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ABSTRACT

MORE THAN WAR: TEACHERS’ STORIES FROM ISRAEL AND NORTHERN
IRELAND

By

Stefanie Karin Kendall

Increasingly, the effects of war — threat towards health, socio-economic stability,
and social trust — are felt on the streets of cities and towns in conflict zones. Teachers in
two locations, one a conflict zone, one post conflict, talk about the ways they respond to
violent conflict in their community. Sderot, Israel, sits two kilometers from Gaza. Over
ten months in 2009, it endured the rain of 10,000 missiles. Belfast, Northern Ireland, is
fourteen years into a post-conflict era, yet sectarian violence and — more recently —
violence towards immigrants has emerged along with other side effects of transition from
conflict to peace. In 2009, teachers a school in each location spoke about the ways they
teach mandated curriculum, design activities to address events in the community, and
care for students. While their contexts are different, their practices bore strong
similarities: the casting back over their own background to explain pedagogical decisions,
tweaking curriculum to integrate students’ experiences, and exhibiting care for their
students that extends beyond the classroom. This study investigates the ways the teachers
in Sderot, Israel, and Belfast, Northern Ireland, discuss their work. We find that they
enact a pedagogy that is not only contextually relevant, but also builds social networks

and trust. The dissertation not only considers the pedagogy described by the teachers, but
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also the ways that violence — whether it takes place in a conflict zone or a post-conflict

zone — affects teachers’ work.
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DEDICATION

This work is dedicated to teachers living and working in conflict zones, to those who are
working steadily towards peaceful days, and to those who are working to sustain dignity

for their students. I have been inspired by your grace, eloquence, stamina, and humor.
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CHAPTER 1

CONFLICT: ROOTS, EFFECTS, MANAGEMENT AND SCHOOLS

On September 11", 2001, I was preparing for parent-teacher night at an American
high school in Kuwait. One hour before the evening started, a group of US and Canadian
expats watched the towers crumble. One American parent walked into my classroom that
night, the rest were on lock-down on their compounds. The student body was comprised
of Arab and Western students, tension between the groups grew over following days as
the news emerged that Al Qaeda was responsible for the attack. Students from the US
defended their country, Arab students defended Islam — saying that such violence is not
true to the spirit of Islam.

US military bases are located in Kuwait. As personnel arrived to prepare for war,
their children enrolled mid-year. Other children were summarily pulled out of school as
parents fled for safer ground. We were situated at the near edges of war, yet it ignited
heated classroom conversation. Armed security guards stood at the school gate and the
entrance of our compound. Despite that level of security, the context affected the students
and my teaching. I was ill-prepared to respond to angry and defensive students and to
infuse a mandated curriculum with meaning. Eventually, we were all evacuated. What do
teachers do who are living in conflict zones, who endure violent conflict? This study

focuses on that question.
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Teachers in Israel and Northern Ireland speak about the ways conflict affect their
teaching, and how they nAvigate through its pervasive unpredictability. First, however,
we will learn about the effects of conflict writ large. We will see that violent conflict
negatively affects health, socio-economic development, and social trust in countries as far
flung as Kenya and Kosovo. I use these examples to underscore that the effects of
conflict on community wellbeing are consistent and insidious regardless of where it
occurs. In this way, conflict is framed as a global syndrome, rather than one nation’s
dysfunction. Throughout the chapter, I connect conflict’s effects in nations around the
world to Israeli and Northern Irish historical and social contexts. Then, narrowing our
look at conflict, we will turn to its effects on education, and discover ways communities
and individuals respond to it.

The literature on education and conflict is emerging. Voices of parents and
children in the field are powerful (Bush and Salterelli 2000, de Berry et al. 2003). Less
present in the literature are the voices of teachers (Nicolai 2009). By discussing the
testimonies of teachers in Sderot, Israel, and Belfast, Northern Ireland, this study lends
them voice, expanding literature on teaching in conflict. As a result, this is a modest
study: Teachers discuss their practice and tell us about the ways they care for their
students. Certainly, it can be argued that good teachers everywhere care for their students.
Yet, what is remarkable here is even when sirens blare, houses are destroyed, and riots
take to the streets teachers hunker around their students to buffer them from violence,
ultimately sharing with them more than war on the streets. With that, we turn to the ways

conflict affects communities across the globe.
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In the last century, war has moved from battlefields to city streets, tearing into
social fabric (Maynard 2005). Those violent disputes include civil conflict, internal
insurgencies, or international conflict. At the start of 2009, there were forty-one countries
around the world experiencing violent conflict, leaving cities, towns, and neighborhoods
in tatters. Regardless of its nature, war interrupts the safety and freedom of civilians and
tenderness of childhood while it diminishes the capacity of a society to commit to its
members (Arendt 1958;Maynard 1999).

As the largest social institution of our age, schools are affected by mass violence.

Education, to be sure, is a mammoth sector in any nation, involving entire

communities and their recognized or defacto government in a potentially uplifting

endeavor during times of profound stress, uncertainty, and tragedy. The work of
education also keeps children and their teachers busy on useful activities.

(Sommers 2004:81)

Teachers protect children and keep them active, and they provide valuable
information with regard to conflict’s emergence and frequency, the needs of the
community at large, and the types of reform and curriculum development that would
positively effect children and learning. Essentially, teachers -- since they spend so much
time on a weekly basis with the children -- are frontline witnesses, “making them the
most critical resources in education reconstruction” (Buckland 2005:49 as cited in
Nicolai 2002:64). This study asks how teachers respond to the intrusion of war into
school. What we can learn from teachers’ testimonies about conflict’s effects on
schooling?

Not only are teachers positioned to inform us about conflict’s effects, but they are

also set up to help mediate relief: “People living through a time of crisis can sometimes

be the first to see windows of opportunity for education. They see this opportunity
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because it will change their lives for the better” (Sinclair 2009:37). Thinking about school
as civic centers means that in times of crisis they

can and should help ensure the rights to life and health. Schools can disseminate

life sAving messages to the community regarding particular health threats,

sanitary arrangements, protection of the environment and so on — messages which
can be passed to students, parents, and participants in youth programmes. (Nicolai

2009:48)

As such, schools become gathering places not only for teachers, students, and
administrators, but also for families and community stakeholders. Further, schools and
classrooms have been considered potential and fertile loci for peace building since the
1970s (e.g.: ACCORD 1999, Lazarus 2002, Reardon 2002). There is literature that
considers conflict from the learners’ perspectives (Dicum 2008), and from parents’
perspectives (de Berry et al 2003). However, there is little literature that documents
conflict and its effects from teachers’ perspectives.

This study hopes to contribute to the field of peace building and peace education
by exploring teachers’ experiences in post/conflict communities. Another aspect of the
research is seeking out viable policies and best practices in the field of peace building and
conflict management. Teachers in Sderot, Israel, and Belfast, Northern Ireland, spoke
about the ways that post/conflict affects their practice and pedagogy. When considering
teaching in a post/conflict context, they discuss relationships with their peers and
students, their personal histories and perspectives on the conflict, and altering and adding
to curriculum. As actors with agency, teachers consider the larger context in order to
accomplish their work, in the school and for the students. Socio-political background, the

purposes of schooling, sustaining a consistent teacher practice, community building, and

peace education are intrinsic in the teachers’ testimonies.
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As socio-politics shift, so too do schools’ purposes and teachers’ perceptions of
their roles since, as Mazawi (1996) suggests, teachers’ roles are related to the broader
sociopolitical landscape they live and work within. Mandates and policies do not keep
pace with sociopolitical shifts as quickly as teachers have to. Here we will learn how
teachers respond and move with the changes wrought by conflict. We find out how they
create a stable school environment for students. In part, they do this in the classroom,
connecting mandated curriculum to students’ lives through discussion. Largely, however,
they create stability and curricular relevance through their actions inside and outside of
classrooms. Those acts will be the central focus of the analysis.

First, we will examine conflict writ large by learning about its root causes and its
effects on community. Attention will be paid to struggles over nationhood and the ways
clashes occur along ethno-religious lines. Next, I consider how conflict is managed and
the ways that peace is negotiated and sustained, both in and out of schools.

BACKGROUND

Teaching in war-torn situations is multidimensional, and can be informed by
scholarship on conflict resolution, violence and its effects on people and schools, crisis
management, human rights application and monitoring, peace education, and the
anthropology of warfare (Nicolai 2009; Sinclair 2002; Sommers 2004). Scholarship on
political science, anthropology, sociology, and peace studies is also relevant. Thus the
work is inherently interdisciplinary. Further, statistical reports conducted by NGOs about
war and the effects on children inform this work (UNESCO, Innocenti Research Center),
as well as technical guides developed by research institutes (AIR). As discussed, the

purposes of schooling and the roles of teachers are implicated in this study too, since its



|

framework
from war to
culture may
Here

wderving ¢

those that ex]
2009:May nay
and peace by
Sinclair: i)
]71c Runl\ ot

Viok
&amics an
rlated 14 Wi
&Conom ies (
Cuses foor W,

Wsequen, ¢



framework conceptualizes schools as civic centers that can help a community transition
from war to stability to peace. Those purposes shift from context to context, as “one
culture may teach humility, another a focus on the self” (Staub 2003:4).

Here, these literatures are portioned into three libraries: those that consider the
underlying causes of contemporary warfare (Azar 1978; Hastings 1996;Maynard 1999),
those that explore the effects of war on a community (e.g., ACCORD 1999, Nicolai
2009;Maynard 1999; UNICEF 2003), and those that suggest routes for crisis management
and peace building (e.g., Lederach 2005;Maynard 1999; Reardon 1995; Sommers 2004;
Sinclair: 2002).

The Roots of Modern Conflict

Violent outbursts and war have roots. These roots tend to germinate in social
dynamics and perceived ethnic hierarchies and social affiliations. Among the issues
related to war are scarce resources, corroded communitarian trust, and devastated
economies (Azar 1978;Maynard 1999; Sen 2006). This section will focus on the broad
causes for war. More detailed histories on Northern Irelénd and Israel can be found in
subsequent chapters.

Many contemporary conflicts are fought by identity groups — divided by ethnicity,
religion, and language -- asserting themselves in the wake of political and economic
instability resulting from decentralization and decolonization. Those violent clashes are
often catalyzed by sweeping socio-political developments, specifically the violent
struggle for nationhood that ultimately create volatile social dynamics (Hastings 1996).

Ethnic groups are shaped by language, religion, or race. Religion specifically

“contributes powerfully to nation construction and nationalism” (Hastings 1996:185).
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Hastings (1996) argues that “the Bible provided, for the Christian world at least, the
original model of the nation” (4). Language and religion are linked in that as

a literature [develops] with a popular impact, particularly a religious and legal

literature, the more it seems to push its speakers from the category of an ethnicity

towards that of a nation. (Hastings 1996:20)

The link, then, between ethnicity, language and religion, and nation-building are
explained thus

The sort of ethnicity which is likely to develop nationalism in self-defence is one

with control of a clear territorial core, one sufficient in size of population and

local economy to be able to avoid economic strangulation; one with something of

a literary vernacular of its own; and one that possesses a religion or historical

tradition markedly different from that of the majority of the state of which it has

been a part. (Hastings 1996:30)

We will see in the reviews of Northern Irish and Israeli history that religion has
become the line along which the battle has been fought. While groups aligned according
to sectarian group, the battle line was drawn in the quest for land and power not over
differences in religious belief and ritual. Religion provided a structure around which to
build community. Religious celebrations mark the calendar year, and holy books consider
ways we might behave towards one another. Religious practice can regularly bring
community members together, and religious communities support their members through
education, charity, a place to rest, or to find sanctuary. So, religion plays a powerful role
in community development, and also in building support for a side in turf or resource
wars.

Battles for land and nationalism occur along sectarian and ethnic lines. This is the
case in both Israel and Northern Ireland. The sort of ethnicity which is likely to develop

nationalism in self-defense is one with control of a clear territorial core. Israel/Palestinian

conflict has been referred to as a war of land-grabbing, where one party defends itself
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against the other. Newly formed nation-states grapple for independence, land, and
resources. this is the case in both locations. Once Northern Ireland split from the
Republic, the 'guerilla’ fighting between Sinn Fein and the IRA picked up. War between
Arab states and Israel began the very day Israel gained independence as a nation.

