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Introduction

È il dialogo che consente di passare non solo attraverso 
l’espressione di identità e differenze, ma anche attraverso 

una condivisione dei valori dell’altro...

Enzo Bianchi, “Una Cultura dell’ospitalità,” 
L’altro Siamo Noi

The papers that you will find in this book are the results of a 
two-day conference, organised by POST Research Institute 
(POST-RI), on 26th – 27th October 2012. The main motive 
behind the conference was to create an opportunity for 
dialogue where different people from different fields can 
come together to discuss their experiences and how to 
overcome from the ‘unwanted past’ in history education. 
Regarding this, two Cypriot academics as well as some 
international experts were invited to present their ideas 
and discuss their experiences with the participants. The 
conference became a reality with the financial support of 
Friedrich Ebert Stiftung (FES). Without the support of FES 
and the German Cypriot Forum neither the conference 
nor the book that you are all holding today could become 
a reality. On behalf of POST-RI, I would like to thank to 
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Dr Hubert Faustmann, the chair of FES, and the chair of 
German Cypriot Forum (ZDF), Eckart Kulwein for all their 
support in making this conference possible. Without 
them, this conference could not have gone further than 
a dream. Also, I would like to thank to Mehveş Beyidoğlu 
Önen and Loizos Loukaidis from POST-RI, for their efforts 
to make this conference achievable.

The first paper,” War Education and Peace 
Education: The Historians’ Experience” by Luigi Cajani, 
from the University of La Sapienza, Rome, talks about 
teaching history and how, starting from the 19th century 
till today, it has been perceived both in and outside of 
Europe. According to Cajani, starting from the 19th century, 
most historians considered history as a significant tool 
that creates loyal citizens to nation states. This idea can 
be seen during the ‘awakening’ of nationalism and history 
education was seen just as a tool for the state (Cf. Bekerman 
2010; Karahasan & Latif 2010; Kızılyürek 1999; Papadakis 
2008; Zembylas & Karahasan 2006). Examples may 
vary; however, what Cajani points out here is important 
because, for him, “war education” refers to history as a 
tool for nationalist subjects. However, as he states, this 
idea of viewing history started to change right after the 
Second World War. From then on, history education 
started to be seen not just as a tool that ‘creates national 
subjects’ but a way towards peace and reconciliation. He 
gives many examples from both Europe as well as the rest 
of the world. For some, it is being understood as common 
history textbooks, as in the case of Germany-Poland and/
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or Japan, South Korea, and China. He ends his paper by 
stating that at the moment, the initiatives are more on 
creating dialogue and respecting the differences.

 As Cajani summarises show history education 
has changed from war education to peace education, in a 
chronological way, Michalinos Zeymbylas from the Open 
University of Cyprus adopts a different approach, talking 
about how ‘The Politics of Trauma in Education’ takes 
place in history education, giving Cyprus as an example. 
Starting from his own personal narrative, Zembylas 
claims that in the Greek Cypriot education system, history 
teaching was used as a way to legitimise the sufferings 
that Greek Cypriots had during the war in Cyprus in 
1974. According to him, the traumatic event of 1974, 
the loss of Greek Cypriot lives, the idea of victimisation 
and sufferings were all legitimised through history 
teaching. Although these sorts of things are important 
while creating a sense of group loyalty, it ignores the 
other side of the coin, focusing only ‘our’ sufferings and 
loss rather than perceiving everyone as human beings in 
general. The politicisation of history teaching is one of the 
problems in Cyprus, however, what Zembylas offers us is 
to think in terms of critical emotional praxis which aims 
to ‘create openings for different affective relations with 
others’ because according to Zembylas critical emotional 
praxis destabilise and denaturalise official narrative that 
perpetuates the conflicting ethos.

Then, Hakan Karahasan from POST-RI and Girne 
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American University argues that literature can be a useful 
tool while overcoming past traumas. Considering the 
interethnic violence and war in Cyprus as a trauma, he finds 
the parallels between Germany, who suffered because of 
Nazism and the Second World War, and Cyprus. For him, 
Uwe Timm’s Am Beispiel meines Bruders [In the Shadow of 
My Brother] is a good example of how a prominent writer 
uses his own personal narrative on the ‘unwanted past’ of 
a country and overcome the past trauma. What Timm did 
is not unique to Germany but it is a useful example that 
shows that the issue is not just related with Cyprus but a 
universal one. 

Another example that he gives is a recent 
documentary called Birds of a Feather, produced and 
directed by Stefanos Evripidou and Stephen Nugent. 
According to Karahasan, this can be seen as an example 
of overcoming past traumas too because through talking 
about the ‘unwanted past,’ people realizes that the 
‘Other’ is not the enemy and that we all share common 
characteristics in that we are human beings.  This point 
goes back to what Zembylas has pointed out: ‘language of 
possibility.’

 Last but not least, Shreya Jani from Standing 
Together to Enable Peace Trust (STEP) talks about the 
Indian experience and how grass roots can be the change, 
as Gandhi has said once as “be the change you wish to see.” 
By giving example from India, Jani argues that “Peace then 
is a process rather than an ultimate goal.” In other words, 
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for Jani, as STEP, what they are trying to do is to take in 
part actively the process of daily life struggles go on and 
challenge the status quo. Challenging the status quo means 
we can have a different world, where education is not 
just seen as a profit but a tool that can be used to create 
a more egalitarian society. Peace education opens a path 
for a classless society that is a bridge between formal and 
non-formal education.  In Jani’s words, ‘a journey through 
praxis.’

Hakan Karahasan
Nicosia, November 2013
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War Education and Peace Education:
The Historians’ Experience1

War Education

Moral and patriotic teaching: this must be the 
outcome of history teaching in primary education. 
… Our very flesh and blood is at stake. In other 
words, if pupils are not imbued with the living 
memory of our national glories; if they do not 
know that our ancestors fought for noble reasons 
upon one thousand battlefields; if they do not learn 
how much blood and how many efforts were spent 
in order to accomplish the unity of our fatherland 
and to draw thereafter, out of the chaos of our aged 
institutions, the laws that made us free men; if 
pupils do not become citizens conscious of their 
duties and soldiers who love their guns, teachers 
will have wasted their time (Lavisse 1885, pp. 209-
211).

One could hardly expect that these words would be 
addressed today to an audience of teachers in a State 

1. Luigi Cajani. Sapienza Università di Roma, Italy
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of the European Union. In fact, they were written more 
than a century ago by Ernest Lavisse, one of the most 
prominent French historians of his time and the author of 
very successful history textbooks. The social and political 
context was quite different then from today: a war with a 
neighbouring country was always at stake, and the new 
techniques of warfare required a great mass of soldiers, 
which led to the diffusion of enforced conscription, with 
the exception of Great Britain, which based its military 
power above all on the fleet. In a climate of nationalism 
and militarism young men had to be prepared for the 
eventuality of an imminent war. When Lavisse wrote these 
words, France was under the shock of the defeat endured 
by the hand of Prussia in the 1870-71 war and nurtured 
a strong revanchism. Schools were directly mobilized not 
only at the ideological level, but also in practice, with 
the establishment in 1882 of the bataillons scolaires, 
under the joint supervision of the three ministries of 
Education, War and Internal Affairs. The bataillons 
scolaires were intended for the pre-military training of 
pupils from the age of 12. Pupils equipped with uniforms 
and dummy rifles were trained by retired soldiers or, if 
not available, by teachers, and performed weekly parades 
through the town streets, and especially participated in 
the celebrations of July 14th. When they were aged 14, 
they also undertook shooting exercises. After the initial 
enthusiasm, the bataillons scolaires were not successful: 
they met the negative attitude of the Catholic Church, 
which saw a conflict with catechism attendance, because 
the exercises generally took place on Sunday, and also the 
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military authorities were not convinced of the efficacy of 
the training. In addition there were heavy costs, which 
were at the charge of the communes: thus the experiment 
was abandoned after ten years (Spivak 2007, pp. 33-40). 

