Jewish group tries to resume their power by 
dehumanizing the Arab voice calling those of the Arab group that take the leadership 
extremists, demagogues, inciters. In reality over the last year Arab political leaders have 
been accused of being extremists who stir up the masses, when in fact those same lead-
ers have not yet begun to give expression to the degree of anger and frustration that 
actually exists in the Palestinian street. The mechanism of dehumanization in Israeli 
society has been intensified in reaction to the Palestinians’ demand for the civil and 
national rights that they deserve. Returning to the encounter process, we see the Jews’ 
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reaction of restoration of power, unfortunately ugly as it may be, as an unavoidable 
stage towards a more humane cooperation between our two peoples as equals. The 
Palestinians, have done their part in trying to bring about the creation of a just and 
equal society that will serve the interests of Jews and Palestinians alike. They have freed 
themselves from internalized oppression and shed the remnants of the Israeli military 
regime (Arab citizens of Israel lived under a military regime from 1948 to 1966) that 
shaped their consciousness since the founding of the state. They have regained their 
self-respect and revived their national identity. The ball is in the Jews’ court.  It is up 
to Israeli Jewish society to free itself from the need to be the masters ,from the inhu-
mane role of the oppressors, and from the arrogance that characterizes groups whose 
hegemony remains unchallenged. They refuse to shed the feeling of superiority that is 
an integral part of this conflict. In the words of Nietzsche, power and control become 
the essence of everything. 

Apparently it is difficult for us to learn from theories, or from the experience of 
others. After all, this is the reason that we, as educators, have not found anything that 
can replace the encounter workshop. There are no short cuts. The Jews will try to con-
trol the Palestinians, “to return them to their place,” and to make the Palestinians the 
“good Arabs” to whom they had grown accustom. But even their bullets cannot destroy 
processes of awareness. The Palestinians citizens of Israel will never be the same nice 
and subservient Arabs that allowed the Jews to feel so comfortable with themselves. 
And the Palestinians will suffer further oppression along the way to stage five – the 
stage of a different dialogue. The dialogue that we struggle to enter will be based on the 
Jews’ recognition of the Palestinians as a group with a national identity, national rights, 
and as equal partners who meet each other at eye level. The road to true dialogue is an 
uphill battle. But once that dialogue begins, we will see that the hard part of the struggle 
for peace is already behind us.

When being in the phase of a deadlock it is hard to imagine or to envision a later 
much better phase. This is the situation we are in now in, in reality, but we have noticed 
repeatedly in the last twelve years in our 47 on-going groups (the university courses 
and the facilitator courses) that the first move has always been the strengthening of 
the Arab group, since the powerful group never volunteers to give up even some of its 
power. The second change usually comes in the wake of movement on the part of the 
Jewish group away from its fortified position, and its acceptance of the change in the 
balance of power that the Arab group had dictated earlier on in the process. After both 
groups have exhausted one another and after it has seemed impossible to move forward 
at all, there is a breakthrough and a different dialogue is commenced, one the group has 
not known thus far: This is a more egalitarian dialogue, with the talking taking place 
eye-to-eye and in mutual respect. This breakthrough has been made possible by the 
Jewish group’s acceptance of the new situation created by the Arab group: a situation 
that undermines the status quo so familiar outside the room, that of a dominating group 
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and a dominated group. It happens when the Jewish group acknowledges the situation 
as it exists outside and takes responsibility for its part in that reality. In reality we are 
not yet there but in the groups we have noticed this change again and again. 
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Northern Ireland – An Insight

David Doyle1

My presentation entailed engagement with all the participants. A didactic ap-
proach was not employed, rather the involvement of participants assured a spirited 
exploration through questioning and reflection. “Northern Ireland – an insight” was a 
useful dovetailing of ideas as part of the wider conference “Education and Peace”. The 
case has been made that in light of the Northern Ireland perspective of ‘Education and 
Peace’, a contribution from education can involve movement towards schools, which 
are multi-denominational. By that, what is meant is schools with an ethos of inclusiv-
ity, pluralism and openness i.e. schools which reflect democratic values. That was the 
main conclusion reached. With regard to Peace, following the ‘Good Friday Agreement’ 
reached by a majority of political parties five years ago; the concept of sharing was cen-
tral. In Northern Ireland it is difficult to establish power sharing concepts, particularly 
among the fundamentalists. 

The dialectic between education and peace was an agreed proposition, which 
said that: Peace contributes to the quality of life of the citizens who enjoy its existence. 
A state at peace with itself and its neighbours enables its citizens to pursue security and 
prosperity. When we say that ‘education is for life’ what we are saying is that a purpose 
of education is to contribute to the quality of life for learners. Thus the relationship 
between education and peace was linked. 

An initial exploration of two microcosm stories was employed to get a feeling 
for the deep-rooted nature of the problems in Northern Ireland. Sectarianism, racism, 
bigotry are deeply ingrained in Northern Ireland. There are historical roots to these 
problems. The divisions in Northern Irish society reach into the education system. 99% 
of terrorists in Northern Ireland are the product of the education and social welfare 
system. They are citizens of the U.K. Democratic values of pluralism and inclusivity 
often are not part of a working agenda for policy makers in Northern Ireland. 

Most primary and secondary schooling is divided along sectarian lines in North-
ern Ireland. It’s a polarisation in which names, surnames, addresses, social and cultural 
activities all show clearly distinguishable characteristics. Jobs and housing often follow 
the same pattern. 

Having got the broad feel for the situation on the ground in Northern Ireland we 
proceeded to define things and to explore such questions as: Education, what is it? How 
does it compare in Northern Ireland?

1 Vocational education and training consultant, Wexford, Ireland
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The framework we looked at was that of Peters who proposes, that in place of a 
definition of education, we apply three criteria. A criterion is a guide, as distinct from a 
precise measure. Criteria must always be relevant.

Education implies the transmission of what is worthwhile to those who be-
come committed to it.
Education must involve knowledge and understanding and some sort of 
cognitive perspective, which is not inert.
Education rules out at least some procedures of transmission on the grounds 
that they lack wittingness and voluntariness on the part of the learner. 

Quite often the first criterion is taken as meaning that the values or culture of 
the society or organisation are what is worthwhile and to be transmitted. In the second 
criterion or standard, the important words are “inert” and “cognitive perspective”. There 
is a link between the two. Cognitive perspective means the ability to see all aspects of 
a situation – i.e. holistically – while inert means dead weight. We can have knowledge, 
which we understand, and we can make use of such knowledge, or we can have knowl-
edge, which we cannot use, because we do not understand it. The cognitive perspective 
is linked with the term understanding. In the third criterion we see that ‘methods’ are 
involved. Some methods are acceptable others are not. They must allow the learner 
voluntariness and wittingness. 

By accepting criteria for education we are accepting its essential characteristics. 
Education then, is a process. It must have both content and a method. The content is 
knowledge and what is worthwhile [values]. The method must allow the learner to un-
derstand what he is being taught.

Looking at initiation as a concept of education, when we say that a person is 
initiated into education or culture, we mean that he is exposed to or committed to spe-
cific situations. In their home background all children are initiated into the behaviour 
patterns of their social class. So over the years there has been a problem whether educa-
tion is an individual or a social process. The answer is that it cannot be one without the 
other. 

A final aspect then is concerned with the social processes; are we engaged in 
social engineering, or is it a reproduction of social status? It seems that the collateral 
curriculum (hidden curriculum), which exists in all schools worldwide, in Northern 
Ireland is concerned with retention of identity and culture of the community to which 
one belongs. 

There is general agreement that education is about initiating new members into 
the culture of the society. Kleinig argues that a critically valuable concept of education 
should include an individual’s development as a rational/feeling willing agent able to 
participate in and change the world. This he calls the development of autonomy. Judith 
Marquand agrees with that position, although she sees the responsibility for the devel-

1.

2.

3.
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opment of autonomous man as not being confined to the education system but also 
resting firmly in the training system 

When making an evaluation, nothing serves so well as having something with 
which to compare. We employed a sociological evaluation of Northern Ireland’s educa-
tion system by considering Durkheim’s theoretic position. In other words, his frame-
work was the one used in order to evaluate where education stood in Northern Ire-
land.

Emile Durkheim’s social facts theory was concerned with separating sociology as 
things, which meant that they were to be studied empirically, not philosophically. The 
major levels of social reality in Durkheim’s work were depicted as follows:

Material social facts.
Society
Structural components of society (e.g. church and state)
Morphological components of society (e.g. population distribution, 
channels of communication, and housing arrangements)

Nonmaterial Social Facts  (norms and values)
Morality
Collective conscience
Collective representations
Social currents

So we used the above material and non-material facts as a type of check list in 
order to arrive at a picture, a snapshot of the present time for Northern Ireland’s educa-
tion system and peace process. 

The ensuing discussion recognised the complexities and realities of such ‘snap 
shots’ and would gain support as follows: “The social world is not really divided into 
levels. Social reality is best viewed as an enormous variety of social phenomena that are 
involved in continuing interaction and change” – George Ritzer.

In examining some main contemporary issues within public debate on educa-
tion in Northern Ireland, it was found that the main contemporary issues have di-
chotomous positions, and that some compromises are being formulated between them. 
These emerged as:

Child centred v. ‘society’ centred curriculum
Vocational v. non-vocational curriculum
Normative v. criterion- based curriculum assessment
Class, Gender, and race differentiated or non differentiated curriculum
Locally, or centrally controlled curriculum.

A summary of these issues was given as follows:

A.
•
•
•

B.
•
•
•
•

•
•
•
•
•
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Child Centred v . ‘Society – centred’ curriculum 

The pressure on teachers in Northern Ireland is to respond to the curriculum 
needs of their pupils, and this has been a main thrust in curriculum development. 
Teachers aware of the changing emotional, intellectual, social and psychological needs 
of their pupils try to deliver a curriculum that responds to them best. A complex series 
of decisions are needed from the teachers, who have to interpret regularly what is ap-
propriate for the pupils in their classroom at the various stages in the school day. In the 
context of these ‘reflexive’ strategies are the longer standing ‘standards’ that have been 
traditionally imposed by teachers acting for ‘society’. 

What the public debate seems to centre upon is the purpose of educational cur-
riculum; is it to act in the role of transmitting the culture of societies, which would be 
in accord with the traditional view? Sociologists such as Young have argued that such a 
curriculum is also used to allocate or reaffirm class status and power positions.

There remains considerable divergence in the debate, the authors/presenters 
view was that as long as there exists freedom of choice concerning which strand to com-
mit oneself to, and that it is equitable for all, then the academic debate can continue in 
perpetuity

Vocational and Non vocational Curriculum

The origins of most curricula are vocational. Emile Durkheim expressed a nar-
row and restricting vocationalism of training for specific jobs when he wrote: 

“It can be said that there are as many different kinds of education as there are mi-
lieu in a given society. Is such a society formed of castes? Education varies from 
one caste to another; that of the patricians was not that of the plebeians; that of 
the Brahman not that of the Sudra.  Even today do we not see education vary 
with social class or with locality? That of the city is not that of the country, that 
of the middle class is not that of the worker ---- each occupation indeed consti-
tutes a milieu, which requires particular aptitudes and specialised knowledge, in 
which certain ideas, certain practises, certain modes of viewing things, prevail. 
Education, beyond a certain age, can no longer remain the same for all those to 
whom it applies”

In Northern Ireland, Teachers and administrators have quite rightly sought to 
challenge this ‘railroading’ for a variety of reasons. Not least that it diminishes the open 
range of life chances that should be on offer within a national curriculum and that it 
fails to allow for rapid changes in contemporary occupational and social structures. 
Thereby it would deny young people the adaptability and flexibility they need to re-
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spond to change. The emphasis should be on qualities of initiative, problem solving, 
communication, adaptability and creativity – things that will be of lasting use. 

It was seen as a common phenomenon which also applies to Serbia that the 
changing conditions of the labour market in nearly all countries, noticeably the inci-
dence of widespread youth unemployment, has substantially increased the power of 
employers in comparison to that of potential employees, particularly the young. Em-
ployers have often publicly criticised curriculum, complaining of low standards, inap-
propriate content, and lack of awareness of the world of work and its requirements.

In, for example, Northern Ireland a major government-funded response has 
been the Manpower Services Commission. Now renamed the Training Commission, 
their activities have primarily centred on Youth Training Schemes. This is available to 
all school leavers who are able to receive a two year course of vocational preparation. 
It has become for many the sole route to employment. In addition to the technical and 
Vocational Initiative of the M.S.C., many schools are now introducing modules such as 
‘Work Experience’ modules. Cohesion is hard to come by. 