On the street level, religious affiliation can stabilize families and individuals by
providing a place to take shelter and to contribute to a cause, or by providing a sense of
belonging. Examples of this occur through out history, and will be more deeply discussed
in chapters 3 and which cover the histories of Northern Ireland and Israel. For now, we
consider that which causes instability, particularly grand scale political and economic
shifts that might cause enclaves of families to come together to support one another, or to
resist change, hegemony, or another perceived threat.

One phenomenon that has led to instability on national and community levels is
the long arm of over-hasty decentralization and decolonization, which can be seen in the
recent repercussions of the fall of the Soviet Bloc more than 20 years ago and the
independence of sub-Saharan African nations that occurred in the 1950s and 60s.
Examples in Kosovo, Sierra Leone, and Rwanda suggest that, as Rosenau (1982) states,
“the more rapid the rate of social change, the greater the likelihood of intra-societal
violence” (as quoted in Maynard 1999:6). Consider the effects of decentralization in
Kosovo when, after a decades-long and consistently violent struggle, the nation asserted
its autonomy from Serbia in February of 2008 with aggressive protest. That struggle for
independence had been raging since 1999 when an estimated 10,000 Kosovars were
presumed dead across 529 grave sites after a three month campaign waged by Serb forces

was cut short by NATO forces (Bird 1999). As we shall see, the torrent of immigrants
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over a short period of time to Israel caused a panic grab for land in the territory. That
rapid rise in population led to intra-social violence. Surely, that is a gross
oversimplification of the Israeli context, yet rapid increase in population, limited
territory, and arable land have played a significant role in the conflict in Israel/Palestine.
Similarly, ethnic groups in Sierra Leone and Rwanda grappled for power and
resources in the vacuum left by colonial governments, culminating in two of the most
ruthless and violent civil wars in recent history (Maynard 2005). Sierra Leone’s guerilla
warfare, which lasted from 1991 to 2002, ended with an estimated death toll of 200,000
civilians (Tran 2002). The Rwandan genocide saw the brutal deaths of 800,000 Tutsis at
the hands of Hutus over the course of 100 days. The shocking murders only stopped
when Tutsi rebel forces entered Rwanda from neighboring countries (UHR 2009).
According to political science and conflict theory, a common effect of
decolonization and decentralization are rapid and corrupt nation building, which
contributes to the volatility of community identity crises. This means that nations not
only spar with one another, but they begin to break out in civil war as a result of
economic and political instability. Let us return to the example of Serbia and Kosovo.
The collapse of Soviet power into the newly formed nation-states led to decades of
grappling for independence, land, and resources within the states of Slovenia, Croatia,
and Bosnia. Unstable leadership and constantly shifting national lines contributed to
mounting tension between ethnic factions (Jansen 2008; Maynard 1999:65). While newly
rallied nation-states pointed firearms at their perceived adversaries, ethnic groups within
these nations blamed one another for their economic and social demise. The conflict

became a regional issue as families migrated, either by choice to eke out a living or stable
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future for their children, or by force because their homes and towns were burned, as in
the case of Muslims in Kosovo.

The loss of life and socio-political upheaval in nations of Sub-Saharan Africa
offer further examples of the chaos hasty decolonization yields. It is important to note
that national borders were drawn by colonial powers and do not follow tribal lines. Thus,
as an example, a national of Sierra Leone whose tribe was divided by the border between
Sierra Leone and Liberia can find more allies in that neighboring country than in her
own. Ultimately, it is the tribes who battle for control and carry out abuses against one
another fueled by retribution and desperate economic times (Maynard 1999:5, 210).
National lines become blurred to the point of irrelevance, and international protocols for
embargo and negotiation are ineffective in stemming or ceasing tribal violence (ibid.).
These grand-scale transitions are not without consequence at the street level. In Israel and
Northern Ireland we will see how boundary lines drawn through the territory ignite
conflict. In the case of Israel, they reignite as lines are redrawn. As new lines are drawn,
factions realign along them. In Northern Ireland, the border line drawn between it and the
Republic of Ireland spurred paramilitary groups into action.

The events of 2007 in Kenya are an example of the long reach and complexities
of decolonization’s fall-out. The Mungiki, a rebel group that rallied violently against
British rule in the 1950s (also known as the Mau-Mau) was responsible for violent
reaction in and around Nairobi during the presidential election in June 2007. That
outburst was generated by the perception that another tribe, the Kikuyu, had possessed
control of the government since independence (Wikipedia 2007). Headless bodies of the

Kikuyu tribe members were found in Nairobi’s city center, an act of resistance claimed
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by the Mau Mau, sparking a wave of violence across Nairobi leaving over 2,000 people
dead. The crises in Sierra Leone and Kenya illustrate that political allegiances are fiercely
drawn along ethnic ones. Because ethnic factions existed long before colonization, and
were invisible or disregarded by colonial power, crisis intervention in those regions
cannot necessarily follow any kind of western template.

Violence as described above seems extreme, yet unfortunately it is not. It is the
sort of shocking and senseless killing of that sort that often erupts into full blown conflict.
We will see in Israel how the attack on villages and individuals on both sides of the
Israeli/Palestinian conflict spurred on military action and then heAvier reprisals. In
Northern Ireland, the killing of individuals in the streets in apparent set ups and the
infamous murder of protesters lead to violent responses on the part of paramilitary
groups. In these ways, violence lives on in the form of action and reaction, no matter the
scale.

As tensions grow out of scarce resources and pressure to keep up with a changing
political climate, factions assert their identity more and more aggressively. It is important
to note that as war moves into cities, ethnic groups expand their network and strategies
for violent powerplays. In the case of Bosnia-Kosovo, rapidly shifting government
control and an unemployment rate of 70% has resulted in violent action and reaction
(Chossudovsky 1997). With access to income via underground arms trading and an anger
fueled by lack of options, individuals become involved in contemporary social conflict in
the form of kidnappings and random shootings. Gaining control of and meting out
resources — such as running water, health care, and food - is another tactic to weaken an

ethnic group (de Berry et al. 2003).
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The human rights agreements and military protocols that originally served as tools
for ameliorating these tensions are summarily ignored because those agreements were not
designed for such contexts (Azar 1978; US Foreign Policy Agenda 1996). In past
conflicts that involved heads of states and followed military protocol, leaders would
gather together to discuss possible ways to end hostility, or prepare for the type of
warfare that would take place, most specifically evacuating and protecting the most
vulnerable community members. However, leaders of ethno-centric militant groups are
not likely to negotiate with leaders of nations, nor are they likely to announce an attack
(Maynard 1999). Since ethnic warfare occurs in and across the grassroots, so that all
members of a community are vulnerable, it might follow that negotiations for peace must
occur at the grassroots where community members’ input is valued (ACCORD 1999;
Lederach 2005). That communitarian approach to peace-building is considered in the
third section of this review.

Regardless of how sudden and brief violent civic outbursts may be, the conflict is
rarely over when violence stops. The conflict attaches to ethno-religious differences,
making it likely that even in a post-conflict context violence will spark again. The most
volatile time in a post-conflict era is in the first decade after a peace agreement (Nicolai
2009). More often than not, violence has simply gone underground until the next
outburst. Protracted social conflict, as defined by Azar (1978), is characterized by,

hostile interactions which extend over long periods of time with sporadic

outbreaks of open warfare fluctuating in frequency and intensity. While they may
exhibit some breakpoints during which there is a cessation of overt violence, they
linger on in time and have no distinguishable point of termination...Protracted

conflicts, that is to say, are not specific events or even clusters of events at a point
in time; they are processes. (P. 50)
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Essentially, protracted conflicts do not create social instability, but are a violent symptom
that emerges from already existing instability, contributing to a destructive cycle that can
last for generations. As we shall see in the next section, violent protracted conflict
corrodes the community’s health and psychic well-being, its economic balance, and
social trust.

While root causes for conflict can be generalized across nations, it is important to
bear in mind that each ethnic conflict has its own dynamics, and cultures and tribes have
different approaches to negotiation and means for resolution. A major political event
contributing to civic violence is the decentralization of government. By considering the
examples of the eradication of the Iron Curtain which fractured the Soviet bloc and
reorganized its satellite nations, as well as ethnic clashes in the sub-Saharan nations of
Sierra Leone, Rwanda, and Kenya, we can see how political events in the last century
have emerged in the form of protracted social violence, which affects general health and
well being, economy, and community trust.

Effects of Conflict

Sommers (2004) refers to an “African Adage...: When elephants fight, the grass
suffers” (18). This section will explain the effects of violent conflict on communities’
institutions and interpersonal ties. Scholars describe three complex effects of conflict on
families and communities. First, violence reorganizes the routines of social life, such as
access to public transportation, health care, work, and education. Second, tension
between ethnic groups strains social cohesion and communitarian trust vital to a

community’s workings. Third, depleted economics force families to make difficult
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choices. Attending to conflict’s ramifications in a viable and sustainable way is
complicated and requires a steady hand.

Ethnic conflicts frequently deteriorate into complex emergencies, “so termed
because of the breadth of variables involved and their complicated pattern of
interactions” (Maynard 1999:7). Those situations, not easily resolved, become long-
range, grand-scale problems: (1) regional socio-political instability increases as
populations migrate across borders away from war; (2) economic devastation expands as
businesses close in the wake of conflict and migration, and trade is cut off due to ruined
routes and embargos; and (3) humanitarian crisis relief becomes crucial, placing pressure
on the international community to quickly respond to lives at risk in war zones (Bush and
Saltarelli 2000; de Berry et al. 2003;Maynard 1999). Social and economic volatility --
not to mention the psychological effects of social violence — press heAvily on children.

To illustrate those points, let us consider conflicts in Afghanistan and the former
YugoslAvia, where children’s physical and psychic well being, their parents’ livelihood,
and communitarian trust vital to psycho-social development are undermined and
potentially destroyed by ongoing violence. The effects of modern violent conflict
permeate all levels of society, negatively affecting children’s development. A project
supported by Save the Children in which 430 children and their parents were interviewed
in Afghanistan over the course of twelve months states,

war has an impact on children’s lives in the following ways: destruction of the

physical surroundings in which children play, work and grow up; increased

economic hardship and the difficulties of protecting and caring for children with
reduced circumstances and resources; exposure to death and injury; increasing
children’s fear and affecting their courage; reducing their opportunities for

education; influencing children’s patterns of play; disrupting the proper mourning
rituals with negative effects on children. (de Berry et al. 2003:23)

14



Conflict
child’s
and meni
More dec
negativel,
resilience
children t
Fo
tonstruct ;
Resources,
their Jiy J;}
Krishing
R“anda wh
Cught ip v ;
defenSclt‘SS
Scrambling f
Acco
ofa Commyp,
fmer-gencics I
e degrpg hig
the pre
disp!ac
Sudan

demon:
With lay



Conflict profoundly ruptures livelihood, routine, and social trust. That rupture damages a
child’s whole development, “because the child’s physical, cognitive, emotional, social
and mental development is inextricably tied to the social environment” (Kamel 2008:5).
More deeply, a child’s desire to survive and capacity to find the resources to do so are
negatively affected by violent conflict: “basic protective systems which characterize
resilience are severely hindered or damaged by war, and that, lacking protective factors,
children become more vulnerable” (ibid.).

For instance, a child in a war zone will have lost touch with the routines that
construct an active social network. School occurs randomly, or is cancelled altogether.
Resources, both economic and social, dwindle and disappear as community members find
their livelihood destroyed and their neighbors migrating away from conflict, or — worst --
perishing. One ethnic group might exploit another’s children, as in Sierra Leone and
Rwanda where children were forced into soldiering (Bush and Salterelli 2000). Children
caught in violent social conflict are dragged deeply into a vicious cycle; the most
defenseless members of society become even more vulnerable as a result of ethnic groups
scrambling for human resources.