Also in Germany similar initiatives were taken in 
order to develop the physical strength and military spirits 
of young men. On December 4th 1890, Kaiser Wilhelm 
II adressed these words to the teachers gathered at the 
Berliner Schulkonferenz: “I’m looking for soldiers, we 
want a strong generation!”. One year later, this exhortation 
inspired the foundation of the Zentralausschuß zur 
Förderung der Volks- und Jugendspiele for the diffusion 
among German young people of sports activities which 
also included a specific military training. Concerning the 
development of spiritual attitudes the Zentralausschuß 
invited teachers in 1904 to talk about wars not in negative 
terms, but to show the most important battles fought 
by the Fatherland in a way which could excite pupils’ 
enthusiasm (Doderer 1998, pp. 746-753).

Quite different were the experiences during that 
period in Great Britain with the establishment first of 
the Boys’ Brigade and later of the Boy Scouts. Both were 
not imposed from above and were not directly connected 
with school, but organised from the bottom on a voluntary 
basis. The Boys’ Brigade, founded in 1883 by William 
Alexander Smith, was an expression of a particular climate 
of Christian militarism which had developed during 
the Victorian era. Smith wanted to revive the declining 
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practice of the Sunday School by coupling it with an 
intensive pre-military training for boys between 12 and 
17. In fact, the core activities were the weekly drill parade 
in uniform with dummy rifles and the Sunday Bible class. 
The Presbyterian Church in Scotland and the Church of 
England supported this movement, which by the turn 
of the century had just short of 45,000 members in the 
United Kingdom and had spread in the British colonies 
and in the USA (where it totalled about 28,000 members) 
(Bailey 1983, pp. 5-9). 

The Boy Scouts were founded in 1908 by Robert 
Baden-Powell, a career army officer who during the 
Second Anglo-Boer war distinguished himself in the 
defense of Mafeking, where he employed young boys as 
scouts in support activities. On the basis of this experience 
Baden-Powell published in 1908 the book Scouting for 
Boys, asserting the necessity of being prepared to defend 
the nation and the empire against her enemies. The 
new movement had many military men as patrons, but 
unlike the Boys’ Brigade had no direct connection with a 
particular church, even if a general appreciation of religion 
was stated. The success was huge and immediate: in 1911 
there were more than 100,000 members in the United 
Kingdom alone, and 250,000 including overseas sections, 
the largest being in the US, Chile and Argentina. At the 
outbreak of the First World War, Baden-Powell mobilized 
the Boy Scouts for auxiliary service on the home front, 
doing tasks such as guarding against sabotage, air raid 
warnings, messenger services organizing relief measures 
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and first aid stations (Wilkinson 1969, pp. 3-23).

Later Italian Fascist dictatorship placed special 
attention to the moral, social and physical education 
of youth of both sexes, with a special emphasis on pre-
military training for boys. In Italy in 1926 the Opera 
Nazionale Balilla was created complementary to school. 
In fact, from the very beginning school transmitted 
militaristic values: the primers were filled with pictures 
of Italian soldiers and of weapons, with narratives on 
the victories in the First World War and in the war 
against Ethiopia, and with exhortations to fight for the 
Fatherland (Cajani 2006, pp. 191-215)2. All other young 
people’s organisations, including the Boy Scouts, were 
forbidden, with the only exception of the Gioventù Italiana 
di Azione Cattolica, dependent on the Catholic Church, as 
a consequence of the Concordato, the treaty between the 
Italian State and the Vatican. 

In Germany, the Nazi Party had already created the 
Hitlerjugend in 1926, and in 1933, when it took power, it 
forbade all other youth organisations. The Hitlerjugend 
thus became a mass organisation, rapidly covering the great 
majority of German youth. During the Second World War its 
members were widely employed in auxiliary services and 
also enlisted in a division of their own, the 12th SS Panzer 
Division Hitlerjugend (Horn 1979, pp. 639-663).

2. For the history of this Committee, see Renoliet, J. J. (1999). L’UNESCO 
oubliée. La Société des Nation et la coopération intellectuelle (1919-
1946). Paris: Publications de la Sorbonne. 
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Peace education

This educational horizon changed after the 
Second World War, with the progressive achievement 
of antimilitarism and pacifism. These cultural attitudes 
had actually started taking hold at the end of the 19th 
century, initially in a minority and inconstant manner 
and then slowly but increasingly, above all as a reaction 
to the two World Wars. The first criticism to nationalistic 
and warmongering education, through history textbooks, 
came from pacifist and socialist associations. For 
example, Dutch and French teachers, at the beginning of 
the 20th century attempted to revise history textbooks 
(Schüddekopf 1967, pp. 11-47) because the awful 
experiences on the battlefields of the First World War 
gave new stimulus to pacifism. An evidence of the new 
climate is the fact that in Great Britain the Boys’ Brigade 
and the Boy Scouts underwent a deep transformation in 
the direction of internationalism. During a meeting in 
1929 with 30,000 boy scouts from 42 states Baden-Powell 
proclaimed: 

We alone have the universal ear of the young. Let 
us set about teaching that the highest virtues are 
friendliness and good-will. And there will be no 
more war (Wilkinson 1969, pp. 16-17).

In the education field many initiatives were 
developed both at international level, as in the case of the 
Comité International de la Coopération Intellectuelle, set 
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up in 1922 by the League of Nations (Ivi ?, pp. 19-21), and 
among Latin American states, which signed an agreement 
to periodically review their history textbooks in 1933 
(Schüddekopf 1967, p. 21), and at non-governmental 
level, as in the case of the associations of French and 
German teachers, who founded in 1926 an international 
federation “for educational collaboration and to prepare 
for peace through the cooperation of peoples in freedom” 
(Schüddekopf 1967, p. 23).

The concrete results of all these initiatives were 
very limited. In the period between the two World Wars 
the international political situation was certainly not in 
favour of moral disarmament and most states were not 
willing to accept interference in a field as important and 
delicate as history teaching (Schröder 1999, pp. 304-305).

After the Second World War initiatives to radically 
modify history teaching and turn it into an tool designed 
to educate people for peace were taken up again with 
more decisiveness and success, above all by UNESCO, by 
the Council of Europe and by the Georg-Eckert-Institut in 
Braunschweig. 