Subject Centred or Integrated Curriculum

Discussion generally agreed that you would always find core subjects in the 
traditional curriculum, yet in the world outside the school, adult roles are almost al-
ways integrated. The incongruity was first challenged by primary schools as teachers 
introduced curricula in which knowledge and understanding were not only related to 
the perceived needs of the pupil, but also integrated and applied to a variety of real 
life settings. The 1970’s saw an extension of this movement to the secondary schools, 
as a range of integrated sciences; humanities, contemporary studies and community 
projects, which were started.

This never really caught on, as it became identified with the needs of lower abil-
ity pupils. Another aspect at that time in Northern Ireland was that some of the cur-
riculum developers had not quite got it right about the raising of school leaving age and 
the impact this would have on secondary schools when they faced larger numbers of 
pupils who were not fully committed to the examination programmes they had. This 
was carried out to the detriment of the more able and committed pupils. It was certain-
ly the case that, almost unchanged, the high status core subjects continued to dominate 
the academic curriculum and that most able pupils have remained committed to them. 
Progression routes, whether towards employment or to university, also favoured the 
academic approach. Teacher training institutions are now experiencing considerable 
pressure from the Council for the Accreditation of Teacher Education to ensure that 
the role of subject studies in initial training courses is both strong and unambiguous. 
Overall, it can be said that subject orientation is in the ascendancy.



14�

Normative or Criterion Based Curriculum Assessment

The explorations in this respect pointed to assessment as a subject of its own. 
However, discussion on normative and criterion – referenced assessment must be listed 
as one that is at the heart of much contemporary curriculum discussion. For many 
years in Northern Ireland almost all curriculum assessment has been normative. 

The normative approach has, for many years, forced an uneasy compromise on 
the school curriculum. Many teachers have split curriculum activities into two often-
unrelated parts: what pupils should know, and what they need to do in order to pass 
their examinations.

The alternative, criterion based assessment, involves the identification of criteria 
of achievement for the various components of the curriculum, assessment is a record of 
the extent to which individual pupils can achieve these and at what level. As the criteria 
cover all levels of curriculum activity, all pupils have at least some recordable achieve-
ments within their grasp. Much of the detailed work in Ireland, in this aspect, has been 
done by the National Council for Vocational Awards (NCVA) at the Marino Institute 
under the Department of Education, Curriculum Development Unit. In the U.K., the 
work needed to make criterion referencing available for widespread use has been done 
by and for the Assessment of Performance Unit of the Department of Education and 
Science. 

The work of these Curriculum Development Units has also made a major con-
tribution to the professional acceptability of criterion referenced testing by demon-
strating not only its feasibility but also its capability to enhance curricular experience. 
There is great professional support for criterion-referenced assessment, and much de-
bate about its implications. This is often about the cohesiveness of the system and the 
linkage or parallels of standards of a VET system and an academic normative approach 
to assessment.

A conclusion reached was that a full and comprehensive system of assessment 
is desirable; it must also strive towards cohesiveness. The author cannot see much evi-
dence pointing towards a framework of qualifications that allows some form of equiva-
lence and therefore progression routes for learners in Northern Ireland. 

Ideally employers should be able to look at the labour market and be able to 
match the job criteria to a candidate’s achievement profile. Likewise the student should 
be able to know what he/she needs to achieve to get a job-relevant qualification.

Class, Gender, and Race-Differentiated Or Non-differentiated Curriculum 

The experiences in the past of the differences in curriculum brought about by 
social class, gender, and ethnic membership are well known and documented. There is 
agreement about the need to diminish if not altogether eradicate such differences. The 
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public debate on how to resolve these issues is far from being settled. One compromise 
solution sees the offer of alternative curricula as a possibility; for instance, the intro-
duction of special remedial classes or courses.

Another solution is seen as offering curricular choice such as; practical subjects 
for working class students, ‘girl’ subjects for girls, and ‘ethnic subjects’ (usually com-
munity languages, African music, African crafts) for the ethnic minorities. More often 
than not, this has little labour market relevance.

In the opinion of the author a true alternative would include ‘school change’, so 
that the negative aspects of schooling and its curriculum are eliminated and replaced 
by positive ones. VET reform can for instance help to bridge some gaps and make a 
positive contribution to ‘school change’ with the introduction of comprehensive and 
cohesive qualifications – qualifications that will reflect employers concerns and also 
allow for progression in education.

Locally or centrally controlled curriculum

Northern Ireland curriculum is largely centrally controlled, whereas in the Re-
public of Ireland locally designed modules of learning can be proposed, usually founda-
tion level modules. During a previous EU funded project in Serbia it was posited that 
the growth of central government initiatives on the curriculum could be robust and 
innovative.  The VET reform, which is envisaged in our context of Serbia, also requires 
a bottom-up approach. That is to say that top-down is possible and it is essential that 
full commitment be clear from policy makers. What was being attempted was a part-
nership approach from ground level up. Local partnerships of employers, unions, local 
government representatives and VET institutions were all combined in a joint venture 
to identify local labour market needs. They could respond to labour market needs in 
contributing to the curriculum development.

The strategy for introduction and implementation of reformed National Vo-
cational Qualifications was one of PALS. That is, Pooling together, Alliances, Linking 
across organisations.

A little more on ideological contexts 

It recognised that often it can be said that the curriculum is value-based. A value 
or ideology can be defined as “that system of beliefs which gives general direction to 
the educational policies of those who hold those beliefs” (Scrimshaw, p. 4). In Northern 
Ireland, as elsewhere, different ideologies can coexist with some level of harmony. It 
can happen that different elements of the curriculum are built on different ideological 
foundations. 
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We identified some educational ideologies that are in evidence in Northern Ire-
land’s Education system:

Instrumentalism 

This is where the content and process of education are seen as means to social 
and economic ends, and there is an emphasis on the ‘relevance and utility aspects of 
knowledge’. Usually it is applied to VET. 

Instrumentalism emphasises the need for education to fit learners to society, 
particularly in economic terms. VET thus exists to provide a skilled work force in order 
to expand the nation’s economic strength. Hence resources are developed for VET.  The 
intentions of education are not to change radically existing society, rather to improve 
the efficiency of existing organisations, institutions and economic structures.

Scrimshaw (1983) distinguishes between ‘traditional’ and ‘adaptive’ instrumen-
talism. The traditional is associated with an apprenticeship system, which involves in-
struction in defined vocational skills, practical problem solving and the development 
of good work habits. Adaptive instrumentalism emphasise the active learning of life 
skill through group work, and guided discussion, as well as the acquisition of practical 
problem solving skills. 

Related to this are ideas expressed in the U.K.’s NCVQ. They define Vocational 
Qualifications as follows:  

“a statement of competence --- skills, knowledge, understanding and ability in 
application --- needed to facilitate entry into, or progression in employment 
and/or further education and training which incorporates assessment to speci-
fied standards of: skills, relevant knowledge and understanding; the ability to 
use skills and apply knowledge and understanding to the performance of work 
related activities.”  

Liberal Humanism

This differs from instrumentalism in the way that decisions are made about 
content, and how learning experiences in the curriculum are justified. For the liberal 
humanists justification is on the grounds of the intrinsic worthwhile ness of the cur-
ricular content and activities. In Northern Ireland it is usually identified with curricu-
lum, which is academic and intellectual, and non-vocational. It accords high status to 
knowledge. 
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Progressivism

Rooted in 17th century empiricism, progressivism says that the only real source 
of knowledge is sense experience, which of its very nature tends to be unreliable. There 
are problems about empiricism, particularly in connection with knowledge relating to 
values. It also makes the teacher’s role one of facilitator. It can be seen in the basic/foun-
dation NVQ modules aimed at learners of lesser abilities.  

Reconstructionism

The view of ‘education as growth’ is linked with the idea that education is a proc-
ess of reorganising or reconstructing experience. Reconstructionists emphasise a core 
curriculum in which current societal norms and practises are analysed, criticised and 
reconstructed according to rationalistic, democratic and communitarian values.

A conclusion reached by this author was that Reconstructionism is somewhat 
utopian. Reconstructionalists seek to promote the development of a better society 
through education. This represents a view of education as a major force for planned 
change rather than stability, what society ought to be rather than what it is. It can be 
seen as aspirational from a perspective of the Ministry of Education, in practise social 
studies tend to respond to social development of learners. 
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The National Minorities Issue  
Related to the Regional  

Peace and Stability

Marius Cretu1

Peace and stability are the most important goals in a world characterized by 
conflicts and ethnic tensions. However, peace and stability are often hindered by the 
local majority’s persecution of minorities. Such persecution has happened throughout 
the world for centuries for political, religious, or ethnic reasons. Today the amplitude of 
those persecutions is much smaller than it has been in the past. Even so, the danger and 
the impact of such persecution is not something to neglect. It is just a sign that the hu-
manity has evolved over time. And we must struggle to evolve more, by fighting harder 
than ever against ethnic, religious or other kinds of discrimination that, sadly, we still 
can see across the world, especially in the Middle East- Such discrimination culminates 
in terrorism, the most horrifying plague that haunts the earth today.

In Romania we have had our ethnic difficulties too, difficulties that have at times 
degenerated into unpredictable conflicts. Despite these conflicts, minorities have main-
tained their national and cultural identities, assisted by the sustained effort made by 
the officials and non-governmental organizations concerning minorities and human 
rights.

We should examine the origin of ethnic tensions in Romania. Generally, they 
arise from a lack of awareness of the human value generated by the culture and the 
traditions of minorities. They also come from ignorance and a lack of tolerance.

In my opinion one of the keys to the regional peace and stability is a cultural 
exchange based on active and constructive criteria, an exchange that will not force any 
nation to lose its own identity or culture but will instead enrich it, and also make a vital 
contribution to the effort for a peaceful life.

One of the most interesting ideas that the public local administrations had, and 
I especially refer to those of the border zones, where the probability of interethnic con-
flict is apparently theoretically amplified, has the implementation of a project system 
able to permit the involvement of minorities in specific social and political activities.

We began with a project implemented by our cultural centre, where youngsters 
from the high schools coordinated programmes for leading and organizing local com-
munity, according to the interests and ideas specific to their age. After analyzing the 
results of the pilot project, we moved beyond it to a real applied programme, where 
members of national minorities were involved in taking local community decisions, and 
1 Union Culture Centre of Oradea, Romania.
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were motivated to assume the responsibility for succeeding in a particular social pro-
gramme. Even in the delicate domain of public order lots of members of the minority 
were employed, and they applied with a great deal of enthusiasm to these programmes, 
which finally led to a stable climate, which helps to prevent the outbreak of anti-social 
occurrences.

Experience has demonstrated one fact to all Romanian researchers who have 
studied the phenomenon of the interethnic conflicts; usually such conflicts burst out in 
the middle of regions or counties, and not on their extremities. This could be explained 
by the fact that, where the population concentration is high, the probability of conflict 
is increased. I refer here not only to groups without a high cultural level, but also to 
groups with a high level of education, such as those in academia.

A key that can be a potential solution to eventual tensions, which can appear 
suddenly between the majority and the minorities, could be the inclusion of several im-
portant members of the minorities in the development of society’s moral, ethical, spir-
itual, social, and even political values. This is out of consideration of the fact that the 
only possibility to obtain peace and stability in certain areas with tensions and conflicts 
is collaboration and reaching equilibrium and harmony in all aspects of life. It is also 
necessary to involve educational institutions and public administration in the develop-
ment of respect and tolerance for all members of the community.

Referring to this, the projects that we have completed had as a background the 
organization of several symposiums and workshops where numerous spokespersons 
have met with local authorities. They thus established the basics of dynamic collabora-
tion in every way, cooperation that can both resolve conflicts and satisfy needs, and also 
provides a very efficient strategy that has even been assimilated by political parties in 
their election campaigns.

Because of the sustained effort made by the officials and non-governmental or-
ganizations to improve minority and human rights, while tensions have fallen, a very 
interesting phenomenon has arisen: in several domains ethnic minorities have even 
more rights than the majority. In fact, in the political domain, Romania is one of the 
few countries where the founding of political parties by ethnic or national criteria is al-
lowed, and where they are permitted to participate in elections like any other political 
party. 