According to Kamel (2008), infants and toddlers are the most vulnerable members
of a community in conflict: “Increased mortality and morbidity rate for under-5s in
emergencies may be as much as 20 times higher than the usual level” (2008:7). Not only
are deaths high for children under five, malnutrition for them has long-reaching effects:

the prevalence...of acute malnutrition among children under 5 years in internally

displaced and conflict affected populations was 31% and was as high as 80% in

Sudan in 1993. This is particularly significant as a large body of evidence

demonstrates that underweight and stunting by age 2 or 3 years are associated
with later cognitive deficits, school achievement, and drop out. (P. 7)
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Conflict shatters the ecology necessary for a brain’s development during those early
years, adding profound stress from shocking and violent sights and sounds, the loss of
loved ones, and the quality of community relationships (Kamel 2008:6). As well as the
psycho-social devastation wrought by war, children’s health is affected. Emergency
relief cannot gain entry to war zones easily and children age 0 to 3 are most drastically
affected by, “disease and disruption” (ibid.). Once they reach school age, these children
challenge teachers unprepared to work with them.

Collateral to conflict’s effects on child development are the economic issues
pressing on a family’s morale. Parents express feelings of inadequacy in providing for
their children, and have very little sense of empowerment to improve matters. In the Save
the Children (2003) report previously noted, one father stated, “Poverty has made us
careless; we send our children for bread and water, and we don’t care about what is
happening to them on the street” (de Berry et al. 2003:28). An Afghan mother said, “I
find Eid' so hard because I can’t buy clothes for my children and I get disappointed with
myself and think, ‘What kind of mother am 1?°” (ibid.). These feelings of inadequacy
tend to result in frustrations observable across generations. A grandfather testified:

These days no one has any time to advise their children. Fathers get up early in

the morning when the children are asleep and they return late at night when the

children are asleep. Then they have no time for them and to see about their
tarbia’. (ibid.)

! Eid is a Muslim holiday that takes place twice during the lunar year, once after
Ramadan and once in the spring.

2 “Tarbia” is an Afghan word referring to the well being of children as it is exhibited in
their appearance and behavior. For example, “good and clean language, respect for elders
and parents, bodily cleanliness, and hospitality” (de Berry et al. 2003:8) displays good
tarbia, while bad tarbia is exhibited by disrespecting elders, commenting on women’s
bodies, drug use, and foul language. The difference between good and bad tarbia can be
compared to the difference between a “complete house and a destroyed house” (ibid.).
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A son states, “A bad father says, ‘Go anywhere and anyhow and get money. What good

29

is school? Just get money’” (ibid.). Dire economic situations that grow out of protracted
social conflict overwhelm the importance of education and concern for a child’s
development.

In the testimonies of the teachers in Northern Ireland, we learn that fatherless
boys are a special focus. One teacher in particular focuses on ensuring that the boys in his
classes receive attention with regard to their behavior and motivation. The current global
economic crisis affects families in Belfast, Northern Ireland, the closing of the local
shipyard has rendered hundreds of families without an income. One focus of the school in
Belfast is to ensure that the socio-economic strain does not affect the children’s capacity
to succeed in school, just as a focus of the school in Sderot, Israel, is to ensure that the
constant violence does not affect the children’s capacity to envision a future free of
conflict.

Violent social conflicts affect all levels of society, thus schools as social
institutions are implicated. As Azar points out, conflicts, “act as agents for defining the
scope of national identity and social solidarity” (1978:50). When investigating education
systems in a conflict zone, essential questions emerge about schools: “Is it a locus for
change? Resistant to changé? Inertia? Innovation? Is the position itself changing? Is it
accountable to the state, the community, or both?”” (Nicolai 2009:45). Schools, teachers,
and curricula arguably are positioned as agents defining those very same things, identity
and social solidarity (Freire 1998; Rury 2005). In order to engage the dialogue between
school and war, it would be worth attending to the effects conflict has on schools and

teaching.
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In Kabul, for example, school represents a place where the community comes
together, and exclusion from it can be stressful. Children are kept out of school due to
lack of documentation, lack of money to buy supplies, and the need to generate income or
take care of younger siblings in the wake of a caregiver’s death or injury. Children are
sometimes kept at home by parents too worried to allow their children to cross identity
lines on the way to school. Despite these obstacles, “supportive words from teachers”
comes in second after those from parents and before peace in a chart titled, “What the
Children of Kabul Say is Good for Their Hearts and for Healing Bad Feelings” (de Berry
et al. 2003:57). Further, school and education were listed as the number one opportunity
recognized as good for children by the parents of Kabul’s children (p. 60). Even though
families struggle to send children to school, and sometimes keep them at home out of
harm’s way or send them to work instead, parents recognize the importance of education.

Still, even when children are able to attend school, they do not always see it as a
safe place:

Much as children and parents recognized the importance of school in children’s

well-being, children also talked about school as a place of risk. The challenges

posed by school are twofold and contradictory: first, the impact of exclusion from

school and second, problems that occur within [it]. (de Berry et al. 2003:32)

A 2000 UNICEF report, The Two Faces of Education in Ethnic Conflict, considers the
negative effects of school and education during social protracted conflict. The authors
assert that, “If it is true that education can have a socially constructive impact on
intergroup relations, then it is equally evident that it can have a socially destructive
impact” (Bush and Saltarelli 2000:9). In the Soviet era, as an example of how schools can

toe a political ideological line, classrooms were painted red to inspire study of

communism. In many countries, pictures of leaders are placed on walls indicating support
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for the prevailing political agenda (Dicum 2008). School is not only affected by conflict
but can contribute to citizens’ worries, exacerbating ethnic exclusion and violence that
students experience during school hours. While Afghani parents were afraid to send their
children to school because of what might happen to them on the way, the UNICEF report
authors suggest that in extreme cases, particularly in sub-Saharan nations like Sierra
Leone and Rwanda, “schools have been used as sites for press-ganging child soldiers and
attacking teachers” (2000:10).

Because they work in civic centers, school personnel are among the first to
experience or notice symptoms of socio-political change heralding violent conflict. Class
sizes increase or decrease as populations migrate. What is taught — the history of a nation
or its language — changes, and curricular foci shift. In some cases, even the language of
instruction is affected as nations and regions reconstitute their identities in the wake of
decolonization (Achebe 1986). Teachers’ obligations may expand as they attend to the
students’ emotional lives and learning under the duress of social violence: “Teachers in
conflict situations can take on many roles, helping learners in and out of schools and in
establishing alternative learning spaces” (DAvies and Talbot 2008:514).

Conversely, ethnic tension can be borne out when institutions and teachers
themselves utilize exclusionary and/or punitive practices. Rwandan Catholic missionary
schools, for example, “openly favored the Tutsi minority and actively discriminated
against the Hutu from the late 1800s” (Bush and Saltarelli 2000:10). Those Catholic
schools taught from a European colonial curriculum, “many school children attending
missionary school...were not even aware of the existence of the mwami...their king”

(2000:11). A similar situation exists in Turkey, where the Kurdish language has been
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banned and “professors at university have been imprisoned for conducting research on
Kurdish issues” (ibid.). In these cases, educational institutions perpetuate and intensify
social tension by repressing the voices and histories of ethnic populations. In this study,
we learn how teachers in two schools — one in Israel and one in Northern Ireland -- work
to relieve social tension by designing classroom curriculum and activities that consider
the similarities between historical warring factions.

Violent conflict can pool in schools, manifesting itself in corporal punishment.
Reports from students in Afghanistan and in World War II Germany verified corporal
punishment as a default behavior management technique by teachers (Dicum 2008:626).
Dicum explains that violence in schools as well as frustration about resource shortages
and teacher quality result in high rates of student absenteeism (p. 629). This leads to one
last insidious ramification of war and conflict: the erosion of social networks.
Understanding how violence and war affect civic institutions offers insight about the
corrosion of the social network, since:

[A]1] social institutions become drawn into the conflict. The impartiality not only

of civil government, the military, and any form of authority structure, but also of

school systems, health facilities, civic welfare agencies, and all other institutions

is now called into question. (Maynard 1999:110)

Institutional mistrust is exemplified in the Afghan parents’ fear of sending their children
to school mentioned in the previous section (de Berry et al. 2003), and in the
documentation that Hutu children were excluded from educational opportunities in
Rwanda prior to the genocide (Bush and Saltarelli 2000).

According to Sommers (2004), “A long-standing belief about education during

humanitarian emergencies is that it is inappropriate” (p. 51). He offers reasons about why

this belief is misguided. One is that emergencies, specifically the protracted conflicts
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described in this chapter, can continue for many years, even generations. Children will

miss years of learning if emergencies shut school gates. Further, Talbot (2002) states
People have only one life. Children need quality education whether they are living
in peaceful or conflicted societies. A more realistic approach [to education in
emergencies] is to consider socio-economic development as a single process that

includes catastrophes, responses to them and recovery from them. (4 as cited in
Sommers 2003:51)

Yet another reason is presented

All possible steps should be taken to alleviate human suffering that arises out of

conflict and calamity, and...those affected by a disaster have the right to a life

with dignity. (Sphere 2000:1 as cited in Sommers 2003:55)
The final reason is that “providing education to children and youth ‘offers a structure that
can potentially guard against abuse, neglect and exploitation on into adulthood’” (Nicolai
and Triplehorn 2003:25 as cited in Sommers 2003:56). Ultimately, education is a human
right, as delineated by the United Nation’s Declaration of Human Rights (1948),
“Everyone has a right to education”(Article 26). Sinclair (2002) tells us, The United
Nations’ Millennium Development Goals — under the Education For All act — extends
that statement to, “The rights of access to education, recreations and related activities
must be ensured, even in crisis situations”(p. 33). As we shall see, teachers in Sderot and
Belfast do indeed — to the best of their ability — ensure access to education despite
violence in their contexts by accompanying children to and from their homes, and going
to their houses if they do not come to school for an extended period.

During sustained conflict, social mistrust quickly filters from the national level
into the community, coming to rest between neighbors. A Rwandan man who refuses

medical help for fear the doctor will mistreat him is one indication that social trust has

been severed (Maynard 1999:110). The different ways that families respond to conflict in
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Afghanistan can divide them: A father who sends his son to work instead of school will
be judged as giving his son bad tarbia in the eyes of parents who send their children to
school or to the mullah for guidance (de Berry et al. 2003). Members of a community rely
on one another in order to function. But when conflict and abuses -- specifically along
identity lines -- take place community trust is shattered:

the divisiveness within society disrupts normal operations, potentially seriously

damaging community viability. The effects are presumably all the more ruinous

in communities that have had close inter-group ties, including mixed marriages,

neighborhoods, business associations, church membership, and academic

fellowship. (Maynard 1999:115)
Re-establishing community cohesion is a central goal of conflict management and peace
building. While community members across ethnic groups might share the same goals—
bridging differences and creating economic and social stability — there exists an array of
attitudes and approaches, not to mention overwhelming challenges to linking community
members productively after violent conflict. It is to those peace-making efforts I now
turn.
Conflict Management and Building Towards Peace

Complex emergencies are so termed because of the multitude of human miseries
they entail, including the loss of loved ones, of livelihood, of health, and of a supportive
social structure. Attempts to ease those miseries and move a community towards peace
requires myriad skill sets custom designed for specific locales and challenges. While fall-
out from social violence can be generalized from one context to another — for example,
the fear and low morale of citizens, the reconfiguring of priorities to the point where

children need jobs before an education, the slump in crucial health care -- a response

must be appropriate for the setting. Teachers’ testimonies in Israel and Northern Ireland
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indicate a commitment to a pedagogy that is relevant to the context. A guidance
counselor in Belfast speaks about the ways she refers to the city’s statistics to learn about
rates of teenaged pregnancy and alcoholism. In both locations, the teachers work to
develop classroom practices that are contextually relevant and that create ties across the
school community and the community at large. We will explore their practices in
Chapters 7 and 8.

Conflict management and peace building are complex processes situated in the
specific details of devastated contexts combined with an optimistic vision for the future
(Bush and Salterelli, 2000; de Berry et al. 2003; Dicum 2008; Kamel 2008; Lederach
2005;Maynard 1999; Winthrop and Kirk 2008). The challenge of repairing social
confidence and mutual obligation involves connecting the devastated now with the goal
of sustained peace for the future. Peace building takes place along a continuum. Once the
humanitarian crisis has been averted, reparation of community trust can begin.