UNESCO made an important step forward, as it 
overcame the idea of a bilateral or multilateral revision 
of history textbooks and proposed a new global vision of 
history, to be achieved with a new general world history 
which would highlight above all cultural and scientific 
aspects, along with “the interdependence of peoples 
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and cultures and their contribution … to the common 
heritage” (UNESCO 1949, p. 26). When presenting the 
plan for this work, French historian Lucien Febvre spoke 
about the limitations of the initiatives for the revision of 
the various national history textbooks undertaken up to 
then and underlined the relationship between the history 
of the whole of humanity and education for peace:

When one deals with the question of textbooks, and 
above all history books, we are told: “It is necessary 
to revise them”. Is this enough? I answer that it is 
not. The fact is that these textbooks, nationalist by 
definition, designed to glorify the individual spirit 
of a people, cannot but place it in opposition to 
neighbouring peoples. Neither UNESCO nor anyone 
can remedy this. National history based on politics, 
as it is taught more or less everywhere, will never 
tend to reconcile peoples. All one can ask of it is 
not to set off one against the other. If one wants to 
do more than this it is necessary to do something 
new. It is necessary to create the opportunity for 
a new kind of teaching: an apolitical approach 
to world history, which is by definition pacifist. 
(Febvre 1954, p. 956).

This major historiographical work was published 
in the 1960s, edited by a committee headed by Paulo 
E. de Berrêdo Carneiro, with the participation of many 
historians from all over the world: an important scientific 
achievement, which did not give birth to educational 
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material.

Instead, the Council of Europe moved instead 
within the limited horizon of Europe, as its mission was 
to create the cultural basis for a European union. Thus it 
did not deal with the global dimension of history, but only 
with developing a European vision of history, which could 
overcome poisonous and warmongering nationalisms. As 
observed by Edward Herbert Dance, one of the initiators 
of this project:

It is often said that one of the most important 
functions of history teaching is the inculcation of 
patriotism; some countries even put the inculcation 
of patriotism as the very first function of the 
history lesson. Patriotism, at any rate, is the better 
side of nationalism, and it is good that it should 
figure in the history textbooks; it is proper that the 
children of every nation should learn to take pride 
in the achievements of the greatest men in their 
own history. But patriotic pride can easily slip into 
national arrogance. There is no justification for 
the all too frequent practice in history textbooks 
of dwelling on the national achievements while 
disregarding the achievements of foreign nations 
(Bruley 1960, pp. 24-25).
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In particular, the bias was strong when dealing 
with wars:

The First World War is almost invariably presented 
in the textbooks from the national angle; each 
nation sees itself as the centre of the struggle with 
“allies” whose own needs and motives receive an 
altogether inaquate attention; while it is is usually 
implied thet the enemy nations have no needs but 
only motives, which are customarily represented as 
all bad. The books own nation is often personified 
as a crusader for the right; the other side as a seeker 
of evil. … In the case of both wars it is customary 
for the textbooks to assign “responsibilities”: for 
the Second War, Hitler is “responsible”; for the first, 
different nations in different national books … it is 
now time, in dealing with all wars, to cease speaking 
of “responsibilities” and refer instead to “causes” 
(Bruley 1960, pp. 47).

Thus, the Council of Europe organised between 
1953 and 1958 a first series of six conferences, seeing an 
unprecedented exchange of ideas among historians from 
all the Council’s member states, and during which lists of 
specific recommendations for the authors of textbooks 
were drawn up. In the long term this action by the Council 
of Europe was certainly effective: indeed, in tune with 
the new European political and cultural climate, over the 
course of the decades the accent of the narrative in the 
history books of countries belonging to the European 
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Community has mostly shifted away from the viewpoint 
of the various national states to a European dimension, 
and conflicting nationalisms have vanished. 

Finally must be mentioned the activity of the 
Internationales Institut für Schulbuchverbesserung, 
founded in 1952 by Georg Eckert and renamed in 1975, 
after his death, Georg-Eckert-Institut für internationale 
Schulbuchforschung3. This institute has organized – 
sometimes together with the Council of Europe and the 
UNESCO – many bilateral commissions between German 
historians and historians from other European and non-
European countries, like Indonesia4 and Japan5, for the 
revision of mutual history textbooks. Of course these 
initiatives have been dependent on the international 
political climate: with the NATO States, like United 
Kingdom, France and Italy, these commissions have been 

3. For the history of this institute see Ursula A. J. Becher and Rainer 
Riemenschneider (eds). (2000). Internationale Verständigung. 25 
Jahre Georg-Eckert-Institut für internationale Schulbuchforschung in 
Braunschweig, unter Mitwirkung von Roderich Henrÿ, (= Studien zur 
internationalen Schulbuchforschung Band 100). Hannover: Verlag 
Hahnsche Buchhandlung.
4. For more information, see: Indonesien-Deutschland. Empfehlungen 
der indonesischen-deutschen Historikerkonferenz, Braunschweig, 1957. 
Sonderdruck aus dem Internationalen Jahrbuch für Geschichtsunterricht 
1959, Braunschweig, Albert Limbach Verlag, s.d..
5. See Karl E. Jeismann, Elfriede Hillers (eds), Deutschland und 
Japan im Spiegel ihrer Schulbücher. (Studien zur internationalen 
Schulbuchforschung, Schriftenreihe des Georg-Eckert-Instituts, Band 
31), Georg-Eckert-Institut für internationale Schulbuchforschung, 
Braunschweig, 1982
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active already in 1950s6, with the States beyond the Iron 
Curtain they were conditioned by the Cold War. With 
Czechoslovakia, the dialogue started in 1967, during the 
Prague Spring, but was soon stopped under the Husák 
government, and started again 20 years later (Čapek, 
Lemberg, Meyer, Maier 2000, pp. 210-218). 

A commission with Poland7 was created in 1972, 
after the normalization of the relations between the two 
States thanks to the treaty on the Oder-Neiße line, signed 
in 1970.

After the creation of bilateral commissions for 
textbooks revision, which published recommendation to 
textbooks authors, the next step was the publication of 
bilateral history textbooks aiming to overcome prejudices 
and bias in the mutual representations of neighbouring 
States with a recent history of mutual conflicts. The first 
project has been the German-French history textbook, 
launched in 2003 at the French-German Youth Parliament 

6. The recommendations of the German-Italian commission have been 
published in 1000 Jahre deutsch-italienischer Beziehungen. Die Ergebnisse 
der deutsch-italienischen Historikertagungen in Braunschweig (1953), Goslar 
(1956), Siena (1957), Bamberg (1958) und Erice (1959), (Schriftenreihe des 
Internationalen Schulbuchsinstituts, 5. Band), Braunschweig, Albert Limbach 
Verlag, 1960. 
7. For more information, see: Gemeinsame deutsch-polnische 
Schulbuchkommission, Zum wissenschaftlichen Ertrag der deutsch-
polnischen Schulbuchkonferenzen der Historiker 1972-1987 (XX. deutsch-
polnische Schulbuchkonferenz der Historiker 1. – 6. Juni 1987 in Poznań 
(Posen), (Schriftenreihe des Georg-Eckert-Instituts für internationale 
Schulbuchforschung, Band 22/XI). 
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meeting on the 40th anniversary of the Élysée Franco-
German Friendship Treaty. Supported by both ministries 
of Foreign Affairs and managed by the Georg-Eckert-
Institut, this project has brought about between 2006 and 
2011 three textbooks8 which can be used in the upper 
secondary schools of the two countries. A similar project, 
again managed by the Georg-Eckert-Institut, is currently 
running between Germany and Poland9. Outside Europe 
a similar initiative has been developed by a group of 
Japanese, South-Korean and Chinese historians, who 
responded to the many and heated controversies on the 
teaching of the common armed conflicts by publishing in 
2005 a book, A History which Opens the Future (Minoru 
and Ryūichi 2008, pp. 271-283).10 Unlike the German-
French history textbook, this one is not intended for 