I will now give you some examples of such parties, drawn from a small region of 
our country, in fact from a single small city in the northwest of Transylvania:

The Slav Macedonian Cultural Association

The Ruthenian Cultural Union Party of Romania

The Bulgarian Bratstvo Community Party of Romania

The Italian Community Party



1�1

The Turkish Ethnic Association Party of Romania

The Ukrainian Union Party of Romania

The Bulgarian Union of Banat Party

The Cultural Bulgarian Association Party

The Slovak and Czech Democratic Union of Romania

The Gypsy Social Democratic Party

The Lipovanian Russian Community Party of Romania

The Hungarian Democratic Union of Romania

To be more specific, I will give you another example from my region, Transyl-
vania. The city of Cluj Napoca is in the heart of Transylvania. Considered the capital 
of the region, the town has a history as an academic centre where social-intellectual 
activity is intense. Over the past two centuries Cluj Napoca has produced generations 
of very well educated people through the dozens of specializations offered at the Babes 
Bolyai University. The university can be seen as a model for a harmonious integration 
of the education system of tolerance and mutual respect. In that university, all subjects 
are also taught in Hungarian, and several are also taught in other languages. This is to 
meet minorities’ deepest wish: to study in their own national language.

In the middle of the ‘90s, the students from the Hungarian students of the uni-
versity stood for awhile on the stairs of a university building holding banners with the 
text: “Our language is nice and beautiful too”, a paraphrase of a Romanian song.

Because of that silent protest, which could be considered a strike of the Hungar-
ian students because they did not go to classes during that period, the university Senate, 
could have made one of two choices to solve the crises.

The first and the most simple one was indifference, because what the Hungarian 
students asked, wasn’t for a better life conditions or better studies, or for some material 
improvement but only the recognition of the fact the language they have spoken from 
childhood represented something very important if not crucial to them. The second 
choice – though one that would have been very difficult to implement – was to convoke 
University’s students and convince them all, in a public meeting, of the fact that the 
Hungarian is a beautiful language.

The differences between Romanian, a language of Latin origin, Hungarian, a lan-
guage what does not resemble any nearby language, is so great that this conflict could 
have evoked public disapproval, and might have evoked a negative reaction from the 
Romanian majority, especially due to a widespread perception that the protest was 
merely an excuse for the Hungarians to skip classes.

In this situation, the young students, Romanians and Hungarians alike, offered 
their own solution. They consulted together unofficially, outside the Senate, a proposed 
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to organize a sporting event where all students could compete according to some spe-
cific rules, and thereby the conflict was deflected. This dissipated egotistic reactions 
through the pride generated in winning certain titles and substantial prizes.

We did the same thing when we organized the first Gypsy music festival in 
Oradea, an event that engaged a great proportion of the Gypsy population. The attrac-
tion and the colours of the Festival were so fantastic that we decided to hold the festival 
again, in subsequent years in Felix Spa, where the opportunity to accommodate people 
is greater. This made it possible to enlarge the event to include the entire region, and 
nearby counties.

Another programme we held was a contest for Hungarians, which included the 
whole county, first in local events, followed by semi-finals and than a final held on the 
stage of the theatre of Oradea, a culturally emotive venue. This event was called “Who 
Knows What”. In the event contestants had to demonstrate what they know in all cat-
egories of art.

The result of these two initiatives was the involvement of minorities, giving new 
impetus to harmonious life based on respect and tolerance amongst people from all 
ethnic groups. Considering all those results as a great achievement, we decided to start 
a new project to be carried out over four months with the – greatly misunderstood 
– Gypsy people. Many years ago, on 8 April 1971 I took part in the first International 
Gypsy Congress in London. At that particular conference Gypsy delegates from around 
the world adopted their hymn and flag. The flag is green and blue with a red wheel in 
the middle. The flag symbolizes the blue sky and freedom, green means grass and hope, 
and the red wheel demonstrates the Gypsies’ nomad past. The purpose of our project is 
to reveal to the world the complexity of the gypsy spirit and culture through a celebra-
tion of their traditions, history, and culture. This project will be realized next year on 
the 8th of April, a day of great significance to Gypsies – The International Day of the 
Gypsy Minority. 

Finally, I should mention one of our newest projects, which involve the forming 
of a Euro zone, between our region, Bihor, and the sister region in Hungary, creating 
a perfect climate for a cultural exchange. This was designed around folklore and tradi-
tion. We sent folklore ensembles in Hungary, and received their counterparts, enabling 
development of a beautiful feeling of friendship between large groups. The project be-
gan this summer, after the local administration finished all protocols regarding coop-
eration in this Euro zone – a great sign of the success of our efforts.
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Women in Black, War and  
Anti-militarism1

Staša Zajović2

I

The period that followed the Second World War (194�-1999) in the former 
Yugoslavia (SFRY) is characterized by the rule of one party (the Communist Party), 
which controlled almost all segments of political life. However, the level of control in 
Yugoslavia was lower that in the countries of the Warsaw Treaty. In this period, women 
attained an enviable level of emancipation, primarily in the social and economic sphere. 
The participation of women in the public sphere, particularly in the sphere of labour, 
was at a high level. However, the ruling communist elite believed that the emancipa-
tion of women could be achieved exclusively through the emancipation of the working 
class. The economic and legal equality of men and women softened the rigid patriar-
chal model, but the patriarchal mentality was still maintained through the rule of “the 
father of the nation”, incarnated in the figure of the communist leader Tito, whereas 
in the family sphere, patriarchy was maintained through the rule of “the head of the 
family”. 

However, regardless of the level of emancipation achieved, women were still 
viewed through their reproductive function (as the reproducer of the working class), 
and a woman’s identity was perceived through her roles of mother, wife and worker. 
In spite of the considerable changes that took place after the Second World War, this 
authoritarian, patriarchal and conservative mentality remained unchanged due to the 
absence of political pluralism and civil society, which had dramatic and even disastrous 
consequences on the final stage of the Yugoslav crisis. After Tito’s death in 1980 a pro-
found economic, social and political crisis set in. This crisis prepared the ground for 
manipulations that channelled discontent into a growing surge of nationalism.

In the late 1980’s, when the fall of the Berlin Wall was becoming imminent, the 
existing communist elites in the former Yugoslavia sought new sources of legitimization 
in order to remain in power. This new legitimacy was found in the allegedly threatened 
national interests of particular peoples that constituted the multi-national communi-
ty. Among the projects aimed at the maintenance of elite power, the most prominent 
was the project of Greater Serbia. Slobodan Milošević emerged from the communist 

1 This paper was prepared for the International Meeting “Warning Signs of Fundamentalism”, in London, November 
11th-14th. 

2 Coordinator, Women in Black, Belgrade
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elite, but it was on the basis of nationalistic ideas that he won massive support. Ethnic 
homogenization on the Serbian side induced ethnic homogenization throughout the 
country. 

II

The two main outcomes of ethnic homogenization were the following: 
The disintegration of Yugoslavia into national states – a separation con-
ducted mainly under the motto of creating ethnically purified states. 
The disintegration of Yugoslavia accompanied with massive war destruc-
tion, crime, and genocide. 

The gravest responsibility for the disintegration of Yugoslavia and for the wars 
in the area of the former Yugoslavia rests with the side that was most numerous, had 
the greatest political power, and also managed to win the support of the armed forces 
of the former Yugoslavia (the JNA, which was later transformed into the Army of Yu-
goslavia). Many paramilitary formations were active under the umbrella of the Army 
of Yugoslavia, and together with it, they committed innumerable crimes. Over the past 
ten years, the experience of wars, destruction and poverty has clearly revealed the fol-
lowing: 

Patriarchy is the basis and precondition for the survival of militarism and 
nationalism. Hatred towards the “other” and those deemed different, which 
can lead even to their extermination, is at the core of patriarchy. Within 
patriarchy, the woman is always the other. One of the constant features of 
the Balkans (and not only of the Balkans) is the endurance of the patriarchal 
system and the perception of the woman as “other” and “strange”. 
The economic, social, and political crisis paved the way to the misuse of 
popular discontent and its transformation into ethnic hatred. Therefore, it 
was not ethnic hatred that brought about the war; rather, it was the crisis 
that generated hatred. People’s fear was used as a tool for the generation of 
hatred and further militarization. 

The generation of ethnic hatred and the creation of a climate that made war 
possible as well as the creation and maintenance of a climate that justified (and still 
justifies) war crimes were made possible by the nationalistic and militaristic regimes 
with their repressive force (primarily in Serbia and in Croatia), as well as the majority 
of the intellectual elite, the media and the church. Therefore, in addition to individual 
criminal responsibility for war and war crimes, we should also address political and col-
lective moral accountability. 

1.

2.
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Ethnic cleansing as a means of fashioning ethnically purified states is not a con-
sequence of war but one of its primary aims. Ethnic cleansing also comprises the elimi-
nation of “the others” and those deemed different. 

The nationalistic and militaristic oligarchies, especially on the Serbian side, were 
waging a war against the civilian population, particularly against ethnically mixed “im-
pure” civilians. The aim of the war was to subvert the fragile democratic forces, and even 
to stamp out the rudiments of civil society in the former Yugoslavia. The Milošević re-
gime (and the other regimes that followed his lead) spent an enormous part of the state 
budget financing an expansionist and belligerent policy, known as “the campaign for the 
unification of all Serbian lands” (of course, without any civic control). 

Another war objective was looting. Most of the wealth amassed in this way was 
legalized after the war, generating poverty and discontent among the majority of the 
population, who are continually exploited by the new nationalistic leaders and fascistic 
clerical organizations.

The international community also bears its share of responsibility. While it did 
not provoke the disintegration of the country or the wars in the former Yugoslavia, it 
did legitimize ethnic cleansing and accepted ethnic separation as a tool of pacification. 
The Dayton Accord (199�) concluded an “armed peace” and acknowledged the results 
of ethnic cleansing. The NATO military intervention in Kosovo and in Serbia stepped 
up and even furthered the militarization of the region. Furthermore, the Kumanovo 
Treaty that was signed after the NATO intervention in June 1999 did not put an end to 
ethnic cleansing; this process is continuing, now in the form of persecution of the non-
Albanian population in Kosovo. 

III

During its eleven years of existence (1991-2002) the organization Women in 
Black has gone through a variety phases in expressing resistance to war, nationalism and 
militarism. This transition has been manifested on different levels: emotional, ethical, 
educational, aesthetic, and on the level of political activism. During these eleven years 
we have built a women’s policy of peace based on certain ethical principles. I will cite 
them from the document I wrote on the occasion of the tenth anniversary of Women 
in Black:

DO NOT SPEAK IN OUR NAME, WE SPEAK FOR OURSELVES – 
which means assuming responsibility. We PUBLICLY denounce those who 
have spoken in our name, because unless told in a straightforward manner 
they would think that they had permission to hate, to engage in war, and to 
commit crimes, as they were doing. 

•
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WE WILL NOT BE CHEATED BY OUR OWN PEOPLE – to these ethi-
cal principles of our spiritual ancestors and our sisters in peace, we added 
WE WILL NOT BE CHEATED BY OTHERS, EITHER. This became a 
principle of non-compliance; first of all with the militant and nationalist 
features of the country we live in, and also with all other countries. “Because, 
no matter what side they belong to, whether they are the guardians of their 
homes or the aggressors, all soldiers bring destruction” (Neda Božinović, 
1993). 
Accepting the role of traitors – OF WOMEN DISLOYAL TO THE 
STATE AND THE NATION, CONVINCED THAT BEING A TRAI-
TOR IS THE RIGHT ATTITUDE AT TIMES WHEN, “IN THE NAME 
OF HIGHER GOALS” IT IS DESIRABLE TO KILL, TERRORIZE, AND 
DESTROY. Loyalty to the state and the nation means accepting the patri-
archal principle of separation and hatred among women based on the prin-
ciple of ethnicity. 
BUILDING TRUST with women of other nations, above all with those 
who rebelled against war and against “their side”. 
BEING AN ANTI-PATRIOT – because patriotism means not only exclu-
sion, but also the elimination of others who are deemed different. 
ACCEPTING THE STIGMA OF SOCIAL SHAME, MORAL CON-
DEMNATION, AND SANCTIONS – because, in the eyes of a sizeable 
proportion of people in this country, we are still what we used to be, “a dis-
grace to the Serbian people”, meaning that we refused to collaborate with 
the regime. 
TRANSFORMING FEELINGS OF GUILT INTO THE ASSUMPTION 
OF RESPONSIBILITY – responsibility for the pain and suffering that the 
Serbian regime has inflicted upon others. 
SUPPORTING DESERTERS AND CONSCIENTIOUS OBJECTORS 
– they are our allies in the deconstruction of the patriarchal mentality. 
ENCOURAGING CITIZENS TO ACCEPT RESPONSIBILITY – re-
sponsibility means overcoming the roles of the victim and of the accomplice 
to the regime that staged the war. 