Means to repair civic ties are a complicated mix of addressing very real hostilities
and creating an envisioned, and therefore hypothetical, peace. The literature about peace
building moves between those two poles, citing examples of effective peace building
efforts and then explaining why a certain practice should, or should have, worked.
Maynard (1999) outlines two processes commonly used by relief workers: the leadership
and relationship approaches. Both methods are process-based but operate from different
vantage points. The leadership approach begins at the higher levels of a community,
bringing together major stakeholders for negotiation to break cycles of violence and
establish trust (1999:127). While negotiations for peace-keeping laws and agreements

between leaders of warring ethnic groups are vital, and can signal the start of peace
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building efforts to the international community, they often do not attend to the network of
social relationships which have eroded. Security is primary, “there may be special
measures to increase the protection and security of students and teachers, such as
accompaniment to and from school, identity cards or teacher codes of conduct” (Nicolai
2009:39). Efforts to keep members of the civic community safe begin the process of
building trust. Sommers (2004) warns
Teachers often comprise the largest corps of non-military civil servants in a
government. Leaving these and other fundamental concerns uncoordinated
constitutes a tragically overlooked opportunity to bind people together across war
zones and border, to unify people thought to be separate by ethnicity, region, or
religion by using the very same education system. (P. 81)

The relationship approach tackles trust-building at society’s grassroots, which
Maynard describes as considering, “conflict as a function of deep-seated patterns rather
than a technical problem, and takes place in a domain outside the heart of government”
(1999:128). In a post-conflict zone, when a “conflict is thought to be over, it is rarely the
end of the story...when active conflict does not re-erupt, tensions can linger” (Nicolai
2009:40). As a result, post-conflict relationship building is complicated and delicate. Yet,
from case studies culled from global violent crises, examples exist of community
building after war. One trust-building exercise is the practice of envisioning peace, which
has not only been recommended by theorists (Lazarus 2002; Lederach 2005; Reardon
1996) but has also been implemented successfully by practitioners (ACCORD
1999;Maynard 1999). Envisioning peace is the practice of collaboratively formulating a
picture of a peaceful community and systematically working towards that vision. The

ACCORD (1999) report, which documents the process of training workshops for women

in Khartoum, Sudan, described peace as “fairness between parties, we address ...
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recognize the rights of other people, good relations continue and we can visit each other,
there is a relief from worries, there is co-operation and one’s rights are satisfied and when
fears are gone, there is peace” (p.17) In Belfast, teachers explained the ways they
envision peace with students, while in Sderot, they guide students to consider the tensions
of their situation from the perspective of the Arab minority. More profoundly, teachers in
both locations ask their students to consider the lives of the “other.”

In the wake of ethnic violence, activities as simple as safely visiting neighbors are
indicators of peace, indeed, “an important source of healing, and probably of altruism
born of suffering, is the experience of loving connection and support” (Staub 1996:10). In
this sense, peace is built from modest changes within and across relationships and social
networks.

With regard to supporting those relationships in post-conflict contexts, in “the
years 1989 to 2005, 26 of 37 publicly available peace agreements mandated some type of
education reform” (Save the Children 2008¢:8 as cited in Nicolai 2009:42). The urge to
reform has become a priority in crisis situations and in developing countries for two
reasons: “first, an educated workforce has been shown to aid international economic
competitiveness; second, that domestic constituencies increasingly saw quality education
as a key component of higher hiring standards™ (Nicolai 2009:44). Teachers are in a
unique position to enact leadership and relational approaches to mitigate peace. By
leading students through curriculum and establishing relationships with their students’
families, they help can help knit community during and after violence.

Just as education can be used to perpetuate violence, it can also be used to foster

peace. Peace education, writ large, “is understood to offer opportunities to develop skills,

25



knowle
CO0pera

and Sak

{Haave]
peace
about p.
Sahade
school,
explain;
Social F
Sociery]
She it
expliciy
Peace g
infquit)
wnfliy

N thy,

COmmun
C‘}nﬂic[ ;

hfe - ﬁn

Dmcialg



knowledge and values required for the practice of conflict resolution, communication and
cooperation in relations to issues of peace, war, violence, conflict, and injustice” (Haber
and Sakade 2009:174).

Peace education can refer to education of peace and education about peace
(Haavelsrud 2008; Haber and Sakade 2009). Education about peace includes the study of
peace movements and can include understanding conflict theory. The locus for education
about peace is “in the context of intra-personal or interpersonal relationships” (Haber and
Sakade 2009:180). Conversely, “education for peace would have to occur outside of the
school, through the actions of the adult population” (Haavelsrud 2008:65). Bajaj (2008)
explains a critical view of peace education that emerged from the Frankfurt School of
Social Research and expands the locus of peace education from the personal to the
societal by calling for a critique of “the societal conditions of peace education” (p. 137).
She cites Wulf (1974), who describes a critical peace education “that stems from an
explicit understanding of peace education as a criticism of society” (p. 138). In this way,
peace education becomes a type of watch dog for structural violence, socio-economic
inequity, gender bias, etc. Peace education’s reach, then, extends from conflict to post-
conflict to zones of relative peace where schools might be “failing to tackle violence”
seen through “hatred and bullying” (Haber and Sakade 2009:171).

With or without educational reform, in the process of envisioning peace,
community members might understand the role they play in achieving it. Since ethnic
conflict affects social institutions, schools and teachers — existing at the center of civic
life — find themselves implicated in reconstruction efforts, with parents and government

officials turning to schools as loci for peace-building and restoring civil ties. Further,
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teacher input on methods for community unification and collaboration has proved
effective (Maynard 1999; Winthrop and Kirk 2008). Teachers in Sierra Leone and
Ethiopia explained their perceived post-conflict obligation as helping re-build society by
stressing to their students the importance of education for a community’s future. To that
end, they called themselves community leaders (Winthrop and Kirk 2008:647).

Bajaj (2008) suggests looking at “local struggles for human rights as a framework
for critical peace education” (p. 139). Human rights are deeply tied to education for and
about peace. They set a standard of for human dignity, and inherent in the U.N.
Declaration of Human Rights (UNDHR 1948) is the idea that those standards will be
supported by society (Tibbetts 2008). That support is predicated on communitarian trust,
which can be built in the micro-society of a school through collegiality, role-modeling
and mentoring, while student-student friendships encourage learning and willingness to
attend school (Winthrop and Kirk 2008:651). Teachers in Afghanistan, World War II
Germany, and Lithuania were perceived by learners as taking “action outside the scope of
their classroom and teaching duties to help students and their families in various
capacities” (Dicum 2008:629).

We will read about a locally devised civic education curriculum in Israel that is a
perfect example of Reardon's proposed practice of envisioning peace. Further, the
recommendation that peace education happen through the actions of the adult population
is active in Israel and Ireland -- in Israel the teachers speak consistently with students
about the conflict and use the civic ed curriculum to guide that conversation. In Belfast,
we will see that the teachers collaborate with other NGO's in the community to create

peace education and respond to events in the community. Bajaj suggests that peace
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educators look for local struggles for human rights as a frame for critical peace education,
a teacher in Israel does this as he looks for tension between the democratic and Zionist
state, citing as an example the Right to Travel and the Right to Return, both of which are
disallowed by the Zionist state, but obviously permitted by a democratic one. In these
ways, teachers are intrinsically operating a peace education in Israel and Belfast, working
at both the leadership and relational levels. In the context of the classroom, we will see
how teachers in Israel lead students through literature and towards empathy for the
‘other.’ In Belfast, teachers and administrators work at the relationship level by
encouraging dialogue between sectarian groups through structured events.

Once a balance has been struck between the leadership and relationship levels,
action towards conflict transformation can begin. Recall that community trust is
destroyed during conflict due to literal destruction of the institutions that support it.
Social institutions are often targeted during war, such as places of worship as in the
destructions of mosques and Hindu temples in India, or attacks on schools and hospitals
in Afghanistan and Rwanda. In the process of rebuilding, attending to the institutions that
had supported social development and interaction prior to violence can remind
communities of the ways they begin to rebuild trust in the wake of it. An example of
repairing rifts includes community members coming together to rebuild and dedicate
public areas in the form of, “joint reconstruction projects, whether of individual houses or
community structures. A public ritual might officially give homage to a symbol of
reunification...blessing a new or surviving structure representing peace, or the dedication

of an area for peacemaking” (Maynard 1999:131).
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Those projects extend beyond physical building, and underscore the possibility of
collaboration between separate factions within a community, and, “address those
inequalities — political, social, economic and gender — which together were the root
causes of the humanitarian emergency” (Sollis 1994, as cited in Maynard 1999:11).
Rebuilding homes and civic centers rebuilds ruptured relationships. These practices are a
reification of what peace educators would label unity, thought to be the opposite of
conflict and

Defined as a conscious and purposeful condition of convergence of two or more

unique entities in a state of harmony, integration, and cooperation to create a new

evolving entity, usually of a same or a higher level of integration and complexity.

(Danesh 2009:149)

Danesh (2009) goes on to explain how a specific worldview can affect attempts to
unite social groups. Identity-based worldview in particular includes an “individualistic
view of human nature with a focus on individualism and group-identities — ethnicity,
nationality, race, religion, and so forth” (p. 151). Other worldviews, in particular unity
worldview, “is based on the consciousness of the oneness of humanity” (p. 151). In
extreme circumstances, survival based worldview evolves which provide “dichotomous
views of human nature as either bad (weak) or (good) and human beings are viewed as
good or evil” (p. 151). Realizing various types of worldview exist, we might turn to
religion, which can both unite and divide.

While religious difference can become a line along which identity groups fight, in
many places, religious institutions form a grassroots network across a society. In Turkey,
for example, the mosque will offer childcare, education, entrepreneurial support for new

businesses, and charity for its most needy members (White 2005). In that case, like

identity binds with like. Modes of grassroots support are specific to each community, and
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styles of communication are specific to each region. Those norms for communication can
be observed in community schools and classrooms, themselves grassroots systems with
the potential to support children and families. Religion binds like identity group with like.
Previously in this chapter we considered religion as a line along which violence rages, yet
it can also act in unifying ways — acts of charity and as support for communities in need
can be inclusive.

Policy can support partnerships between schools, community organizations, local
and international NGOs and INGOs, and higher educatioh. Those help to “scale up
innovation to achieve a wider impact on education” (Nicolai 2009:67). According to a
UNESCO report, “Raising the quality of education requires a broad systematic approach
sustained by political support and back by sufficient investment” (2005:181).

To review, violent ethnic conflict often arises out of rapidly changing government
control. In the wake of decolonization and decentralization, ethnic groups jostle for
control over government and economy, creating instability and social hostility. As
tension mounts, violence initially erupts on a scale that can be contained. If root causes
for those violent events are not attended to, for example, ensuring the equitable allocation
of food and energy resources or equal education, and access to health care and livelihood,
ethnic groups are likely to attack one another first with accusations of violating another
group’s access and then through physical attack. Ultimately, the well being, economy,
and trust of a community are undermined by ongoing violence and hostility.

While conflict takes center stage, schools and the children who attend them are
caught either on the sidelines or in the crossfire. Either way they are deeply affected by it.

As social institutions, schools are established locales for citizens to assemble, and
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teachers and administrators are, for all intents and purposes, trusted members of a
community. In the peace-building process, schools can provide neutral territory for
difficult negotiations and personnel can act as emissaries to stitch together the social
fabric. The transition from conflict to post-conflict is volatile and fraught with tensions,
“the need for quick wins versus sustainable change, quality small-scale innovation versus
adoption of a lesser quality, and building on the familiar versus introducing new
approaches and methodologies” (Nicolai 2009:81). This study hopes to find a space
between those tensions where teachers who build trust within school grounds can find
support.

This introductory chapter constitutes a literature review of the ways conflict
affects civic life, and how schools can be used to galvanize communities in the face of
conflict or further divide communities by excluding children based on political or
religious affiliation, ethnic heritage, and race. Throughout the study, literature will
illuminate the historical and socio-political tableaux of each context. In the cross-case
analysis, we will find that teachers’ push through the frontlines of their communities by
confronting their own biases, strengthening relationships with their colleagues and
students, and implementing their own curricular and pedagogical changes to address daily
tensions in their contexts.

