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Abstract

Although education in recent years has been recognised as holding the potential for
both building peace and fuelling conflict, research in the area is scarce. This thesis
therefore investigated the role education has played in peace-building following the
2007/08 post-election violence in Kenya. Kenya was chosen because a peace
education programme was launched following the violence, making the country
particularly progressive in that respect. In order to generate in-depth knowledge on
the matter, a case-study approach using mixed-methods was adopted. In addition to
four case studies, interviews were carried out with national policy makers and local
school authorities to generate data on peace education policies. The qualitative data
from the schools was triangulated with a teacher survey from a larger number of
schools. The study found that education can indeed build peace, and that the Kenyan
peace education programme can play a role in this. Drivers of conflict were also
identified in the schools, pointing to a need for a holistic approach to peace
education, where the whole school culture is addressed. Only one of the four case-
study schools was found to have implemented peace education to the extent
encouraged by the Ministry of Education. The three remaining schools were not
found to have implemented peace education to the extent that policy makers had
hoped. Within these three schools, a range of challenges faced by peace education
initiatives were identified. In particular, the perceived relevance of peace education,
location of schools, school leadership, sense of ownership of peace education, and
national peace education policies were found to have a particular influence. The
findings are followed by a set of recommendations for policy makers, teacher trainers
and head teachers, arguing that there is a need for further grounding in national
policies, more follow-up work in schools and more thorough training in peace, for

peace education to reach its full potential in Kenya.
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Chapter 1: Introduction

Whereas violent conflicts were previously mainly fought between states,
today’s conflicts are mainly fought within the borders of nation states. In
these civil wars, civilians, including children, have become the main
target of violent attacks. Simultaneously the importance of education in
emergencies has gained growing attention over the last two decades, and
education has been argued to have the needed potential for achieving
peaceful co-existence. However, little research has been carried out to
investigate what role education can actually play in peace-building, and
what quality indicators are needed in a school to play this role. This
chapter presents peace-building education in Kenya as the focus of the
research, and gives the research questions the study sets out to answer. A
short introduction is given to the approach taken. The key concepts of
peace and peace-building are then conceptualised before an overview of

the structure of the thesis is presented.
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1.0 Introduction

In any multicultural or multifaith environment, there are few more important

peacebuilding institutions than the classroom (UNESCO, 2011, p. 242).

As the above quote illustrates, education has in recent years been argued to hold the
potential for building peace in post-conflict environments. However, it has also been
argued that a well-developed education system does not equal peace, and that the
relationship between education and conflict is highly complex. High-income
countries with well-developed education systems are involved in conflict, and
education itself has been found to enforce conflict (Bush & Saltarelli, 2000; Davies,
2001; Smith, 2005). Literature on the topic has been largely dominated by anecdotal
evidence, and more research on what role education can play in peace-building and
the conditions that need to be in place for education to be fruitful in this process is
needed. This study accordingly examines the role education can play in peace-
building following the post-election violence (PEV) in Kenya. Kenya was chosen as
a suitable location for the study because a Peace Education Programme (PEP) was
put in place following the PEV of 2007/08, making the country particularly

progressive in the area of peace-building in developing countries.

The overall aim of the study is to critically examine the relationship between
education and peace-building in Kenya. I will explore the role of education in
creating a culture of peace at the school- and community level, and the role the PEP
has played in this. The findings of the study are translated into recommendations for
policy makers, teacher trainers and head teachers, aimed at making peace education

more influential in Kenyan primary schools.

1.1 Focus of the research and research questions

Much has been written about peace education in the industrialised world, particularly
when citizenship education and conflict resolution education are included in the
definition (see for example Harris & Morrison, 2003; Hicks, 1988; Calleja &
Perucca, 1999; Goldstein & Selby, 2000; Andrzejewski, Baltodano & Symcox,

2009). However, evidence on the effectiveness and impact of peace education

15



following conflict in low-income countries is scarcer. This study seeks to contribute

to a growing body of research in this area.
The main question this study sets out to answer is:

What role has education played in building a culture of peace following the PEV in
Kenya?

From this overarching question the following sub-questions have emerged:

1. How have schools responded to the PEV?

2. What activities are schools undertaking that could potentially fuel conflict?

3. What activities are schools undertaking to build peace?

4. To what extent does the PEP have an impact on the daily lives of the school
population?

5. What factors influence attitudes towards peace-building in Kenyan schools?

6. What are the recommendations and action points for peace education in Kenya?

During the data collection period, I was an intern with the UNICEF, Kenya
office, in the section for education and young people. The Kenyan UNICEF office
had been working in communities and schools badly affected by the PEV,
particularly in the Rift Valley, including the towns of Eldoret and Nakuru. The
UNICEF office introduced me to the district education officers (DEOs) and
municipal education officers (MEOs), in the respective areas affected by the

violence, who granted me access to the schools.

A mixed-method, case-study approach of four schools badly affected by the
PEV was adopted to answer the research questions and to ensure I captured the
perspectives of a wide range of stakeholders in the schools, including the head
teachers, deputy heads, teachers, pupils, parents and members of the school
management committees (SMCs). Interviews were also conducted with policy
makers on a national level, and DEO/MEOs at district level. The study also made use
of observation at the school and classroom level and a questionnaire survey of
teachers, to gauge their perceptions of peace and the impact of the PEP following the

violence.
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1.2 Defining key concepts

A state not at war may not be peaceful (Harris & Morrison, 2003, p. 12).

As peace and peace-building are central concepts in this study, I will in this section
define the key concepts of “peace” and “peace-building” and clarify how these will
be used throughout the thesis. The discussion will provide a platform for further

exploration of the role education can play in peace-building.

In order to identify peace-building indicators for use in a school, the
understanding of peace itself must be established. The most fundamental
conceptualisation of peace made is that between negative versus positive peace. In
this thesis, peace will be conceptualised as positive peace. Fundamental to the
conceptualisation of positive peace is the absence of structural violence, violence that
is not direct but all the same kills (Galtung & Hoivik, 1971). Structural violence
includes any serious form of social oppression such as poverty, starvation, no
freedom of speech, and unequal access to education (Barash & Webel, 2002). This
definition lies close to the one used in the Peace Education Training Manual
designed to train Kenyan teachers in peace education which argues that “true peace is
a condition in which true justice (social, economic and legal) flourishes and
consequently, people are free from the fear of all kinds of violence” (MoEa, 2008a,
p. 12). This stands out from the understanding of peace as negative peace, which
only addresses the absence of direct violence: a society without overt violence such
as rioting, terrorism and war (Barash & Webel, 2002). Whereas negative peace was
achieved to a certain extent in the months following the PEV, I shall argue that
structural violence is still oppressing and killing people in Kenya, and needs to be

addressed through peace education.

Positive peace is best achieved through peace-building, as opposed to peace-
keeping. Peace-building stands out from peace-keeping as it addresses the root
causes of violence, and will therefore be argued to be the most sustainable approach
in this thesis. Peace-building refers to a process where the drivers of conflict are
addressed, and positive peace is aimed at through the elimination of structural
violence. This approach is compatible with what is expressed in the Charter of the
United Nations, where human rights, dignity and worth, equal rights for men and
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women, and promoting social justice are seen as equally important to ‘“‘save
succeeding generations from the scourge of war” (United Nations, 1945, p. 2). The
PEP and peace-building initiatives in schools will therefore be evaluated according to
this four-way framework. Peace-keeping in contrast to peace-building is an approach
that merely seeks to “creating an orderly environment” (Harris & Morrison, 2003, p.
11). Partly through using violent strategies, it aims to stop violence from escalating.
At a school level, this can mean using authoritarian strategies, such as corporal
punishment for unwanted behaviours, to establish negative peace in schools. Peace-
keeping will therefore be referred to in the thesis, but peace-building is throughout

seen as the desired approach to peace education.

1.3 Organisation of the thesis

Following this introductory chapter, Chapter 2 provides contextual information about
Kenya, with a particular focus on relevant history and politics. My analysis of the
political economy provides a backdrop for the PEV and important contextual
information for understanding the context in which the PEP is set. Throughout the
chapter, drivers of conflict will be identified that are thought to have led up to the
PEV and should consequently be taken into consideration when designing peace

education programmes for the Kenyan context.

Chapter 3 reviews the literature on education and peace-building in three
sections. In the first section, 3.1 ‘Education and conflict’, I discuss the emergence of
education in emergencies and peace-building education as fields in academia and
development. In section 3.2 ‘Building a culture of peace in schools affected by
conflict’, I discuss the role education can play in building peace and fuelling conflict,
with particular focus on equally-distributed education, language of instruction,
conflict-sensitive curricula, developing a pedagogy of peace, non-violence in
schools, the role of the teacher, and schools as zones of peace. Section 3.3 focuses
explicitly on peace education in Kenya. The section discusses peace education
theory, and draws on interview data with policy makers at national level and analysis

of policy documents, in order to discuss the development of the PEP and its
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implementation. The section provides background information on the PEP as well as

the policy context in which it was developed.

Chapter 4 discusses the methodological approach to the study. I will argue
that case studies using a mixed-methods approach were appropriate for ensuring
authenticity of voices for a thorough understanding of the processes involved when
encouraging post-conflict schools to implement peace education. A rationale is also
given for the sampling of four schools for case-studies and the methods used to
collect the data (including participant observations, semi-structured interviews, video

observations, diaries, elicitation technique, documentary data and questionnaires).

Chapter 5 presents the findings from each of the four case-study schools in
separate sections. The impact of the violence on the community, how the schools
responded to the violence, what the schools were doing to build peace, and the role

the peace-building programme has played in this are the focal areas of the chapter.

Chapter 6 builds on the previous chapter and compares the findings across the
four case studies to draw out general conclusions on the role education can play in
peace-building in Kenya. Location, leadership, motivation, ownership, and policy are
areas which were identified as having particular relevance. The chapter also looks in
more detail into the pedagogy of peace and the contents of the teaching. All the case-
study findings are compared with the findings from the survey carried out in twelve

schools.

Chapter 7 presents a set of recommendations emerging from the data analysis.
The recommendations are directed to policy makers, teacher trainers and head
teachers and are aimed at improving the implementation of the PEP, and further

development of peace education policy in Kenya.
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Chapter 2: The Kenyan Context

In this contextual chapter I will discuss the emergence of drivers of
conflict in Kenya leading up to the PEV. I will argue that the drivers of
conflict need to be taken into consideration when designing and
implementing peace education in schools. As the analysis will reveal,
although the violence in 2007/08 followed a disputed election, the
drivers of conflict can be traced back to previous presidencies, colonial
history and the independence struggle. This chapter will therefore
analyse the political economy from a historical perspective, identifying
drivers of conflict of relevance to the PEV and beyond. I will argue that
incited violence, disputed elections, political allegiance along ethnic
lines, loss of state monopoly on legitimate force, political leaders
motivated by personal gain, and land disputes were all drivers of conflict
leading up to the PEV. As these drivers of conflict derive from decades
before the PEV, I will argue that the PEV was not surprising from a
historical perspective, and that these insights therefore need to be taken
into consideration when analysing the role of education in peace-

building.
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2.0 Introduction

Kenya had been the safe haven in a tumultuous region and suddenly Kenya

itself was going (Kofi Annan cited in Cohen, 2008, para. 6).

The above quote was given by Kofi Annan on his arrival in Kenya on the 15th
January 2008 to mediate between the conflicting parties. Like the rest of the world,
he had followed the reaction to the 2007 general election in a state of shock and
horror, and his voice was in unison with many when he said “we can’t let this happen
to Kenya” (Cohen, 2008, para. 5). However, as this chapter will argue, the violence
with all its grimness was not surprising from a historical perspective (Klopp &
Kamungi, 2008; Branch, 2011). In the words of Branch (2011) “the symptoms of the
crisis, including ethnic division and political violence, are all too often confused with
its cause” (p. 22). Education in emergencies must not only address outbreaks of
direct violence, but aim at change in the structural violence of the country (Kagawa,
2005). Novelli and Smith (2011) argue that “supporting social transformation is not a
neutral activity and is likely to be perceived as more political and interventionalist”
(p. 32). They therefore conclude that thorough analysis of the political economy of
the context where educational interventions are put in place is vital. This thesis
builds on this understanding, arguing that peace-building initiatives must
acknowledge the causes of conflict and structural violence in order to build

sustainable peace.

This chapter will therefore analyse the PEV from a historical perspective with
a particular focus on the political economy of the country. I will first introduce the
research locations of Nakuru and Eldoret, arguing that these locations represent the
conflict both with regard to its symptoms and causes. In order to fully understand the
research context, the chapter then moves on to describe and discuss the PEV
nationally, and the disputed election of 2007. I will then argue that Kenya’s previous
presidencies and the colonial heritage have embedded drivers of conflict in Kenyan
society. Throughout the chapter I will identify and highlight the drivers of conflict
that led to the PEV.
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2.1 The research locations: Nakuru and Eldoret

The research undertaken for this thesis was carried out in one of Kenya’s eight
provinces: Rift Valley. Being the province hardest hit by the PEV, and the first to
receive training in and distribution of PEP materials, the province stood out as the
most relevant for answering the research question. Nakuru and Eldoret were singled
out as suitable locations within the Rift Valley because they were both hit by the
violence, and were comparable in size. Further, the locations represented both sides
of the conflict in relation to ethnicity. Kenya is home to 42 ethnic groups, which can
be divided in three linguistic categories; the Bantu, the Nilotic, and the Cushite. The
PEV could simplistically be described as engaging the Nilotic and Bantu-speaking

communities.

Eldoret is an area perceived ‘indigenous’ to the Nilotic speaking communities
with the Kalenjin being the largest ethnic group (Lynch, 2011). As the following
sections will discuss, land disputes and political allegiance along ethnic lines were
among the drivers of conflict leading up to the PEV. This reality was of particular
importance to rural Eldoret, where Kikuyus settled in Kalenjin-dominated areas as
farmers and later landowners, during and after the colonial rule, which led to land
disputes. The growing tension around land is likely to have triggered the crude
outbursts of violence in Eldoret. Because of commercial interest, urban Eldoret is

more ethnically mixed than its rural surroundings.

As in Eldoret, the urban area of Nakuru is ethnically mixed. Nonetheless, the
rural areas are dominated by Bantu-speaking communities, in particular Kikuyus
(Hornsby, 2012). However, land disputes are less prominent in this district, which
could serve as an explanation for why rural Nakuru was not as hard hit by violence
as was rural Eldoret. Whereas rural Eldoret represents a location from which people
fled during the violence, rural Nakuru was a location receiving large numbers of
internally displaced persons (IDPs), in particular Kikuyus fleeing Eldoret and the

surrounding areas.

Although the PEV was largely fought across ethnic lines with Kikuyus on one

side, and Kalenjin and Luo united on the other, the root causes of the violence were
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far more complex than ethnic divisions, which will be addressed in the following

sections.

2.2 The post-election violence

The PEV in Kenya left more than 1000 people dead and up to 500,000 internally
displaced (Human Rights Watch, 2008). Thousands of women were raped, and
private properties and schools burnt and destroyed (Branch, 2011; UNESCO, 2010).
Although the dynamics of violence were highly complex, three types of violence can
be distinguished (Harneit-Sievers & Peters, 2008). First, Nairobi and Kisumu were
affected by the aftermath of mass demonstrations. Second, Rift Valley, and in
particularly Eldoret and its surroundings area, were affected by both planned and
spontaneous violence aimed at “settlers” in the area. And finally gang violence
erupted in Naivasha, Nakuru and the slums of Nairobi. As the research for this thesis
was carried out in Nakuru and Eldoret I will focus this section on the violence in

these areas.

Eldoret was the epicentre of the PEV (Branch, 2011). The Kalenjin
population attacked those they saw as non-indigenous to the area, in particular the
Kikuyus. People were raped, killed and displaced, and New Year’s Day a church was
burnt in the village of Kiambaa outside Eldoret, killing at least 35 people including
infants and elderly people (Branch, 2011). Although the PEV was often described as
a spontaneous reaction to the electoral results, UNOSAT maps reveal that outbreaks
of violence in fact started before the presidency was officially announced,
confirming the assumption that the violence here was planned in advance by those
wanting to see the Kikuyus leave the area (Anderson & Lochery, 2008). The violence
in Eldoret can therefore be described as an attempt at ethnic cleansing, emerging
from “long-standing grievances about land” (Harneit-Sievers & Peters, 2008, p. 140).
The locations of the violence were mainly towns where ethnicities are mixed, and
rural areas where settlement schemes had been applied (Anderson & Lochery, 2008).
The colonial politics surrounding these schemes will be discussed further in section

2.4.
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Nakuru was characterised by retaliatory violence (Branch, 2011). Initially at
the receiving end, Kikuyu youth, partly from the displaced communities, were
recruited into the ‘Mungiki’ gang based in Nairobi, to take revenge on innocent Luos
and Kalenjins in Nakuru, Naivasha and Nairobi for the violence in Eldoret (Klopp &

Kamungi, 2008; Harneit-Sievers & Peters, 2008). Mungiki is known to have

connections and contact with the government, which
raises suspicion as to whether the violence was incited | Driver of conflict:
from politicians (Klopp & Kamungi, 2008). Nakuru was Incited violence
one of the target areas for the Mungiki retaliatory

violence (Anderson & Lochery, 2008), a reoccurring
theme in the interviews in the urban school in Nakuru. Mungiki had prior to the
violence wished to take control over the commercial scene in Naivasha and Nakuru
(Anderson & Lochery, 2008). The PEV was perhaps mainly used as an excuse to
achieve this goal. However, the chaos of the election itself has also been argued to

have triggered the violence.