8. For more information, see: Rainer Bendick, Peter Geiss, Daniel Henri, 
Guillaume Le Quintrec (eds), Histoire/Geschichte. Europa und die Welt 
von der Antike bis 1815, Stuttgart-Leipzig, Ernst Klett Verlag, 2011; Daniel 
Henri, Guillaume Le Quintrec, Peter Geiss (eds), Histoire/Geschichte. 
Europa und die Welt vom Wiener Kongress bis 1945, Stuttgart-Leipzig, 
Ernst Klett Verlag, 2008; Guillaume Le Quintrec, Peter Geiss (eds), 
Histoire/Geschichte. Europa und die Welt seit 1945, Stuttgart-Leipzig, 
Ernst Klett Verlag, 2006.
9. See: Schulbuch Geschichte. Ein deutsch-polnisches Projekt – 
Empfehlungen/ Podręcznik do historii Projekt polsko-niemiecki – 
Zalecenia, Steuerungsrat und Expertenrat des Projektes „Deutsch-
Polnisches Geschichtsbuch“ Berlin / Warschau, 1. Dezember 2010/ Rada 
Zarządzająca i Rada Ekspertów projektu „Polsko-Niemiecki Podręcznik do 
Nauczania Historii” Warszawa / Berlin, 1 grudnia 2010 r. 
10. The textbook has been published in Japanese, Korean, Chinese 
and Esperanto (Historio por malfermi estontecon, Pekino, Fremdlingva 
Eldonejo, 2007). 
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replacing textbooks currently adopted in school, but 
as a supplementary tool, and, more important, it is not 
sponsored by the governments, but it is the fruit of an 
independent initiative of the civil society. 

Initiatives for a teaching of history which fosters 
dialogue instead of prejudices are more frequent, and 
they have become a widespread tool used in post-conflict 
situation, often sponsored by international agencies. Just 
to mention a few recent examples one can remember 
two projects of the Council of Europe: The Black Sea. A 
History of Interactions, published 2004, and the set of 
supplementary teaching units for Cyprus, A Look at our 
Past, Μια Ματιά στο Παρελθόν μας, Geçmişimize Bir 
Bakış, published in 2011. The Center for Democracy and 
Reconciliation in Southeast Europe in Thessaloniki has 
published in 2005 a four-volume work Teaching Modern 
Southeast European History, sponsored by USAID, the 
German Auswärtiges Amt and the Stability Pact fo South 
Eastern Europe. Such a task is not an easy one, because 
it is necessary to clearly deal with sensitive issues like 
violence and oppression which often touch open wounds 
in the society and conflict with nationalistic politics by 
the States, but more and more historians show now the 
necessary professional honesty and the civil courage to 
achieve it (Pingel 2008, pp. 181-198). 
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The Politics of Trauma in Education: 
Some Reflections11

A Personal Story

I went to elementary school in the fall of 1975. One of 
the first childhood drawings I remember doing depicted 
the Turkish planes bombing Cyprus and the Turks as 
monster-like animals who wanted to eat ‘us’, the Greek-
Cypriots. This drawing was put on display on a board and 
everyone reiterated in class through their own drawings 
too how evil and barbarian the Turks were. I also 
remember participating in frequent commemorations of 
many historical events in which the Greek glories were 
celebrated. We used to memorize all the heroes of the 
Greek revolution of 1821, and in our childhood games, 
each one of us picked a revolutionary hero and tried to 
“be” him or her. A few years after the war of 1974, the 
theme of DEN XEHNO (I don’t forget) became prominent 
in our school life. Pictures of Kyrenia, Bellapais, and 
Famagusta, our occupied places as we called them, would 
decorate all classrooms. The goal of DEN XEHNO was to 

11. Michalinos Zembylas, Open University of Cyprus, Cyprus.
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acquire knowledge so that we would never forget these 
places and care enough so that one day we would be 
ready to fight for them, if necessary. The most prominent 
themes of the DEN XEHNO campaign focused on the 
remembrance of the Turkish invasion, the thousands of 
refugees, the missing persons, the enclaved, the violation 
of human rights, and the destruction of ancient Greek 
archaeological places and orthodox churches. I recall 
how I was encouraged by a teacher in elementary school 
to write letters to the missing persons telling them how 
much we loved them and prayed for their return. All these 
images, pictures, stories and commemorations were part 
of the traumatic experience of 1974 perpetuated by the 
media, the newspapers, the school textbooks, and our 
everyday social and political life. 

My teachers presented the Greeks and the Turks in 
stereotypical ways: the Greeks as heroic figures who 
were always fighting for what was right, for justice, 
democracy, and freedom, and the Turks as barbarians, 
unjust, deceitful, evil, and war-loving. We were repeatedly 
reminded of what the Turks had done to us and that the 
young generation had a duty to remember and fight, if 
needed, to throw the Turks out of Cyprus. The perception 
in my mind about the history of Cyprus was very clear: 
The victims who suffered were the Greek Cypriots, and the 
perpetrators who committed barbarisms were the Turks 
(in those years, I don’t remember anyone teaching us in 
schools whether there was any differentiation between 
Turkish Cypriots and Turks). Not a single teacher in my 
entire primary and secondary education discussed with 
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us who the Turkish Cypriots were, whether they also 
suffered in the hands of Greek Cypriots, or whether Greek 
Cypriots and Turkish Cypriots lived together in the past 
and fought for common social issues. I found out about all 
these things many years later, only after I left Cyprus to 
study in the US. 

The Politicization of Trauma 

So, this is how I and many other Greek-Cypriot children of 
my generation grew up in the years after 1974—trauma 
was and still is politicized by all sides in the competition 
who is the biggest victim. One may wonder why there is 
so much fascination with being a victim. Being a victim, 
explains Elazar Barkan (2000), can be immensely 
powerful. The categories of ‘victims’ and ‘perpetrators’ are 
often used to serve manipulative political and ideological 
agendas. The recognition of the victim as such—by the 
perpetrator or others—becomes the victim’s ultimate 
power to be used for political and moral purposes. The 
consistent failure to acknowledge each other’s victimhood 
has prevented Greek Cypriots and Turkish Cypriots to 
rise above their common suffering and transform—not 
necessarily ‘overcome’, and I will come back to this—
their traumatic experiences into constructive ways. Each 
side in Cyprus has utilized narratives of trauma and 
victimization to score moral and political points in the 
local and international political arena.

Trauma studies in the social sciences and the 
humanities originated in the context of research about the 
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Holocaust, but they did not arise in a vacuum. Trauma and 
its impact had been investigated by Freud, who showed 
that the ways in which one reacts to a traumatic event 
depends on his or her personal psychic history, that is, 
his or her memories and fantasies. Trauma—particularly 
historical trauma—refers to unthinkable catastrophic 
events that, when witnessed, evoke painful feelings. 
Psychoanalytic theories built on Freud’s work treated 
trauma as an unclaimed individual experience that needed 
to be somehow dealt with, using various therapeutic 
strategies (Caruth, 1996). However, work in the post–
Holocaust era has begun to engage trauma in a way that 
respects and contributes to its politics. Although trauma 
enters the social and political terrain as an expression 
of personal experience, explains Jill Bennett (2005), “it 
is always vulnerable to appropriation, to reduction, and 
to mimicry” (p. 6); thus, the idea that trauma is “owned” 
by someone is deeply contested. In light of studies on 
the cultural politics of emotion, the concept of trauma 
has been redefined to include how traumas work to 
shape individual and collective bodies (Ahmed, 2004). 
As Wulf Kansteiner (2004) has even argued, trauma after 
the Holocaust has risen “as one of the key interpretive 
categories of contemporary politics and culture” (p. 193).