We transformed these ethical principles into concrete acts of disloyalty toward 
the state and the nation. This was our peace policy at work and was accomplished in 
these ways: 

BY OVERCOMING ETHNIC WALLS AND BARRIERS – symbolically 
and literally, by travelling into the so-called enemy countries and by reject-
ing all forms of homogenization. 
BY CONDEMNING ALL THE WARS – by not justifying any form of 
militarism, including the militarist violence of the former victims. In the 
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Balkans and elsewhere, the image of oneself as the only and/or the major 
victim and the placing of blame on others are two sides of the same coin. 
BY DENYING ALLEGIANCE TO OUR HEROES AND MILITARISTS 
–, which means solidarity with our sisters of different names and denomi-
nations. Solidarity with our sisters in the Balkans and elsewhere must not 
take the form of paternalism or victimization, let alone tourist activism. It 
is a responsible attitude, primarily towards what is going on in our environ-
ment, in our state and community, and as well as beyond. Solidarity de-
riving from feelings of guilt is not sufficient; this is part of our patriarchal 
history. Responsible solidarity entails work towards changing attitudes to-
wards others or, as Hagar Rublev said, “we need to work together in order 
to change the system”. Such a practice of solidarity is indispensable in the 
Balkans, and perhaps we have not had enough space for that so far. 
BY HELPING THE VICTIMS OF WAR – with no discrimination among 
them.
BY CONTINUOUSLY SEEKING THOSE RESPONSIBLE FOR WAR 
AND WAR CRIMES – primarily those who committed crimes in our 
name, and then all the others. 

We have transformed our ethical principles into feminist and anti-militaris-
tic theory and practice by:

Recording women’s resistance to war and militarism in an alternative wom-
en’s history, through our publishing activities. Thus far we have published 
six compilations under the same title: Women for Peace . By appreciating the 
feelings, testimonies, thoughts and actions against war, militarism and na-
tionalism, and broadening the space of women’s autonomy, these compila-
tions promote a pluralistic historical perspective and respect for “the other” 
and those deemed different. In addition to these compilations we have pub-
lished numerous monographs, peace agendas, brochures, etc. 
Spreading the network of women’s solidarity against war through the in-
ternational network of Women in Black and through the creation of an al-
ternative feminist policy . We started this network in 1992 with the help 
of our friends from all over the world, and so far we have held ten interna-
tional conferences (nine on the territory of Serbia and Montenegro and one 
in Brussels, together with the Italian organization of Women in Black). This 
network brings together activists from all the countries of the former Yugo-
slavia, Europe, USA, Latin America, Asia and Africa. Our conferences pro-
mote women’s solidarity above all state, ethnic, racial and religious bounda-
ries and divisions, encouraging the creation of multicultural coalitions as 
well as the participation of women in non-violent conflict resolution and 
the linking of feminism with anti-militarism. 

•
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Lending our support to conscientious objectors and launching the network 
of conscientious objectors in Serbia and Montenegro, thus connecting fem-
inism and antimilitarism . Our fieldwork experience has been invaluable, 
and has shown that the participation of women activists in anti-militaristic 
actions is even greater than the participation of men. This is because mili-
tarism firstly affects women and children, because women are tired of pa-
triotism and pay the highest price to transform it into civic accountability, 
and because military expenses are directly connected to the hardship and 
poverty that the majority of them are struggling with. 

Our experience in fieldwork has also revealed the following: 
Women are eager to participate in anti-militaristic actions that are con-
nected with their personal daily experience . Unless it is relevant to their 
everyday lives, women do not relate to anti-militaristic theory; therefore 
we deal with anti-militarism that is not the result of theoretical feminist 
analyses, but of the attitudes that derive from painful personal experiences: 
being pushed to the margins and dedicated to others (motherly care for oth-
ers), experiences that women are able to transform into a form of struggle 
against militarism. 
The spreading of the peace network that we launched in Serbia and in 
Montenegro was extremely important. We have established alliances, coa-
litions and joint activities of women coming from completely different so-
cial backgrounds (ranging from women with the highest academic titles to 
housewives) and thereby working to combine theory and practice, because 
feminists are activists and not elitists . 

In our attempt to spread the culture of peace, we have made a concerted effort in 
the area of education for peace and non-violence or alternative education, by organ-
izing workshops, seminars, gatherings, performances, and other peace actions through-
out the country. This has, beyond a doubt, been one of the most important activities 
of Women in Black during the past five or six years. Within this framework, we have 
implemented several projects. The most important of them was the project of Travel-
ling Women’s Peace Workshops (which continues under the name of Women’s Peace 
Network), which we started in 1998 in five cities of Serbia and Montenegro. One of the 
results of this project is that, after five years of intensive work in our workshops and our 
peace activities, women activists from more than fifty cities of Serbia and Montenegro 
are currently involved. A strong emphasis has been put on issues related to gender and 
nation, identity, ethnic stereotypes, inter-ethnic and inter-cultural solidarity, the rela-
tionship between power and otherness, etc. The cycles of workshops on identity have 
revealed the numerous and painful controversies that war generates among women, 
which affects our attitudes toward the state, nation, and army. 

•
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The experience of these workshops has revealed many important and interesting 
points, among which I will highlight those that are relevant to this topic: 

Women refuse to declare their ethnic allegiance because of the emphasis 
that official policy puts on this issue;
Women deny nationalism and are not fully aware of the fact that suppress-
ing nationalistic feelings does not mean overcoming one’s own nationalism;
Women are afraid to talk about nationalism because they are afraid of being 
different from the majority and of being despised and condemned;
Women feel guilt and shame because of what has been done in our name 
(this is particularly prevalent in Serbia);
Women understand allegiance as a matter of choice and they opt for a plu-
rality of allegiances, denouncing the abuse of cultural heritage;
Women opt for or declare their ethnicity in response to the denial of their 
nation’s right to exist by Serbian nationalists (this is particularly true of 
Montenegro);
Women express national romanticism (this is also emphasized in Montene-
gro), but they are also aware of the dangers of so-called reactive national-
ism.

By applying various participatory techniques and methods, we have tried to 
abide by our ethical principles in our educational activities as well. We have acted on 
the presumptions that:

It is necessary to create space for individual accounts and opinions to be 
heard, and not taken as only part of the collective;
It is imperative to encourage women’s moral autonomy. However, in light of 
the fact that the war was waged on behalf of the whole nation, it is impor-
tant to raise awareness of the fact that we are accountable not only for our 
actions but also for what has been/is being done in our name;
It is necessary to encourage women’s moral autonomy and women’s ethics 
by exploding the myth of the natural peacefulness of women. For this rea-
son, we began from the social and cultural construct of gender: one is not 
born a woman, one becomes a woman – one is not born a feminist / pacifist, 
one becomes this…

By conducting these women’s peace workshops, we have contributed to: 
The broadening of the social base of feminism (feminist demands perme-
ate the social tissue, encompassing women from very different social and 
educational backgrounds, of different ethnicities, styles of living, sexual 
preferences, etc);
The decentralization of women’s activism: in our network, there is no “cen-
tre”;
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Creating peace in the Balkans, with solidarity as a joint activity. Thus far 
we have organized a number of activities both in Serbia and in Bosnia-and-
Herzegovina together with the women from Bosnia-and-Herzegovina, and 
especially with women from Srebrenica who were victims of the atrocious 
massacre committed by the Serb armed forces;
Demilitarization of the minds / denazification, first by reconsidering our 
attitudes toward the nation / state. We never had any doubt about the ne-
cessity of doing this, but had to decide on which level to spread the circle of 
our allies for this extremely important question. 

Unfortunately, we do not have the support of the new authorities for these ac-
tivities, nor do we have the support of the international community and international 
foundations (with some rare exceptions). 

International foundations mainly define the priority of activities of non-govern-
mental organizations in a way that demonstrates an almost complete incongruence of 
our and their priorities. International foundations impose a mercenary, neo-colonialist 
and paternalistic relationship toward the local organizations of civil society. To remedy 
this situation, we have launched initiatives for the development of improved relations 
between international foundations and local non-governmental organizations. 

IV

The change of regime in Serbia (October �th 2002) has not brought about the 
expected changes. The reasons for this include: 

The new authorities have not categorically rejected continuity with the 
policy of war and war crimes – relativization, minimization and suppres-
sion of crime is fertile soil for the proliferation of clerical and fascistic ten-
dencies in this country;
Reluctance to deport all the suspects of war crimes to The Hague, which is 
indicative of the continuing presence of the same spiritual and moral cli-
mate that generated the war and justified war crimes;
Nationalism is still the dominant ideological pattern among a significant 
portion of the new elite;
Serbia is nowadays much more an ethnic than a civic state; democracy is 
widely understood in terms of ethnic /national homogeneity; many laws 
that have been passed in Serbia after the change of the regime are discrimi-
natory (for example, the Act regarding financial assistance to families with 
children favours a population policy aimed at increasing the number of 
citizens of the majority nation, while discouraging the natural population 
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increase of certain minority communities such as the Roma, Albanians and 
Bosnians);
A specific problem that arose after October �th is strong theocratic tenden-
cies in society that undermine the secular or laic character of the state;
Interference of the Serbian Orthodox Church (SPC) with public politics, 
coupled with the open cooperation or implicit support of the new authori-
ties;
The intertwined or combined activities of retrograde / rightist forces, the 
SPC and the Army. Clerical fascistic associations of “Orthodox Youth” rely 
on the SPC (which does not dissociate itself from them). Representatives of 
the aforementioned self-proclaimed “Serbian fundamentalists” call for the 
institution of a “divine state”, and often meet with dignitaries of the SPC 
and the Yugoslav Army. The discourse of clerical fascistic organizations is 
reinforced by support from some eminent intellectuals as well as some rep-
resentatives of the SPC and YA;
The SPC has been increasingly invading the private sphere, pretending to 
assume a monopoly over the spiritual and moral realms, virtue and mod-
esty (according to the representatives of the SPC themselves). The priests of 
the SPC have access to all state-run and other media, through which they 
campaign for a ban on abortion and preach about severe punishment for 
adultery, pre-marital sex, etc. 

In opposition to such tendencies, we have organized numerous actions. 

V

Eleven years after our initial formation we still have too many reasons, argu-
ments and too much in general to oppose.

We will continue, after eleven years of existence, to transform discontent into 
concrete actions in support of our goals . 

In the announcement issued on the occasion of our eleventh anniversary, we 
reiterated that we pledge ourselves to: 

Condemn of war crimes and support the punishment of all war criminals;
A pacifist and international feminism;
Anti-fascism as a political option and as a legacy of the emancipating wom-
en’s movement that we uphold;
Tolerance in terms of respect for “the other” and those deemed different, 
and also for the sanctioning of those who disseminate hatred, xenophobia, 
and (neo)fascism; 
Local, regional and global demilitarization; 
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A fair globalization, as opposed to the current violent globalization and so-
cial injustice;
The globalization of non-violence;
Cultural feminist activism, striving to develop aesthetics and encourage a 
culture of peace by spreading a network of women’s solidarity against war. 

•

•
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“EIP - School for Peace”

Nevenka Sreš1

WHO WE ARE 

School for Peace is a non-governmental, non-profit humanitarian association of 
all those interested in human rights and peace education. We believe that the School 
exists to serve humanity and that its primary task is to educate for peace in the spirit of 
human rights. So we have a vision about our educational system that will not be based 
on the principle of competition and thus defeat, but will promote ideas of equality, re-
spect and peace. The motto of all schools for peace is UNIVERSAL PRINCIPLES OF 
DEMOCRATIC EDUCATION . We think that: 

The School exists to serve humanity. 
The School promotes mutual understanding for all the children of the 
world.
The School teaches respect for life and for human beings. 
The School teaches tolerance and acceptance of attitudes and behaviour 
that are different from our own. 
The School develops a sense of mutual responsibility. Greater material re-
sponsibility carries increased responsibility to others and to the planet. 
The School teaches children to overcome egoism. It helps them understand 
that humanity can only progress by personal effort and active collabora-
tion.

So we wish to inform teachers and educators in formal and informal educational 
systems with human rights and peace education, up-date them with the newest data 
from the world, and help and advise them in their professional growth and develop-
ment. 