The narratives of teachers illuminate how violent conflict, and repairing from it,
affects teaching and learning. In other words, learning about how teachers respond to
conflict was gleaned only from interviews. Teachers in Sderot, Israel, and Belfast,
Northern Ireland, explain how living and working in conflict and post-conflict affects

their practice and expands their role as educator. Sinclair (2009) reminds us that the
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United Nations’ Convention on the Rights of the Child (1986) recommends educational
programming “should be designed in the light of local conditions and cultures to meet the
needs of crisis affected young people in through formal and non-formal education,
recreational and cultural activities” (p. 64). We learn from the teachers in each locale the
ways they respond to conflict, but to conflict in their contexts. So, at this point, we can
presume that the teachers’ practices are contextualized. Yet a question remains: What is it
they are contextualizing? A frame to structure the narratives’ explanation suggests that
teachers develop a pedagogy entirely dependent on their contexts that focuses on building
relationships and developing relevant curriculum. To accomplish those two tasks, they
consider their own childhoods during times of peace as well as conflict, integrating their
own experiences to refine their roles as educators in post/conflict contexts (Staub 2003).

While the schools in Sderot and Belfast are discussed together, it is crucial to state
at the outset — and underscore consistently throughout the study — that the contexts are
located at vastly different points on the conflict/post conflict continuum. For that reason,
the contexts and teachers’ actions are not comparable, per se. Rather, we will learn the
ways that teachers respond to their environments as they integrate their experiences as
they build relationships in the school and develop curriculum that is relevant to the
students’ lives. With that, please find an overview of the dissertation below.

An Overview of the Dissertation

Eight chapters structure the study.

Chapter 1 offers a background into the literature the causes of conflict, the effects

of violent conflict on a community, and the ways schools are affected by violent conflict.
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Chapter 2 explains research methods. This includes an explanation of the development of
the research question, choice of sites, background into the purpose of implementing
qualitative research methods, and the process of data analysis.

Chapter 3 offers an overview of the socio-political conflict in Northern Ireland.
This chapter will also explain the development of the integrated schools movement.
Following a description of the school and its environment, in Chapter 4 teachers in
Belfast, Northern Ireland, explain their work at Ravenbrook Integrated College. Chapter
5 is an overview of the conflict in Israel is offered here, giving background with regard to
why the territory is of international interest and effects of migration and immigration.
Following a description of Sderot and its context, in Chapter 6 teachers at Avi College
explain their work.

The cross-case analysis in Chapter 7 looks across both sites to consider the ways
teachers build relationships with students, construct curriculum, and consider their
personal backgrounds. The ways these three themes interlace constructs a pedagogy
specific to the context, and that uses the context — both past and present — as its content
matter. The dissertation concludes with a discussion of the research, in Chapter 8,
focusing on unanswered and emerging questions, and the ramifications this research may

have on my future work.
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CHAPTER 2

METHOD

Scientific experiments start with a hypothesis. In seventh grade science class,
before computers could sit on our laps, I constantly sharpened my pencil and neatly
underlined headings with a ruler: hypothesis, methods, results, and conclusions. Reports
were complete with drawings of Bunsen burners and replicating the color of some
chemical under heat. It was all very tidy, written on graph paper, little boxes keeping
slope straight. Not quite so linear, research involving narrative does have a structure of its
own: a coming to the research question, deciding on design, and analyzing results. This
chapter explains those processes of this study. Finally, I position myself in the research
because — like the scientist despite sterile laboratory using tongs, test tubes, and
milligram weights — we humans skew results in social science research (Weber, 2003). In
an attempt at full disclosure, I explain what of myself — experiences, values, and beliefs,
personality even -- I could and could not set aside during the process, from the posing of
the problem to the interpretations of the teachers’ testimonies.

The methods begin with an explanation of how I came to the research question. It
includes a little about my teaching background as well as the evolution of the question I
came to graduate school with. I then move to research method design, where I explain
narrative research and the structure of the interview protocol. The next section describes

the data sites and participants, after which I explore the process of coding and analyzing
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the data — linking the data to theories to illuminate the teachers’ responses. Finally, I
position myself and explain some challenges I encountered in each site, as well as explain
the anticipated reach of the research study. Now we turn to the experience that led me to
wonder about violent conflict, teaching, and learning.

COMING TO THE RESEARCH QUESTION

In 2001, parent-teacher night at the American School of Kuwait was scheduled on
September 11th. Two hours before it began, my colleagues and I had watched the Twin
Towers fall. The police were at the school when we arrived. Only a few parents of
American children showed up since most of the U.S. community was on lockdown.
Kuwaiti parents offered kind words of support. Mostly, everyone was confused and in
shock. We spoke little about the school year. We talked about what would likely happen
as a result of the events on that day. The one U.S. parent who showed up cried and cried
in my classroom when we were alone.

On September 12th, only Arab students came to school. Westerners were advised
to stay home. The children in my classes said that the death of innocent people is not
Islam. One asked what would happen if it turned out to be fundamentalist Muslims who
had committed the act, could I still be his teacher? To me, my role as a teacher changed
drastically on that day. Yes, I would teach students literature, but the edges of my teacher
identity had been frayed. I had never felt more vulnerable in the classroom; I knew very
little about what to say to students who were confused and frightened and so angry. I did
not know how to create a sense of safety and security for the students under those
circumstances, and the U.S. students were not even in the building yet. I leaned heAvily

on routine and the official curriculum.
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War — and all its trappings -- became part of our world. The attacks in
Afghanistan in October, then gearing up for war in Iraq, brought soldiers to our streets,
and heAvily armed security guards to our work and home. Bomb scares brought the
military to school and teachers attended seminars on how to travel to school safely, to
have three or four different routes, to not keep a predictable routine, to store water, carry
our passports, and have a “go bag” ready, just in case we had make a hasty departure.
Teachers alternatively bonded and fought over the politics of war. Everything was
affected. A cacophony of questions arose as the Towers fell, some broad: Why? Others
pertained to teaching: How could I support my students during that time, and during the
build up to war in Iraq? How did teachers in Iraq support their students?

This question came into relief one mid-morning sophomore English class. My
students and I paused in the middle of a class on Shakespeare’s Julius Caesar. We
couldn’t hear each other since a helicopter flew so low the windows shook and pens
bounced across tabletops. Sand in the parking lot eddied. The propeller’s beat punched
my sternum. What was happening in classrooms in Iraq if we were so distracted by a
single helicopter? It wasn’t just the helicopter, it was what the helicopter signified that
brought the momentary silence. Strangely, we were unified in our reaction, we all
stopped moving and looked up, not out the windows — but up, at where the noise was
located. The school sent us home during Shock and Awe, we returned before the toppling
of Saddam at the center of Baghdad. School gave us all a sense of normalcy at the
strangest of times. Yet, how did normalcy return for children and teachers who were in
the middle of it? What happened to them? These questions did not settle as I grew “used”

to the jagged rhythm of life in Kuwait.
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I came to graduate school to find out how to teach in a conflict zone. This quickly
shifted as professors and peers at Michigan State University pushed my thinking. What
kind of conflict, where, to what end, which teachers, what school age? Then the
imperative suggestions: Define conflict. Define teaching. Narrow your study. I ran into a
dilemma, how to narrow a study as my own understanding was expanding?

I read that teachers could contribute to conflict resolution (ACCORD 1999;
Reardon 2002; Ropers 2003), that education in conflict zones can perpetuate and mitigate
the horrors of war (Bush and Saltarelli 2000; Maynard 1999), that teaching can be an act
of liberation for those in despair (Freire 2009). Conflict triggers mass migration
(Maynard 1999), as a result of that movement, its timing not linked to the academic year,
children come to classes with differing knowledge bases creating an uneven terrain for
teachers to walk through, what do students know? What do they not know? How can they
be equitably challenged or caught up (Levinson 2001)? Broken support systems, missing
parents, shattered school days, physical harm, trauma, little to no safe passage to school,
unpredictable learning time, limited resources were the detritus of war (Winthrop and
Kirk 2008; de Berry et al. 2003). I began to understand factors that shaped children and
their teachers, teaching and learning, but I knew little the realities that those teachers and
their students faced.

So what do teachers do in the face of these awful outcroppings of war? There
seemed to be little literature that gave voice to those teachers who had experienced war,
which was confirmed by Nicolai (2009), who stated that often ministry officials, parents,

and children are given voice and attention, yet teachers were somehow elided. An
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implication of her work is that more scholarship is required on the responses of teachers
with regard to working in conflict.

Certainly there are polemics in the field of peace education (Lederach 2005;
Reardon 2002) but I wanted to hear what teachers had to say. De Berry et al. (2003)
stated that — after parents — children in Afghanistan trusted teachers the most, so I
wondered how teachers speak about their work in a conflict zone? Most of the research
on teaching in conflict zones was not located in scholarly journals, but in reports
conducted through the U.N. Education, Science, and Culture Organization, the World
Bank, and the U. N. Children’s Fund (Nicolai 2009; Ropers 2003; Sommers 2004;
Sinclair 2002). These reports describe conflict zones and offers guides to protecting and
insulating children from conflict’s effects. Yet the voices of teachers seemed to be
missing, or marginalized. My research question became: What do teachers themselves
say about teaching in conflict zones?

While reading and mulling, I conducted a pilot study in Turkey. The teachers
there spoke about the challenges of integrating the International Baccalaureate with the
national curriculum — both rigorous and long courses of study. The teachers spoke about
how they often fielded questions from students when there appeared to be a tension
between the two curricula. While teachers in Turkey had not experienced full-blown
conflict, the ethnic tensions in the region between Turks and Kurds (a large bomb had

exploded in Ankara -- the capitol city -- while I was there), between a growing expatriate
comumunity and locals that brought socio-economic differences into stark relief.
My work continued to underscore the absence of teachers’ voice in the dialogue

of conflict and schooling. Thus, I envisioned a study that would give teachers a central
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voice. The study might reveal challenges they face, frustrations they feel, how they
perceive effects of violence on students, their responses to those effects, what sustains
them when life becomes unpredictable and frightening, how they speak about violent
conflict with students, the types of support they might crave, the curricular pressures they
experience.
DESIGNING A STUDY
Interpretive research was — from the very start — the route the project would take.

It carries with it a set of validities: contextual, dialogic, and self-reflexive (Saukko 2005).
Contextual validity “refers to an analysis of social and historical processes, and the worth
or validity of the project depends on how thoroughly and defensibly or correctly this has
been done” (346). Dialogic validity involves “understanding local realities,” including
those between “Self and Other” (2005:349). Saukko (2005) defines self-reflexive validity

as “an out-ward directed exploration of what kinds of concrete realities our research, for

its big or small part, helps create” (p.352).

These validities help structure a system of checks and balances for this study’s
methodology. How could I attend to each in my data gathering, analysis, and discussion?
My interest in teachers’ stories required methods that allow for listening,

witnessing, testimony. I was specifically interested in the reconstruction of civic life,
because schools are located at the center of it and violent conflict tears into it. Because
“the stories people tell about their lives are never simply individual, but are told in
specific times and settings” (Maynes et al. 2008: 3), teachers’ stories had the potential for
helping me understand that reconstruction of civic life, albeit through the eyes and lives

of teachers. I would design an interview that enabled teacher testimonies, and that
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invited them to “give voice to experiences that have [potentially] been neglected by
mainstream society” (Saukko 2005:350). Further, because my understanding was
historical and contextualized, I planned to live in the community in which the interviews
were being conducted. I would shop, walk, take pictures, ride public transportation. This
brief and limited immersion in the teachers’ communities was intended to further extend
my capacity to hear their testimonies.

I went into the research positioning teachers at the center of a dynamic civic life,
and so sought out a frame to structure the interview protocol. I turned to Hannah Arendt’s
(1958) work on Vita Activa — a perspective on civics that describes a life fully engaged
with respect to labor, work, and action across the public, political, and private realms.
Based on research, I hypothesized that teachers operate at the nexus of these realms, and
war affects the realms in many and various ways: threatening human life and health,
tearing into homes, and corroding social networks. To learn how conflict affects teachers’
lives and work, the interview protocol was constructed according to vita activa’s frame.

Vita activa consists of labor, work, and action. Labor encompasses the workings
of the human body: growth, sleep, metabolism, death, etc., and is an individual
undertaking. Labor is functional biological life and is crucial to work and action. This
section of the protocol asked about the ways teachers might see students’ health being
compromised as a result of the conflict. Work refers to the production of objects that

serve some intermediary function between individuals. For example, the assembly-line
worker’s product — nut, bolt or other tool — is similar to the writer’s book, or scholar’s
treatise. The products of work are not “imbedded in...the species ever-recurring life

cycle®” (Arendt 1958:7). Presumably, the nut, bolt, book and treatise will outlast the
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assembly-line worker, writer, and reader. Work and its products connect individuals with
the world, since that is where their products are to be found. This section of the protocol
investigated teachers’ attitude towards curriculum development and adhering to a
mandated curriculum. It also included the materials and practices teachers develop and
how those tools are shaped by the context.