 An important distinction that needs to be made at 
this point is one’s positioning and context of encountering 
trauma (Kaplan, 2005). At one end, there is the direct 
trauma victim, while at the other, there is the person 
who has no personal connection to the victim but may 
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encounter trauma through other sources such as the 
media and oral or written accounts of a catastrophe. It is 
in this context that the notion of witnessing—primary and 
secondary witnessing—has emerged in the field of trauma 
studies (Oliver, 2001). Becoming a primary witness 
to traumatic events is painful, because the witnessing 
experience shatters one’s worldview, or as Shoshana 
Felman and Dori Laub write, the witness “becomes 
radically transformed by the very process of witnessing” 
(1992, p. 10). Kelly Oliver clarifies that there is a double 
meaning of witnessing: “eyewitness testimony based 
on first-hand knowledge, on the one hand, and bearing 
witness to something beyond recognition that can’t be 
seen, on the other” (2001, p. 16, author’s emphasis). For 
Oliver, it is the tension between eyewitness testimony and 
bearing witness that necessitates the infinite response-
ability of subjectivity and therefore of ethical relations 
with the Other. Given that most teachers and students 
encounter trauma through the media or literature, it is 
important to explore how they can engage in witnessing 
without falling into the trap of voyeurism/sensationalism 
or in melodramatic attempts to close the wound, as in 
some Hollywood treatments of historical trauma (see 
Kaplan, 2005).

Given the risks of re-presenting trauma and the 
challenges in forming empathetic connections between 
witness and testifier, listener and speaker, one wonders 
what forms of pedagogical engagement may be constituted 
to deal with trauma and what the limits of teaching and 
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learning about trauma testimonies are. What is generally 
lacking in the popular identifications with the victims of a 
traumatic event is a conceptualization of critical affect that 
might enable teachers and students not simply to feel for 
those victims and their loved ones but also to understand 
how trauma operates through affective connection and 
articulates its differences from other places around the 
world. It is this context that provides a compelling basis 
for a pedagogical exploration of trauma and affect. 

Engaging with Trauma in Education: Critical Emotional 
Praxis

Engaging with trauma in educational contexts is not an easy 
task. My personal experience just as that of many others 
offers insight into the ways that traumatic events shape 
the lives of teachers and students affectively, producing 
subjects of a “wound culture” (as Mark Selzer, 1997, calls 
it), that is, individuals who regulate their perceptions and 
contacts with others on the basis of the impact of trauma 
both on themselves and on their respective cultures. 
Many studies suggest that the political-ideological 
context within which traumatic events take place shapes 
their impact and thus it is hard to separate individual and 
collective trauma (Kaplan, 2005).

I want to extend the notion of the politics of trauma 
in education by offering an account of how teachers and 
students become invested in social and political norms 
that reify others as figures of evil and threat. Trauma, 
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in this sense, is conceptualized as having an affective 
force that is both political and subjective; it is never 
unproblematically only “subjective” or merely “political”; 
rather, it is always lived and negotiated at an intersection 
(Bennett, 2005). The larger flows of power relations 
within which certain affective investments are made 
to social imaginaries (e.g., the nation-state, a religion, 
cultural heritage) forge particular subjectivities. If 
trauma testimonials entering educational discourses and 
practices are vulnerable to appropriation by ideological-
political forces, an understanding of affective investments, 
I suggest, is fundamental for educators.

Feminist, critical, and poststructuralist thinking 
in education shows us that the politics of affects and 
emotions matters in many aspects of social life (Zembylas, 
2007); affects and emotions show us how power relations 
shape inclusion and exclusion boundaries between 
bodies—who should be inside and who should be outside. 
Exploring the restrictive and the productive forms of 
pedagogical engagement with trauma narratives does not 
offer us a privileged view of individuals, entire cultures, 
and nations; rather, by creating pedagogical spaces for 
critically exposing the affective politics of trauma, teachers 
and students are invited to become aware of different 
modes of inhabitation. Alternative forms of embodiment, 
then, are enabled and invigorated by the capacity for 
transformation. The register of affective politics of trauma 
indicates the larger investments that are made and the 
ways that subjectivities are constituted—through affective 
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investments such as hatred, shame, sentimentality, anger, 
fear, empathy, and so on.

Engaging with trauma in educational contexts is, 
therefore, not only a difficult task but also a transformative 
form of pedagogical engagement, because the development 
of a critical history and politics of trauma in education—I 
call this work critical emotional praxis (Zembylas, 2008)—
creates openings for different affective relations with 
others. The aim of critical emotional praxis is to explore 
the conditions under which trauma impacts teachers’ 
and students’ lives, to destabilize and denaturalize that 
regime of thought that perpetuates a conflicting ethos 
with those who are deemed responsible for “our” trauma, 
and to invent new practices of relating with others.

On this crucial point, my theoretical concerns 
invoke a mode that rests on three assumptions. First, 
critical emotional praxis is grounded in a historical and 
political understanding of the role of affect in trauma 
culture and its implications for education. Second, critical 
emotional praxis focuses on the ability to question 
affectively charged, cherished beliefs, exposing how 
privileged positions and comfort zones inform the ways 
in which educators and students recognize what and 
how they have been taught to see/act (or not to see/act) 
and empowering different ways of being with/for the 
Other. Finally, critical emotional praxis translates these 
affective understandings into relationships, practices, 
and enactments that benefit teaching and learning for 
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peace, mutual understanding, and reconciliation. This 
work invites teachers and students to bear witness to 
trauma, suffering, and injustice, and it also prepares them 
to take responsibility for preventing future conflicts that 
perpetuate trauma. The affective implications of trauma 
in education encourage all those involved in schooling 
to understand their own preferences, values, and 
experiences and use those critically to initiate and sustain 
critical transformations in their lives.

As Kaplan (2005) says, trauma can never be 
“healed” in the sense of a return to how things were 
before a traumatic event took place, or before one 
witnessed such an event; but the impact of trauma can 
be worked through individually and collectively. And 
here is exactly where critical emotional praxis can be a 
productive form of pedagogical engagement with trauma 
imagery. My argument, then, is that the impact of trauma 
can be usefully translated across pedagogical forms of 
critical emotional inquiry. This conjunction of affect, 
praxis, and criticality offers pedagogical opportunities of 
transforming perceptions for and actions with others.