2.2.1 The chaos of the 2007 Election

Although the outburst of violence in 2007 had deeper historical roots, it was
nonetheless the election in December 2007 that triggered this particular outburst. In
the run-up to the election, the incumbent president Mwai Kibaki of the Party of
National Unity (PNU) and Raila Odinga of the Orange Democratic Movement
(ODM) were the two rival favourites. The electoral campaign in the build-up to the
election in 2007 was the most extensive the country had seen, both in terms of
official media campaigning and of more informal channels including speeches, flyers
and emails (Willis, 2008; Osborn, 2008). The campaigns, and in particular the one
promoting Kibaki through informal channels, focused on painting a gloomy picture
of Odinga. Willis (2008) argues that the “impressions created by the two campaigns
affected not simply the casting of votes, but also shaped events and attitudes after the
polling stations had closed” (p. 270). Both sides had created the impression that a
change of government would lead to massive change in the way the country was run.
The ODM campaigned for strengthened local governance, whereas PNU wanted the
power to stay with the central government. This was particularly important because a
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localised power-structure could be a threat to the minority ethnic groups and their
right to own land in the districts, relating back to the land disputes discussed in the
previous section. Whereas the prospect of these changes represented a threat for the
PNU supporters, the same changes were so “alluring [to ODM supporters] that
disappointment could only lead to violence” (Willis, 2008, p. 270).

Whereas Kibaki had initially dominated the opinion polls, the gap between
the two presidential favourites narrowed in the weeks running up to the election
(Branch, 2011). According to the Electoral Commission of Kenya (ECK), official
figures suggested more than 70 percent turned up to vote, and despite political
tension, the voting process itself went peacefully (Harneit-Sievers & Peters, 2008;
Branch, 2011). The initial voting results made official by the Kenyan media on the
first day indicated a victory for Odinga, with Kibaki more than one million votes
behind: it seemed that Kibaki would be the first Kenyan president to lose an election
(Snow, 2009). However, the announcement of the final result was delayed

significantly, and tension grew accordingly (Branch, 2011).

As tensions grew, so did the expectations that Odinga would win the election
(Branch, 2011). Kikuyu residents living by the Ugandan borders were warned that, if
there was any election rigging they would be evicted, an event likely to be repeated
elsewhere (Branch, 2011). The national newspapers had already prophesied Raila’s
victory when Mr. Kivuitu, the Chairman of the ECK announced an improvement in
Kibaki’s position, claiming him to be within 100,000 votes of Odinga (Snow, 2009).
The Chairman failed to give a convincing explanation for why numerous results were
missing, and speculations of whether the government was holding back results until
they knew how many votes they needed to win arose (Snow, 2009). Also alarming
was the fact that votes for the incumbent president in Nairobi kept increasing, even
after the final results from the city were announced (Snow, 2009). Something was

not quite right.

In a somewhat hasty process, Kibaki was declared president with 4.58 million
votes against 4.35 for Odinga within thirty minutes of the count being completed
(Snow, 2009). Independent election observers, including teams from the European

Union, the Commonwealth Observer Group, and the East African Community all
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reported major flaws in the counting of the presidential votes. The Chairman of the
ECK would admit a few days later that he did not know who had rightfully won the
election, admitting that some votes had not been returned. He further disclaimed
responsibility for the votes the ECK had certified, blaming the supporters of Kibaki
for putting pressure on him. Despite the admissions, the Chairman would not resign
until the ‘Kriegler’ report, which “concluded that the elections were a resounding
failure” (Snow, 2009, p. 117), was made public and his resignation became less of a

choice.

The US embassy’s analysis of the situation concluded that it would never be
clear who actually won the election (Branch, 2011). It was obvious that rigging had
taken place on both sides. Although violent incidents had already taken place before
the results were announced, it was nevertheless after the announcements that

violence truly escalated. Although issues like class and

age are likely to have played a role in the casting of votes, | Driver of conflict:
the most prevalent voting pattern formed along ethnic | Disputed

lines (Bratten & Kimenyi, 2008). Central Kenya, | elections

dominated by Kikuyus, had mainly voted for Kibaki,

whereas the West and the Rift Valley dominated by Luo and Kalenjin preferred
Odinga (Harneit-Sievers & Peters, 2008). Both the discussion of whether to localise
the governance of the country, and the electoral campaigns painting gloomy pictures
of the opponents, were factors contributing towards the focus of ethnicity in the

election and the violence that followed.

While violence escalated, and the country was almost on the brink of civil
war, Kibaki and Odinga showed no sign of a willingness to negotiate (Harneit-
Sievers & Peters, 2008). Towards the end of January the situation was looking bleak,
and the international community feared for Kenya’s future (Branch, 2011). It was not
until former UN General-Secretary Kofi Annan threw the weight of his reputation
behind the demand to bring the two sides together that Odinga and Kibaki agreed to
speak directly for the first time since the elections (Harneit-Sievers & Peters, 2008).
Annan announced that he would not leave Kenya until peace was secured, a process
that took five weeks (Harneit-Sievers & Peters, 2008). On 28th February 2008 the
two parties signed the National Dialogue and Reconciliation Accord (Njogu, 2009).
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Kibaki kept the post as president, and Odinga was appointed Prime Minister
(Harneit-Sievers & Peters, 2008). Although the equal sharing of ministerial posts
could be argued to be an improvement, it was nevertheless an elitist agreement,

compromising future stability with short-term peace (Branch, 2011).

As this section has argued, the voting along ethnic lines in the 2007 election
undoubtedly acted as a trigger of violence. However, it would be too simplistic to
argue that conflict automatically broke out between ethnic groups predisposed to
animosity due to an ‘ethnic’ election. The outbreak of violence was also conditioned
by a range of external influences, such as the hostile images painted of the opposition
through electoral campaigns, the focus given to local versus centralised government
in the campaigns (and the expectations of a change in fortunes that this focus
generated among some ethnic groups), the flawed election, the chaos surrounding the
counting and announcements, and the lack of engagement in the peace process by top
politicians. These factors have all emerged in the analysis as equally important
violence triggers. Considering this, it becomes clear that in order to answer the
research question on what role education can play in peace-building, a more holistic
approach addressing democracy is also needed. The next section will therefore
provide a necessary context and much-needed historical perspective, by discussing

previous presidential elections and the presidencies of Kenyatta, Moi and Kibaki.

2.3 Kenya's presidencies: Kenyatta, Moi and Kibaki

What we have in Kenya is a contradiction within the political elite that has led
to a failed election fracturing the nation along historic faults of resource

inequality (Githongo, 2008, p. 363).

Instability during a general election was not unique to 2007. Since embarking on
self-governance after the country gained independence, the ruling elites of Kenya
have been characterised by an acting out of self-interest and by a sometimes ruthless
insistence on retaining power at any cost. This section analyses the three presidencies
of Kenya since independence, namely those of Jomo Kenyatta, Daniel Arap-Moi and

Mwai Kibaki. The analysis will also shed some light on the history of violent
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elections in the country, and how the importance of ethnicity has increasingly

become tied up with political power struggles.

Kenyatta, although initially seen by the British as a radical national extremist,
was, soon after his release from detention, found to be acceptably moderate, and the
best successor of the British power in Kenya (Kyle, 1999). Even before
independence, in the aftermath of the Mau Mau struggle, ethnicity was established as

a prominent feature in political Kenya, reflected in the

Driver of conflict: .. . . .
iver of confli policies of the two main political parties of the pre-
Political independence era. The Kenya African National Union
alleg.larfce along (KANU) was mainly supported by Kikuyu and Luo, and
ethnic lines
the Kenya African Democratic Union (KADU) was mainly

supported by the coastal people, Kalenjin, Maasai and white settlers. The main
political struggle between these two parties was KANU wanting a centralised
political structure, whereas KADU wanted a more federal structure. Upon losing the
elections in 1961 and 1963, KADU was dissolved, and a whole string of new parties
were formed, dissolved and reformed until Kenya effectively became a one-party
state. Although a one-party state was argued to bring stability to the nation, it also
brought with it criminalisation of political debate and restricted freedom of
expression. Two new pieces of legislation were also introduced: the power of the
government to censor, and the right to hold suspects in detention without trial.
Kenyatta, who had been an advocate of non-violence and had preached reconciliation
to his fellow countrymen, became increasingly withdrawn and dictatorial during the
early 1970s (Branch, 2011). He entered his last term as president in 1974 without
being challenged by any opponents.

Upon Kenyatta’s death in 1978, Moi succeeded to the presidency. Gaining
popularity had been easier for Kenyatta, seen as the ‘father’ of the nation, and
affectionately known as ‘Mzee’ (‘the old man’), who after independence had had the
privilege of giving to the Africans what the colonial powers had possessed (Mueller,
2008). For Moi the circumstances were different. Under Kenyatta, the Kikuyus were
said to have been economically favoured, but now the Kalenjin were waiting for their
share (Throup, 1987; Mueller, 2008). In order to fulfil their expectations, Moi as a
Kalenjin “systematically set about the political marginalisation of the Kikuyu elite”
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(Branch, 2009, p. 206). Historically, the people of Kenya were ‘right’ to vote for a
candidate of their own ethnicity, as this has shown itself to be the decisive factor in
their securing of benefits from the government, which in turn provides a possible
explanation for why great disappointment can turn into violence. The Moi era was
much more repressive than Kenyatta’s rule (Mueller, 2008). Although the country
had in practice been a one-party state for years, in 1982 this was written into the
Constitution (Ogot & Ochieng, 1995). Despite attempted military coups, broad
dissatisfaction among the people, and growing violations of human rights, Moi
entered his third period of rule in 1988 without being opposed (Branch, 2011).
Branch and Cheeseman (2008) argue that the style of rule introduced by Moi had a
significant influence on the outburst of violence following the 2007 presidential

election.

Although Kenyatta’s rule had not been free from violence; under Moi it

exploded. Measures that were initially intended to support

the state soon grew out of control, and came to threaten Driver of conflict:

the state’s monopoly of legitimate force (Mueller, 2008). | Loss of state
monopoly on
legitimate force

Mueller (2008) identified four types of extra-state violence

that emerged under Moi. First, politicians started to have

bodyguards and gangs supporting them. Second, youth thugs emerged, initially used
by the state and politicians to “kill and displace opposition supporters in the Rift
Valley, the Coast, and other provinces prior to two multi-party elections in the
1990s” (Mueller, 2008, pp. 187-8). Third, Mafioso gangs emerged in the Nairobi
slums and elsewhere that were sometimes supported by politicians. Finally, the
general level of crime grew to threaten ordinary citizens. These clusters of violence
all bubbled to the surface during the crisis of 2007/08. Despite this rather grim
picture, the Moi period also saw a committed group of intellectuals, lawyers and
church leaders forming an alliance demanding the legalisation of political opposition.
Although it was immediately outlawed and punished, Moi was forced to reintroduce
a multi-party political system when the international community entered the scene
and suspended aid to the country. The first multi-party election since independence

was held in 1992 (Branch, 2011).
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Although Kenya was in many ways portrayed as an African success story
prior to the 2007 election, electoral violence was not new to Kenya. As the first

multi-party election in Kenyan history drew near in 1992, it became increasingly

clear that the presidential candidates were not driven by

Driver of conflict: .. : ., e
e aspirations for a ‘second liberation’, but rather individual

Political leaders power (Ogot & Ochieng, 1995). With the opposition split
motivated by

g into eight, Moi consequently won the election. His victory,
personal gain

however, came at a heavy cost for the Kenyan people.

Ethnic clashes, possibly supported by the government, resulted in more than 2000
deaths, and left more than 300, 000 homeless. Similar events continued throughout
the decade, and the instability they caused partially contributed to Moi being re-
elected in 1997. Towards the next election it became obvious that a change was
needed, and Moi chose a peaceful transformation (Ogot & Ochieng, 1995). Under the
constitutional reform, detention without trial was outlawed, a greater freedom to hold
rallies was granted, and the rules for registering political parties were relaxed (Ogot
& Ochieng, 1995). A coalition government was created in 2001. Kibaki was then
elected president for the first time in 2002. An election more peaceful than the two

previous ones gave hope of a stable democracy in Kenya.

New hope was associated with Kibaki when he won the presidency in 2002
and among his promises was one to fight corruption in the country. Under his rule,
Kenya became “a model of stability and future possibilities” (Mueller, 2008, p. 185).
Moi had initiated freedoms of speech, press, and association, which were expanded
upon under Kibaki (Mueller, 2008). Increasing the democratic structures,
“imprisonment, detention without trial, and torture of opposition party supporters”
were outlawed (Mueller, 2008, p. 185). An economy which had been destroyed by
Moi seemed to be back on its feet under the new government (Mueller, 2008).
Despite these promising developments, however, Kenya scored low on the World
Bank’s Governance Indicators in the areas of government effectiveness, political
stability, control of corruption, and the rule of law; worrying figures for the

upcoming election (Mueller, 2008).

The Kenyan democracy has moved in the right direction. However, history

also points to a ruling system where remaining in power has been prioritised at the
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expense of democracy and the interest of the people. This culture among Kenyan
politicians did without doubt influence the election in 2007. When building grass-
roots democracy through peace education, this context is important, as it means not
only addressing a single standing incident, but a culture built up over years. Part of
this culture can also be traced back to colonial times and the independence struggle

which will be discussed in the following section.

2.4 Unhealed wounds: Colonial times and the independence struggle

In Kenya the rivalry between the Kikuyu and the Luo is a product of
colonialism (Nyangira, 1987, p. 29).

The underlying tensions triggering the PEV in 2007/08 can be traced back not only
to the previous presidencies and elections, but also to the colonial era. In order to
understand the issues facing education for peace-building in Kenya, insights into the

dynamics during the colonial times and how they changed Kenya are needed.

In order to pay for British investments in the East African Protectorate, a
programme of bringing white settlers to the Kenya Highlands was introduced.
Accordingly, more than half of Kenya’s agricultural land was given to fewer than
2000 white farms, and Africans were forced to work as wage labourers on the farms,
or else move to ‘tribal’ reserves, which in reality were more like detention camps
(Berman & Lonsdale, 1992). Most affected were the Maasai on the plains and the
Kikuyu of the eastern highlands; a quarter of the Kikuyu population found
themselves bound to work on white farms. The white settlements had an immense
influence even in the reserves. As a way of controlling the Kenyans, the British
introduced “local chiefs” to govern the country in the rural districts. The arrangement
let to the formation of an African elite who accumulated land and wealth, that they

would later be very reluctant to let go of.

The political struggle resisting the British took off in the 1920s (Anderson,
2006). This was fuelled by the country becoming a colony after years of being a
British protectorate, and economic hardships in the aftermath of the First World War,

that saw reduced wages and higher taxes for African labourers. Many men were
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forced to leave their families to look for paid work in the outskirts of Nairobi, where
early leaders like Harry Thuku and his Young Kikuyu Association sowed the seeds
of nationalism. One of the major grievances from the early 1930s onwards was how
African wages were kept artificially low by the system of the ‘kipande’, an identity
card that had to be carried by every African labourer, on which the employer would
state the previous salary of the worker, so that it would be impossible to negotiate
better wages in the next employment (Anderson, 2006, p. 10). The resulting

economic hardship led to growing disputes over land.

The issue of land as one of the driving forces behind the PEV can partly be

traced back to this early resistance movement. The Kikuyus were farmers and were

one of the groups most affected by the British land
grabbing. But they were also the tribe who was most | Driver of conflict:
strongly drawn into the European economy as wage Land disputes
labourers, learning English, and being politicised. This

could partly explain their influence in post-independence
Kenya. One of the central figures of the 1930s anti-colonial movement was Kenyatta.
A Kikuyu himself, Kenyatta was sent to Europe to campaign for the Kikuyu cause,
where he remained to study for fifteen years. By the time he returned, the British
colonial government had cracked down on African political activism, and all political
parties had been banned. The coming of the Second World War, however, would
revolutionise colonial nationalism, in Kenya and most other European colonies.
During the war, more than 90, 000 Kenyans were recruited into active service,
acquiring new skills and gaining new awareness. Some had witnessed the
independence movement in India; others had seen black Americans do “white jobs”.
On their return to Kenya, however, their newfound capabilities did not lead to more
rights, political influence, or even a job, which gave the Kenyans another reason to

resist and protest.