Finally, action occurs directly between human beings. This aspect of vita activa
can be observed in acts of charity and creation, as well as hostility and destruction.
Action “corresponds to the human condition of plurality, the fact that men, not Man, live
on the earth and inhabit the world” (ibid). For Arendt, the realm of action is the locus of
political life, characterized by speech and the possibility to act. This section of the
protocol asked teachers to consider whether the conflict affects their interactions with the
students in and out of the classroom, and their relationships with their colleagues.

Arendt (1958) summarizes:

Labor assures not only individual survival, but the life of the species. Work and

its product, the human artifact, bestow a measure of permanence and durability

upon the futility of mortal life and the fleeting character of human time. Action, in
so far as it engages in founding and preserving political bodies, creates the

condition for remembrance, that is, for history. (PP. 8-9)

Labor, work, and action parallel conflict’s three major effects and thus underscore
the ways that war can disrupt a full and active social life. Labor’s realm — that of
biological life - is affected by violent conflict’s negative effects on physical health, well
being, and development. Work’s realm is affected as war disrupts routine and economic

production. Action, which occurs directly between community members, is subverted as

ethnic conflict eviscerates the social network. I used this tripartite frame to create a

semistructured interview protocol (see Appendix A).
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“Stories arise out of human plurality, out of what Arendt calls the web of human
relationships... because of this, stories are not the work of an individual person. She says
they have no author. Rather, stories reveal an agent” (Johnson, 2001: 56). Maynes et al.
(2008) argue that narrative research “pushes the investigator to move beyond the
distinctions between what sociologists call the macro and micro levels of analysis (or, put

differently, between the social and individual realms of experience):

Individual life stories are very much embedded in social relationships and
structures and they are expressed in culturally specific forms; read carefully, they
provide unique insights into the connections between individual life trajectories
and collective forces and institutions beyond the individual. They thus offer a
methodologically privileged position from which to comprehend human agency.

(P. 3)

Teachers’ personal narratives were the meat of the project, and narrative research
resonates with Arendt’s assumptions about civic life and the individual. This research,
then, hopes to offer a perspective of teachers as key players in socio-political transition
from war to peace, with the capacity to offer unique perspectives on the state of their
communities. The teachers’ narratives are “attached to cultural and institutional

formation larger than the single individual, to interpretive networks or institutions,
however local or grand, micro or macro” (Maynes 2006:43). This is what Sommers and
Gibson (1994) term “public narratives” (2006:43). It is to these public narratives that I
refer when I use the term testimony in the study. Testimony is often affiliated witness and
admission. Indeed, the teachers spoke about what they witness during conflict and int heir
classrooms. Further, they admitted private aspects of their lives when expressing how and
why they reacted to a particular event. This aspect of the narratives is like testimony
because it involves recollection and memory. The teachers’ memories may not reflect

some wuniversal truth, but they do relate their perception of past events. Their perception
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fuels their interaction with the social world. This study is interested in teachers’

perception of the world around them and then their responses to it — it is less concerned

with the accuracy of their stories.

Attending to the manner in which the teachers discuss their role within the
institution might get at supports and obstacles that could be mitigated by policy reform or
professional development — in other words, it is possible that teachers could be supported
by controllable means. These details also deepen contextual understanding of the
teachers’ circumstances, and connect as well to the historical context. Further, when
teachers do not feel supported by institutions, what do they do to support themselves
and/or their students?

RESEARCH SITES
The next task was deciding on research sites. There are hundreds of communities

around the world in which I might have conducted this research. My goal with this
project was not to select sites that were representative of the breadth of conflict-ridden
communities in which teachers work. Instead, I conceptualized this study as the firstin a

series of communities that I might visit — perhaps even work within — in my career.

Thus, the selection of sites was pragmatic; with limited resources and a limited network
(as an emergent scholar), [ set about locating two defensible sites. In addition, teaching is
local work, and accessing teachers is challenging, complicated further when one wishes
to locate teachers in other countries. I used networks of educators who had similar
interests. I had presented the research findings from the Turkey project at a Comparative
International Education Society conference one year before I intended to gather data.

While there, I connected with two professors — one from Israel and one from Northern
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Ireland. I emailed them asking if they knew of schools where I could speak to teachers,
and they connected me to the two schools presented in the following chapters.

There are several risks associated with conducting international fieldwork. One
makes arrangements long distance, which highlights the interdependence of any
researcher on locals who are helping with the research. Time and money can be wasted if
things do not go according to plan. No part of the travel was planned until I had
committed participants in both places.

In Israel, I rented an apartment in a town about 25 kilometers north of Sderot. I
cooked almost all my meals. In Belfast, I stayed in Queen’s University student housing
and cooked in the dorms. In both places I rented a car for one weekend. This gave me the
chance to explore the country, and absorb as much as I could of the surrounds. Otherwise,
I traveled to and from the schools in buses. The bus system meant I could listen to the
radio that played, see highways and urban streets, and casually observe the people
traveling with me, from young soldiers in Israel with styled hair and polished nails to
grandmothers gossiping and school children texting in Belfast. The bus system provided
alternative routes, I could skip my stop and carry on to the end of the line or get off early
and walk the rest of the way.

I took field notes each day and during the interviews. I wrote down what I saw:
what people were wearing, what the room looked like, the weather, the view, the light. In

between interviews, I found a place in the school to perch, a different spot each day — in
the playground or courtyard, in the staffroom, in a corridor of classrooms, outside the
door of the school, in the main office -- and noted the workings of those places. In some

areas, I filmed video using a Flip camera, which is small enough so as not to be intrusive.
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The video footage and field notes helped reconstruct the contexts, and served as
reminders about sights, sounds, temperature, light, and smells. Brief descriptions of the
locations and participants follows. These descriptions are extended in later chapters.
Sderot

Sderot, Israel, is located 2 kilometers from Gaza City and has endured over one
thousand Qassam missiles lobbed from Gaza since 1999. The city has been in the cross-
hairs of the Arab-Israeli conflict in the Sha’ar NeGev — the desert region leading to Sinai,
the Red Sea and Egypt. The war is infamously long fought, from the start of the 19"
century -- when Israel became the thrice promised land: once to the Arab population,
once to the Jewish settlers with an eye to creating a Zionist nation, and once to the British
and French who would occupy it in the wake of World War II — to Operation Cast Lead
in 2008.

Sderot’s community is in close range not only of Gaza’s attacks on Israel, but also
of Israel’s attacks on Gaza, which occur as frequently as the town is bombarded, and with
greater intensity. Operation Cast Lead, a carpet bombing of Gaza City that began in
December 2008 and ended in January 2009 following a torrent of over 1,000 missiles in a
ten month period. During Operation Cast Lead, the school evacuated for eight weeks. The
research took place in May, 2009. Teachers would be able to speak directly to their

experience before, during, and after Operation Cast Lead.

The site and participants in Israel were found through a contact at Hebrew

Uni versity who is an international scholar interested in peace education. This contact
kneww the principal of Avi High School whom I spoke with by phone. He emailed me the

names and contacts of six teachers, whom I contacted with information about my study
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and an invitation to participate. They all sent email confirmation that they would be
willing to speak with me once I arrived in Sderot. Once there, and milling about the
school, I managed to speak with four more teachers. Interviews lasted from one hour to
three hours, with two participants — both of the administrators — being interviewed twice.
All tolled, I conducted 16 hours of recorded interviews in Israel. Of the participants, three
are men, and seven are female.

Belfast

Northern Ireland’s history of conflict dates back to 1107, with the invasion of
Ireland by England’s Henry II. Bloody violence and death on Loyalist and Republican
sides pepper the next 800 years. The Troubles began in 1916 and ended in 1998. This was
a period of time when conflict between the two groups raged in Northern Ireland and
England. 1998 saw the signing of the Good Friday Peace Agreement. Since that time,
sectarian violence has been sporadic, and Northern Ireland is in a period of post-conflict.
Remnants of the troubles still exist in the form of murals and Peace Walls that separate

Catholic and Protestant neighborhoods. Belfast’s rugged peace provided a contrast to
Sderot’s actively violent context.

A professor at the Queen’s University in Belfast connected me with an
administrator at the Northern Ireland Council on Integrated Education. She e-introduced
me to a teacher named Colin. I set up an appointment to meet with Colin and visit the
school. He introduced me to teachers in the staffroom who were willing to talk over their

experiences regarding teaching in the shadow of a Peace Wall. I spoke with 12 teachers
in Belfast, four male and six female. Five are Catholic, four Protestant, and 3 come from

mixed backgrounds. Interviews in Ireland lasted between one to two hours, though the
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administrator at NICIE and I spoke for three hours, and Colin was kind enough to be
interviewed several times during the visit. I left Belfast with 19 hours of recorded
interview in total.

DATA COLLECTION AND ANALYSIS

The interviews were semi-structured and open-ended. Once I had met the teacher,
we squirreled away in a quiet place to talk. In some cases, that place was an airy
classroom, empty for an hour or so before the children returned. In other cases, it was —
quite literally — a broom cupboard with a couple of desks and chairs in it. In Israel, the
meeting place was always the staff room. By the second day, most teachers scurrying in
and out greeted me as if I worked there. One in particular kept his distance and would
watch me closely from a corner of the room. Slightly disconcerted, I thought perhaps this
was because I perceived as some kind of unwelcome scavenger. But with some excellent
advice from my dissertation chair, I approached him, and he agreed to be interviewed
“for half an hour,” he said as he laid his watch before him. Three hours later we shook
hands and jovially parted ways. Across the two sites, I never met the teachers off-
campus.

All of the conversations were digitally recorded. I followed the protocol described
in the previous section, and the participants largely addressed the questions. Frequently,
they would start to speak about their personal backgrounds in relation to their present day

life. Some evenings, in both Belfast and Sderot, I would listen to the interviews while
cooking.

Sometimes the teachers asked me questions, either about my research or about my

own teaching experience. In those cases, I responded fully and engaged the conversation,
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reasoning that the more participants knew about me, the more they might be willing to
share. I return to my own role in the research later in this chapter.

Upon return to the U.S., I transcribed all interviews and began coding them. One
playful step after the transcription process was to create a word cloud of each interview
using a piece of software that arranges words according to frequency with which they
occur. The largest word is the one most often spoken. This helped me — to some extent —
anticipate what I would find in the coding process.

While analyzing the data, I bore in mind Maynes’ (2008) point,

the value of personal narrative analyses lies in their potential to see people and

their actions as both individual and social, and to understand human lives as

governed simultaneously according to the dynamics and temporalities of the

individual life course and of collective histories. (P. 69)

This meant that I would not only look for aspects of the teachers’ work that was relevant
in the classroom, but I would also pay attention to the ways they interacted with peers,
their families, and — in the telling of their past — the ways they interacted with historical
events.

Coding consisted of reading the data from each site straight through. Then, for
each site, I created a chart with the interview number listed across the top. As I read, I

listed the themes that emerged and indicated where in the data they could be referenced. I

also created frequency tables for identified themes (see, for example, Figure 2.1).

L Theme Frequency
L Personal Background 16
LNational Curriculum vs. School Curriculum 14

L Teacher Preparation 14
L Building School Community 20
L Economics as a factor in Teaching 10
[ Student Morale 10

Figure 2.1. Frequency of Top Six Themes in Belfast, Northern Ireland, Data.
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While these frequencies helped me “see” the interviews in a new way, another
level of analysis lead me to the identification of a small number of roles that teachers
identified as central to their work in conflict zones. These are discussed in chapters 4 and
6. In addition to coding, I constructed analytic memos for discussions with my
dissertation director. These memos allowed me to synthesize what I thought I was
learning through the coding. Discussions about those memos sent me back to my coding
and further analysis with new ideas.

At the same time that I was sifting through data, I also drafted essays concerning
the history of each country and its conflict. Recall that my method of using personal
narratives presumes that individual teachers’ stories are both about the micro and macro.
Writing histories of each conflict while analyzing data increased the chances of an
interactive analysis process: reading about the Troubles might help me hear what my
interviewees were saying about the Troubles, learning about Qassam missiles might help
me listen to the teachers in the Avi School interviews.