The ethical and political importance of critical 
emotional praxis as an affective event and a pedagogical 
strategy is the degree to which, by cultivating a commitment 
to bear witness to trauma, it facilitates the emergence 
of a pedagogical space of affective potential. That is, to 
see the process of working through trauma as an act of 
witnessing involves negotiating affective connections that 
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do not constitute us “voyeurs of the suffering of others, 
tourists amid their landscapes of anguish” (Michael 
Ignatieff, 1997, p. 10). The call for critical emotional 
praxis in the classroom is affirmative and need not result 
in narcissistic, voyeuristic, or melancholic rhetoric; 
rather, the trauma can be worked through reconfiguring 
witnessing in affective, pedagogical, and critical terms. 
Unlike some of the proponents of trauma studies, who 
are primarily concerned with the primary experience of 
trauma and its negative implications for individuals, the 
focus of my concern is on the possibilities that are opened 
for individual and social transformation, as a result 
of interrogating the politics of trauma in educational 
contexts.

Conclusion

My argument essentially seeks to imagine “small 
openings” (Zembylas, 2008) in enacting reconciliatory 
forms of pedagogies and renewed affective relations 
grounded in solidarity and social justice. Trauma and 
suffering educate emotion and often inculcate violent 
affective relations with one’s self, others, and the world. 
Families, workplaces and schools constitute particular 
pedagogies of emotion. That is, they are social and 
political mechanisms for educating emotion; hence, we 
are “schooled” to express, talk about, and use emotion in 
certain ways that strengthen and perpetuate inclusion/
exclusion and us/them binaries. A major assumption 
made here is that emotion both enables and disables 
transformation—of one’s self, others and the world. This 



43

is precisely why I argue, agreeing with Lynn Worsham 
(2001), that a fundamental political and pedagogical task 
for the work of decolonizing violent affective relations is 
essentially the re-education of emotions. 

 However, there are dangers with ambitions to re-
educate the minds and hearts of students. For one thing, 
there is the ever-present peril of replacing one “tyranny” 
for another; that is, the re-education of emotions might 
not always be in the students’ best interest. The most we 
(educators) can do is to open spaces of possibility for 
engaging students in critical dialogue, hoping that they 
will “un-learn” emotional violence, “un-do” oppressive 
practices, and indeed re-imagine their affective relations 
with themselves, others and the world. Importantly, the 
struggles for social transformation might involve some 
measure of letting go not of our work and striving but of 
our attachments to such transformations. 

What constitutes this “letting go”, and under what 
circumstances, is hugely complex, and is in part related 
to whether critical hope (Freire, 1994), rather than 
despair, offers a balance between a pedagogy that places 
emphasis on “mindful witnessing” (Eppert, 2009) and the 
re-making of the self, on the one hand, and the realization 
that we (teachers, students, etc.) are not really in control, 
on the other. Critical hope is what enables teachers and 
students to see patterns in their emotional, historical and 
material lives, to realize how these patterns are made and 
what their consequences are for maintaining the status 
quo, and to motivate teachers and students to position 
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themselves critically not only through reflection but also 
praxis (Zembylas, 2007). In other words, critical hope 
entails a willingness to speak with and enact the “language 
of possibility” in the struggle for a transformed lifeworld 
that rises above injustice, oppression and trauma. In 
contrast to naïve hope, asserts Megan Boler (2004), 
critical hope recognizes the tensions that any attempt to 
re-educate the emotions entails in-depth critical inquiry 
about such beliefs along with an “emotional willingness 
to engage in the difficult work of possibly allowing one’s 
worldviews to be shattered” (p. 128).

This “difficult” or “discomforting” work begins 
from mindful witnessing of one’s own self and its 
remaking. This work, I want to further suggest, 
constitutes a renewed pedagogical relation with one’s 
self and consequently with others and the world. The 
un-doing of the self in/through witnessing trauma in 
education involves a radical disruption of the wars within 
and the dualistic identity schemes (e.g., the us-and-them 
binary). The act of mindful witnessing or bearing witness 
to trauma in the context of education facilitates this 
remaking of the self if a number of emotional practices 
are integrated in our pedagogies, including the capacity to 
tolerate uncertainty and ambivalence, and the realization 
that the self is fundamentally relational—“vulnerable 
enough to be undone by violence and yet resilient enough 
to be reconstructed with the help of others” (Brison, 
1999, p. 40). But still, there is no assurance that critical 
pedagogy and social justice education will succeed, 
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because institutional structures and practices might be 
oppositional.

This creates a paradoxical situation. As educators 
we may want to open and invite dialogue, support student 
inquiries into their own journeys and let them find their 
own ways in the world, without imposing our own agendas 
on them. At the same time the zone of contact between 
teachers and students is heavily policed by social and 
political institutions and practices. So while we may offer 
pedagogies of emotion that undermine violence (in some 
respects), our efforts are essentially “re-territorialized” 
(to use Deleuze and Guattari’s (1987) term) to abide the 
workings of the social norms. The issue concerning the 
tensions embedded in the hope that critical emotional 
praxis might make a difference is now rephrased into 
the following question: In what ways can (public and 
school) pedagogies of emotion that undermine violence 
contribute to decolonizing the institutional and material 
structures of subordination?

This question cannot be fully answered here, I am 
afraid; however, I want to push things a bit further before 
I conclude. I argued earlier that critical emotional praxis 
might make a difference in dealing with the tensions of 
witnessing trauma in education. However, what has not 
been adequately emphasized is how critical emotional 
praxis as a pedagogy cannot adequately resolve this 
tension and might even remystify pedagogies of emotion 
so that they extend dominant regimes of truth. A similar 
limitation occurs in the way that critical pedagogy 



46

and social justice scholarship understand the nature 
of resistance and empowerment (see, e.g., Pinar et 
al., 1995/2004). In spite of its best intentions and the 
euphoria of some of its claims, a pedagogy of critical 
emotional praxis may operate ultimately as a strategy of 
condescension (see Worsham, 2001).

The interesting issue, then, is not about whether 
pedagogies of emotion (e.g., grounded in critical emotional 
praxis) might make a difference in overcoming structures 
of subordination and the politics of trauma; it is all too 
well known that even radical trajectories often become re-
territorialized (see Bekerman & Zembylas, 2012). Instead, 
educators and students must pursue singular ethical 
responses to the contextual demands of each challenge. 
Following Nikolas Rose (1999) I argue therefore that the 
role of critical emotional praxis is to help maximize the 
capacity of educators and students (both individually 
and collectively) to reconfigure “the practices that govern 
them in the name of their nature, their freedom, and their 
identity… revealing the lies, falsehoods, deceptions and 
self-deceptions which are inherent within these attempts 
to govern us for our own good” (p. 282). By not engaging 
in a dualistic thinking (e.g., “we-the-good” and “they-the-
evil”) that sets up hierarchies, oppression, inequality, and 
exclusion, a pedagogy of critical emotional praxis can 
only hope that it works to inspire different lines of flight, 
even if the small openings it creates have (momentarily) 
limited success.



47

References

Ahmed, S. (2004). The cultural politics of emotion. Edinburgh, 
UK: Edinburgh University Press.

Barkan, E. (2000). The guilt of nations: Restitution and 
negotiating historical injustices. New York, NY: Norton.

Bekerman, Z., & Zembylas, M. (2012). Teaching contested 
narratives: Identity, memory and reconciliation in peace 
education and beyond. Cambridge: Cambridge University Press.

Bennett, J. (2005). Empathic vision: Affect, trauma, and 
contemporary art. Stanford, CA: Stanford University Press.

Boler, M. (2004) ‘Teaching for hope: The ethics of shattering 
world views’ in D. Liston and J. Garrison (eds.) Teaching, 
Learning and Loving: Reclaiming Passion in Educational 
Practice, New York: RoutledgeFalmer.