The first major stepping stone towards independence was when the African
nationalist organisation, the Kenya African Union (KAU), was formed in 1944. This
organisation was more forceful in its demands than the brand of ‘moderate’
nationalists of the previous generation of nationalists, who had received their
education at mission schools and were often ‘Westernised” in their attitudes

32



(Anderson, 2006, p. 11). The organisation was dominated by the Kikuyu, the group
who had been worst affected by the landlessness and land alienation. They also made
up two thirds of the population in Nairobi. Jomo Kenyatta took over the leadership
on his return from England in 1947. The KAU grew to 100,000 members in 1952.
Kenyatta advocated a non-violent approach, but as time passed without the demands
for political rights being fulfilled, a more militant brand of nationalism emerged
among landless Kikuyu, urban workers and the unemployed - the origins of a radical
underground movement that would take up arms in the 1950s, under the name of
Mau Mau (Anderson, 2006). Kenyatta was identified by the British as one of the

ringleaders of the movement, and was imprisoned for seven years (Anderson, 2006).

The rebellion that followed provoked the declaration of a state of emergency
that would last from 1952 until January 1960. The local chiefs introduced by the
British to govern the country in the rural districts were largely Kikuyu. They became
loyalists and supported the British against the Mau Mau, which was also Kikuyu
dominated. The land and freedom movement therefore contributed to splitting the
Kikuyu tribe. As the emergency controls increased, police posts were established
throughout the Kikuyu reserves. Detention camps for Kikuyus were also established,
where Kikuyus were held without trial. Elkins describes the detention camps as “a
murderous campaign to eliminate the Kikuyu people” (Elkins, 2005, p. xiv).
Although documentation is scarce, it is estimated that during the emergency 1.5
million (nearly the entire Kikuyu population) were held in reserves, somewhere
between 160,000 and 320,000 people were in detention camps, and between 130,000
and 300,000 Kikuyus were killed (Elkins, 2005). The Kikuyu was in the first place a
group badly affected by the colonisation of the country, but now they suffered during
the freedom struggle. During this period, ethnicity became more important than it

had ever been previously in Kenyan history.

The state of emergency was removed in January 1960, when the British felt in
control of the rebellion. Following this, things changed quickly towards granting the
country independence. A transitional Constitution was introduced which legalised
political parties, and a large majority of the legislative council was handed over to
the Africans. The KAU was reorganised, and given the new name KANU with

Mboya and Odinga as its leaders. Kenyatta assumed the leadership after his release
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in 1961, and won the election, to become prime minister in 1963. The country
became independent from the British on the 12" December the same year. Exactly
one year later, in 1964, the country was declared a republic, with Kenyatta as

president.

This short introduction to the colonial history of Kenya shows that the
tensions surrounding issues such as the struggle for land have underlying causes that
go back several decades. Behind the simplified story of colonial liberation and the
birth of the Kenyan nation-state, unjust social structures put in place by a white
minority, and how this led to ethnicity gaining in importance, have only been
partially addressed. It could be argued that while privileges have simply been
transferred from a white colonial elite to an African postcolonial elite, little has
changed for the wider population of Kenya, in terms of economy and opportunities;
structural violence still flourishes. Furthermore, much of the bitterness dating from
the Mau Mau uprising has never been publicly addressed. Therefore, although the
PEV was often described as an ethnic conflict by the media, analysts who point to it
being more a grievance over land and other underlying long-term issues may very

well have a good point.

2.5 Conclusion

The violence was often, although not always, depicted as a surprise, an
aberration or a specific event tied to the rigging of the election, rather than as
the latest episode in a much longer history of political violence (Branch,

2011, p. 19)

In this chapter I have argued that the PEV did not come as a surprise from a
historical perspective. On the contrary, the country had had a history of violent
elections, and from the analysis of the political economy of Kenya ranging back
through the previous presidencies to colonial times and the independence struggle,
the following drivers of conflict have emerged: incited violence, disputed elections,
political allegiance along ethnic lines, loss of state monopoly on legitimate force,

political leaders motivated by personal gain, and land disputes. While the PEV in
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Kenya subsided after the power-sharing was agreed between Kibaki and Odinga,

history suggests there is still unresolved tension.

The fact that the violent outburst in 2007/08 was grounded in the history of
the country is unlikely to be unique to the Kenyan context. I will therefore argue
along the lines proposed by Novelli and Smith (2011) that any peace education
programme should grow out of an examination of the country context, taking the
drivers of conflict into consideration. Such an approach is necessary for peace
education to contribute to sustainable peace. As the drivers of conflict go far back
into history, people are unlikely to simply ‘forgive and forget’. The question is
whether education can play a part in peace-building through developing knowledge
about the issues addressed in the drivers of conflict, providing a space for
constructive discussion, and whether these can contribute to peace-building. These
questions will be explored throughout the thesis. In the next chapter I will look at

what literature say about the role of education in the peace-building process.
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Chapter 3: Education and Peace-
building

This chapter introduces the field of education and peace-building, and
the Kenyan PEP. The chapter is divided into three sections. The first
aims to map the field of education and conflict in general terms, focusing
on how education has increasingly been seen as important in
development, and how conflict disrupts education. I will then move on to
argue that education can both fuel conflict and build peace. Some
elements of education policies and school practices will be discussed in
particular; equally distributed education, language of instruction,
conflict-sensitive curriculum, developing a pedagogy of peace, non-
violence in schools, the role of the teacher, and schools as zones of
peace. The above-mentioned sections argue that in order for education to
build peace, a holistic approach must be adopted where the whole school
culture is addressed. The third section introduces the Kenyan PEP, which
was a central component of the educational response to the PEV. Peace
education programmes will first be conceptualised before I move on to
discuss the Kenyan PEP more specifically. I will argue that although an
integrative approach to peace education can be traced back to
independence in Kenya, the country has in recent years focused mainly
on the additive approach, through introducing peace as a separate subject
in the curriculum. Finally, I will argue that the theories of change guiding

the PEP were implicit, leading to a reactive interpretation of the PEP.
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3.0 Introduction

Throughout the last decade there has been a growing recognition of education’s role
as a response to conflict, so that it is seen as the fourth pillar of humanitarian aid
alongside food and water, shelter, and health (Machel, 1996, 2001). Schools and
teachers can be used to provide a safe space and sense of normality during situations
of instability, and contribute to the physical, psychosocial, and cognitive protection
of children, adolescents, and adult learners. Schools can also become sites for inter-
agency collaboration and harmonisation of relief efforts. Because of the vital role
education is perceived to play in recovery following conflict, there has recently been
a focus on the role education can play in peace-building. However, although 55
percent of the peace agreements signed between 1989 and 2005 mention education in
some form, only a small number mention peace education for regular schools, which
indicates that further research and awareness rising is required in the area (Dupuy,

2009).

The main research question for this thesis asks what role education has played
in peace-building in Kenya following the PEV. Whereas the previous chapter gave
an overview of the political economy of the country and identified drivers of conflict,
in the light of the main research question, this chapter will review the literature on
the role education can play in peace-building following conflict and introduce the

Kenyan PEP.

Because this thesis investigates education for peace-building following
conflict, the first section of the review (3.1) deals with the field of education and
conflict in more general terms. Having been largely neglected as part of emergency
responses, education has recently grown in importance. Consequently, UNICEF
responded to the PEV in Kenya with an Education in Emergencies and Post-Crisis
Programme (EEPCT) (Barakat, Hardman, Connolly, Sundaram & Zyck, 2010). This
section discusses the emergence of education and conflict as a field, and the

challenges facing education systems in times of conflict.

In the second and most substantial section of the chapter (3.2) the literature
on building a culture of peace in schools is reviewed. While this is a broad area, I
have narrowed it down to an examination of seven specific topics of particular
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relevance to the Kenyan context: equally distributed education; the language of
instruction; conflict-sensitive curricula; developing a pedagogy of peace; non-
violence in schools; the role of the teacher; and schools as zones of peace. As [ will
argue, peace-building education requires interventions across the whole education

system.

The third section (3.3) introduces peace education programmes in general and
the Kenyan PEP in particular. I will discuss the PEP in light of published literature
on the topic, policy papers, and interviews with national policy makers. The section
argues that although peace has been integrated into Kenyan curricula since
independence, a more additive approach was taken following the PEV. I will further
argue that peace education in Kenya can be seen as reactive due to policies on

distribution.

3.1 Education and conflict

Education has traditionally been seen as a part of long-term development, rather than
emergency intervention. However, academics and practitioners alike make a valid
argument for the role education can play both in being a site for inter-agency
collaboration and relief efforts, and providing safety and psycho-social support to
children in any emergency, however short or long (Barakat, Connolly, Hardman and
Sundaram, 2013). The PEP was initially part of the EEPCT programme in Kenya,
aimed at addressing the longer-term effects of the conflict (Barakat et al., 2013). As
the research question for this thesis asks what role education can play in building a
culture of peace following the PEV, this section will provide a discussion of the field

of education and conflict.

That there was previously little international awareness of the area of
education in conflict can be illustrated by reference to the first Education For All
(EFA) conference from 1990, which made little mention of education in
emergencies, and when it was mentioned, the focus was merely on conflict as an
impediment to achieving enrolment (Inter-Agency Commission UNDO, UNESCO,
UNICEF & WORLD BANK, 1990). Machel’s (1996) report was a seminal work in

addressing children in war, and brought education firmly into the picture. In her
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report, she argued for the establishment of education as the fourth pillar of
humanitarian aid alongside food and water, shelter, and health. The report upheld
both the fundamental right to education regardless of context, and the positive impact

education can have in conflict-affected countries.

In the following EFA report from 2000, education in emergencies was given
much more attention. Emergencies were recognised as a major obstacle to achieving
educational goals, the need to include provision of education in emergencies in the
national EFA plans, including it as one of the nine EFA flagship programmes is
recognised (UNESCO, 2000). It was at the same EFA conference that the
International Network for Education in Emergencies (INEE) was established. The
INEE framework of minimum standards and conflict-sensitive education has become
standards in the field. Further, the Global Monitoring Report of 2011 was dedicated
to the thesis that conflict in the world’s poorest countries is one of the greatest
barriers facing the EFA goals and the wider Millennium Development Goals (MDG).
Both the minimum standards and the global monitoring report illustrate the growing

attention education in emergencies has gained in recent years.

The growing attention in the area of education and conflict has revealed a
range of challenges for education systems during conflict. Comparative statistics on
enrolment and achievements clearly show that education systems in conflict zones
are disadvantaged. Although significant progress has been made towards achieving
the EFA and MDG goals globally, the same progress is not as evident in conflict-
affected countries (Mundy & Dryden-Peterson, 2011). In conflict-affected
developing countries, enrolment in primary and secondary education is lower than in
other developing countries, children are more likely to drop out of school once
enrolled, and literacy levels are lower. Poverty reinforced by conflict leaves children
out of school as it undermines economic growth and leaves children unable to pay
for the cost of schooling, or forces them to leave school to earn an income for their
families (UNESCO, 2011). Schools and children are also deliberate targets of war,
which instils fear and leaves children out of school (O’Malley, 2010). In Kenya,
schools were burnt and looted from during the PEV. Figures show that 400 teachers
at schools in the Rift Valley asked to be transferred from their current teaching
positions, and within Nakuru municipality 248 pupils were relocated (O’Malley,
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2010). Further, conflict increasingly leads to displacements, and displaced
populations live largely without access to education (UNESCO, 2011). The constant
fear and trauma caused by violence is likely to affect the learning of the pupils, but as
O’Malley (2010) points out, more research is needed to document the disruption of
learning outcomes caused by trauma. In short, conflict severely affects access to

education and school performance.

The question of what role education can play in peace-building following
conflict has sprung out of growing advocacy of the importance of education in times
of crisis. Although the disruptive effect of conflict on education has been
increasingly documented over the last decades, little research has been carried out on
the role education can play in peace-building. As Pherali (2011) points out, it is
crucial to ask whether the international agenda on enrolment in education leads to
increased quality, or whether it simply leads to “more of the same” (p. 141). If the
quality of schooling is poor in terms of peace-building, the increased access to school
“may actually ‘harm’ schools rather than doing them ‘good’” (Pherali, 2011, p. 142).
The next section seeks to emphasise quality indicators towards building a culture of

peace through education.

3.2 Building a culture of peace in schools affected by conflict

The previous section mapped the field of education and conflict and argued that
education is becoming the fourth pillar of humanitarian aid. It was also established
that education is often severely disrupted in times of conflict, leaving children out of
school and affecting the quality of schooling. This section shifts the focus to discuss
educational policies relevant to the Kenyan context which can promote a culture of
peace in schools. Education for peace-building must include more than specific
education programmes such as the PEP (Smith, 2005). Knutzen and Smith (2012)
identified three rationales for the role education can play in peace building in their
literature review. First, that education can be a ‘peace dividend’: the end of conflict
provides a valuable opportunity for governments to increase their involvement in
education and show commitment to social services to their country by increasing the

quality of education. Second, education could potentially contribute to stability if it is
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‘conflict sensitive’. And finally, education has been argued to be ‘transformative’ in
that it can “transform values, attitudes and behaviours” (Knutzen & Smith, 2012, p.
64). I will therefore in this section discuss a range of aspects at both policy and
pedagogy levels. In particular, equally distributed education, the language of
instruction, conflict-sensitive curricula, developing a pedagogy of peace, non-
violence in schools, the role of the teacher, and schools as zones of peace will be
discussed. In sum, the section argues that peace-building education has to take a

holistic approach to ensure that the entire school culture is promoting peace.

3.2.1 Equally distributed education

One way in which education can fuel conflict is through limited provision of
educational opportunities. Throughout history numerous people have experienced
exclusion from access to social and economic opportunity on the grounds of race,
religion, culture or other group identity (Bush & Saltarelli, 2000). Politics along
ethnic lines was identified as a driver of conflict in chapter 2, and this section will
discuss how unequal access to education could be a manifestation of this in Kenya,

and how ensuring equal access could contribute to peace-building.

In ethnically stratified societies, education is frequently kept as a privilege for
the dominant groups. For example, although all children in Kenya have the right to
free primary education, an examination of the education system showed that there
was close correspondence between Gross Enrolment Ratios, number of schools,
number of qualified teachers and the ethnicity of the ruling elite (Alwy & Schech,
2004). Such educational inequality has been found to heighten the risk of conflict
(Pherali, 2011, 2013).

From the perspective of equity theory, conflict derives from experienced
injustice in society. People are often drawn into conflict by “direct experience of
social and economic injustice” (UNESCO, 2011, p. 165). Education may be
particularly important in this context, as educational discrimination will not only
have immediate effects, but also long-term impacts on the socio-economic status of
the groups in question (Bush & Saltarelli, 2000). That violence has broken out in

Kenya following general elections could be a manifestation of this, as Kenyans have
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experienced the importance of having a president of their own ethnic group for

accessing social services such as education (see chapter 2).

Limited access to education typically also reinforce poverty and results in
unemployment. Where education is distributed along ethnic lines, this can lead to
higher unemployment of youth in certain communities. The violence in Nepal, for
example, was found to be driven by social exclusion based on caste and ethnicity,
and the recruitment of school children into violence was particularly prominent in
areas of ethnic exclusion (UNESCO, 2011). This illustrates how limited
opportunities can place young people in vulnerable and frustrating places where they
are more prone to turn to violence. An analysis of youth employment in Kenya
showed that likelihood of employment rose with the level of education (UNDP,
2013). When statistics reveal employment possibilities and human development to be
higher in the areas associated with the ethnicity of the ruling elite, it is questionable

whether this injustice could have contributed to fanning the PEV (Omolo, 2012).

In this section I have argued that unequal access to education can interrupt
stability and fuel conflict. For educational institutions to act as peace-building
catalysts, equal access must therefore be ensured. It should therefore be taken into
consideration in any peace-building policy, as was done in Rwanda where the policy
removing ethnic and regional quotas for access to education was a key factor in
increasing the enrolment in primary education by 33 per cent the first five years
following the genocide (Nicolai, 2009). That the unequal educational opportunities in
Kenya are not explicitly stated in any policy should not stop the peace-building
initiatives in the country from addressing the unfear practices. One step that has been
taken in Kenya to include various ethnicities in schools is a language policy which

does not favour a particular group.

3.2.2 The language of instruction

Even though instruction in the mother tongue has been recognised as positive for
cognitive development (Akinnaso, 1993; Benson, 2004; Fafunwa, Macauley, &
Soyinke, 1989; UNESCO, 2004), Kenya has adopted a policy where English is used
as the language of instruction from Grade 4-8 (age 10-14) (Muthwii, 2010). This is

42



done partly because English is seen as having a unifying effect on the ethnically
stratified country, a point that was repeatedly made in the interviews carried out for
this thesis. This section will discuss the strengths and weaknesses of this language

policy.