Given that the protocol was structured according to Arendt’s (1958) vita activa, 1
expected to see that emerge as a framework. However, there were aspects of the
framework that were irrelevant in many interviews. As an example, the physical health of
students was only a concern for one teacher in each site. Still, since the interviews were
semi-structured, participants could move to topics they wanted to speak about, and it

allowed me to press issues that seemed interesting but that hadn’t emerged in the
protocol, such as humor as a stress relief.

Not wanting to “stuff” teachers’ testimonies into the boxes of my protocol’s

frame, I worked from the testimonies to learn what the teachers were actually saying.
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From there, I decided, I would construct a frame that accounted from these emergent
themes. At the core of the analyses were two questions: (1) How could I make sense of
the testimonies? (2) What kind of knowledge was being produced from the analysis of the
testimonies? (Nagar and Geiger 2007: 183 as cited in Maynes 2008:114). Would the
study illuminate fine points in the data, would it bring to the fore a set of practices that
teachers use in contexts where violence and conflict are prevalent? What questions would
the study offer for further research and to support teachers in the field?

LINKING DATA TO THEORY

Once the themes had been coded and stories were written about both contexts, a
framework had to be constructed to explain the descriptions. Since the topic at hand —
teaching in post/conflict zones — is multidisciplinary, theories from various fields
converged to illuminate what is happening for the teachers in both contexts. Ultimately, a
frame for the cases emerged out of political science (Azar 1978; Hastings 1976; White
2006), current affairs (Appiah 2006; Sen 2006), sociology (Arendt 1958; Maynard 1999),
and teaching and learning (Ball and Wilson 1996; Freire 2009). These theories construct

a pedagogy that is contextually based and involves creating and sustaining social ties in
context where trust is consistently threatened.

As is the case with all interpretive work, the data are bound by time and place.
Convenience sampling is both the most prevalent form of sampling and arguably the
most problematic. My sample was non-probabilistic. If I had interviewed these teachers

at another time, or other educators in another place, I may very well have identified other
results. Teachers were volunteers, which may have led to a selection bias. Moreover,

since 1 relied solely on teacher interviews and did not witness the teachers engaging in
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the behaviors they describe here, the research also suffers from the weaknesses of all self
report data, which include the possibility that participants said what they thought I
wanted them to (Cook and Campbell 1979), that they report positively on their own
behavior (Cook and Campbell 1979) and that the data are dependent on the quality of the
teachers’ memories and are as such fallible (Schacter 1999).

POSITIONING MYSELF AS RESEARCHER

In interpretive work, one acknowledges and accounts for the self as an agent and
actor in the research. In many ways, I influenced the course and results of this study. I
made every effort to keep track of potential effects. Here I reflect briefly on some of
those effects. First I note that I am a white woman, who grew up in England, went to
British and U.S. schools, with a noticeable English accent. This is only relevant because
in every grade, or form, Britain’s colonial history was covered in some way, from the
rising empire to the setting sun of it. The historical details relevant to this research project
— that the British twice promised Israel to Zion and to Arabs, and Britain’s role in the
Northern Irish violence — stressed the “white man’s burden.”

My biggest fear with regard to this project was that I would be perceived as yet
another white person with an accent stepping down to mess things up. What if
misinterpreted the data, what if I didn’t use the most important parts because of my past —
some kind of selective deafness that I am not aware of. Perhaps, though, this is
unavoidable and trying to be extremely objective or painfully polite would backfire on

me as it did for Portelli (1991), who had “been playing the ‘objective’ researcher, and

was rewarded with biased data” (30-31 as cited in Maynes et al. 2008:120).
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This was hard to overcome. I was painfully aware of the time the teachers were
giving me, I didn’t want to hassle them in anyway. I also felt like a thief or tomb raider —
I was after their personal experience and I would make off with it. I wanted to just listen.
I wanted to observe them while they spoke, and for some reason that meant not making a
ripple. Mostly, that stillness worked. There were times I wasn’t sure if the participant
realized I was in the room. They answered the question and followed their line of
thinking. As a teacher, I had found no response — silence — would invite students to
speak. I tried this here, allowed silence to sink between us, and the participant would lift
the silence back up again. In a way, silence pushed the participants to speak about their
experiences more than a prod from me could have done.

Silence was effective, too, because I would sometimes have a noticeable
emotional response to their stories. One refrain that I heard a few times in Israel was, “it’s
quiet now,” referring to the fact that there had not been a Qassam missile for months and
said after a description of Operation Cast Lead. Typically it would be accompanied by a
shrug of a shoulder, which I initially interpreted as a nonchalant way of saying that Gaza
had been charred. I would become still, not look away from the teacher, not write
anything, not move a muscle. And I would wait. Inevitably, a description of what they
see through the fence would come up. Again, I would react as motionlessly as possible. It
took some time for me to piece together these discussions to realize that while the
teachers agreed with the causes of the war — they had endured Qassam after Qassam for
months, if not years. Yet they were troubled by its effects. Their clarity, their
commitment to the children, and efforts to feel for the Other through the fence became

strong reminiscences of the interviews in Israel.
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Early on in the interviews in Israel (it was the first site I went to), I struggled with
my own interpretations of and reactions to the interviews. Listening to and transcribing
interviews helped; re-listening led hearing them in a different way. In addition to
transcribing interviews during fieldwork, I also corresponded with my dissertation
director several times. In one email, I had written

I'm just practicing putting my own thoughts and knowledge aside to obfuscate her

testimony as little as possible. Writing this to you now, I can see a way to listen to

her without judging her position or it's seemingly paradoxical aspects.
Our exchanges sent me back to interviews with ways to listen and not judge, thus hear
better with her advice, which became a mantra, “it is your job to understand why their
world makes sense to them.”

Journaling and listening to the interviews as if it were a radio broadcast all helped
gain some distance — perhaps these were attempts to distance myself from the stories.
Even so, it took some time, a few very long walks along the sea and laps in the pool back
in East Lansing to understand that while the teachers agree with the causes for the
operation — the constant bombardment of their homes by Qassam missiles — they had
difficulty living with the effects, for example, seeing charred Gaza through the fence,
hearing from colleagues in Gaza who struggle to accomplish mundane tasks.

In Belfast, I was struck with how very similar the landscape was to the landscape
of my childhood. The architecture, double-decker buses, red brick semi-detached houses
made red brick, the Union Jack hanging from lamp posts, children ¢ating chocolates that I
used to eat as a school-aged child. Children in rumpled school uniforms waiting at bus
stops mucking about with one another, the drizzle and rolling hills, the sun setting at

10:30 p.m. These details settled me in to the environment quickly, yet some things were
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strange: the peace walls, the larger than life faces on buildings, the twenty foot poles with
video cameras at the top of them, the headlines in the paper about the Irish Republican
Army laying down their weapons. These things were strange even though my earliest
childhood memories living in London in the ‘70s meant that the IRA was part of our
everyday lives. When Bobby Sands died, we talked about it in school with our teachers.

I had to be careful not to presume that I saw what the teachers saw because I had a
level of familiarity with the environment. I had to make sure not to fill in gaps, answer
questions yet unanswered by the participants. Checking my reactions in that way —
listening not only to the narratives that came fast and furious, but also listening to the
ways I was listening --was challenging. I found, again, that remaining still at least gave
them the chance to dominate our conversations, allowed them to connect personal
background with school and student and peace and war, to testify in ways less shaped by
my own background and presence.

After returning to the U.S., my beliefs and opinions intruded again as I tried to
make sense of the interview data. Again things that teachers would say were confusing.
Alternatively, I would find my admiration for their work blinding me. I often found
myself overinterpreting a comment and hanging much significance on one singular
interpretation of what someone meant. I became concerned about generalizations and

found grounding in Maynes (2006) discussion of “sociological generalizations” which
““often rest on a number of stories, but they can also be based on just a few or even one
particular story” (p. 129). Sociological generalizations differ from quantitative
generalizations in that they are interpretive rather than predictive; specifically,

sociological interpretations “are claims that a given personal narrative illuminates a
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particular social position or social-structural location in a society or institution or social
process and that it illustrates how agency can operate at this locus” (p. 129).

Reading books about method (especially the use of personal testimony in
research) and discussions with my advisor led me to question my initial interpretations.
In the end, I was able to discipline the intrusion of my own views — both during fieldwork
and data analysis — by reminding myself of the study’s purpose: to give voice to the
teachers in each school.

LIMITATIONS OF THE STUDY

Although qualitative research processes have an arc described at the start of this
chapter, there are pieces of the process that suffer from the bounds of time, access, and an
inability to adequately express the nuances of the interviews. One limitation of the data
gathering was time. I had a set and short amount of time in each locale — three weeks.
This meant that the contacts had to be set up prior to landing in the region so I could start
interviews as soon as possible. Given travel time, losing a day in transit, figuring out
public transportation I had to be sure to arrange as much as feasibly possible from the
United States.

I had arranged my initial contacts via email, a convenience sampling. This caused
concern with regard to the who the participants would be: were the teachers to whom I
was referred going to toe a ‘company line,” were they darlings of administration, was I
only speaking to them because they could speak fluent English, because they held
positions of administrative power themselves? Would three weeks give me enough time

to seek out and speak with participants who had not originally volunteered? How much
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would I have to rely on the kindness of strangers in order to get enough data to string
together a dissertation? These are limitations associated with convenience sampling.

Further, that the participants were located only in one school, it could be that their
experience can not be extended to other teachers in the region, or anywhere else. This
study, then, focuses only on what teachers say about their work in that school and
context. The conclusions drawn are then limited to that time and place.

In the analysis, I wanted to try to portray the participants in as ‘whole’ as way as
possible. Woven into the testimonies were hopes, fears, attitudes, sharing of vulnerable
moments as well as the ways they practice teaching in their contexts. At times during the
analysis, I wished that it were possible to duplicate the sound of the participants voices,
so rich with images and clear. Something about the lyrical quality of their testimony was
missing from placing their words on the printed page, a musicality that when I read it
back was lacking. I wished I could more accurately document their thoughtful pauses, the
way they’d look away as they sought the right word. Conversely, their readiness with
words about missiles, shootings, and burning buildings is also hard to duplicate. There
are limits then to turning an oral testimony into a written analysis -- bringing the
participants voices, efforts, and strength in vivo to vitro.

To that point, perhaps as someone coming from overseas I was more taken by
their turns of phrase and humor, and therefore less critical of the content of their
testimonies, than someone who shared the participants’ cultural background. “The culture
of people is an ensemble of texts, themselves ensembles, which the [researcher] strains to
read over the shoulders of those to whom they properly belong” (Geertz 1973:453). As 1

strained, what could I not see, or catch? The surroundings were unfamiliar — what was I
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missing as I became acclimated to each site? Conversely, what story was I being told that
was geared towards me as a visitor rather than as a person native to their culture, was it
simplified, was I told some aspects of their life that they would not share with someone
from their context? In Israel, after two interviews, the participant asked rhetorically why
an Israeli was not asking them about their experience on the front line.

The study is constructed from interviews and archival resources. The archival
resources clarified certain issues that teachers referred to — for instance, when teachers in
Belfast spoke about local non-governmental organizations, I researched their ethos to
explain the role the NGO played with regard to education. When teachers in Israel
referred to the ways they did or did not feel supported by their government, I researched
the verity of these statements via discussion with a professor in Jerusalem and through a
search on Human Rights Watch. However, the archival information largely helped
contextualize the narratives of the teachers; the data itself was constructed solely form
interviews. This might be regarded as a limitation of the study, since the teachers’
perspective is the crux of the findings, not verified through discussion with policy
makers, etc.