EIP SLOVENIA - SCHOOL FOR PEACE IS a national branch of the World 
Association of Schools as an Instrument of Peace EIP International (l’Association 
mondiale pour l’ Ecole Instrument de Paix), the world’s oldest non-governmental or-
ganization for human rights education. EIP has a high reputation and enjoys consulta-
tive status with the UN High Commissioner for Human Rights, UNESCO and the 
Council of Europe. EIP can be found in French, English and Spanish on the website: 
http://www .eip-cifedhop .org. On the international level EIP evaluates educational 
systems and provides monitoring, research and reporting about implementation and/

1 Teacher of history and sociology (teaching ethics), Brežice Primary School, Member of 
School for Peace, Slovenia.
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or violations of international standards for educational rights with many activities such 
as: 

Addressing requests from responsible governments and encouraging them 
towards greater inclusion of human rights and peace education in their edu-
cational systems; 
Establishing contacts with governments to ensure they respect their liabil-
ity to human rights and peace education; 
Establishing and facilitating a network for the defence of threatened teach-
ers; 
Maintaining its presence in intergovernmental organizations, especially in 
UNESCU and the UN Committee on the Rights of the Child; 
Organizing conferences and training sessions. 

In Slovenia the School for Peace is organized as a teachers’ professional asso-
ciation of volunteers that strive for the implementation of the Universal Principles of 
Democratic Education in Slovenia. We do not have employees, and also have no office. 
All work is done for free and on a volunteer basis. We are a non-profit organization, so 
our work is dependent on individual and project donations. Members of the School for 
Peace show solidarity with our goals and help us to achieve them.

You can see our work on our web site: http://www.eip-ass.si. The  address is EIP 
Slovenia - Šola za mir, Robičeva 9, 2341 Limbuš, SLOVENIJA, tel: +386 (0)2 46 11 
585 . You can also contact us via email addresses listed at: http://www.eip-ass.si.

Our activity is directed towards: active promotion of human rights and peace 
education in schools, within governmental and non-governmental organizations and 
the general public; the organization of HRE public events, conferences and in-service 
teacher trainings, project work, grassroots activities, networking, HRE publishing and 
monitoring. 

We offer our expert publications in English and Slovenian free of charge 
and also as e-books on our website. We also carry out training and workshops 
for students and teachers. In October 2004 we prepare the 2nd Regional Train-
ing Session on Human Rights and Peace Education with the working title: »Teach-
ing democratic citizenship values and skills in new European countries« 
We are a members’ HRE training and cooperating on international conferences and 
trainings. 

In April 200� we concluded the On-line training of national HRE – The Coun-
cil of Europe’s HRE program “COMPASS”. We started this project with free promo-
tions, and with workshops in schools and in non-government institutions who promote 
HRE. 
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On our web site you can also find a virtual HRE library with free access to over 
10,000 library units of HRE documents, manuals and publications, direct connection 
to organizations, projects and other virtual HRE libraries nationally and worldwide.

At the national level we carry out numerous projects, such as:
MY RIGHTS (for compulsory education)
DEMOCRACY IN SCHOOLS (for post-secondary level)
COMPASS (informal HRE with young people)
CENTRE FOR CITIZENSHIP EDUCATION (lifelong human rights ed-
ucation, promotion, training and empowerment)

1 . MY RIGHTS is a national project for promotion of children’s rights educa-
tion and offers:

INNOVATIVE DIDACTIC MATERIAL (HRE TOOLKIT FOR 
TEACHERS)
CRC MATERIALS FOR STUDENTS (CHILDREN’S RIGHTS CREDIT 
CARDS)
DIDACTICAL SUPPORT AND GOOD PRACTICE EXAMPLES ON 
THE PROJECT’S WEBSITE
A MONTHLY NEWSLETER FOR TEACHERS
WORKSHOPS BY EIP SLOVENIA AND ASSOCIATED PROEJCT 
PARTNERS

All activities can be found on: http://www.eip-ass.si/mojepravice. 
The project’s innovativeness is to be found in ready-to-use classroom mate-
rials for teachers who have no previous HRE knowledge or practice. These 
materials are suitable for use in classes, clubs or the level of the entire school. 
Every month one children’s right is selected as a main activity, and teachers 
can choose activities depending their students’ and environment needs. We 
offer on-line expert support for teachers, and original didactic materials. 
The project is being done by national coalition of ten governmental organi-
zations and NGOs coordinated by EIP Slovenia (e.g.: The Ombudsman, 
the Department of Education, Amnesty International Slovenia, UNESCO, 
ASPnet Slovenia).
The following is an example of a didactic teacher’s card (front) with chil-
dren’s drawings and a listing of some rights. On this card is the right to the 
name and nationality.
The back lists related CRC articles and gives methodical advice on how to 
use this card in practice:
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Project results after the first year:
87 primary and secondary schools took part in the project nationwide. 
Altogether we have reached over 1,200 teachers and 50,000 students (and 
their parents as well).
The first Slovenian didactic collection of authentic CRE materials and good 
practice examples, contributed by project partners and schools involved, 
has been placed on the website. 
Partner organizations carried out over �0 free workshops for students and 
37 in-service trainings for teachers’ boards. Some schools were visited by the 
Slovenian ombudsman and his advisors.
30 schools met all final project criteria and received the title “children’s rights 
friendly school” in 2003/04.

This year we are closing the project because our government will begin a similar 
project at the international level.

2 . DEMOCRACY IN SCHOOL – IT STARTS WITH ME! 

This project is: 
EDUCATION FOR DEMOCRATIC CITIZENSHIP PROJECT
AIMED TO STUDENS’ COUNCILS AT POST-SECONDARY  AND 
VOCCATION SCHOOLS
AVAILABLE ALSO:A STUDENT COUNCIL MANUAL, WORK-
SHOPS FOR STUDENT LEADERS, STUDENT’ COUNCIL MEN-
TORS AND A PROJECT WEBSITE

The project is on website: http://www.eip-ass.si/demokracijavšoli.
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3 . CENTRE FOR CITIZENSHIP EDUCATION:

www.eip-cdv.si 

The centre is a lifelong HRE learning and education project for democratic 
citizenship. The main activities are: HRE promotion, public events; conferences and   
training sessions; development of cooperation with Universities (e.g. pre-service HRE 
teacher training). The project has received support from the UN High Commissioner 
for Human Rights’ Office and is co-financed by the Netherlands’s Embassy MATRA 
KAP fund.

4 . COMPASS

The School for Peace received copyrights for Slovenian translation of Council 
of Europe’s best HRE manual for young people “COMPASS”. We published it in April 
200�. Seven trainers were succeeded five weeks of long distance training with support 
of the European Youth Centre of the Council of Europe in Budapest. A series of edu-
cational workshops for youth as well as on-line training of trainer’s course will also be 
offered.

Other international activities: 

The School for Peace monitors implementation of human and children’s rights 
education in Slovenian educational system on regular basis and reports to the UN and 
the Council of Europe. We are active in HREA, EIP, and EPLO network and facilitate 
our own SE European Network. We are also members of the Children’s Rights NGO 
Group, and distribute data received to Slovenian children’s rights mandated NGOs. 
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The Academy Leadership & Competence 
at the Centre for Applied Policy 

Research (C∙A∙P)

Susane Ulrich, Wolfgang Fänderl, Gabriele Röbing, Sabine Sommer1

The Centre for Applied Policy Research in Munich hosts many projects foster-
ing democratic conscience and responsibility. It combines scientific research with prac-
tical implementation and was founded in order to be a switchboard between individu-
als, society and the state and allow for a faster transformation of new ideas into society 
and politics. Currently it has a staff of about 60 researchers and practitioners.

The “Academy Leadership & Competence” represents a new offer of education 
and counselling. The main focus of its work is: 

Fostering conflict-management and decision-making competencies
Promotion of participation
Teaching of political knowledge

Education for Democracy and Tolerance

On the basis of the scholarly constituted and evaluated project Education for De-
mocracy and Tolerance the Academy is developing new pedagogical concepts, and con-
tributing to the systematic evaluation in the field of education on the one hand. In 
addition, a procedure for raising participation for the civil society has been developed, 
the “GEMEINSINN-WERKSTATT”.

The Academy Leadership & Competence offers training programmes which are 
described on the following pages, as well as training and counselling in the fields of 
social competence, diversity, team-building, conflict-management and participation. It 
also provides accredited and evaluated courses for trainers and facilitators, and sup-
ports evaluation projects with scientific and practical know-how. 

In Belgrade the Academy presented four educational programmes for democratic 
development and participation. The first program, originally developed by the ADAM 
Institute, Jerusalem, is called “BETZAVTA”, (Together), the second was adapted from 
the Anti-Defamation-League’s: “A WORLD OF DIFFERENCE” (USA). Building upon 
that, a programme focussing on the notion of tolerance was developed at the CAP it-
self: ACHTUNG (+) TOLERANZ (Respect & Tolerance). These three educational 
programmes have individual emphases, but share the objectives listed below: practical-

1 Akademie Führung & Kompetenz am Centrum für angewandte Politikforschung

•
•
•
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ly involving participants through interactive activities; realizing that ‘right’ or ‘wrong’ 
are categories that have to be questioned and given up in certain cases of conflict; link-
ing the content of activities to group processes during the workshop; focussing on the 
inherent value of social processes rather than seeking quick solutions for conflicts; ac-
cepting the principle of the right to freedom for everyone; developing self-confidence 
and a stable identity; accepting that different perspectives and diversity represent an 
opportunity for personal enrichment; developing a sense of responsibility by realizing 
the consequences of both action and inaction; realizing the qualitative dimensions of 
democracy for everyday life; developing a readiness to stand up for one’s beliefs 

Each of the programmes has been adapted to the respective context and target 
groups, which include students, educators, administrative staff, the police, politicians 
and the army. Certified training modules allow for nationwide standards of quality 
and annual meetings of trainers are places of open feedback and new theoretical and 
methodological developments. So far about 1,200 multipliers and an estimated 4�,000 
participants have been reached via this initiative.

Evaluation:

A comprehensive evaluation of the three main educational programmes has been 
conducted over a period of three years. This was initiated with an intense discussion on 
the status of evaluation in the context of education for democracy and tolerance. It be-
came clear that the evaluation also has to pay respect to the democratic and interactive 
approach the project is committed to.

Very little scientific research exists so far in this area, and pragmatic and quan-
titative approaches based on assumed neutral and scientific standards are rampant. 
Thus a background concept of Participatory Evaluation has been developed that sets 
a frame for evaluation in the context of political education. Evaluation in this sense is 
understood to be a process of negotiation and interaction between various stakeholders 
and participants of the study. The data being collected is not neutral and objective, but 
always subject to discussion. In this way everyone can construct a coherent result of 
an evaluation study which will lead to far-reaching action-oriented consequences with 
the potential to involve everybody. Evaluation done in this way does not come from the 
outside but is an integral part of a project that enhances the quality of the theoretical 
and conceptual reflection of the practical work being done. 

BETZAVTA (together)

The Centre for Applied Policy Research (CAP) has first translated, adapted and 
then implemented the programme “BETZAVTA” developed by the Adam-Institute of 
Jerusalem.
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Tolerance criteria & consequences 

CONFLICT

Bear the conflict Settle the conflict

Use violenceEndure the conflict

Basic acknowledgement of equal
right to free development 

Primarily forcing
one’s own interests

Weighing the benefits

Let persist out of
an understanding

Prerequisite

        Action

    Motivation

Seeming Tolerance Tolerance

Impulse
(Change in one’s field of perception)

Rejection Indifference, Interest, Affirmation

No conflict

Settle non-violently
together or alone 

Intolerance

  Consequences • Avoiding the
  settlement of the
  conflict precludes any
  long-term solution.

• Violation of one’s
  own values and norms
  as well as the
  limitation of one’s
  own rights is
  simultaneously
  accepted and covered
  up.

•The potential building
  up of conflict results
  in symptoms of stress.

•Conflict can suddenly
  break open creating
  the potential for
  spontaneous intolerant
  reactions.

•Energy is necessary to
 suppress the rejection.

• Time and energy
  needed for settling the
  conflict can be used
  otherwise.

• Settlement of the conflict is regarded as
  unnecessary out of an understanding.
  Therefore energy can be used to seek
  creative means of changing the situation.

• Full consideration of the needs of the other
  takes time, energy and empathy.   However
  it creates both long-term solutions as well as
  security for all those affected.

• Creative and successful handling of conflict
  can be seen as a personal challenge; it can
  lead to self-affirmation and consequently to
  an extension of one’s own freedom.

• Constructive settling of conflict requires
  time, energy and skill.

• Short-term success
  and self-affirmation
  can be reached.
  However there is the
  danger of further
  escalation of the
  conflict which may
  result in:

• being excluded from
   the community

• becoming a victim of
  of suspicion  or
  counter violence

• exposure to
  open rebellion.