In Kenya, the roots of this policy can be traced back to the time when
knowledge of English was instrumental in order to access high-status jobs and
positions under colonial rule (Kioko & Muthwii, 2001). The English language, as
opposed to vernacular languages, may have a unifying effect. However, instruction
in the mother tongue has been recognised as improving academic outcomes, reduce
repetition of grades and dropouts, and be a cost-effective way of increasing the
quality of education (UNESCO, 2004). Supporting the same argument, marginalising
the mother tongue in the school system has been shown to have a negative effect on
cognitive development of pupils, as well as elements such as “self-concept, self-
esteem, social and emotional adjustment, employment prospects and moral
development” (Young, 2002, p. 230). However, arguments can also be made in
favour of bilingual education. Bilingual schooling gives access to global languages,
and research has also suggested that when the initial years of schooling are
conducted in the mother tongue, a later introduction of other languages can give

benefits in learning outcomes (UNESCO, 2004).

However, using a “neutral” language for instruction has also been recognised
to unite ethnic groups. Over half the countries going through armed conflict are
highly diverse linguistically (UNESCO, 2011); a situation which is also true for
Kenya. It is therefore reasonable to hypothesise that the language of instruction is an
aspect that has both contributed to peace-building and fuelled conflict around the
world (UNESCO, 2011). The introduction of Spanish in Guatemala, Turkish in
Turkey, and Nepali in Nepal as languages of instruction for all, including minority
groups, are examples of language policies which fuelled conflict, as the respective
languages were all seen as a threat to the identity of minority groups (UNESCO,
2011; Pherali & Garratt, 2013). In Tanzania and Senegal, however, language has had
a unifying effect. In Tanzania, Kiswahili was declared ‘ethnically neutral’ as it was
not the mother tongue of any ethnic group. When introduced as the single national
language as a medium of instruction in schools, it played a role in fostering “a sense
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of shared identity” (UNESCO, 2011, p. 22). Similarly in Senegal, French was
introduced as the official language rather than the dominant minority language of
Wolof, which was partly a “conscious effort to defuse conflict over language and
ethnicity” (UNESCO, 2011, p. 242). Drawing on the above examples, where the
mother tongue of one ethnic group is introduced as language of instruction this can
cause a marginalisation of minority groups which can fuel conflict. However,
language of instruction can contribute towards a unified identity and peace-building

when the language introduced is ethnically neutral.

In Kenya the official languages used for teaching and examinations are
Kiswahili and English. In addition, schools are encouraged to develop language
policies to restrict the use of the mother tongue in social settings within the school
(Noor, 2009). Although this might have a negative impact on learning outcomes in
schools, the policy is claimed to build a common identity across ethnic groups.
Using national languages for instruction could therefore be argued to be beneficial
from a conflict-sensitive point of view. In the next section I will argue that a similar

evaluation must take place in respect to the curriculum to ensure conflict-sensitivity.

3.2.3 Conflict-sensitive curricula

Where an appropriate curriculum and teacher training is not provided, schools often
end up as “political battleground[s]” (UNESCO, 2011, p. 169). Educational systems
can reinforce prejudice and intolerance through the curriculum. However, this does
not mean that political discussion should best be avoided, since as for education to
reach its peace-building potential it must “deal with collective narratives and deeply
rooted historical memories and social beliefs” (Kupermintz & Salomon, 2005). This
section will argue that for the Kenyan education system to effectively build peace,
sensitive issues must be used as a starting point for reflection and critical thinking

rather than be left out of the curriculum.

In Rwanda, education has been recognised as one of the causes of the
genocide, as “the Rwandan educational system was characterized by injustice,
discrimination and a version of history that served the people in power” (Bijlsma,

2009, p. 219). More specifically, the political ideology which contributed to the

44



genocide had been disseminated through the teaching of history in schools, where the
Hutus were described as the indigenous and superior population in the country
(Obura, 2003). Bijlsma (2009) argues that, in the case of Rwanda, establishing a
historical narrative to be taught in schools is essential, as the absence of an
established version of history could give rise to alterative accounts based on ethnic
identity. Although less extreme, this argument is also valid for Kenya. As will be
discussed in chapter 5, the teachers interviewed for this study were reluctant to
address or discuss the political economy of the country or the drivers of conflict in

their teaching for fear that they would stir up violence.

The teachers interviewed were therefore ‘sanitising’ the curriculum, leaving
out issues that would be controversial to discuss, and thereby losing out on important
opportunities for reflection and critical thinking (Davies, 2004). When a review
process was carried out in 2003 following the DFA initiative, the language used in
the curriculum was critically assessed by curriculum developers to make the
curriculum more conflict-sensitive. In the subject of Social Studies, for example, a
component was called “our district”. The curricula developers feared that this
implied a tribal ownership of the district, and the wording was changed to “the
district” accordingly (KIE official 1 interview). Although these changes are likely to
have contributed to a positive change in the curriculum, the process did not include a
rewriting of history, where sensitive issues could have provided a starting point for
discussion and critical thinking. Davies (2004) argues that through ‘sensitising’, a
process heavily relying on the development of critical thinking and analytical skills,
roots of conflict are discussed rather than merely removed from the curricula and

textbooks.

Cunningham (2011) found in his research in Northern Uganda that “young
people can become active citizens through a synthesis of knowledge, values and
skills” (p. 228). Whereas the PEP is designed to empower the pupils with skills and
values, the lack of direct mention of conflict leaves the knowledge out. This, then, is
left to the regular social studies curriculum. However, as will be discussed in chapter
6, the teachers were not trained to include the pupils in open discussion in the

classroom teaching.
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3.2.4 Developing a pedagogy of peace

Whereas the focus of international non-governmental organisations and the UN has
for decades been to increase access to education, this section argues for the need to
increase the quality of the education inside the classroom. Pedagogy in developing
countries has been the focus of increasing attention over the past decade (Alexander,
2008; Smith, 2005). This section seeks to link the studies of classroom pedagogy
with peace education. I will argue that participatory learning holds the potential for
creating useful knowledge through a basis in the lived experience of the learners

(Turay & English, 2008).

In common with other sub-Saharan African countries, the comparatively few
studies that have been carried out into classroom pedagogy in Kenyan primary
schools show a teacher-dominated discourse promoting rote learning and recitation.
Such interaction often takes the form of lengthy recitations made up of teacher
explanation and questions, and brief answers by individual pupils or the whole class
(Abd-Kadir & Hardman, 2007; Hardman et al., 2009). Helping teachers to transform
classroom talk into a purposeful and productive dialogue, through a pedagogy and
curriculum which is relevant to the lives and linguistic profile of the communities
from which the pupils come, is therefore seen as being fundamental to improving the
quality of primary education (Tharp & Dalton, 2007). The promotion of a more
‘learner-centred’ form of pedagogy has been high on the agenda of primary teacher
education reform in many eastern and southern African countries, and, as will be
discussed in section 6.2.2, is seen as being central to the effective teaching of peace

education.

The development towards dialogue and discussion seems to be particularly
important in fragile contexts. Davies (2011) establishes that pedagogy can contribute
to conflict. Bird (2003) found that the didactic methodologies used in Rwanda, where
questioning and critical thinking were discouraged, had affected people’s response to
the genocide. Ensuring a less authoritarian teaching practice, therefore, is not only
important for ensuring quality, but for allowing educational institutions to move from

fuelling conflict to building peace.
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According to Abebe, Gbesso and Nyawalo (2006), many countries in Africa
have already included elements of peace education in their curriculum. They argue,
however, that a shift in methodologies used is needed in order for them to accord
with what is taught and to validate the content. Learner-centred methodologies are
essential to this, and Baxter and Ikobwa (2005) propose increased classroom
interaction, activity learning or discovery learning, or alternative methods such as
theatre, art and music groups. This can be exemplified through the approach taken by
the Association Facing History And Ourselves in Rwanda in their work on
developing an alternative approach to the teaching of history (Bijlsma, 2009). Rather
than presenting one version of history, the approach aims at training pupils and
students in analysing different historical narratives (Bijlsma, 2009). Such approaches
to teachers and learning, based on critical pedagogy', are more likely to achieve the
goal of understanding among pupils, which again could lead to internalisation of

knowledge among learners.

Kenya has in recent years increasingly focused on the quality of education,
and all schools are committed to use learner-centred methodologies (MoE official 1
interview). Because of the importance of the quality of classroom interaction for
peace-building education, classroom observations were carried out to determine the
extent to which teachers were using a more learner-centred pedagogy during their
peace education lessons in this study. The use of corporal punishment was another

practice that was researched for my study, which will be discussed below.

3.2.5 Non-violence in schools

Families and schools use authoritarian tactics to resolve disputes, teaching
young people to use force when faced with conflict (Harris & Morrison,

2003, p.10).

That schools themselves have often been violent places is well documented (e.g.
Harber, 1996; UNESCO, 2010; UNESCO, 20011). One aspect of this culture of

violence is corporal punishment, which is still widely used as a disciplinary strategy

! Critical pedagogy refers to the teaching and learning of critical thinking, with the goal of achieving
awareness and consciousness of democracy and the learners’ own situation in society (Friere, 1974;
Friere; 1970).
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in schools across the world and commonly seen as an enforcement tool to facilitate
pupils’ learning (Davies, 2004). Corporal punishment was used in all of the four
case-study schools in this research, and widely used in three of them. This section
will argue that a culture of violence nurtured by corporal punishment not only leaves
children with psychological trauma, but is likely to have an effect on the wider

violence pattern in society.

Despite physical punishment of children being defended as a pedagogical
practice, research has found that threats “limit the brain’s capacity for learning”
(Davies, 2004, p. 115). This may partly explain why, although cultures are found to
support the use of corporal punishment, the children of the same culture express
anger, hurt and sadness when discussing the practice (Davies, 2004). Research has
also showed that “corporal punishment may produce in children neurotic reactions
such as depression, withdrawal, anxiety, tension, and in older children, substance
abuse, interference with school work, and precocious sexual behaviour (Human
Rights Watch, 1999). When corporal punishment is partly accepted in the wider
society, there are few ways the children can channel these repressed feelings of
anger. Bitensky (1998) proposes that this repressed anger can easily get channelled
through “adult aggressiveness, authoritarianism, and lack of empathy” (p. 431). The

repressed anger from childhood is in other words acted out at the expense of others.

Furthermore, the use of corporal punishment communicates that the use of
violence in a more general sense is accepted and legitimised (Davies, 2004). If
children internalise the norm of corporal punishment, the possibility is there that
using violence to solve problems will be generalised to other domains in life
(Lansford & Dodge, 2008). Although the direct link between the use of corporal
punishment and violence in wider society is difficult to prove, research shows that in
cultures where corporal punishment is the norm, there is also a higher level of
societal violence (Gershoff, 2010). It is likely that when children frequently
experience adults using violence, the probability that children themselves will be

involved in violence when they grow up increases (Landsford & Dodge, 2008).

Kenya is one of the countries where corporal punishment has been abolished

by law in the home, in school, in the penal system and in alternative care (Global
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Initiation to End All Corporal Punishment of Children, 2012). Although this is a step
in the right direction, over half of the adult population in Kenya still believes that
their religion allows them to physically punish their children (Plan International,
2012). Due to the evidence presented in this section on how corporal punishment
contributes to both trauma and potentially accelerates violence in the wider society,
working towards ending corporal punishment in schools should be part of any peace-
building mission at the school level. Taking the above findings into account on the
well-being of children and the possible spill-over of violence from school to society,
schools aiming to be peace-building institutions should abolish the use of corporal
punishment. As with most changes at the school level, teachers play a crucial role.

The role of the teacher in peace-building will be discussed in the next section.

3.2.6 The role of the teacher

Teachers can hardly be separated from the above topics with respect to developing a
pedagogy of peace and ensuring non-violence in schools. In that sense the above
sections testify to the importance of teachers. All the same, this section will discuss
the role of the teacher in more detail as I found that teachers were not sufficiently
trained to promote critical thinking or use interactive methods in their teaching

(section 6.2.2).

Teachers are a reoccurring theme in the EFA Global Monitoring Report
(GMR) on armed conflict and education (UNESCO, 2011), in particular when
discussing the high teacher/pupil ratio, ensuring proper teacher salaries, the need for
more teachers in general and the need for higher qualifications among teachers. The
report also refers to research showing that teachers can make a difference to pupils’
welfare when providing support, and that increased recruitment of female teachers
and gender training can increase the enrolment and achievements of girls (UNESCO,
2011). Feuerverger (2001) argues that a key future in a school working for peace in
Israel was that they had both Palestinian and Jewish teachers. This enabled them to
hear both points of view. Encounters were described as happening both through the
pupils meeting each other, and through observing how the teachers interacted.

Despite a weak evidence base on the role teachers can play in peace-building, the
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GMR report (UNESCO, 2011) is permeated with claims about the importance of
teachers, sending a strong signal on the importance teachers are perceived to play.

This gap between perception and evidence calls for further research on the topic.

Curricula, policies and frameworks go a long way in guiding the content
taught. However for peace education to be successful, the teacher must “truly
internalise all the skills, knowledge, values and attitudes associated with peace
education” (Baxter & Ikobwa, 2005, p. 28). It might not be as effective teaching the
children about non-violence if the teachers themselves are caning the pupils.
Likewise, it might not have a great impact teaching children about freedom of speech

if they are not allowed to express their own opinions in the classroom.

As this section has discussed, there is little research to back the importance of
teachers in the peace-building process. Chapter 5 and 6 will further discuss the role
of the teachers in the case-study schools, and section 7.1.2.2 will argue that there is a

need for teachers in Kenya to be trained in the pedagogy of peace.

3.2.7 Schools as zones of peace

As discussed in section 3.1, attacks on education is a major obstacle for educational
provision during armed conflict, and Kenyan schools were subject to violent attacks
during the PEV (UNESCO, 2011; UNESCO, 2010). Ensuring access to education is
important on many levels, including ensuring continuity of learning, avoiding
physical damage and providing a safe space and normality for children undergoing
psychological trauma (UNESCO, 2011). Schools are often the only safe arena in
addition to the family, where the children have daily social contact, and it is therefore
important that schools arrange for the children to socialise in a “non-confrontational

setting” (Wedge, 2008, p. 12).

In Nepal UNICEF has helped developed a Schools as Zones of Peace (SZOP)
initiative as a response to the need for school safety during violence (UNICEF Nepal,
2010). Similar efforts have been made in the Democratic Republic of Congo,
Afghanistan, and Northern Ireland (UNESCO, 2010). The initiative in Nepal came as
a response to the violent decade from 1996-2006 where schools had been badly
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affected through, among other things, child soldier recruitment and exploitations of
schools for political purposes (UNICEF Nepal, 2010). To avoid school closure,
politicisation and harassment, SZOP was initiated to strengthen the resilience of the
schools (UNICEF Nepal, 2010; Shrestha, 2008). Developing codes of conduct for
school, village and district level as well as armed groups is a central element in the
initiative, which unites the communities round protecting educational rights

(UNICEF Nepal, 2010).

According to UNICEF Nepal (2010), promising steps have been made to
implement the framework, and the results are encouraging: Schools are open on more
days, codes of conduct have been developed at national and school levels, and
political armed groups have moved out of schools (UNICEF Nepal, 2010).
Consequently, children in the respective schools access more days of education than
they otherwise would, and in a safer environment. The SZOP initiative therefore
stands out as one of the most effective ways of counteracting attacks on education.
During the PEV, schools in Kenya were closed, and displaced children were largely
without access to education. It seems reasonable to think that developing a SZOP

framework for Kenya, could potentially have contributed to counteracting this.

3.3 The Kenyan peace education programme

This section will introduce peace education as an approach to building peace in
schools and communities, and look at the design of the PEP from the perspective of
policy makers. The section is based on published literature on peace education,
interviews, document analysis and participatory observations with policy makers in
Kenya. The interviews were conducted in the spring of 2012 with education officers
from UNICEF, UNESCO, Kenya Institute for Education and the MoE. Following the
national stakeholders, I also interviewed DEOs/MEos. However, as they had not
gone through the training themselves they were very vague and gave very general
comments. Participatory observation was carried out in meetings, conferences and
workshops with MoE, UNICEF, UNESCO and other key stakeholders where peace

education was discussed on a national level. As will be discussed in chapters 5 and 6,
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the programme design and distribution policy influenced the attitudes of schools to

the programme, and will therefore be discussed in this chapter.

I will start the section by discussing the theoretical foundations for peace
education, arguing that the PEP can best be understood as a conflict resolution
education programme. [ will then move on to discuss the integrative and additive
approaches to peace education. Prior to the PEV, an integrative approach to peace
education was adopted, where peace was integrated into the formal curriculum.
Following the violence, however, policy makers saw the need to strengthen the
teaching of peace in schools, and consequently adopted an additive approach through
adding peace as a separate subject in schools through the PEP. As will be discussed
in chapters 5 and 6, the dual approach discouraged some schools from implementing
the programme as they argued peace was already taught in the curriculum through
the integrative approach. Following the discussion of programme design, [ will move
on to discuss the implementation process, which led to an understanding of the PEP
as reactive, as it came as a response to the PEV. As with the programme design, this
discouraged some schools from implementing the programme, as they saw it as
merely a response to the PEV. As the discussion below will reveal, the peace
education policy of 2012 encouraged a national implementation of the programme
which is aimed at addressing all levels of violence in the society, moving away from

the reactive approach.