This is the story of teachers’ experiences in conflict and post-conflict zones. I
acknowledge that the study is limited, then, to the teachers’ narratives. The study gives
teachers voice, and provides a platform for further study with regard to teaching during
and after violent conflict and to bridging communities through pedagogies that include
guiding classroom discussion, building curriculum, and caring for students in ways that

are culturally specific.
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CHAPTER 3
NORTHERN IRISH HISTORY:
BLOODY DAYS AND GRASSROOTS

Tracing Northern Ireland’s past, we see the complex and violent interplay of
contemporary culture and politics. Remnants of the island’s tumultuous history can be
seen in ancient footprints of castles and fortresses and in contemporary civic life: the
peace walls in Belfast that separate Catholic and Protestant neighborhoods, the June *09
newspaper headlines’ that declare Loyalists are laying down their weapons, the sectarian
violence that broke out after a football match in March, 09, killing a man renowned for
his efforts to build peace. Here I offer a brief historical backdrop for the testimonies of
nine teachers working at a flashpoint in Belfast, where Protestant and Catholic
neighborhood’s streets intersect and where violence often erupts. In particular, I locate
the development of the integrated schools movement in this story, as the teachers work in
one such school.
The conflict’s early days

The political, social, and religious tug-of-war between the Irish and British is long
and complicated. Ask about the conflict Northern Ireland and you’ll hear about a time in
1107, when Henry II of England marched his troops up through the island from the south,

overpowering Norman and Irish forces along the way. Centuries of social collision

3 http://www .dailymail.co.uk/news/article-1194079/Four-years-IRA-Lovalists-dump-arms.html, retrieved
August 19, 2009.
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between Normans, Celtic Irish, and English ensued, creating a legacy rife with strategic
marriages, gruesome battles, assassination plots, and tribal uprisings.

1609 brought English forces the defeat of Ulster — the last, tenacious resistors to
English rule in the northern-most province. English colonists began to populate the area,
which came to be known as the Plantation of Ulster. The colonists were Protestant; the
defeated, indigenous Irish were Catholic. Mutual animosity grew as the “protestant camp
[felt] that it was constantly under threat of expulsion; and the Catholic faction believing
that its country had been usurped” (Gidron 2002:47).

Penal codes attempted to contain and restrain the Catholic population by
preventing the possession of fire arms, limiting the education of their children, excluding
them from health care, and offering no relief after natural disaster. By 1801, England had
dissolved the Irish Parliament and took over administration of the entire island and for the
rest of the 1800s, resistance to that dissolution was often violent (Gidron 2002). This is
where the ‘Troubles’ began: a century of violent uprisings and constitutional amendments
starting in 1916, during which time 3,600 people died (McKittrick and McVea 2002).
The violence of that period occurs in sine waves, years of peaking brutality leveling into
a trough of relative peace. Starting in 1827, almost all national schools in NI were
publicly funded denominational schools controlled by the respective churches.

The ‘Troubles’

On April 24", 1916, Irish republican leaders met at Liberty Hall in
Dublin’s city center and set out to gain control of the post office and government
buildings. Sandbagging entrances, they prepared to defend themselves with arms sent

from sympathizers in Britain, the U.S., and run in through an underground network from
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Germany (Annaidh 2003: 242). They had not, however, entered the telephone offices,
from which communiqués were sent to the British. Within 24 hours, Britain’s army

barricaded streets and its navy sailed into the harbor, laying waste to the city’s buildings.

Figure 3.1. Ireland in 1680.
Five hundred civilians lost their lives during the six-day siege (Annaidh 2003:248);

fifteen men were identified as designers of the siege and were captured and subsequently
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executed by the British (McKittrick and McVea 2002). Backlash to the military reaction
and executions --regarded as disproportionate -- created a surge in republican support and
the formal organization of Sinn Fein, the political arm of the Irish Republican Army
(IRA).

By 1918, Sinn Fein had, by majority vote, “defeated the Irish Parliamentary Party
and refused to take a seat at Westminster, instead establishing its own Irish parliament in
Dublin and began the War of Independence” (Gidron 2002:48). The War of
Independence — a “violent campaign against Britain” (McKittrick and McVea 2002:4).
Supported by volunteer defense forces, underground gunrunning, and international fund-
raising, the war continued through 1921, when a treaty creating the Republic of Ireland
and Northern Ireland was ratified: Northern Ireland would consist of the six counties of
Ulster, while the remaining 26 southern counties would comprise the Republic
(McKittrick and McVea 2002:48). Although it was still part of the UK, Northern Ireland
developed its own parliament and government; it was not until about 20 years after the
partition that the Protestant schools transferred their schools to state control.

However, Northern Irish republicans would be assuaged neither by this
separation, nor by a government established for the southern Republic of Ireland. The
early 1920s were fraught with civic violence and exclusionary policies enacted by the
British government. Retaliating attacks by nationalists ensued against

anything that symbolized the British administration, and often used the civilian

population as a shield. It became so pervasive that almost all Catholics, even

those who opposed violence but supported the tradition of constitutional

nationalism, came to be identified with the IRA. (Gidron 2002: 49)

During this time Britain invested in Northern Ireland, building industry such as shipyards

and manufacturing plants for machinery and furniture. These industries, specifically the
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shipyards, notoriously employed only Protestants, leaving Catholics out of a particular
wage-earning bracket, and with far less certainty for gainful employment (Gidron 2002:
50).

In response to the inequities, Catholics voluntarily provided support their
unemployed and poor, and began to tentatively lobby the British parliament for equal
rights. The Education Act of 1947 was passed after heavy lobbying from both the
Catholic and Protestant sides, the longest lasting benefit of this was to “[provide]
increased access to secondary and further education” (Gidron 2002:49). Not only that, but
the Act provided funding for all new elementary schools, teacher renumeration, and
books — regardless of sectarian affiliation, including private Catholic schools®. With
increased access to education for all, Catholic parties became more eloquent about
attacks on their civil rights as they were not only “debated on housing estates and in
public houses” but also in universities (Annaidh 2002: 300).

The 1950s and early ‘60s were a fairly quiet time, not because of any deliberate
reconciliation, but because attacks between Protestants and Catholics had quieted down
and the country was experiencing fairly stable economic period. However, in the late
1960s, violence broke out again. Catholics were closely watching the civil rights
movement in the United States, and took to the streets in peaceful demonstrations.
Protestants viewed these as a subversive attack on their position and the Royal Ulster
Constabulary and the B-Specials violently broke up these marches (Annaidh 2002). By

1967, the violence had escalated and the British deployed the army to keep the peace.

4

http://www.direct2communications.com/downloads/education_history_northern_ireland.
pdf, retrieved April 1, 2010.
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Protestant mobs were burning Catholics out of their homes; the IRA retaliated. Catholic
citizens believed the army would protect them from the violence, as many were not
associated with the IRA. However, under pressure from the Protestant right, the army
indefinitely held Catholics arrested under suspicion of colluding with the IRA (a policy
known as “internment without trial”’) (Anniadh 2002: 305).

Catholic civic opposition to the internments could not be kept down. On January
30, 1972, an anti-internment march in Derry policed by the Protestant British degenerated
into a stone-throwing riot. The police moved into the crowds, towards the speech center,
and — claiming they had been shot at first — fired into the crowd killing thirteen on site
and injuring one who died later (Annaidh 2002:306). Known as Bloody Sunday, the
repercussions of the event led to — among other things — direct rule from Britain. The goal
was to clamp down on civic violence, but instead gave the IRA a “target — British
Imperialism” (Gidron 2002:52).

Meanwhile, the UK economy floundered throughout the ‘70s. Hoping to offset
any more sectarian tension as a result of sinking economics, Westminster passed the Fair
Employment Act to appease the Catholic working classes. However, since jobs were
scant, Protestants perceived “every job that went to a Catholic as one that didn’tgoto a
Protestant” (Gidron 2002:52). As economic resources became leaner, moderate politics
became unpopular and extremist support grew. Moderate supporters --with no place for
venting their concerns -- developed their own venues for debate and social reform in the
voluntary sector, which had already gained a foothold in communities during the civil
rights era (Gidron 2002). It was during this time that the integrated schools’ movement

began, a story I tell briefly here.
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INTEGRATED SCHOOLS

The Troubles affected all of Northern Ireland’s society and, as such, were
reflected in every social and religious organization and their policies. As fundamental
social institutions, schools were places where the Troubles both walked through the door
and places where parents and teachers tried to have a voice and take a stand. One such
movement involved the idea that Protestant and Catholic children could be educated
together.

As noted previously, historically Catholic children in NI had attended Catholic
maintained schools and Protestant children attended Protestant schools. A letter by Ms.
Cecil Linehan to the Belfast Telegraph editor in March, 1972, set the integrated schools
movement into motion (NICIE 2006):

Dear Sir,

Most people intending to “stick it out’ in Northern Ireland must be wondering in

what way we can help our children. One solution often put forward is to integrate

the schools. While I do not regard integrated education as anything like a panacea
for our ills, I do think it should be encouraged where possible. For a variety of
reasons, I as a Catholic parent will not be sending my children to a Catholic
school. This leaves my husband and myself with the responsibility for the
religious education of our children. (We do not have Sunday schools as most
protestant schools do). I suggest therefore that the setting up of parish-based
centres of religion staffed by trained catechists would be a great help to Catholic
parents who feel as we do. No Catholic parent takes the decision to send his or her
child to non-Catholic school without some degree of soul-searching. I would be
most grateful therefore to hear from any other interested parents, on the premise

that a problem shared is a problem halved.

Signed, Cecil F. Linehan, Holywood, Co. Down. (NICIE 2006)

A handful of parents contacted Ms. Linehan, and began investigating the viability
of integrated education. The group adopted the name, All Children Together (ACT). This

was a time of considerable violence. The Shankill Butchers — a brutal paramilitary arm of
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the Ulster Volunteer Forces -- increased their activity abducting, killing, and torturing.
This led to tragic Bloody Friday, the IRA retaliation for Bloody Sunday. By the end of
1972, 467 people were dead as a result of sectarian clashes (NICIE 2006). In spite of the
violence, or perhaps because of it, ACT forged on, including sponsoring a conference on
the “Interdenominational School: How? Why? The Way Ahead” in 1974 (NICIE 2006).
The conference drew national attention and international support.

In 1978, Westminster passed another education act (drafted by ACT members),
which would “enable schools to transform to integrated status” (NICIE 2006). The first
integrated school would not open until 1981, the same year that Bobby Sands, a leader of
the IRA, died after 66 days of starvation as part of a hunger strike.

In the early days, founding parents were responsible for the development and
financial support of the schools. Now, parents interested in starting an integrated school
can receive financial support from the start. In 1987, a group of parents and supporters
founded the Northern Ireland Council for Integrated Education (NICIE), and ensured
integrated schools sustained the ethos of integrated education and provided services, such
as locating start-up funds for new schools, along with its sister organizations, the
Integrated Education Fund and the Belfast Trust for Integrated Education. After three
years, a school is vested, proving its sustainability. Then the British government treats it
as it does any other school, providing funding for buildings, for teacher and administrator
salaries, for professional development, and the like.

FROM THE ‘TROUBLES’ TO A PEACE AGREEMENT
Despite efforts like the integrated schools movement, the late 1970s and early

‘80s would be the most violent of the Troubles. The IRA gathered momentum, bombing
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16 cities in the space of 10 days in December, 1978 (McKittrick and McVea 2002). In
1979, one of the most supportive members of the Royal family for Northern Irish peace,
Lord Mountbatten was killed, along with 18 British soldiers. 1980 saw the first hunger
strike of Northern Irish prisoners held in British prisons. The following year prisoners
participated in a second fast; this one ended in the deaths of ten strikers, including Bobby
Sands, fomenting an already irate Republican population in Northern Ireland. 10,000
people lined the streets of Belfast for Sands’ funeral, who -- while in prison -- had been
voted into parliament and for 66 days had fasted for the rights of interned IRA prisoners
held by the British (McVittrick and McVea 2002).

Margaret Thatcher, who decided not to bend to the prisoners’ demands and, even
after the deaths of the ten men, expressed no remorse, earning her the title “The Iron
Lady”. The standoff between the IRA prisoners and the Prime Minister of Great Britain
caused deep fissures in Northern Irish communities. And integrated schools were a
welcomed counterpoint to some when the political problems seemed intractable
(McVittrick & McVea 2002).

The 1980s in both England and Northern Ireland were characterized by violence
and economic uncertainty. The IRA planted bombs in London — killing 11 soldiers in
one day, Sinn Fein went public with their armalite and ballot box policy.” When IRA
prisoners escaped from Maze prison, the Maze Prison Deputy Director was shot and
killed by the IRA, and a thousand pound bomb planted by the IRA caused extensive

damage in Belfast. The damage was not only physical:

3 Armalite and ballot box policy instituted by Sinn Fein in which the IRA’s political party challenged the
votes in Northern Ireland and the Republic while the paramilitary continued to “pursue a military struggle