Source: Tolerance - Key concept for a future -oriented Education for Democracy. Research Group Youth and Europe , Center for Applied Policy Research, Munich
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The workshop presents questions raised by democratic thinking and invites the 
participant to examine her or his process of decision-making. Activities and games 
highlight the competing tendencies that exist within each of us, both for and against 
democratic principles, so that an external conflict becomes an internal dilemma. Thus 
for example, what may begin as an external conflict between the right to freedom of 
information and the right to privacy, is internalized in such a way, that the participant 
expresses opinions both for and against each of these rights and gains a better under-
standing of how different rights may come into conflict in a democracy. Participants 
then seek solutions to these internal dilemmas using democratic principles.

In order to achieve this purpose, external conflicts that the participants are hav-
ing, are being converted into internal dilemmas. This procedure is part of all the ac-
tivities. Creative suggestions for dealing with conflicts in a democratic way are supple-
menting the program. The following passage is taken from “The Educational Process in 
Adam Institute Workshops” by Uki Maroshek- Klarman 

“The primary objective of the educational process in Adam Institute workshops 
is to educate participants to an active recognition of freedom as an equal right of 
all people. Equal right to freedom means that every person is indeed equal. Oth-
er people are, therefore, not a means of achieving goals, but rather autonomous 
individuals with their own legitimate desires and goals (in philosophical terms, 
other people are subjects and not objects). In this context, democratic institu-
tions are a means of realizing this central goal. They, then, should be evaluated 
and judged according to their contribution to the objective. Other educational 
objectives in Adam Institute workshops are education for tolerance, rationality 
and development of a creative view. While these values are important in and of 
themselves, they are also important in that their implementation is a precondi-
tion for realizing the equal right of all people to freedom. Tolerance is the ability 
to accept the right of others to think and act, particularly when these thoughts 
and actions conflict with our own beliefs. Rationality is the ability to critically 
evaluate all views, especially our own. Both concepts are related. In both cases 
we need to accept a position with which we disagree and reject one that we hold 
true. Whereas tolerance forces people to overcome the difficulty of accepting 
the differences existing in all people, rationality forces them not to blindly ac-
cept their own views. As outlined in the previous chapter, when persuasion and 
choice are the key educational concepts for studying controversial issues, it be-
comes quite difficult for people to accept other views and to examine their own 
beliefs in a critical manner.

In addition, the need to choose makes it difficult to distinguish between goals 
opposed in principle and those opposed due to the given circumstances. There 
is a difference, in logical terms, between a decision between good and bad op-
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tions and a decision between two good options. Murder, for example, is opposed 
and the right to life is affirmed. One is legitimate, and the other is not. The bad 
must be condemned along with those who support it. However, the situation is 
completely different when, for example, freedom of expression conflicts with the 
right to personal security. In this case, both are important and should be realized 
in full. In terms of psychology, however, the decision process is the same. When 
forced to choose between two options, people justify their own views and reject 
all other opinions. They also develop antipathy toward the people who holds dif-
ferent views than their own. When people must choose from available options, 
all but one of those options is negated. Under certain conditions, this process 
leads to decreased tolerance of others. It also causes them to consciously reject 
legitimate and important options. The educational efforts of the Adam Institute 
help distinguish between types of options under discussion (distinction between 
good and bad, as well as distinction between two legitimate options). Adam In-
stitute activities also develop a new way of relating to the second type of alterna-
tives. The aforementioned factors can engender intolerance and create difficulty 
in recognizing the equal right of all people. To deal with this better, participants 
in Adam Institute workshops learn to direct critical opposition toward them-
selves. In other words, they learn to understand that there are instances when 
the goal they opposed is both important and desired. They recognize that they, 
like their ‘opponents,’ actually have an interest in the realization of this right. 
(This realization precedes their ability to accept the views and rights of their 
opponents.) Participants learn to “remove the obstacle of choice,” which causes 
them to reject a particular alternative. They are taught to create a new situa-
tion that will not require the waiving of one of those rights. If a situation where 
one right must be selected at the expense of others cannot be avoided, and both 
rights cannot be realized, participants look for a solution that will allow them to 
resolve the problem in an equally just manner.”2

Workshop-report:

The Workshop “BETZAVTA-TOGETHER” started with a short presentation 
of the workshop leader, the programme, its origin and philosophy. The participants in-
troduced themselves briefly, and in the first activity everybody had to think about “de-
mocracy”. Each participant had to write down 3-� associations he or she had on mind 
when thinking of the term democracy. In small groups the terms were discussed and 
every group had to agree on the three most important factors of democracy. Later the 
results of the group work were presented and explained to the others, and every group 
was asked to reflect on the following question: Had the group process about the agree-

2 http://www.adaminstitute.org.il/E_Process.pdf
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ment on the three most important factors been democratic enough for everybody? The 
participants had perceived very different levels of democracy and were quite divers in 
their satisfaction about the decision making process. The next activity is a very typical 
one from the programme “BETZAVTA- TOGETHER”. Every participant was asked to 
write his or her name on a small sheet of paper. The workshop leader then made the fol-
lowing announcement: The person who will hold the majority of these sheets of paper after 
15 minutes will have the chance to announce a rule, which will be obligatory for everybody in 
the room for the rest of the workshop. The participants then started to negotiate, and after 
1� minutes a rule was announced by one the participants. The discussion then focussed 
on the questions: When do people obey rules? How important is the content of the 
rule, and how important is the process of decision making? Was it a sign of responsi-
bility to ask for the sheets of the others? Or did people perceive an abuse of power? If 
people were to repeat this activity- would they change their strategies?

In the end the participants were quite pensive about democracy as a relevant fac-
tor for everyday decision making. They discussed the possibilities to work with “BET-
ZAVTA- TOGETHER” in their educational field. 

ACHTUNG (+) TOLERANZ (respect (+) tolerance)

“Generally I am quite tolerant.” “You can’t just tolerate everything.” “You have to toler-
ate that!” These are expressions we often hear - but what is this thing called ‘tolerance’? 
Is it a moral stance? Is there a certain level of it which we should achieve? Is it the 
necessary glue for pluralist societies? Is it a weapon in a fight against racism and exclu-
sion? Or is it maybe just a smoothing over and denial of the difference and otherness we 
witness in the encounter between different cultures and religions? 

The concept of tolerance developed at the “Centre of applied policy research” 
(CAP) clarifies the theoretical background of the issue and is useable as a practical 
tool for courses in civic education. Tolerance is here understood as a maxim for the 
individual, and an ethically motivated decision to either endure a conflict or settle it 
by peaceful means based on the conviction that the other parties to the conflict enjoy 
principally the same rights. This means that if we want to talk about tolerance, we have 
to talk about conflicts. A conflict is understood as a mutual negation, expressing rejec-
tion of the values and norms of the other person. Without an underlying conflict there 
might be a laisser-faire attitude or charitable behaviour, but the question of tolerance 
does not arise at all. Another central point is the question of one’s motivation for acting 
in any given case of conflict. Different motivations play a crucial role in differentiat-
ing the notion of conflict from other ideas. Therefore the notion of ‘seeming tolerance’ 
was introduced in order to distinguish it from tolerance by its inner risk-benefit analy-
sis that does not really acknowledge the freedom of the other person. An example of 
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‘seeming tolerance’ would be, for instance, if someone working inside a hierarchy where 
addressing a conflict with one’s boss might not be opportune would rather endure it 
than lose his/her job and endanger the financial security of the family. This means that 
the difference between tolerance and seeming tolerance is not visible from the outside 
but has to do with inner motivation. The boss will not know whether there is tolerance 
or seeming tolerance at work.

A further crucial feature of this concept has to be highlighted: Tolerance defined 
like this is not quantifiable. Individuals either orient themselves along the maxim, or 
they do not take it as a yardstick for their actions. This implies that there is no such 
thing as a little bit of tolerance, or degrees or levels of tolerance one should achieve. 
But the exposition does not claim any moral high ground either. It rather provides the 
individual with a clarification of the options s/he has in cases of conflict.

The individual can think about possible consequences which acting in a certain 
way will have and discover more and less dangerous routes to travel – in the concept 
these are represented in the form of traffic lights – but there is no moral value linked 
to them. 

With this concept the programme of “RESPECT (+) TOLERANCE” affords 
the term tolerance a very special importance. In different exercises with sometimes 
playful, sometimes cognitive access the multi-faceted nature of this notion will become 
obvious. The presented, practice-oriented definition of tolerance – as a maxim for non-
violent action in conflict situations – is put forward for discussion. This definition (as 
defined by CAP) quite deliberately avoids pointing the moral finger. It rather commu-
nicates the consequences of tolerance, seeming tolerance and intolerance. 

The second pillar of the programme consists of information about the psychol-
ogy of communication in terms of content and methods, in combination with experi-
ence from the self-help movement. This combination is designed to show that com-
munication based upon partnership is not just the result of the successful application of 
some technique but is, above all, attributable to an attitude of mutual recognition and 
respect. A special chapter on the subject of “Hidden assumptions and prejudices” deals 
specifically with the obstacles to communication based on partnership and shows up 
“blind spots” especially in the area of intercultural communication.

The concept has been utilized in a number of courses on education for democra-
cy and tolerance on the German as well as the international level. It allows participants 
to see democracy as something that begins prior to the institutional arrangements of 
the modern state and becomes vital for dealing with conflicts on an everyday basis.

You may download the brochure in English at:  
http://www.cap.uni-muenchen.de/download/2000/tolerance.pdf, or in Geman at: 
http://www.cap.uni-muenchen.de/publikationen/toleranz/toleranz.htm
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Workshop-report:

The Workshop RESPECT (+) TOLERANCE at the conference included an in-
teractive exercise activating the participants’ associations and emotions, as well as a 
presentation of the programme’s specific definition of “tolerance”. This helped the par-
ticipants to integrate the experiences they had garnered in a cognitive scheme.

For the exercise: “a picture tells more than thousand words“ (Ein Bild sagt mehr 
als tausend Worte), the participants each chose two pictures out of a wide range of pic-
tures illustrating situations, persons and a variety of social subjects. So, everybody had 
one picture illustrating something which he or she could barely accept, the other pic-
ture was the one standing for an intolerable situation. Sitting in a circle the participants 
put each picture on the left or right side of a band on the floor symbolizing the “limit 
of tolerance”. The “owner” of a picture presented it by describing the situation mapped 
and explaining the situation’s meaning for her or him. Through the differences in the 
appraisement of some pictures, the participants could feel the emotional impact that 
happens when we feel our own value orientation is challenged. The work with the pic-
tures clarified that everybody has his and her own perceptions of reality and makes up 
his and her own interpretation and evaluation on it.

The cognitive impact of the workshop was the presentation of the definition of 
tolerance as a maxim for non-violent settlement of conflicts: the criteria of tolerance. 
and the consequences of tolerance and seeming tolerance.

In conclusion we discussed the obstacles and chances in transferring this con-
cept into everyday life, and the necessary differentiation between tolerance, charity, 
solidarity and others.

EINE WELT DER VIELFALT (a world of difference®)

Schools and communities around Europe face new challenges as a microcosm 
and reflection of social issues, changing populations, and intercultural tensions. Today’s 
multiculturalism offers richness and promises for the construction of Europe, and it 
calls on institutions to be accountable to democratic values of equality and tolerance. 
During periods of rapid social change (in technology, the labour market, through glo-
balization, in cultural norms, etc.), conflict and tensions are parts of the normal proc-
ess of negotiating social limits, and schools find themselves in a kind of experimental 
sphere for preparing citizens to succeed in diverse societies. 

A WORLD OF DIFFERENCE is an anti-biased curriculum that provides teach-
ers with lessons to help students to learn to examine stereotypes, to expand cultural 
awareness and to explore the value of diversity. Necessary skills, knowledge and aware-
ness to combat racism, anti-Semitism, and other forms of bigotry are developed. To 
achieve these goals resources are designed to: 
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understand the causes and effects of prejudices;
examine personal identity and its influence on one’s own and others’ world-
views;
increase cultural awareness, specifically with regard to differences;
enhance skills to effectively respond to discrimination and bigotry;
translate ideas into action and build a higher level of satisfaction. 

The methods of “A WORLD OF DIFFERENCE” are practical, experiential, and 
hands-on. They involve one person talking to another, discovering similarities, respect-
ing differences.