3.3.1 Peace education: Theoretical foundations

As part of the EEPCT Programme, the PEP was designed for Kenyan primary
schools. As will be discussed in the following section, the programme that came
about as an emergency response became, in 2012, policy, and will be implemented in
all primary schools countrywide. Consequently, the PEP became a natural part of my
research on the role education can play in peace-building in Kenya. In order to place
the Kenyan PEP in a wider research context, this section will discuss theoretical
foundations of peace education programmes relevant for my research. I will start by
conceptualising the term ‘peace education’ before moving on to arguing that peace

education is more of a process than a subject, that inner peace is commonly a
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component of peace education, and that peace education is generally aimed at
achieving non-violence. I will further argue that from a theoretical perspective, the
PEP can best be understood as a conflict-resolution programme. The section
concludes with a discussion of the relationship between peace education and other

peace-building initiatives.

Placing the PEP in a wider peace education context proposes a range of
challenges, one of them being the vast variety of programmes under the peace
education umbrella. The following quote illustrates some of the diversity in peace

education:

Peace education is a generic term used to describe a range of formal and
informal educational activities undertaken to promote peace in schools and
communities through the inculcation of skills, attitudes, and values that
promote nonviolent approaches to managing conflict and promoting tolerance

and respect for diversity (World Bank, 2005, p. 60).

Peace education programmes exist for all age groups: adults, youths or
children. They can be implemented within the school system, either as part of the
formal curricula, or as extra-curricular activities. Or they can occur completely
separate from the school system through camps or other informal training. The
content of peace education varies as much as its form, ranging from “advocacy to
law reform, from basic education to social justice” (Baxter & Ikobwa, 2005, p. 28). It
can comprise areas such as human rights education, education for development,
environmental education, gender training, global or international education, landmine
awareness, life skills education, citizenship education, conflict resolution education
and psychosocial rehabilitation (Fountain, 1999; Harris & Morrison, 2003; Nicolai,
2009; UNESCO, 2011). Within UNICEF, the terms ‘peace building in schools’
(ESARO), ‘education for peace’ (Rwanda), ‘global education’ (MENA), ‘education
for conflict resolution’ (Sri Lanka), and ‘values for life’ (Egypt) have all been used to

label the initiative (Fountain, 1999).

Although research into peace education which provides evidence of
effectiveness and impact is limited (Hart, 2011), there is plenty of literature
conceptualising peace education (Harris & Morrison, 2003; Hicks, 1988; Calleja &
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Perucca, 1999; Goldstein & Selby, 2000; Andrzejewski, Baltodano & Symcox,
2009). One uniting factor in peace education is how it is more a process than a
subject (Reardon, 2000). Although knowledge is a component in peace education,
skills, attitudes and values are as important (Baxter & Ikobwa, 2005). The process is
accordingly emphasised as much as the outcome, and exploration is a major
component. A major challenge for peace educators is thus to develop processes
whereby pupils and students are given the opportunity to explore complex questions
(Davies, 2004). The PEP lesson plans promote an interactive pedagogy, aiming to let
the pupils to take active part in the lesson and discuss questions related to their own
lives (MoE, UNICEF & UNHCR, 2008). What is not addressed, however, is the
political economy of the country, and how peace can be achieved on a national level

(see section 3.2.4).

In challenging individuals’ attitudes and values, peace education aims to
change something inside the individual. Some peace education programmes even
argue that all peace has to start within the individual, with inner peace, defined as
“peace of mind and absence of fear” (Harris & Morrison, 2003, p. 13). Inner peace
has been promoted by a range of spiritual non-violent activists including the Dalai
Lama, Thomas Merton and Thich Nhat Hanh. They argue that in order for a person
to create peace with her environment, she must first be at peace with herself.
Providing guidance and counselling for pupils affected by trauma is one way of
promoting inner peace (Harris & Morrison, 2003). The PEP also includes a module
on ‘handling emotions’, which to a large extent focuses on achieving inner peace

(MoE, UNICEF & UNHCR, 2008).

Another uniting factor of all peace education programmes is that of non-
violence, aiming at the prevention of both overt and structural violence. Conflict
resolution education is one of the most obvious ways overt violence can be addressed
(Harris & Morrison, 2003). The PEP does not focus on the root causes of violence,
but teaches about relationships and ways to avoid and tackle conflict. It can therefore
be argued that the PEP mainly teaches for peace, focusing on values and skills
necessary for peaceful behaviours. One problem, however, is that it assumes
knowledge of areas such as politics and peace and conflict studies by pupils.
Learning about peace is to a certain extent covered in the social skills curriculum, but
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as will be discussed in the findings chapter, the teachers did not think the pupils were
old enough to learn about the backdrop of the PEV. In this sense, the Kenya PEP
resembles conflict resolution education, which aims at teaching children to resolve
conflict constructively; that is through cooperation as opposed to competition

(Akgun & Araz, 2013).

Although conflict resolution programmes vary across contexts, they generally
have two goals in common: to better the school environment by making it safer and
more caring, and to socialise children into learning conflict resolutions skills which
they can benefit from throughout life (Akgun & Araz, 2013). Targeting the
individual, the approach aims at understanding conflict dynamics and learning
communication skills, thereby empowering pupils to manage relationships peacefully
(Harris & Morrison, 2003). Components such as anger management, impulse control,
emotional awareness, empathy development, assertiveness, and problem solving
skills are therefore essential in these programmes; all are included in the PEP (Harris
& Morrison, 2003; MoE, UNICEF & UNHCR, 2008). Through the programmes,
children are expected to learn to handle interpersonal relationships among
themselves, not by eliminating conflict, but through handling emerging conflicts in

peaceful ways (Harris & Morrison, 2003).

Although peace education programs could play a part in peace-building, these
programs have traditionally aimed at changing people’s behaviour, whereas peace-
building includes the aspects of social and economic justice which must be addressed
at a national level (Baxter & Ikobwa, 2005). Peace education could therefore never
compensate for peace-building at a society level. However, it can foster peace at
grassroots level. In the previous chapter, | discussed structural inequalities between
ethnic groups in Kenya. Peace education is unlikely to be able to completely change
this, but can serve to raise awareness in the communities on how these issues can be
addressed and dealt with. In order to achieve this, it is crucially important to have an
eye for more than crime levels and the number of fights and confrontations. As Sagy
(2008) point out, the only measures used to evaluate the Peace Education Program
run by the UNHCR in Dadaab was levels of crime and numbers of fights. If positive
peace is the final goal, however, indicators for measuring structural violence in local
communities and schools must be developed. This study argues along these lines,
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pointing to the need for addressing whole school cultures when assessing the impact

of peace education.

3.3.2 Moving from integrative to additive peace education?

Peace education can be integrated into the school system through an integrative or
additive approach (Hicks, 1988; Sommers, 2001; Cardozo & May, 2009). In recent
years it has become increasingly common for peace education to come in form of a
programme (Harris & Morrison, 2003). This additive approach leaves peace
education with its own materials and slots in the timetable. In the integrative
approach, peace is mainstreamed into already existing subjects, so that it becomes a
“dimension across the curriculum” (Hicks, 1988, p. 11). According to Carson and
Lange (1997), the integrative approach is the most effective way of integrating peace
education in schools. They argue that mainstreaming peace into all curricula makes a
more consistent challenge allowing students to critically reflect on the many
elements of peace. However, others argue that peace education programmes are more
likely to succeed when they have a dedicated slot in the curriculum compared with
being integrated into the wider curriculum (World Bank, 2005). This section will

discuss peace education in Kenya with reference to these two frameworks.

The integrative approach to peace education made its first appearance in the
Kenyan education system when the country gained independence. Principles and
general objectives promoting peace were established, and a commission was set up to
work on integrating aspects of national unity into the curriculum. On encouragement
from the DFA (UNESCO, 2000), the KIE carried out a review process in 2003 in
order to strengthen the integrative approach to peace education and mainstream

peace into the various primary school subject curricula (KIE official 1 interview).

Although the Kenyan school system was already teaching peace education
through an integrative approach, policy makers felt the need for introducing an
additive approach appeared after the PEV. That peace was integrated into the formal
curriculum made it subject to examinations. This was seen as a weakness by the
MOoE, because it could lead to pupils memorising for the exams without internalising

the values. As one MoE official stated:
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So historically, it has been there traditionally, even in the curriculum, but the
influence it has had on the learner and the teacher is minimal. Because
students who has excelled with an A grade in Social Studies, when you look
at their behaviour it contradicts what social studies propagates. Because even
in 2008 if we went to a standard 4 class and asked a kid there ‘what are the
causes of conflict?’ she would tell you how we can resolve conflict. We talk

about mediation, but it has not been internalised (MoE official 1 interview).

When the PEP was designed it was decided that it should not be examinable,
as this previously had been in the way for internalising peace values. Consequently,
the MoE has lately emphasised the need for peace education to be incorporated into
teacher training, as non-examinable subjects requires other teaching methods. The

MoE was therefore working towards integrating peace education into teacher training

in 2012 (MoE official 1 interview).

The PEP was created in collaboration between the MoE, UNICEF, the KIE,
and UNHCR. Following the initial development and launch of the programme,
UNESCO has taken UNHCR’s place. According to the interviewees consulted for
this research, it was personal commitment by key educational officers that drove

them towards creating the PEP.

Within the MoE, the Education in Emergencies Committee argued for a long-
term initiative, in addition to the emergency response that had been provided (MoE
official 1 interview). Meanwhile, UNICEF lobbied for the creation of a peace
education programme (UNICEF official interview). After the decision was made to
provide an educational response to the PEV, the KIE was approached for curriculum
development. The decision had already been made to take on an additive approach,
in order for it to complement the already existing appearances of peace in the
curriculum, but the details had still to be put in place. According to the KIE, they
were initially approached to create a peace education curriculum. However, the KIA
argued that as the issues of conflict were urgent, the time frame did not allow for the
creation of a curriculum. Instead they suggested the development of activity books
focusing on peace which could be integrated into the Life Skills Curriculum; a

suggestion that was embraced by the MoE and UNICEF. UNHCR was subsequently
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approached, as they had previously worked with peace education programmes,
particularly in Dadaab refugee camp. The consultant Pamela Baxter was
commissioned to help with capacity building. UNICEF supported the initiative with
funding, capacity building and facilitation.

The PEP had the status of an independent programme within the education
sector in 2008. It was decided at an early stage to adopt the inter-agency curriculum
on peace education previously used in Dadaab. The main task for the curriculum
development team was for the materials to be adapted to the Kenyan context. This
programme was skills-oriented, meaning that it was based on an assumption that
peace can be achieved through peaceful behaviour acted out through peaceful skills
(Obura, 2002). The materials were launched at the KIE in December 2008 °.
Although an additive approach to peace education was seen as necessary following
the PEV, the debate on whether an integrated approach would have been more

fruitful was still ongoing in 2012.

UNESCO only works under stable governments, and therefore does not have
emergency responses as part of its mandate. Consequently, it was not involved in the
PEP from the beginning, but entered the process when the situation had stabilised.
Their mandate was to create a sustainable policy. The approach taken by UNESCO
was rather different from the direction taken under the control of UNICEF and the
MoE. Whereas UNICEF, the MoE and the KIE with the support of UNHCR
established peace education as an independent programme within the education
system, UNESCO urged a focus on the integrative approach. The main objective
guiding all of UNESCQO’s work is related to peace: to “construct defence for peace in
the minds of men” (UNESCO, 1996). In all their work, UNESCO focuses on a
holistic approach to peace, and strives towards a culture of peace where the whole
school culture is taken into account (UNESCO, 1996). This continues to be the case
in their involvement with peace education in Kenya. According to the organisation,
“it is about the system, not the subject” (UNESCO official interview). Having
analysed the Kenyan school system from a perspective of “culture for peace”, they

found it to be violent as it was fiercely competitive, failing to include marginalised

> See appendix 1 for list of materials developed, and contents of materials in the PEP
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groups and widely using corporal punishment (UNESCO official interview). In the
UNESCO official’s own words:

The system has got to be peaceful, not violent. Unfortunately, we don’t want
to admit it, but more and more our system is becoming very violent as a
structure. So we need to work on that. Even in the school cultures, we need to
make them promote peace and so forth. You know the system itself as it is
doing now promotes inequality, because very few, it is very academic, exam
oriented, fiercely competitive so that very few people get to the top, get the
best scores, the national schools and so forth. Then, in as much as you do
peace education, the whole system itself is violent. It is anti-thesis to what we
are trying to do. So that is why we say we want to focus on the broader

system, and have the ministry share this vision (UNESCO official interview).

With this as the starting point, UNESCO argued that peace education has to
move beyond the mere teaching of peace as a subject, and address the violent school
cultures, the organisation of schools, and the policies guiding the system. Due to the
lack of agreement between the different stakeholders involved in the PEP, they have
taken on both the integrative and additive approach in the peace education policy.
UNICEF as a whole embraces the integration of peace education into Life Skills
curricula, but also keeps a focus on a holistic approach to peace education.

According to Fountain (1999):

Peace education in UNICEF refers to the process of promoting the
knowledge, skills, attitudes and values needed to bring about behaviour
changes that will enable children, youth and adults to prevent conflict and
violence, both overt and structural; to resolve conflict peacefully; and to
create the conditions conducive to peace, whether at an intrapersonal,

interpersonal, intergroup, national or international level (Fountain, 1999, p.

).

Fountain (1999) further argues that UNICEF ideally sees peace education as a
process to be mainstreamed into the whole education system, rather than as being a

distinct subject within it. However, she argues that depending on the complexity of
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the context, the introduction of a peace subject can be used as a step towards the final

goal of a system embracing peace.

This dual approach to peace education can be seen in the National Peace
Initiative Proposal from UNICEF Kenya (2012). The proposal states that peace
education is an integrated approach, but that it needs structured activities to make the
intervention sustainable, acknowledging the value of both of the integrative and
additive approach to peace education. In the monitoring exercise carried out by
UNICEF in September 2009, where the first phase of the PEP implementation was
addressed, both approaches to peace education were also in evidence (Noor, 2009).
The findings of the monitoring report also revealed some of the expectations
UNICEF as an organisation had to the programme, for instance the development of
language policy, the establishment of a group of trained teachers to sensitise their
colleagues, to integrate peace education into subjects and clubs, to use Life Skills
lessons to teach peace education, and to establish peace clubs. As such, the PEP was
more than a separate subject in the curriculum. However, more overarching questions
such as those proposed by UNESCO regarding violent school cultures, the
organisation of schools, and the policies guarding the systems were not included in

the approach.

During the development of the peace education policy, the different
approaches available became particularly evident. Various stakeholders were pulling
in different directions; with UNESCO strongly advocating the integrative approach,
and the MoE arguing for the additive approach (Field notes from workshop on the
peace education policy, October 18, 2011). When the policy was finalised in
February 2012, it integrated both approaches. It stated that “the education sector shall
make deliberate efforts to mainstream peace education in the curriculum at all levels”
(MoE, 2012, p. 16). It is thereby evident that the MoE is aiming at education for
peace — where the whole school system incorporates the ideas of peace within it. At
the same time, however, the policy is treating the PEP as a separate programme
within the school system. That the two approaches are both integrated into the
programme approach is also seen in the policy document, when it is stated that there
is a need for the programme to be researched, monitored and evaluated, and that the
“culture of peace” is given a separate section within the policy, where holistic issues
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such as language policy, learners’ participation and respect for diversity are

emphasised (MoE, 2012).

In sum, an integrative approach to peace education can be traced back to
when the country gained independence. However, the PEV raised new questions of
whether this approach was sufficient, and a decision was made to adopt an additive
approach through the PEP. When the peace education policy was formulated in 2012,
however, the debate on whether to go forward with an integrative or additive
approach was renewed. A dual approach was adopted, where the PEP was to be
brought forward, alongside an emphasis on the need to strengthen the integrative
approach and the building of a culture of peace. That the peace education policy was
formulated nearly four years after the distribution of the materials reflects the fact
that the PEP was an emergency response, which will be further discussed in the next

section.

3.3.3 Adopting a reactive approach following the post-election violence

The PEP first came about as an emergency response in reaction to the crisis the
country was experiencing during the PEV. Within UNICEF’s work, it is common
that peace education programmes are established after conflict, rather than
proactively (Ashton, 2007; Cardozo & May, 2009). This section will discuss the PEV
as an incentive for the programme, and how the peace education policy of 2012 has
moved away from this approach, to adopt a more proactive approach addressing all
layers of violence in the society. I will argue that the ‘theories of change’ guiding the
PEP should be made explicit, in order for better communication with schools and

improved implementation of the programme.