Brison, S. (1999). Trauma narratives and the remaking of the 
self. In M. Bal, J. Crewe, & L. Spitzer (Eds.), Acts of memory: 
Cultural recall in the present. Hanover, NH: University Press of 
New England, pp. 37-54.

Caruth, C. (1996). Unclaimed experience: Trauma, narrative, 
and history. Baltimore: Johns Hopkins University Press.

Eppert, C. (2009). Review of Michalinos Zembylas: The 
Politics of Trauma in Education. Studies in Philosophy and 
Education,28(5), 473-480. 

Felman, S., & Laub, D. (1992). Testimony: Crisis of witnessing in 
literature, psychoanalysis, and history. New York: Routledge.



48

Freire, P. (1994) Pedagogy of Hope: Reliving Pedagogy of the 
Oppressed, New York: Continuum.

Ignatieff, M. (1997). The warrior’s honor: Ethnic war and the 
modern conscience. New York: Henry Holt.

Kansteiner, W. (2004). Genealogy of a category mistake: A 
critical intellectual history of the cultural trauma metaphor. 
Rethinking History, 8, 193-221.

Kaplan, A. (2005). Trauma culture: The politics of terror and loss 
in media and literature. New Brunswick, NJ: Rutgers University 
Press.

Oliver, K. (2001). Witnessing: Beyond recognition. Minneapolis: 
University of Minnesota Press.

Rose, N. (1999). Powers of freedom: Reframing political thought. 
Cambridge, UK: Cambridge University Press

Selzer, M. (1997). Wound culture: Trauma in the pathological 
public sphere. October, 80, 3-26.

Worsham, L. (2001). Going postal: Pedagogic violence and the 
schooling of emotion. In H. Giroux and K. Myrsiades (Eds.), 
Beyond the corporate university: Culture and pedagogy in the 
new millennium. New York: Rowman & Littlefield, pp. 229-265.

Zembylas, M. (2007). Five pedagogies, a thousand possibilities: 
Struggling for hope and transformation in education. Rotterdam, 
The Netherlands: SensePublishers 

Zembylas, M. (2008). The politics of trauma in education. New 
York: Palgrave, MacMillan.



49

Literature as a Way to Overcome Traumas: 
Reflections12 

It is a well known issue that defining literature is not 
easy as it seems, and a brief talk on literature as a way to 
overcome traumas is more difficult. For this reason, what 
I intend to do is not give answers of how literature can be 
used to overcome traumas. Instead, I would like to provide 
some examples from literary works and show how these 
works can be considered significant while overcoming 
past traumas. 

 What is trauma? Of course, it is not a one, 
univocal concept. Instead, the definition of trauma has 
been changing through time. A dictionary definition 
of trauma is as follows: “an experience that produces 
psychological injury or pain” (dictionary.com). Regarding 
the definition, a trauma is ‘an experience’ that is a result 
of ‘a psychological injury or pain.’ This shows how trauma 
can go deep inside of a person. Stephen Joseph’s (2012) 
essay entitled “What is Trauma?” defines the term more 
or less in the same way:

12. Hakan Karahasan. POST Research Institute, Cyprus.
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The American Psychiatric Association’s current 
definition of posttraumatic stress disorder (PTSD), 
introduced in 1994, states that a person must have 
experienced or witnessed an event or events that 
involved actual or threatened death or serious 
injury, or a threat to the physical integrity of self 
or others, and which involved fear, helplessness, or 
horror.

By reading Joseph (2012), one can argue that trauma 
is a term that is used to express the state of mind or a 
feeling that is related with fear, or a painful psychological 
experience. However, as Craparo (2013) claims, not all 
fearful events or catastrophes cause trauma but only 
some of them. Since trauma is a selective issue, one can 
ask, ‘what literature has got to do with traumas?’ An 
answer to this question may vary, however, for the sake 
of this paper; I just would like to limit the subject on the 
relationship between literature and the ways of using it 
for overcoming traumas.

 Regarding this, one can say that: although trauma 
is usually a personal problem; it can be collective, and 
shared by more than an individual, such as a traumatic 
event in the history of a nation, culture, or a country 
(Volkan 1979). In that sense, trauma, as a term, is departing 
from the individual and is shared by other members of the 
‘nation.’ Here, it becomes much more complex than just 
being ‘a fearful or painful psychological experience of an 
individual.’ 
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 Then, how trauma can be social? In other words, 
can we discuss ‘trauma’ in a social sense? If so, how? If 
not, why? What I would like to do with this paper is to 
open a site to discuss these issues and question it, rather 
than finding exact answers.

 It is well known that the case of Cyprus is not 
unique. In other words, Cyprus is not the only place in 
this world that suffered because of wars. Of course, this 
does not mean that what happened in Cyprus was just a 
‘normal thing.’ Instead, when one reads the world history; 
whether we like it or not, one can see that it was a part of 
the world history. However, it does not mean that what 
happened in the past was good. On the contrary, the living 
experiences of people and trauma are interrelated and 
the elements can be seen in contemporary Cyprus history. 

 Based on the official histories of both sides, one 
can say that each side is focusing on some particular 
events and stress the issue as a trauma that can help the 
‘nation’ for coming together and ‘react against the enemy’ 
(Karahasan 2005; Karahasan and Latif 2010; Kızılyürek 
1999; Papadakis 1993; 2008). Having an enemy is a 
significant element in nation building and, as it is known; 
‘other’ is mostly seen as negative, homogenous, and bad, 
whereas “we” are the good, the victim, and homogenous 
(Karahasan 2003; Kızılyürek 1999; Papadakis 1993; 
2008). What kind of history deals with all that? Here, 
history is not just a discipline that studies ‘the past.’ Recent 
studies on history shows us the fact that history and the 
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past are different things (Fischer et. al. 2011). However, 
before talking about the difference between history and 
the past, it is significant to note that:

History emerges as the salient factor in the 
construction of national identity and otherness – 
what separates Us from Them. Not surprisingly, 
then, educational practices have been used to create 
nationalist subjects. Curricula and pedagogies 
implore students to remember the nation’s glories 
and honour the leaders and warriors who defended 
the lands and values of the nation. Students are 
repeatedly reminded of what it means to belong 
to the nation by reasserting particular values, 
principles of patriotic responsibility and moral 
conceptions of right and wrong (Zembylas and 
Karahasan 2006, p. 15).

The argument on the construction of national identity 
and teaching of history is, of course, not new and there 
is a huge literature on it (AKTI 2006; Bekerman 2010; 
Beyidoğlu Önen et. al. 2010; Kızılyürek 1999; Stavrinides 
1999; Zembylas and Karahasan 2006). However, the 
quote demonstrates that both sides of the island tend to 
use history teaching to legitimise their official discourse 
(Karahasan 2005; Zembylas & Karahasan 2006; Karahasan 
and Latif 2010; Papadakis 1993; 2010). In that sense, as 
aforementioned, the case of Cyprus is not unique and 
the subject of history and how it can be used in Cyprus 
became a significant issue especially after 2003, the time 
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when the checkpoints opened after 29 years of separation. 
Although separation is still a physical reality, still, most 
people in Cyprus have the chance to see the ‘supposed 
accuracy’ of what they were taught during school (Spyrou 
2002). Zembylas and Karahasan’s (2006) paper can be 
seen as an example for ‘overcoming past traumas.’ Their 
own personal narratives show the relationship between 
memory and how personal narratives can be used as a 
way to overcome nationalist discourses. 