Developing empathy is one of the most important strategies for improv-
ing intercultural understanding and preventing discriminatory behaviour. 
Participants can develop empathy and understanding for others by sharing 
experiences and considering other points of view, through discussions and 
simulations.
Promoting self-esteem has also proven to be an effective approach to pre-
vent and combat prejudice. People who feel good about themselves do not 
need to put others down. Through self-identity activities and affirming the 
value of diversity, participants feel valued for who they are.
Encouraging critical thinking of the logic of common prejudices and mis-
information is another key strategy for confronting discrimination. When 
participants have the opportunity to analyse information, problem-solve, 
and consider real-life scenarios, they are developing their critical thinking 
skills.
Learning through cooperation develops intercultural competencies such as 
communication and teamwork, in addition to developing positive human 
relations while trying to reach a common goal. Cooperative learning also 
leads to greater participation by all members of the group, increasing learn-
ing potential and commitment.
Having high expectations of learners and each other is an indication of 
non-prejudicial thinking and acting. We have all heard of the self-fulfilling 
prophecy: if we believe that someone’s perspective is important, then we 
will be open to hearing the value of his or her contributions.
Demonstrating diversity and inclusion within the environments in which 
we live (school, community, association, etc.) is the best proof of the rich-
ness of an intercultural society. It provides a variety of role models for young 
people, and demonstrates the value of interaction with others, showing what 
it means to “walk the talk.”
Social action is another strategy for counteracting prejudice because  
it addresses the conditions that re-create the cycle of prejudice, discrimina-
tion and oppression. Changes in social conditions can only occur if triggered 
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by events or pressures that create new levels of recognition of the need for 
change.

The programme started in Boston, USA in 198� when the Anti-Defamation 
League and WCVB-TV joined together to fight prejudice. From the start, this remark-
ably effective way to promote diversity was embraced. It changed hearts and minds, and 
it quickly spread across the United States - and beyond.

Building upon the A WORLD OF DIFFERENCE Institute programmes un-
derway in Germany since 1992, the Research Group Youth and Europe, an academic 
unit from the Centre for Applied Political Research (CAP) at Munich University, and 
the Bertelsmann Science Foundation developed “A WORLD OF DIFFERENCE” for 
Germany, and published materials specially prepared for use throughout the country. 
Today the programme is promoted by the Academy Leadership & Competence, the 
educational unit of the CAP.

Workshop-report:

After we got to know each other briefly we started with some theory and phi-
losophy of A WORLD OF DIFFERENCE. Next the steps of AWOD-Workshops were 
explained to the participants. This was followed by an exercise and discussion. All in 
all, the group passed the time in a good spirits, while becoming thoughtful towards the 
individual, society, and discrimination.

The exercise “The Personal Identity Molecule” dealt with the question to which 
social groups one individual is ready with, or feels he/she belongs to, and what im-
pacts this belonging has on one’s life. These groups could be identified by: gender, re-
ligion, skin-colour, social identity, sexual orientation, nationality, physical and mental 
ability and others. The participants explained to each other in small groups why they 
described themselves in the way they did and exchanged notes on the positive and dif-
ficult experiences they had had due to their self-attribution to social groups. Back in the 
plenum we asked the participants to tell us, which groups they attributed themselves 
to by standing up. After that we talked about our experiences, what it felt like to stand 
up when one was part of a large group, and how it was to stand alone or with a smaller 
group. It appeared to us that the personal self-esteem of the individual, the inclusive-
ness of the environment, and the acceptance of the group are major factors that influ-
ence people’s readiness to stand-up for the groups they feel they belong to (and in which 
degree of comfortability they do so). Thus the group identified as basic diversity skills 
the ability and willingness to ask and answer questions as well as the ability to create an 
environment where questions can be asked and answered. 

At the end of the exercise we had a closer look at discriminating interaction from 
different dimensions. The AWOD-Programme model proposes: it is along ideologi-
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cal dimensions, institutional and the interpersonal dimensions and factual dimensions 
that discrimination is partially internalized, too. We had very intensive discussions 
about this subject and about the question how to act towards discrimination. 

It was a very intensive course and we drove through the stages of AWOD in a 
very short time. We have found that well-trained trainers are needed to create a climate 
of confidence and to accompany the group process in an AWOD-Workshop. At the 
end of our workshop the participants were satisfied; only one person thought that the 
time we had was too short.

“GEMEINSINN-WERKSTAtt – inner Motivation for 
Participation”

When do you engage voluntarily? 
How does participation beyond mere talking evolve? 
What do you and others need to make it happen?

GEMEINSINN-WERKSTAtt – basics

Motivation as foundation: When there is something which I can, like and want 
to do, my motivation for doing it, my self-confidence and my readiness for taking on 
responsibility is far greater than it would be when others tell me what I must, should or 
may do. Engagement and Gemeinsinn (community-spirit) become more effective, the 
more they are internally driven and the less they are externally directed. But, how do 
we get there?

The Motivation-Formula:

can + like + want
must + may + should

> 1 = internally motivated, self- directed, meaningful
< 1 = externally motivated, over-directed, purposeful

A framework for voluntary involvement: In order to allow inner motivation to 
arise, more than a single event is needed; a concrete participation-process is required. 
The communal spirit is inside all of us, and everyone has frequently experienced it. But 
what do appropriate frameworks for its development, exchange and realisation look 
like?

Participatory partnership: As modern democratic communities, we need mod-
els of co-operation in which appreciation, trust, self- and mutual-responsibility foster 
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appropriate networking. How can we learn from each other, create things with one 
another and engage ourselves for each other? 

The Gemeinsinn-Werkstatt (GW; Community-Spirit Workshop) provides answers to 
these questions and welcomes you to participate and also bring along your personal experi-
ence.

The Project Approach

The GW is a method that helps approaching complex issues in a structured, motivated 
and self-organised way. This helps to find many partners for networking and realisation of the 
solutions to the issues. The GW approach consists of three parts:

The Gemeinsinn concept: Methods have been developed from the results of a 
practical research project which can enhance social consciousness, social abilities and 
social engagement.

Project method: The GW combines innovative, consulting, project and large-
group methods. These methods are supported by a transparent building-block system, 
and qualified methodological facilitation for the design of the project.

Support Network: Since autumn 2001 experts in both theory and practice have 
facilitated initiatives in planning, realisation, evaluation and documentation of GWs. 
They have also developed building-block elements, new publications, information ses-
sions and training courses. 

Profitable for everyone

Those who involve others punctually and appropriately can gain much themselves. The 
GW offers structures to optimise this exchange:

Systematic project planning: In order to work on a complex issue properly and 
extensively, plans for each phase, task profiles and methodological elements are made 
available and implemented jointly. These framework conditions provide for orientation 
and support a constructive discourse, leading to sustainable results.

Facilitating self-dynamics: A GW does not have ONE project manager but 
MANY. That is why consultation, evaluation and moderation need flexible, open and 
thoughtful to stimulate and organise processes of clarification and reflection. 

Gaining competences according to interest: Participants can expand their meth-
odological repertoire through facilitated practice and specific information as well as 
training courses. This knowledge can then be employed for further enterprises.

This is how the win-win-win [1++11+11 < (1+1+1)1+1+1] effect is achieved: The par-
ticipants apply their individual strengths and resources for the benefit of all. In doing so, they 
themselves, the other participants of the overall project and the social environment profit the 
same way.
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Workshop-report:

During the two hours of the Gemeinsinn-Werkstatt-workshop a short mutual 
introduction (1�’) and impressions of a GEMEINSINN-WERKSTATT and the basic 
pieces of information (30’) were given through pictures and explanations on Powerpoint 
by Wolfgang Faenderl. After this the practical part offered an exchange in groups of 
three:  “my own perspective on education & peace” (60’) and after this, questions and 
answers (30’) followed by a common reflection (1�’).

Interviews were carried out according to the method of Appreciative Inquiry, a 
method which concentrates on the positive experiences of a group. This orientation is 
the base for further planning, and is very effective: 

“In the Appreciative Inquiry the information collected is just as important as the 
process of the interview. We want to receive a living picture from the interview 
partner and what is important for him. The following questions are read in ques-
tion blocks together. The “interviewer” asks in question-blocs all questions of one 
number at once (layering) and the “storyteller” tries to answer the questions as-
sociatively. The interviewer just keeps the flow by similarly open and positively 
arranged questions, during a third person (“consultant”) pays attention to the 
most important statements and positive nonverbal signals to document them on 
the back of this sheet (Highlights, moments of enthusiasm etc.).” 

For each interview there is a total time of 1� minutes until roles are changed. The 
topic in these interviews is “education and peace”, and after the interviews we will share 
the results and impressions of the interviews in the plenary session. 

Question-blocs:

1. Discover the Past

You are working in the field of education. Do you remember a situation in which 
you could handle a conflict-situation very effectively? Can you tell of a successful ex-
ample, when education created a more peaceful atmosphere?

2. Analyse the story
What do you think supported this education process? What exactly has helped 

to improve the situation? What did you or others contribute to it? Which special meth-
ods or basic conditions helped?

3. Dream the Future
Close your eyes and think about your future in three years. In the meantime 

imagine that you have been able to improve the education on peace according to your 
experiences. What has happened? How does the more peaceful situation look like? 
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4. Design the Present 

Back to the present: the memories and visions are your own resources and per-
spectives for a better realisation of education and peace. What is to be done, till tomor-
row and directly after our conference to improve the future? Who is to be asked and 
how?

More information is available at: www.gemeinsinn-werkstatt.de



Appendix:  
Conference Impressions to  

Conference Facts and Impressions 
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Conference program

DATE AND TIME ACTIVITY
Wednesday, 
November  10th 
and Thursday, 
November 11th

Guests Arrive at the Hotel Intercontinental

Thursday, 
November 11th Hotel Intercontinental

14 00 – 16 00 Registration and an Informal Gathering

16 00 – 17 00 Conference Opening

Representatives: 

- Dr. Katarina Popović, Adult Education Society
- Mr. Sebastian Welter, IIZ/DVV Bonn
- Ms. May Brüggemann, Cultural Attaché at the German Embassy in 

Belgrade
- Ms. Radmila Hrustanović, Mayor of Belgrade
- Dr. Milan Brdar, Vice-Minister of the Serbian Ministry of Education and 

Sports 
- Mr. Radovan Damjanović, Vice-Minister of the Montenegro Ministry of 

Education and Science
- Dr. Milan Podunavac, Dean of the Faculty of Political Science at the 

University of  Belgrade
- Dr. Senka Kovač, Vice-Dean of the Faculty of Philosophy at the 

University of Belgrade

17 00– 18 15 Plenary Session

- Dr. Tinde Kovač – Cerović: „Formal and Informal Education for Peace 
and Sustainable Development in Serbia“, Faculty of Philosophy, 
University of Belgrade

- Mr. Aleksandar Stojanović: “Education for Democratic Citizenship 
within the Context of Policy and Activities of Council of Europe”, 
Council of Europe

18 15 – 20 30 Reception and Dinner

20 30 – 21 15 Symbol Group Meeting in Intercontinental
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DATE AND TIME ACTIVITY
Friday, November 12th Sava Centre

09 30 – 10 30 Plenary and Keynote Lectures  (3/0)

- Dr. Slobodan Markovic (Serbia), Faculty of Political Science, University 
of Belgrade; Institute for European Studies: “Different Approaches to 
Human Nature and the Peace Movement.”

- Ms. Ingrid Halbritter (Germany), “Learning Peace -The International 
D@dalos Education Resource for Civic, Peace and Human Rights 
Education www.dadalos.org.”

10 30 – 11 00 Coffee Break

11 30 – 13 30 Working Groups: Project Presentations

Working Group 1  (Hall 9/0):
- Dr. Gordana Bujišić (Croatia), VIMIO Vukovar: “Vukovar Institute for 

Peace Research, Education and National Minorities Projects.”
- Dr. Marshall W. Conley (Canada), Conley-International Education 

Associates; Canadian Commission for UNESCO: “UNESCO and 
Education for a Culture of Peace: A trans-disciplinary Approach.”
Working Group 2  (Hall 3/1):

- Mr. Roland Gjini (Albania): “The School and the Community: A 
Practical Example of the Centres for Civic and Democratic Education.”  

- Ms. Nava Sonnenshine (Israel), Neve Shalom/Wahat al-Salaam: “The 
Jewish Palestinian Encounter in a Time of Crisis: The School for Peace 
Inter-Group Method Working with Groups in Conflict”
Working Group 3  (Hall 5/1):

- Mss. N. Sukalic, R. Jakovljevic, N. Medic (Bosnia-Herzegovina), 
Education for Peace Institute of the Balkans: “Education for Peace: 
A Country-Wide Implementation of a Peace Education Program in 
Bosnia and Herzegovina.”

- Ms. Ana Mijić (Germany), Institute for Peace Education Tübingen e.V.: 
“Institute for Peace Education in Tuebingen – Activities and Projects.”
Working Group 4 (Hall 2/1):

- Mr. Cretu Enhance Marius (Romania), Union Trade Culture Centre of 
Oradea: “The National Minorities Issue Related to the Regional Peace 
and Stability.”