As discussed in the previous section, the PEP was initiated by educational
officials at the national level who felt a commitment towards preventing further
violence in the country through peace education. Consequently, peace education was
mentioned in the MoE Post-Election Response Plan (MoE, 2008b). Under the
directorate of Quality Assurance and Standards (QAS) it was stated that in
collaboration with UNICEF, teachers and QAS officials should be introduced to

“peace building and citizenship education skills” and that peace building education
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was necessary for “imparting skills on harmonious living in diversity” (MoE, 2008b,
p. 18). Within the budget, the following activities were funded; development of
peace education training materials, a trainer’s guide and training schedule; training of
‘trainers of trainers’ in peace education, training of teachers, QAS officials and
SMC’s on peace education and citizenship. The PEP was a key element in the
emergency response from the MoE. This clearly shows that the PEP initially came

out as an emergency response, and that it therefore was a reactive programme.

This was further confirmed in an interview with the KIE where the official
described how they did not see any need for carrying out their common procedure of
a needs assessment when commissioned to develop peace education materials, since
the MoE and UNICEF had a thorough knowledge of the educational situation on the
ground during the violence. This illustrates that as far as the KIE was concerned, the
programme was strongly affiliated with the PEV, and was created specifically for the
affected areas. In addition, parts of the materials were designed for the children to
deal with trauma through expressing emotions by drawing and writing (KIE official
1 interview). That the PEP came about as an emergency response is important
because it has implications for the perception of the programme and its
implementation at a local level, which in chapter 5 will be discussed as a barrier for

successful implementation.

The process of disseminating the PEP started immediately after the materials
had been finalised. Lack of funding made a country-wide implementation of the
programme impossible, and the programme leaders were forced to prioritise.
Continuing the emergency-response approach, the three regions hardest hit by the
violence were given priority. Teachers from the Rift valley were assembled for one
week where they were introduced to the materials, the goal being for them to
internalise the concepts. They were then expected to disseminate the training to fifty
teachers in their region. All the teachers participating in the training were given

copies of the peace education materials.

The implementation strategy reinforced the impression that the programme
was primarily an emergency response, aimed at the areas most affected by the PEV.

This impression was further strengthened by the statement that the PEP was
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“designed especially for the areas that were hard hit during the PEV”, and was never
meant to be introduced in other areas (KIE official 1 interview). KIE further argued
that the main purpose of the PEP was to act as a fire extinguisher and provide
therapy for traumatised children and teachers. UNICEF also emphasised the healing
that took place as a result of the training. As one UNICEF official stated in his

interview:

And the beauty of the whole thing was the perspective the training took was
sort of a healing. People whenever they go for the training, that was
happening because we would have teachers coming from a district, but
different ethnic groups. And in the process of peace training, people start
softening for each other. People start seeing that most of the things which
make them collide is mainly of perception. And this was one of the best

things which was coming out of the training (UNICEF official interview).

Peace Education as a psychosocial intervention was kept in the peace
education policy. In addition to strengthening the emergency response, the focus on
the psychosocial aspects indicates that inner peace was integrated as part of the
peace-building. One of the main challenges for the PEP as of 2012 was how to make
the programme move away from its initial reactive approach, to a more sustainable
proactive approach. A representative of the MoE regretted that the policy of the PEP
had been launched mainly as an emergency response, arguing that the programme
was in fact designed for the whole country. The rationale behind this was that the
programme was initially meant to address all layers of violence in society, and was

not specifically and exclusively addressing the PEV.

I can tell you that this was not the right approach because the message we
communicated to Kenya was that we were being reactive. Yet peace

education needed to have been proactive (MoE official 1 interview).

As this MoE official put it, it seemed to be a common perception that the PEP
came about as a reaction to the PEV. The MoE further explained that it was in the
areas most prone to conflict that training and implementation had taken place. At the
same time, however, they said that they were hoping to move beyond peace
education as a response to conflict towards a more proactive approach.
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That efforts were made to leave the reactive peace education approach behind
could be one of the reasons why the PEV as a driving factor is not mentioned under
the rationale for peace education in the peace education training manual (MoE,
2008a). Instead, the rationale is described as threefold. First, the study by Machel
(1996, 2001) reaffirmed the importance of education in shaping a peaceful future.
Second, the rational argues that peace education is necessary because Kenya is
signatory to international treaties and conventions such as UN Human Rights
Conventions, the MDGs, and the EFA. Third, the Kenyan government has committed
itself to providing basic and quality education to every child. In this rationale there is
no mention of the PEV, considering neither the influence the violence had on the
creation of the programme, nor the fact that the areas most heavily affected were
given priority in the implementation process. In the preface written by the MoE, and
the foreword by the permanent secretary, it is mentioned that the programme is
“timely and critical”, and violence is mentioned in relation to the creation of the
programme (MoE, 2008a, p. 5). However, there is no discussion as to whether the
programme is mainly an emergency response or a long-term intervention, or whether
it is meant for the whole country or only affected areas. Due to the absence of this

discussion, it is left to the reader to interpret the underlying policy.

It was not until the peace education policy was formulated in 2012 that the
PEV was addressed: “the post election violence of 2007-2008 in Kenya acted as an
impetus for development of [the] peace education programme” (MoE, 2012, p. 9). It
emphasised, however, that the PEV is only one layer of violence, and that the PEP
has come about as a response to “the emergence of conflict situations such as public
riots, inter-community and interpersonal conflicts, school unrests including Post
Election Violence” (MoE, 2012, p. 10). The peace education policy, therefore, tries
to justify the roots of the programme as wider than the PEV in order to justify a

national implementation.

However, a UNESCO official and one of the key partners in the PEP,
admitted that he had reservations towards a nationwide implementation of the
programme. His argument was that the original programme was designed for the
restricted setting of a refugee camp, and not for a nationwide use. Because the setting

had been restricted to a camp, it had allowed for several implementation strategies to
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be piloted. In a country-wide setting, he argued, a similar piloting process is not
possible because of the complexity of contexts. Although the programme was
already piloted in Dadaab he argued that this was insufficient, as the restricted camp

setting is significantly different from the wider country setting.

As the above discussion has revealed, there was inconsistency between the
policy makers on what the PEP was aiming at. Care (2012) argues that ‘theories of
change’ are often implicit in peace-building interventions, and that these must be
made explicit for peace-building initiatives to be more effective. Explicitly stated
theories of change provide a clear picture of where the programme is going, and
testable hypotheses on impact (Care, 2012). In the establishment of the PEP in
Kenya, these theories of change were indeed implicit. It is therefore unclear whether
the programme aimed at a settling back to normality following the PEP, or whether
the programme was established to build sustainable cultures of peace in Kenya.
Recommendations on theories of change guided by the findings of this study will be

given in section 7.1.1.5.

In short, then, the PEP was first introduced as an emergency response to the
PEV. It constituted one of the main areas in the MoE Post-Election Response Plan,
and the programme was disseminated in the Rift Valley, one of the hardest hit areas
in the country. Efforts have been made to adopt a more proactive approach, however,
and in the peace education policy of 2012, the PEV is argued to be more of an
impetus for developing the programme, and that it aims at addressing all layers of
violence in the society. As will be discussed in chapter 5 and 6, the reactive approach
of the programme discouraged some schools from implementing it. Whether the
peace education policy will change these attitudes remains an interesting topic for

further research.

3.4 Conclusion

The main research question for this study asks how education can build peace in
Kenya following the PEV in 2007/08. I have argued that although the importance of
education in conflict-affected countries has received growing recognition by the

international community in the last couple of decades, the recent nature of this
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perspective means little research has been carried out in the area, in particular in
relation to the role of education in peace-building. The conclusion to be drawn from
this finding is that peace-building education has to address the whole school culture
to achieve an optimal impact. Seven areas in particular have been highlighted:
equally distributed education, the language of instruction, conflict-sensitive curricula,
developing a pedagogy of peace, non-violence in schools, the role of the teacher, and
schools as zones of peace. In sum, these focal areas raise the point that promoting
peace through education requires an extensive approach, reaching from the policy on
intake of children to the interaction in the classroom. As was discussed in the
previous chapter, the drivers of conflict leading to the PEV are deeply rooted in
Kenyan history, and peace-building education must therefore seek to address these
on more than one level. This is also a situation that could be transferred to most other
conflict-affected contexts, and is therefore an important lesson to carry forward to

global designs of peace education approaches.

Teaching peace through explicit peace education supplements the approach to
peace-building education discussed above. Peace education is a generic term
describing a vast range of educational initiatives. In Kenya it refers to the PEP,
which in particular focuses on conflict-resolution skills. In discussing the role of
high-level engagement in the education system on issues related to peace and
education two issues in particular have emerged: whether more is to be gained by

and integrative or additive approach, and by being proactive or reactive.

The historical analysis of peace education in Kenya has shown that an
integrative approach was adopted after independence when the first objectives for
peace were formulated, and that this approach was further strengthened following the
launch of the DFA initiative in 2000. UNESCO has since advocated an integrative
approach to peace education in Kenya. Following the PEV, however, an additive
PEP was introduced, mainly due to the initiative of UNICEF and the MoE. In the
peace education policy both the integrative and additive approaches are encouraged.
Although this could be argued to be a strength, it also imposes challenges to
prioritising. The analysis in chapter 5 suggests that an additive approach gives
renewed interest in peace education initiatives, and an opportunity for training and
materials distribution. However, peace-building education requires a holistic
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approach addressing the whole system. I will therefore argue that taking an additive
approach proposes the challenge of educators being ‘satisfied” with their
contributions to peace-building once peace education is taught, without taking on the
wider challenges of the school system, such as promoting non-violence and
developing a pedagogy of peace as discussed in chapter 2. This chapter has also
discussed the reactive approach of the PEP. The results of this policy will be further
discussed in chapters 5 and 6, where I will argue that this approach influenced how
the programme was received in schools. However, before discussing the findings

from the schools I will give an account of the methodology adopted for the study.
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Chapter 4: Methodology

Methodology and methods strongly influence the nature of findings in
any study. This chapter will therefore discuss the relationship between
the methodology, methods and findings. I will start by discussing the
adoption of a case-study approach, in order to gain in-depth insight into
school life and practices. I will then move on to discuss the criteria for
sampling of schools for the three phases of this iterative study. In order
to allow for authenticity of voices a range of methods were used to
collect data in the schools. These will be presented and discussed in the
following order: participant observations, semi-structured interviews,
video observations, diaries, elicitation techniques and analysis of
documentary data. In order to triangulate the case-study findings with a
larger sample of schools, a questionnaire was designed and carried out in
12 schools in total in phase three of the study. At the end of the chapter
ethical issues are discussed and the chapter concludes with a discussion

of the trustworthiness and authenticity of my findings.
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4.0 Introduction

The starting point for this study was ‘education in emergencies’. Through reading the
literature on this topic the area of peace-promoting education following conflict
emerged. As discussed in chapter 3, peace education has been a priority for the
Kenyan MoE, UNICEF and UNESCO in Kenya following the PEV, with teachers
trained and materials distributed to enable peace-building to have a dedicated space
in the Kenyan education system. Because of these efforts, Kenya was found to be a
particularly interesting focus area as their implementation of the PEP makes the
country particularly progressive in the area. I therefore decided to make this the

focus of my study.

The study was iterative, and the data collection was conducted in three
phases. Phase one lasted two months (October-November 2011), and enabled
familiarity with the context, generate information on national policies, and piloting
the instruments. After the piloting of instruments and discussion with my supervisor,
the developed methods were concluded to be fit for purpose, and some changes were
made. The second and third phase lasted for three months (January-March 2012). In
the second phase, I expanded on the case studies initiated in phase one, and in phase
three I carried out a survey in twelve schools. During the whole period of data
collection, I was an intern with the Education and Young People UNICEF country
office in Nairobi. Being an intern with UNICEF eased the process of accessing

information from policy makers and schools.

This chapter starts with a discussion of my research design, arguing that the
case studies and mixed-methods were most suited to answer my research question as
they allow for in-depth analysis of school cultures. I then move on to discuss the
three stages of school sampling. Each of the research methods used is then discussed:
participant observation, semi-structured interviews, video observations, diaries,
elicitation techniques, analysis of documentary data and questionnaires. Within each
of these sections I discuss the choice of method, the research instruments, and the
process of data analysis. Finally, ethical issues and measures taken to achieve a

desired degree of trustworthiness and authenticity are reviewed.
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4.1 Research design

The aim of this study was to describe and generate theory on peace-building
practices in Kenyan schools. As the study is the first to my knowledge on peace-
building education in Kenya, a qualitative methodology was adopted to generate as
much in-depth information as possible. A holistic understanding of school cultures
was necessary to answer my research questions, and a case-study approach was
therefore adopted, as it allowed me to apply a range of methods within each school to
triangulate and compare. To capture this holistic picture the study used a mixed-
methods case study design. The mixed methods case study research design combines
qualitative and quantitative methods to “allow the various strengths to be capitalized
upon and the weaknesses offset somewhat” (Bryman, 2008, p. 603). A case-study
approach is further argued to be a suitable method when exploring “a contemporary
phenomenon within a real-life context” (Yin, 2009, p. 2). In my study,
‘contemporary phenomenon’ and ‘real-life context’ were important keywords, as I
wanted to explore among other things the relationship between local cultures and
peace education policies put in place by national policy makers. Case studies have
also been argued to be suitable for exploring relationships and processes

(Denscombe, 2010), which again was central to my research.

Case studies have been criticised for not providing a strong enough ground
for scientific generalization (Yin, 2009, p. 15). To a certain extent this is true — case
studies are not carried out to “enumerate frequencies” but rather to “expand and
generalize theories” (Yin, 2009, p. 15). It is therefore important to keep in mind that
findings from a case-study are not only relevant for the specific case being described,
but are part of a bigger picture (Denscombe, 2010). As this study was the first to my
knowledge to explore peace education in Kenya, generating theory was its main
purpose. To strengthen the theory building from the findings I decided to adopt a
multiple-case approach (Yin, 2009; Merriam, 1998). I found the number of four case-
study schools to be ideal, as the number was small enough for me get to know the
schools in depth, yet still big enough to explore both rural and urban schools in two
locations and their influence on the peace-building practices (see section 4.2.2 for

details on sampling of schools for phase two).
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The case-study approach has further been criticised for a ‘lack of rigour’ as
researchers do not have one specific set of procedures to follow (Yin, 2009, p. 14).
By not having a set frame to fall back on, a bigger responsibility is left to the
researcher, and the danger is that the researcher becomes biased. In my study, part of
the design was to build a relationship with each school population in order to ‘get
under the skin’ of the schools. Although it could be claimed that by doing this I lost
part of my objectivity as a researcher, I would also argue such insight to be necessary
to understand the data. Steps were taken to overcome bias through triangulation of
methods. By approaching the research in this way, the potential lack of rigour could
be turned into a strength. Through participating and spending whole weeks in the
schools, I captured some of the school atmosphere in a way that just would not have

been possible through the use of other methods.

4.2 Sampling of schools

4.2.1 Sampling of schools for phase one

The study was carried out in three phases. During the first phase I mainly gathered
contextual data on the PEV, UNICEFs work, and the PEP. I also piloted my research

instruments.

As the research question deals with education for peace in the aftermath of
conflict, it was important for the research that the schools should be located in
affected regions. As the region most affected by the PEV, the Rift Valley was
accordingly singled out. The Rift Valley was also the region where the PEP was first
rolled out and as such was an area of priority for peace education. Nakuru was

identified as suitable for phase one, as this location had received training in the PEP.

One urban and one rural school were chosen within Nakuru for phase one.
The rationale behind this choice was mainly due to the fact that the PEV had affected
urban and rural communities in different ways. The rural schools in affected
locations were generally either hosting IDPs, and as such acting as IDP-camps, or
saw their numbers increase vastly due to integration of IDP pupils. The urban
schools, on the other hand, were more likely to have been closed during the violence

due to violent incidents in close proximity to the school. Also, urban and rural
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schools were chosen because of their difference in ethnic composition. As discussed
in section 2.1, urban schools were more likely to have a mixture of ethnicities
reflecting the cosmopolitan situation in urban areas. The rural schools, on the other

hand, were more likely to be dominated by one ethnic group.

The two specific schools were chosen on the basis that they had been affected
by the PEV, and that staff had received training in the PEP. UNICEF helped in the
identification of the schools, and chose the respective schools because they were
perceived to have been successful in their implementation of the PEP. Although
involving UNICEF in the identification of schools had the potential of causing bias I
decided it was for the best as it was advantageous for the study to conduct the study
in schools where the PEP had been introduced. This would allow me to generate data
on ‘best practices’ and examine what role schools can play in peace-building once

teachers have been trained in the new curriculum.

One of the schools was an all-girls school. I was not informed about this
before my first visit to the school. However, after having been to the school, I
decided to keep it in the study despite it being “untypical’, as the school had made

good progress in implementation of the PEP.

4.2.2 Sampling of schools for phase two

From the first phase, I decided to keep the two schools and add two schools from a
different location. This was done in order to allow for comparisons between
urban/rural schools and to explore the influence of location on peace education.
Eldoret was chosen as a suitable second location as it was comparable to Nakuru; it
was situated in the Rift Valley, was heavily affected during the PEV, and was of
similar size to Nakuru. At the same time it was seen as complementary to Nakuru
because the Kikuyus in this area were the main target of the violence from the
Kalenjins rather than the instigators (see section 2.2). Through including schools

from both Nakuru and Eldoret both ‘sides’ of the conflict would be represented.

Two schools were identified in Eldoret that would match the schools in

Nakuru. The same criteria used for the selection of schools for phase one were
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applied. Information on relevant factors across the four schools is given in Table 1

(below):

Table 1: Criteria for sampling of schools

Macheleo St Peters Logos Upper Hill
Rift Valley Rift Valley Rift Valley Rift Valley
Trained in PEP Trained in PEP Trained in PEP Trained in PEP

Affected by PEV | Affected by PEV  Affected by PEV | Affected by PEV

Urban Rural Urban Rural
Multi-ethnic Single ethnic Multi-ethnic Single ethnic
Nakuru Nakuru FEldoret FEldoret

As Table 1 shows, all selected schools were located in the Rift Valley, had
received training in the PEP, and had been affected by the PEV. In addition to these
criteria, half of the schools were urban and half were rural, half of the schools had a
multi-ethnic composition and half were dominated by a single ethnicity, half of the
schools were in Nakuru and half in Eldoret. The influence of these factors on the
implementation of peace education will be discussed throughout the thesis, and a

comparative analysis will be provided in section 6.2.1.

4.2.3 Sampling of schools for phase three

In addition to the case studies, a quantitative survey was carried out in a total of
twelve schools to triangulate the overall findings emerging from the case studies. The
schools were selected with help from the MEOs/DEOs, applying the same criteria as

described in the above section.
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4.3 Methods

In this section I shall describe the methods used to collect the data. I adopted a
mixed-methods design for my study to enable triangulation of data and to strengthen
validity (Bryman, 2008). Combining qualitative and quantitative methods provided
me with a more complex picture of the topic, and compensated for strengths and
weaknesses found in each of the two methods (Denscombe, 2010). This section will

discuss the methods used.

As previously discussed, I spent 2-4 weeks in each school. This allowed me
to carry out participant observation, and understand the context of my data (section
4.3.1). Within the schools, semi-structured interviews served as the main data
collection technique, generating information on how the schools responded to the
PEV, what activities the schools were undertaking that could potentially fuel conflict,
what activities the schools were undertaking to build peace, the impact of the PEP,
and what factors influenced the implementation of the PEP (section 4.3.2). Video
recordings were also used to investigate pedagogic practices in the teaching of the
peace education curriculum in each of the four schools (section 4.3.3). Pupil diaries
were used to supplement the pupil interviews (section 4.3.4). In addition, an
elicitation technique was carried out with one class in each school to create ‘ground
rules’ for peace and to provide insights into the general ethics of the school (4.3.5).
Documentary data was collected to gain insight into national peace education
policies (4.3.6). Finally, a questionnaire survey was carried out in twelve schools in

total to triangulate the case-study data and include a larger number of schools (4.3.7).

4.3.1 Participant observations

Participant observation is a method originally developed and applied in social
anthropology. Through first-hand experience, the researcher aims at gaining insight
into “the subjective reality of the lived experience” (Pole & Morrison, 2003, p. 16).
In my study, the interviews were designed to give insight into how the stakeholders
perceived the reality around them, and the survey was designed to provide
quantitative data on the same reality. Participant observation was adopted to

triangulate these findings in order to answer research question numbers 3 and 4 in
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particular (section 1.1), asking what activities the schools were undertaking to build
peace and for the impact of the PEP. The participant observation generated findings

of the actual practices in the school.

4.3.1.1 Applying participant observation

I spent 5 months in Kenya doing research, and depending on the time it took to
collect the data I spent between 2-4 weeks in each of the case-study schools. During
the whole research period I was an overt researcher. That is, I was an “observer-as-
participant” (Denscombe, 2003) and the schools were aware that I was there to
research and evaluate. Field notes were made throughout my stay to document
instances or conversations which I thought were of particular importance to the
study. The participations gave me valuable insight into how each school functioned
and the general atmosphere of the school. During the days spent in the schools, I
conducted unstructured interviews. During these interviews I did not follow any
prepared guide, and parts of the encounters were “casual conversation” (Mertens,
2010, p. 370). Unstructured interviews are particularly useful in order to find out
what the informants really care about and what is important to them. Particularly
during tea- and lunch-breaks I interacted with the various members of the schools’
populations. As part of the participant observations, these unstructured interviews

were recorded in the field notes. The field notes were written up in the evenings.

I spent approximately eight hours in the school each day. I arrived together
with the teachers in the morning, and left after the formal classes had finished.
During the day, I conducted the data collection, and between these tasks I
participated in teacher meetings and parents meetings, I observed school assemblies
and the children when they had breaks, I had lunch with the teachers, and I spoke to
teachers, head teachers and deputy head teachers. At Macheleo and St Peters I met
with the Peace Club; in the other two schools there was no active peace club.
Through all this informal interaction, the teachers and pupils alike became
accustomed to my presence, and I believe that this contributed to the creation of
relationships in which the schools’ populations felt that they could trust me. This was

particularly crucial in Eldoret where several participants said that they had feared

75



that I was a spy for the International Criminal Court (ICC) and that it therefore would
have been dangerous for them to open up for me in interviews. The MP from Eldoret
North was one of the politicians under investigation from the ICC. There was
therefore a rumour in the city that the ICC was sending ‘spies’ to Eldoret to research
and gather evidence against him. Participants said, however, that by getting to know
me they had been convinced that I was not a spy. This serves to illustrate the
importance of a certain continuance and building of relationships to get under the
skin of a school. However, the sensitive climate at the time that I was there limited
the amount of information from the participants, and I found, particularly at Upper
Hill, that the informants would not give specific information about what had

happened during the violence.

There were two particular challenges which I encountered in relation to the
participant observations. First, I found at St Peters that the head teacher limited my
contact with the teachers. When I spent time in the staff room, I was frequently sent
for by the head teacher who wanted me in his office. This could be understood as a
friendly gesture. However, it was part of a sequence of incidents that gave me the
strong impression that it was a way of limiting my access to information. The data
collection was therefore more challenging in this school, but by spending extensive
time in the school and building trust with the teachers I limited the impact of these
challenges on my data collection. Another factor potentially influencing my
relationship with the schools was the fact that Eldoret had not recovered as well from
the conflict as Nakuru. IDP camps and remains of burnt houses were located in close
proximity to both schools. As discussed above, the charges by the ICC against the
local politician William Ruto were also confirmed shortly before my fieldwork in the
schools. These factors might have made it more difficult for the participants to open

up to me as a researcher.

The above challenges shed light on the relationship between subjectivity and
objectivity in participant observation. Being an instrument in the data collection, it is
evident that the observer will influence the data to some degree. The contextual
challenges discussed above potentially influenced the relationship between
informants and researcher. I would argue, however, that the subjectivity associated
with the method enabled me to pick up on these dynamics to a larger extent than
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other, more traditional objective methodologies would have allowed, and that the

subjectivity was therefore turned into a strength.

4.3.1.2 Analysis of field notes

The information gathered from the participant observations contributed to the
research on two levels. First, it informed the data collection by pointing to areas in
need of further investigation. The observations informed the development of the
interview schedules and the questionnaire in particular. Second, the data was
recorded as field notes in diaries. This data was read through, and notes were made

of key incidents and reflections that enriched the case studies.

4.3.2 Semi-structured interviews

The main data set was collected through semi-structured interviews. Semi-structured
interviews were identified as the most appropriate method in order to focus on the
interviewees’ “feelings, emotions and experiences” in relation to how the schools
had responded to the PEV and their role in peace-building (Denscombe, 2010, p.
174). All the research questions were addressed in the interview schedule, and the

interviews therefore accounted for the most substantial part of the data collection.

4.3.2.1 The interview guide

As is common for semi-structured interviews, I developed an interview guide with
clear topics to be addressed. The questions were not followed rigidly, but were used
as a starting point for discussion and a check list to ensure that the same themes were

addressed across all interviews.

Before officially starting each interview, I collected general information
about the participants: name, how long they had been in the school, and other
relevant information depending on the participants. The interview guides were made

up of five questions, and were arranged according to a timeline of events’.

*See Appendix 2 for interview guides
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1. The first question dealt with the PEV in the community.

2. The second was about the role the school played during the PEV. These
two first questions were designed to get the participants to think about the
violence, the causes of the violence, and the effects it had on them, the
community and the school. They also served to create the context for the

subsequent questions.

3. In the third question, I moved on to ask about the role the school had
played in rebuilding the community after the violence. This was meant as
an open question in order to give the interviewees room to express what
they saw as important factors in rebuilding the peace before I steered the

conversation to talk about the PEP.

4. The fourth question addressed the things the school had put in place after
the PEV.

5. The final question explicitly asked about the PEP, and what had been put

in place in the school as a result of the programme.

These five general topics were found to be comprehensive eliciting
information in the first phase and were not altered for the second phase. However,
the wording and sequence varied slightly between the participants as the semi-

structured interview was designed to allow them to lead the discussion.

4.3.2.2 Interviewing one-to-one

I decided to use one-to-one interviews when interviewing the teachers, head teacher
and deputy head. Interviewing one-to-one allowed the interviewees to express their
opinions more freely than if they had been interviewed in groups. Further, I was
collecting personal stories, which are particularly suited to a one-to-one setting. The
choice was also made for practical reasons, as it would be far more problematic to
bring together a number of teachers at the same time during the school day. When
interviewing one-to-one, I was able to carry out the interviews whenever the teachers

in question had a free time slot. That way, my interference in school life was
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minimised. I received positive feedback on this practice from the school
administrations. Group interviews might have been beneficial for the second half of
the interview where the issues of peace-building were addressed. However, this was
compensated for by triangulating the interviews with other methods such as

participatory observation.

4.3.2.3 Interviewing in groups

Pupils, parents and SCM members were interviewed in groups of three. There were
several reasons for this. First, it was less complicated to get hold of these
stakeholders in groups. Second, these groups of people were less likely to feel
intimidated as a group. In my experience the group interviews worked well, and the
interviewees did not come across as intimidated. Although I aimed to interview in
groups of three, the groups ranged from one to six participants because of
circumstances. Although the length of the interviews varied according to the number
of participants in each group this did not seem to influence the information from the

interviews, and the varied numbers did therefore not seem to be a problem.

4.3.2.4 Choice of participants for interviews

The pupils participating in the interviews were chosen according to two criteria.
First, that they were in standard 7. This age group was chosen as at their age (13
years) they would have the clearest memory of the PEV. Second, that they were
members of the Peace Club in the schools where such clubs existed. In the schools

where there was no such club the pupils were selected randomly from standard 7.

The head teachers and deputy heads were interviewed in all four schools. The
teachers trained in the PEP were sampled, and accompanied by teachers from
standard 7 who were teaching Life Skills and Social Studies. Applying snowball
sampling, sometimes the teachers suggested colleagues whom they thought it would
be fruitful for me to interview because they had a special story or had been involved
in work related to peace. In most cases, I integrated these additional teachers into my
schedule. At Upper Hill, I interviewed all the teachers teaching standard 7 because of

the small number of teachers in the school.
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I left it to each school to decide which parents and SMC members would be
interviewed. They generally chose people on the basis of who spoke the best English.
I chose to include parents in the interview sample because a study conducted in Israel
and Palestine found that parents’ attitudes influence on pupils’ internalisation of

peace values (Yahya, Bekerman, Sagy & Boag, 2012).

Nearly all the interviews were digitally recorded and then transcribed. This
was done in order to catch the detailed content of what they were saying. The
interviewees were informed about the recorder and most of them agreed to be
recorded. In seven instances, the participants did not want to be recorded. In those

cases [ made notes during the interviews.

Table 2 shows the numbers of interviews conducted and of interviewees in

the various schools.
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Table 2: Number of stakeholders interviewed*

Schools/
Institutions
Macheleo

St Peters

Upper Hill

Logos

MEOs/DEOs

National Officers

Total number

Stake holders = Number of Number of
interviews interviewees
Teachers 7 7
Pupils 11 35
Deputy Head 1 1
Head Teacher 2 1
Parents 3 6
SMC 3 5
Total number 27 55
Teachers 9 9
Pupils 9 25
Deputy Head 2 2
Head Teacher 1 1
Parents 0 0
Community 1 3
partners
SMC 1 2
Total 23 39
Teachers 8 8
Pupils 9 27
Deputy Head 1 1
Head teacher 1 1
Parents 2 6
SMC 4 6
Total 25 49
Teachers 9 9
Pupils 9 29
Deputy Head 1 1
Head teacher 1 1
Parents 2 6
SMC 2 3
Total 24 49
Nakuru 1 1
Nakuru North 1 2
Eldoret 1 1
Total 3 4
KIE 2 2
MoE 2 2
UNESCO 1 1
UNICEF 1 1
Total 6 6
108 202

* See appendix 3 for list of interviewees according to location
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4.3.2.5 Interview analyses

Template analysis was found to be a useful way of analysing the interviews, as it
allows for the combination of top down and bottom up styles of analysis (King,
2012). Following standard practices in template analysis, I defined some a priori
themes before embarking on the analysis. These themes acted as the first codes, and
derived mainly from the research questions, the interview guide, and the questions in

the questionnaire.

In the next step I applied the template to 16 interviews, including interviews
with national stakeholders, DEOs, teachers head teachers, parents, SMCs, and pupils.
This was done to ensure that all stakeholder perspectives were taken into account
when forming the template. All four schools were represented in the sample. During
this coding process a range of new themes were discovered. These were then
integrated into the template. The codes in the final template integrated a priori
themes and themes deriving from the data itself. I used main codes and sub-codes in

the analysis’.

The template developed through these steps was then applied to the whole set
of transcripts. In cases where new themes of crucial importance emerged during the

main data coding, these themes were integrated in the template.

4.3.3 Classroom observation

Video observations of classes were conducted in order to obtain insight into the
pedagogy used when teaching about peace. It was particularly important to gain
insight into whether the PEP had impacted on teaching practices in response to RQ 5,
and whether teaching was among the activities undertaken to build peace in response
to RQ 3. Whereas the interviews and questionnaires gave an account of participants’
perspectives and attitudes, participant observations and classroom observations
provided an opportunity for me to see the school from a different perspective.
Teaching practices were addressed in the interviews, and observing classes gave me

an opportunity to cross-check teachers’ perceptions of what went on inside the

> See appendix 4 for codes used in Nvivo
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classroom from an ‘outsider’s perspective’. I also found during the research that
being present in the classes was important in building a relationship with both

teachers and pupils.

4.3.3.1 Unstructured observation

During phase one, I initially wanted to observe classes taught in Life Skills and
Social Studies at Macheleo and St Peters. Both of these subjects are obligatory in the
Kenyan education system. Life Skills was chosen because Peace Education is
supposed to be integrated into this subject. Social Studies was chosen because it
includes modules on peace, democracy and justice. | was also interested in seeing
whether the topic of peace was included when other subjects were taught. However,
St Peters was not teaching Life Skills despite it being mandatory, and in this school I

therefore chose to concentrate on Social Studies.

The schools were informed that I was conducting research on peace-building,
but I chose to give very little information on what I was looking for so my
observations would be “unobtrusive in character” (Bryman, 2008, p. 411) and I
would be a “complete observer” (Gold, 1958). I sat at the back of the classes, and
generally neither the teachers nor the pupils seemed to be disturbed by my presence.
I was told that it reminded them of when the school was being inspected, which takes
place once a year. Both schools had also had researchers visiting before. During
phase one the observations were unstructured, and I wrote notes on the content and

teaching practices.

4.3.3.2 Video observation

Although the open observations in phase one gave me valuable information,
particularly with regard to teaching practices, teacher/student relationships, and
attitudes towards aspects of peace-building, having reviewed phase one I realised
that I needed more systematic observations for phase two. I therefore decided to
employ video observations in phase two. This change was made for two reasons.
First, I found the exercise very time-consuming, not only because of the time spent in

the classroom, but because I could not carry out interviews in the time immediately
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before or after the observations. Second, I found that the information which I
acquired during the observations was overwhelming, and I found it difficult to make
enough notes of both content and interaction in the classroom. Filming the classes
would provide ‘hard’ observation data in addition to the field notes from the

participant observations.

Observing Life Skills and Social Studies classes fitted the purpose of
observations during phase one. The fact that St Peters was not teaching Life Skills
was in itself an interesting finding, so I decided to keep those two subjects for phase
two. However, I had not taken into consideration the changes which the start of a
new year would bring in terms of the curriculum. Whereas towards the end of the
year (phase one) the teachers were teaching governance and peace in Social Studies,
at the beginning of the second year (phase two) the teachers were concentrating on
geography. However, the teaching still provided valuable insights into the dominant

classroom pedagogy that teachers used across the curricula.