- Ms. Sheila Cannon (Greece), Centre for Democracy and Reconciliation 
in Southeast Europe: “Teaching Modern Southeastern European 
History.”

13 30 – 15 30 Lunch in Sava Centre

15 30 – 18 00

(including  
coffee break)

Working Groups: Methods in Education for Peace

Working Group 1  (Hall 9/0):
- Ms Susanne Ulrich, “Betzavta/Together”

Working Group 2  (Hall 3/1):
- Ms Sabine Sommer, “A World of Difference” 

Working Group 3  (Hall 5/1):
- Ms Gabriele Rösing, “Respect (+) Tolerance” 

Working Group 4  (Hall 2/1):
- Mr Wolfgang Fänderl, “Cooperative Workshop”



189

DATE AND TIME ACTIVITY

18 00 – 19 00 Symbol Group Meeting: 

 and  in Hall: 9/0, 
 and  in Hall: 3/1, 
 and  in Hall: 5/1, 
 in Hall: 2/1

19 30 –  24 00 - Dinner at the Hotel Intercontinental (Braserie Restaurant) 
and a Musical Evening (folklore) at the “New York Club” (Hotel 
Intercontinental)  

Saturday, 
November 13th

Sava Centre

09 00 – 11 00 Working Groups: Continuation of Project Presentations

Working Group 1  (Hall 9/0):
- Ms. Yoanna Baleva (Bulgaria): “Ethnic Integration and Conflict 

Resolution in Bulgaria.”
- Mr. Arno Truger (Austria), Peace Centre Burg Schlaining: 

“Education and Training for Peace-Building in Crisis Regions.”
Working Group 2 (Hall 3/1):

- Ms Nevenka Sreš (Slovenia), EIP Slovenia and Education, EIP, 
School for Peace.

- Mr David Doyle (Northern Ireland), Co. Wexford Vocational 
Education and Training: “Northern Ireland – An Insight.”
Working Group 3  (Hall 5/1):

- Ms Ksenija Forca (Serbia and Montenegro): “Women in Black.”
- Ms Almut Hoffmann (Germany), Jugendbildungststaette 

Kaubstrasse e.V: “Youth Education Centre: Identity Project and 
Further Cross-regional Activities.”
Working Group 4 (Hall 2/1):

- Mr Safet Ballazhi (Macedonia), Centre for Human Rights 
and Conflict Resolution: “Macedonian Peace Project From 
Segregation Towards Integration.” 

- Professors Branko Dijanosic and Josip Nakić-Alfirević (Croatia), 
Croatian Association for the Education of Adults: “Croatian 
National Program for Education and Peace; Experiences from 
International Projects”

11 00 – 11 30 Coffee Break

11 30 – 12 30 Symbol Group Meeting – Same halls as previous day

12 30 – 14 30 Lunch in Sava Centre

14 30 – 15 30 Plenary (Hall 3/0)

- Working Group Reports
- Closing Words
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DATE AND TIME ACTIVITY

16 00 – 18 00 Sightseeing Tour

18 00 – 19 00 Visiting the Regional Exhibition “Remember for the Future” at the 
National Library

19 30 – 23 30 Dinner at “Stara Koliba“ (“Old Cottage”) located where the Sava 
and Danube Rivers meet.

Sunday, 
November 14th

Guests Depart

NOTE

Please note that there are working groups on November 12th in the a.m. and p.m., 
and on November 13th in the p.m. (a total of 3 working groups).  During your initial 
Conference registration, kindly select which working group you would like to partici-
pate in and, further, advise one of the Conference organizers of your selection.  

For your assistance, we will have Staff (identified by their ID) at both the Con-
ference Desk and in the various working areas.  Please do not hesitate to ask them for 
help of any kind. 

Since the Hotel Intercontinental and Sava Centre are connected, you will not 
have to leave the building during the working sessions (unless you so choose).  For any 
activities that take place outside of these two buildings, namely on November 13th, bus 
transportation shall be provided.

In your materials, you will note a Preliminary List of Participants that assigns a  
Symbol to each of your names, which will make up the Symbol Groups that you will be 
a part of for the next three days.
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List of Participants:

Name Institution City Country

Bushati Jozef Democratic Civic 
Education Center

Shkodra Albania

Gjini Roland Democratic Education 
Civic Center

Elbasan Albania

Petro Vilma University of Icorsa
Democratic Education 
Civic Center

Icorsa Albania

Arno Truger Austrian Study Center for 
Peace and
Conflict Resolution

Stadtschlaining Austria

Jelica Galić MKO “Hi Neighbour” Banja Luka Bosnia and 
Herzegovina

Naghmeh Sobhani Education for Peace 
Institute of the Balkans

Sarajevo Bosnia and 
Herzegovina

Nada Medić Education for Peace 
Institute of the Balkans

Sarajevo Bosnia and 
Herzegovina

Nermana Šukalić Education for Peace 
Institute of the Balkans

Sarajevo Bosnia and 
Herzegovina

Radmila Jakovljević Education for Peace 
Institute of the Balkans

Sarajevo Bosnia and 
Herzegovina

Vanja Kuruzović NGO “Hi“ Banja Luka Bosnia and 
Herzegovina

Maria Todorova IIZ/DVV Bulgaria Sofia Bulgaria
Yoana Baleva Partners Bulgaria 

Foundation
Sofia Bulgaria

Emilia Lissichova Chitalishte Development 
Foundation

Sofia Bulgaria

Depresle Maud IIZ/DVV Romania Bucharest Canada
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Name Institution City Country

Jane Cvijan Adult Education Society
IIZ/DVV Serbia and 
Montenegro

Belgrade Canada

Marshall Conley Conley – International 
Education Consultants

Nova Scotia Canada

Sarah Coates IIZ/DVV Bosnia and 
Herzegovina

Sarajevo Canada

Branko Dijanošić Croatian Association for 
the
Education of Adults

Zagreb Croatia

Nikoleta Poljak Center for Peace, Non-
violence
and Human Rights

Osijek Croatia

Snježana Kovačević Center for Peace, Non-
violence
and Human Rights

Osijek Croatia

Gordana Bujišić Vukovar Institute for Peace 
Research
and Education

Vukovar Croatia

Josip Nakić
 Alfirević

Open University Koprivnica Croatia

Airi Schmidtpott Belgrade Germany
Almut Hoffmann Jugendbildungsstätte

Kaubstraße e.V.
Berlin Germany

Ana Mijić Institute for Peace 
Education

Tübingen Germany

Gabriele Rösing Academy Leadership & 
Competence
at the Center for Applied 
Policy Research

Munich Germany

Herman Ralf German Academic 
Exchange
Service
DAAD, Belgrade

Belgrade Germany

Ingrid Halbritter D@dalos Sarajevo Germany
Jochen Blanken IIZ/DVV Albania Tirana Germany
Johann Theessen IIZ/DVV Bulgaria Sofia Germany
Martin Westphal HVHS Springe Wolfsburg Germany
Oliver Knabe Forum Ziviler 

Friedensdienst e.V.
Belgrade Germany

Philip Wattles Center for Regionalism Novi Sad Germany
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Name Institution City Country

Sabine Sommer Academy Leadership & 
Competence
at the Center for Applied 
Policy Research

Munich Germany

Sebastian Welter IIZ/DVV Bonn Bonn Germany
Susanne Ulrich Academy Leadership & 

Competence
at the Center for Applied 
Policy Research

Munich Germany

Wolfgang Fänderl Academy Leadership & 
Competence
at the Center for Applied 
Policy Research

Munich Germany

Sheila Cannon Center for Democracy and 
Reconciliation in Southeast 
Europe CDRSEE

Thessalonica Greece

Nava Sonnenschein The School for Peace
at Neve Shalom / Wahat al 
Salam

Israel Israel

Gorica Šćepanović Kosovo Education 
Development Program
KEDP

Pristina Kosovo

Indira Shahiqi Kosovo Education 
Development Program
KEDP

Gnjilan Kosovo

Mira Kojić Kosovo Education 
Development Program
KEDP

Vitomirica - Peć Kosovo

Biljana Mojsovska IIZ/DVV Macedonia Skopje Macedonia
Maja Avramovska 
-Trpevska

IIZ/DVV Macedonia Skopje Macedonia

Safet Ballazahi Center for Human Rights
and Conflict Resolution

Skopje Macedonia

Renata Dedova Center for Human Rights
and Conflict Resolution

Skopje Macedonia

David Doyle Co. Wexford Vocational
Education and Training

Wexford Northern Ireland

Cretu Marius Union Culture Center of 
Oradea

Oradea Romania

Feczko Zoltan Union Culture Center of 
Oradea

Oradea Romania

Matache Mariana IIZ/DVV Romania Bucharest Romania



194

Name Institution City Country

Aleksandra
 Pejatović

Faculty of Philosophy
University of Belgrade

Belgrade Serbia and 
Montenegro

Baja Saitović High School Serbia and 
Montenegro

Branka Knežić Institute for Criminal and 
Social Research

Belgrade Serbia and 
Montenegro

Ervina Dabižinović NGO “Anima Kotor Serbia and 
Montenegro

Izet Kriještorac Regional radio station and
newspaper “Polimlje”

Prijepolje Serbia and 
Montenegro

Irena Tešić Adult Education Society
IIZ/DVV Serbia and 
Montenegro

Belgrade Serbia and 
Montenegro

Jelena Jovanović NGO “Let s...” Belgrade Serbia and 
Montenegro

Katarina Popović Adult Education Society
IIZ/DVV Serbia and 
Montenegro

Belgrade Serbia and 
Montenegro

Ljiljana Garić Center for Vocational 
Education and Training

Podgorica Serbia and 
Montenegro

Ljiljana Glišović Faculty of Political Sciences
University of Belgrade

Belgrade Serbia and 
Montenegro

Ljiljana Marković New Serbia Belgrade Serbia and 
Montenegro

Ljubica Špirić European Profiles
Programme 
Implementation Unit
VET Reform Programme

Belgrade Serbia and 
Montenegro

Milan Đorđević Denizen Center for Civic 
Activism

Svrljig Serbia and 
Montenegro

Milan Milošević European Movement in 
Smederevska Palanka

Smederevska 
Palanka

Serbia and 
Montenegro

Miomir Despotović Adult Education Society
IIZ/DVV Serbia and 
Montenegro

Belgrade Serbia and 
Montenegro

Mirjana Milanović Ministry of Education and 
Sports

Belgrade Serbia and 
Montenegro

Nadja Bulat Adult Education Society
IIZ/DVV Serbia and 
Montenegro

Belgrade Serbia and 
Montenegro

Nata Živanović New Serbia Belgrade Serbia and 
Montenegro
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Name Institution City Country

Nevzeta Josifović Woman in Dark Belgrade Serbia and 
Montenegro

Pavle Budinčević Open University Subotica Serbia and 
Montenegro

Radmila Radić –
 Dudić

Civic Initiatives Belgrade Serbia and 
Montenegro

Sead Biberović Urban-in Novi Pazar Serbia and 
Montenegro

Slobodan Marković Institute for European 
Studies

Belgrade Serbia and 
Montenegro

Snežana Medić Faculty of Philosophy
University of Belgrade

Belgrade Serbia and 
Montenegro

Svetlana Živanić People University
“Braća Stamenković“

Belgrade Serbia and 
Montenegro

Tatjana Tucić Center for Regionalism Novi Sad Serbia and 
Montenegro

Tinde Kovač -
 Cerović

Faculty of Philosophy
University of Belgrade

Belgrade Serbia and 
Montenegro

Todor Mirković European Centre for Peace 
and Development
ECPD

Belgrade Serbia and 
Montenegro

Željko Raičević Center for Vocational 
Education and Training

Podgorica Serbia and 
Montenegro

Mojca Manček Peace Institute, Institute 
for Contemporary Social 
and
Political Studies

Slovenia

Nevenka Sreš EIP Maribor Slovenia
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Conference Pictures

1. Conference participants visiting exhibition “Remember for the Future”

2. Activity in one of the workshops
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3. Discussion in one of the 
workshop

4. Exchange of ideas and 
thoughts 

�. Activity in one of the symbol 
groups
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6. Presenting results in the 
plenary session 

7. Interested workshop 
participants

8. Learning about new methods 
in peace education
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9. One of the symbol groups 

10. Distinguished guests at the 
opening ceremony 

11. Opening ceremony 
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12. The organizers of the 
conference

13. Presentation of projects in one 
of the working groups

14. Presentation of projects in one 
of the working groups
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1�. Closing session 

16. Keynote speakers at conference opening



203

17. Conference material
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18. Conference poster 