Only two of the four case-study schools were teaching Life Skills (Macheleo
and Logos). At St Peters there were five streams, and it was easy to organise the
recording of four Social Studies classes. At Upper Hill, however, there was only one
stream, which made the recording of four classes in one subject more complicated.
Consequently, I decided to observe two classes in Christian Religious Education in
addition to two in Social Studies. I chose Christian Religious Education because the
curriculum includes topics into which peace could naturally be integrated. The table

below shows the number of classes recorded in each subject across the schools.

Table 3: Observed classes (video)

Social Studies  Life Skills Christian Religious

Education
Macheleo 2 2
St Peters 4
Logos 2 2
Upper Hill 2 2

84



4.3.3.3 Analysis of videos

The recorded classes were analysed through two frameworks. First, critical moments
were selected for further analysis (Heath, Hindmarsh & Luff, 2010; Moyles,
Hargeaves, Merry, Paterson & Esarte-Sarries, 2003). 1 watched all the videos,
selecting passages where peace either occurred or where peace education was
challenged. These passages were then transcribed to allow for triangulation with the

interview data.

All video observations were then analysed using a timeline-based observation
schedule informed by previous international pedagogical research studies focusing
on what can be observed in the act of teaching (i.e. task, activity, interaction,
assessment) so as to ensure that the observations of classroom processes were as
valid and reliable as was practically possible (Alexander, 2008; Hardman, Ackers,
O’Sulivan & Abrishaminiam, 2011)°. Tt allowed for a more objective measure of the
frequencies and time spent on key teaching and learning behaviours to ensure the

validity and reliability of the findings.

The timeline systematic observation schedule drew upon a 3-part teaching
exchange structure that is central to teacher-pupil interaction (Sinclair & Coulthard,
1992; Alexander, 2001). In its prototypical form a teaching exchange consists of
three moves: an initiation, usually in the form of a teacher question, a response in
which a pupil, or group of pupils, attempts to answer the question, and a follow-up
move, in which the teacher provides some form of feedback (very often in the form

of an evaluation) to the pupil's response (from now on referred to as IRF).

Research into classroom interaction suggests that the IRF structure can take a
variety of forms and functions leading to different levels of pupil participation and
engagement, particularly through the use that is made of the follow-up move. Such
studies suggest that teacher follow up which goes beyond evaluation of the pupil
answers, by asking pupils to expand on their thinking, justify or clarify their
opinions, or make connections to their own experiences, can extend the response in
order to draw out its significance resulting in the creation of a greater equality of

participation. In such cases, the IRF pattern can be said to take on a dialogic

% See appendix 5 for timeline systematic observation schedule
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function. In the timeline schedule I recorded the main teaching activities from a list
of prompts at five minute intervals throughout each lesson. The timeline analysis is

presented in section 6.3.2.

4.3.4 Diaries

To triangulate the findings on what activities the schools were undertaking that could
potentially fuel conflict (research question 2), what activities the schools were
undertaking to build peace (research question 3), and the impact of the PEP (research
question 4), a diary exercise was carried out with a group of students in each school.
The participants were selected from standard 7. The diaries had the following

structure7 .

1. Introduction. In this section, I introduced the research and its purpose, I then
explained the task which they were expected to carry out, and guaranteeing

anonymity.

2. Questionnaire/prompts. In this section, I listed ten questions starting with
‘How many times ...” followed by different activities. The questions were
intended to function as prompts to guide the diarists in their writing (Bryman,
2008). They were also provided so that the behaviours could be quantified at
the end of the week. For each question, a space was provided for a
quantification of ‘in the school’ and ‘in the community’ so as to capture the

whole lives of the pupils.

3. Open question. The questionnaire included space for the pupils to write a

short description of how they understand peace.

4. Diary. Two pages were provided for writing of the diary. A defined space
was provided for each day (Monday to Friday).

The diaries were handed out on Mondays. I asked the participants to write the
diary each day, and then they were given time on Friday to read through their own

writing and quantify their records according to the questionnaires.

7 See appendix 6 for pupil diaries
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Before handing out the diaries to the whole class, the instrument was piloted
by three pupils. As the pilot of the diary worked well I did not make any changes.
However, during phase two it became evident that the pupils had not understood the
wording in the questionnaire. While they were doing this exercise, I got the feeling
that they had not really understood what to do; some were not looking at their writing
while filling in the numbers, and some had filled them in before coming to school on
Friday. I therefore decided to leave out the questionnaires from my data analysis.
Section 4 in the diaries was still used, however. In analysing the diaries I highlighted
and transcribed particularly interesting fragments of text to triangulate them with the

interview data from the pupils.

4.3.5 Elicitation technique

Pupils’ perceptions of peace and peace-building (research question 3) were collected
using an elicitation technique. Elicitation techniques are used in order to allow
participants to provide data on personal understandings such as concepts, beliefs or
behaviours, and are particularly useful when exploring complex ideas of opinions
(Copeland & Agosto, 2012). In this study, an elicitation technique of creating
‘ground rules for peace’ was carried out to explore pupils’ opinions and
understandings regarding peace and peace-building. One standard 7 in each school
conducted an exercise. Before starting, I gave examples of ‘ground rules for passing
exams’ to explain the exercise for the pupils. I then divided them into groups of four,
and gave each group a piece of paper on which they were to make a list of between
six and ten ground rules. In the analysis I added up all the ground rules within each
school and made one set of rules which reflected the most repeated rules by the

pupils.

4.3.6 Documentary data

Documentary data was collected to gather data on the schools’ response to the PEV
(research question 1) and what activities the schools were undertaking to build peace
(research question 3). Documentary data were collected at the national policy and

school level. National policy level documents were provided by UNICEF and
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collected from meetings, workshops and conferences documenting government
policies and practices relating to peace education. Documentary data was also
collected in the schools wherever available, particularly data related to
implementation of peace education. This data was secondary, however, and was only

used to support and supplement the data collected at the school level.

4.3.7 Questionnaires

A questionnaire was included in the data collection to triangulate the other largely
qualitative findings. The method was primarily chosen for two reasons. First, the
standardised responses gave me the opportunity to quantify some of the issues
deriving from the four case-study schools. Second, it was used to give an indication
of whether the findings from the four schools were represented in other similar
schools. Although the latter aim could also have been achieved through interviews,
these would not have been time-efficient for the purpose. I decided to carry out the
questionnaire survey among teachers. They were key informants in the interviews,

and the easiest group to involve in the exercise.

I used purposive sampling for the questionnaires because I targeted schools
that were badly affected by the violence and trained in peace education. I was
interested in finding out whether the same issues surrounding the implementation of
the peace curriculum that I had uncovered in the four case-study schools were being
played out in other schools. The initial analysis of data from phase one suggested that
the ethnic representation in a school and its urban/rural location affected the attitudes
towards ethnicity in the school. This was also an issue that I wanted to address
through the questionnaire. As the overall purpose therefore was theory-building,
being able to generalize from sample to population was not a priority (May, 2011). I
therefore used purposive, non-probability sampling; the selection of schools was
made according to known characteristics (May, 2011). Twelve schools in Eldoret and
Nakuru were sampled in total, including the 4 case-study schools. The number of
respondents in each school ranged from 5 to 30, with an average of 14. The total
number of respondents was 172, 111 of whom were from urban schools, and 61 from

rural ones. The distribution between Nakuru and Eldoret was more equal, with 78
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from Nakuru and 94 from Eldoret. See section 4.2.2 for details on sampling of

schools.

As the participant groups were teachers, they were sufficiently literate for a
self-completion questionnaire, which ensures that the questions are asked in exactly
the same way to each participant. This was also the most practical way, as I could
reach all the teachers during a break between lessons thereby causing minimal
disruption to the school day. I was, however, present in the room while the teachers
were completing the questionnaire. First, this was a way of ensuring the cooperation
of the respondents (Fowler, 1988); my presence allowed me to give oral information
about myself, the research and the questionnaire, which seemed to motivate the
participants to take part in the exercise. My availability during their completion of
the questionnaires also allowed them to ask questions wherever something was

unclear.

4.3.7.1 The questionnaire design

The questionnaire was designed using mainly closed questions, both attitudinal and

factual. The list below outlines the different parts of the questionnaire®:

1. Introduction. In the introduction to the questionnaire I informed the teachers
that the research would be used for my own PhD research as well as on behalf
of UNICEF. I then promised confidentiality and anonymity. Finally, I
thanked them for their participation. I kept the introduction as brief as
possible as I would myself be present and could give a more detailed

introduction orally.

2. Section 1 a: Classification questions. The first section was devoted to
classification questions where I asked about gender, the name of the school,
how long participants had taught in the school, what subjects they were
teaching, what standard they taught, and additional responsibilities they had
in the school. All of these factors were believed to have an impact on

attitudes towards peace-building.

¥ See appendix 7 for teacher questionnaire sample
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3. Section 1 b: Definition of peace. The next question, which asked the
participants to give a short definition of what they understand by peace, was
the only open question in the questionnaire. The preliminary analysis of the
case studies suggested that the understanding of peace varied significantly
between the schools. It was therefore not guaranteed that categories made by
me would fit all the schools, as I did not know the school culture in the
additional eight schools. I therefore kept the question open in order to gather
some information that would “reflect the full richness and complexity of the

views held by the respondent” (Denscombe, 2010, p. 165).

4. Section 2: Factual questions. In the next section, I included closed questions
on the teaching of peace education in the schools, the training received on
peace education, and the implementation of the peace-education programme.
This information was in itself interesting for my research. It was also
collected in order to compare it with opinions and attitudes from the next
section in the questionnaire. Through this, I hoped to be able to obtain an
impression of relationships between training and implementation of peace

education, and opinions and attitudes.

5. Section 3: Opinion questions. Section 3 was made up of questions on
attitudes. A three-point scale was used in which the respondents ticked
‘agree’, ‘not sure’ or ‘disagree’. The questions were designed primarily to
address attitudes on the need for and possibility of peace-building in schools.
Closed questions ease the analysis of responses as pre-coded data can easily
be quantified and compared (Denscombe, 2010). A range of limitations are
associated with this method, however. First, closed questions can be
“problematic if people have not thought about the question which is asked”
(May, 2011, p. 111). Similarly, the statements are not likely to reflect “the
exact facts or true feelings” (Denscombe, 2010, p. 166). This limitation was,
however, compensated through collection of extensive interview data in the

case-study schools and section 5 of the questionnaire.

6. Section 4: Opinion questions. In Section 4, opinion questions were asked

specifically addressing the peace-education programme. The same attitudinal
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scale was used as in Section 3. The section was kept separate from Section 3

in order to address exclusively those using the programme.

7. Section 5: Additional information. Respondents might become frustrated if
they do not feel they are given the opportunity to express their full views
(Denscombe, 2010). This might particularly be the case when closed
questions are used. To compensate for this, I included space at the end of the
questionnaire for the respondents to include any additional information which

they might wish to give.

The questionnaire was based on the literature review and the qualitative data
from the case studies. Knowledge of how words and concepts were understood in the
context minimised the chances for ambiguity in the questions. The questionnaire was
then piloted at Logos primary school. I sat down with three teachers whom I had
already interviewed. While they filled out the questionnaire, I asked them to give me
feedback on whether they could easily understand the questions, and other comments
and questions they might have. The teachers said that the questionnaire was easy to
answer, and had answered it acceptably. I therefore decided to keep the questionnaire

in its original form.

4.3.6.2 Analysing the questionnaire

In order to analyse the questionnaire, a database was first created in Excel. Variables
were then defined for each answer in the questionnaires, including for missing data
and ‘not applicable’. These codes were recorded in a separate coding book. To
ensure that the questionnaires were coded correctly, the data was first checked for
errors within the variables, that only possible numbers were found in each row
(Pallant, 2010). I then double coded 10 percent of the sample (17 questionnaires).
One mistake was found during this check for accuracy. A new 5 percent of the
sample was then checked, and no mistakes were found. The data was then considered
substantially correct, and the data was uploaded to SPSS (IBM Corporation,
Armonk, NY, USA). The analysis carried out involved solely descriptive statistics,
namely frequencies and chi-square. As most of the responses were categorical

variables, using frequencies was the best way to present the answers (Pallant, 2010).
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As discussed in the section above, the questionnaire was partly used to
explore issues that had emerged in the case-study interviews and observations. To
explore possible relationships between categories I systematically went through all
the items in the questionnaire and noted where a relationship would be of interest for
the study. These were then run through the chi-square to test for statistical
significance in the relationships. For questions where the categories were agree/not
sure/disagree, only ‘agree’ and ‘disagree’ categories were included in statistical
comparisons. Notes were taken of all the results. In line with common educational

research practice, an alpha level of 0.05 was adopted. All reported p-values are two-

sided.

4.4 Ethical considerations

The research was initially approved by the university’s departmental ethics
committee. The research strategies were further discussed with UNICEF and local
school authorities. In addition, the following four ethical issues were considered;
whether the research would cause harm to the participants, whether there was
informed consent, whether there was an invasion of privacy, and whether deception

was involved (Bryman, 2008).

(i) Cause no harm
The term ‘harm’ is in this context referred to any negative consequence caused to the
participants taking part in the study. In my research, the greatest challenge in this
respect was related to the interviews about the PEV. As a large majority of the
participants had traumatic memories from the time of the violence, there was a
danger that the interviews would stir up trauma and indeed cause real psychological
harm. The pupils were never interviewed on their own, so that they would have the
comfort of fellow pupils at all times. Extreme caution was paid to the pupils
throughout the interviews, and whenever I sensed difficulty for the pupils I directed
the conversation to a new topic. I also worked closely with the teachers and
administration of the schools at all times so that there was awareness around what I

was doing, and which pupils were involved.
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(ii)  Informed consent

The local school authorities were consulted before any research was
conducted in any of the schools, both for the case studies and the larger sample of
survey schools. Information was thereby given to the head teacher on the topic of my
research and the activities carried out in the school, and the head teachers approved
my research in each school. Informed consent was then given by all the individual
participants. Before each research exercise, I informed the participants about the
research, asked if they wanted to participate and made it clear that they could
withdraw from the research at any point. Although no-one withdrew from the
research altogether, seven participants did not want their interviews to be recorded,

in which case I made extensive notes during the interview which were later written

up.

(iii)  Privacy

All the research was designed to take place within the school, and throughout
the whole period I was an overt researcher. The participants therefore knew that I
was there to carry out research. As described above, informed consent was given by
all participants in the study, and the participants were free to withdraw from the
study at any time or refuse to answer questions. I further assured participants that I
would not ‘push’ them to answer questions where they were reluctant to do so. This
was particularly relevant in Eldoret, where the participants were more reluctant to
discuss the events of the PEV than in Nakuru. Anonymity is ensured through the

changing of all names of schools and participants.

(iv)  Deception
Regarding deception, I decided to be transparent with the participants about
what I was doing. I informed the schools that I was researching peace-building in
schools. Although this carried the risk of them changing their behaviour, I also think

that co-operation was the best way to acquire the information I needed.

4.5 Trustworthiness and authenticity

Although most studies have traditionally been rated with reference to reliability and

validity, scholars have argued that it is more suitable to measure qualitative research
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according to trustworthiness and authenticity (Bryman, 2008). Although my study
was mixed-methods, qualitative methods accounted for the main part of the data
collected, and I will therefore argue that the research is both trustworthy and

authentic.

(i) Trustworthiness

In order to ensure trustworthiness, measures were taken to increase
credibility, conformability and transferability (Bryman, 2008). As “there can be
several possible accounts of an aspect of social reality”, an important task for any
researcher in social sciences is to make sure the findings represent the lived reality of
the research subjects (Bryman, 2008, p. 377). As respondent validation was
impossible in this study because of: the large numbers of participants, the location
being in Kenya, and the sensitive nature of the topic, credibility was addressed
through triangulation. As discussed in this chapter a range of methods were used
within each school so findings could be cross checked. The conclusions arrived at are

therefore based on numerous accounts from a range of methods.

The triangulation of methods also worked to ensure conformability which
means not letting “personal values or theoretical inclinations manifestly to sway the
conduct of the research and findings deriving from it” (Bryman, 2008, p. 379). It was
important to my study that the voices of the school populations were represented
objectively. I therefore triangulated methods, to ensure that even if the findings from
one method were influenced by the researcher so as to misrepresent the reality and
opinions of the participants, findings from other methods would steer me to the most

appropriate conclusions.

As discussed in section 4.1, the case-study approach is concerned with depth
rather than breath (Bryman, 2008). Therefore, to ensure transferability so that the
findings can be generalised, details on context must be provided to the reader. I have
approached this on three levels. Firstly, chapter 2 gives a detailed introduction to the
Kenyan context, describing the political economy of the country in which the PEP
was set. Secondly, chapter 4 describes the wider educational setting and the policies
o