Our personal narratives highlight two important 
aspects in the circulation of stories that are woven 
through nationalist discourses of education. 
First, personal narratives of education in both 
communities provide significant evidence of 
the ways in which pedagogical practices are 
constructed around the politics of emotions (Abu-
Lughod and Lutz, 1990) such as hatred, trauma, 
resentment, and anger. The theme of politics of 
emotions emphasises how emotions are not simply 
an individual matter, but are crucial to the formation 
of social norms and collective imaginations (Lutz 
and Abu-Lughod, 1990; Lupton, 1998). In other 
words, emotions circulate and play an important 
part in the constitution of collective identities and 
power relations within a community (pp. 21-22).

Zembylas and Karahasan’s (2006) personal narratives 
show how official narratives can be a part of collective 
identity in general. 
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 Up until now, this paper focused on the issue of 
trauma and its relation with history. I acknowledge that 
there are some gaps, however I would like to ‘fill the gaps’ 
later. For the sake of the title of the conference, I would 
like to focus more on “how to overcome past traumas?” 
There are different ways to overcome past traumas. At the 
moment, I would like to focus on one aspect of it. One can 
argue that literature is one of the most important ways for 
us to overcome the past traumas, since past traumas are 
collective and shared by most people in the ‘community’ 
—in our case, the relationship between history and 
traumatic events that are being used in the construction 
of a nation. 

 In her article, “Moving Beyond the Examination of 
History,” Martina Sabra (2012) claims that “Literature as 
a manageable alternative to a reality etched by violence 
and chaos; writing as a way of overcoming personal and 
collective trauma: these are highly-evident features of 
post-independence Algerian literature.” As she mentions, 
this feature is not unique to Algeria but can be found 
in many places. Germany is another example. For the 
moment, let us focus on Uwe Timm’s, Am Beispiel meines 
Bruders [In the Shadow of My Brother]. This work can 
be considered as an attempt to overcome ‘past traumas,’ 
especially the experience of the Second World War and 
the era of Nazi Germany. 
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Am Beispiel meines Bruders

Am Beispiel meines Bruders (2011) is a literary work that 
is about settling the past of both Uwe Timm’s personal 
self and Germany as a country. The story of the book can 
be summarised as follows: Uwe Timm’s older brother, 
Karl-Heinz, who was a soldier in the army SS Totenkopf 
Division, a special unit, dies in Ukraine in 1943 in a 
hospital. After he dies, although it is forbidden to keep a 
diary in the army, officials send his belongings to the family, 
including a notebook that was his diary. When Karl-Heinz 
died, Uwe Timm was at the age of three. In a talk on the 
book in Cyprus on 27th of March, 2012, in Goethe Institute, 
Timm said that he could not be able to read Karl-Heinz’s 
diary for a long time (Timm 2012). Later, when he read 
it, Timm said he was shocked and questioned not only 
how Karl-Heinz, his older brother, was a soldier in Nazi 
Germany but also how his family always talked about him 
as an honest person, and how, almost the entire country 
of Germany was either following Hitler or could not find 
ways to strongly oppose him. 

 According to Timm (2011):

I tried to write on my brother many times. However, 
every attempt became just a try. I have read the 
letters and the diary that he took in the front of 
Russia during the war. A notebook with light brown 
colour with an inscription ‘Notes.’ (Timm 2011, p. 
12, my translation).
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What the quote shows the fact that it is difficult to write 
on his older brother because writing on a personal 
issue can be emotional and subjective. However, in the 
case of Timm (2011), it is beyond personal because the 
experience of Timm, a writer who took in part of the 
student movements during the late 60s, had a brother 
who was supporting the Nazi regime. It is interesting to 
see how Timm (2011), as a writer, uses writing as a way to 
reconcile not just his personal self but also contemporary 
history of Germany. In that case, what Timm (2011) 
with this work does can be considered as a significant 
attempt: he uses literature not just as a way to overcome 
the past traumas of the individual but a collective trauma 
of a country. Using his brother’s diary as a starting point, 
he intervenes throughout the book and questions, for 
example, the German society and why they followed 
someone like Hitler. 

 In the beginning of the book, Timm (2011) relates 
why he waited so long to write this book, he claims that:

Another reason was my mother. It was impossible 
to write on it while she was alive. I was imagining 
how she could answer my questions. The dead shall 
rest in peace. After my older sister, the last person 
who knew my older brother, died, I became free; 
here, what I mean by I becoming free is questioning 
everything and do not think about anything or 
anyone (Timm 2011, p. 13, my translation).
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As mentioned, personal narratives are significant because 
by looking at them, one can see how politics and things 
like trauma, anger, and history are constructed in the 
society. In the case of Timm (2011), it is a journey through 
the history of Timm’s family life as well as an epitome the 
past of Nazi Germany and how the Germany that we know 
came into being. 

 In other words, as Timm (2011) claims several 
times throughout the book, although the main aim of 
writing this book is personal, his experience of having 
a brother who fought for the Nazis —and his memory 
regarding him is not sharp—and he, as a person, and a 
writer, activist, and socialist questions almost everything 
in his society. In that case, Timm (2011) used writing as a 
way to overcome his past, a kind of healing process that can 
help him to re-discover himself, as well the contemporary 
problems in the history of Germany. 

 In the book, Timm (2011) quotes Stettin’s speech 
that was given to Waffen-SS on 13th July 1941, after 
Germany:

This is a war of world views and war of races. In that 
war, on the one hand there is National Socialism, 
German, northern blood and a world that is built 
upon this idea, a world that we are dreaming of it: 
a nice world with social welfare, it may have some 
problems in some details at the moment but on 
the whole, it is happy, nice, and filled with culture, 
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same as our Germany. On the other hand, there is a 
society in 180 million, a mix of races and societies, 
even it is impossible to spell their names and when 
people look at them, they can slaughter them 
without having any mercy (Timm 2011, p. 35, my 
translation).

Right after quoting Stettin, Timm (2011) thinks about the 
relationship between people like Stettin and his brother. 
He asks, whether his brother took in part of the ethnic 
cleansing of Jews or the Partisans. Here, Timm (2011) 
points out that: on the one hand, people who fought for the 
Nazis were educated people, for example, most of them 
knew Mozart, Holderlin etc. but still it did not prevent 
them to took in part of killings or supporting the death of 
the Jews or anyone who was against Hitler’s policies. In 
Timm’s (2011) words: “Culture or education empowering 
people, did not make them to resist —on the contrary, it 
did not work out” (p. 57).

 At the end of the book, he comes to a point that this 
small diary becomes an important document that helped 
him to reveal his personal feelings as well as re-evaluating 
a period in the history of his native country. As the title 
of the book suggests, although he is ‘in the shadow of his 
brother,’ with the process of writing and reading works as 
a kind of healing process, both for Timm (2011) and for 
Germany. Whereas, that sort of thing cannot be in history 
teaching. 
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 Mostly, textbooks deal with the past in a different 
manner than literature. Textbooks fictionalise the facts 
(Karahasan & Latif 2010) through a narrative, however, 
the difference between a literary text and a textbook lie 
on the fact that in literary works it is already known by 
readers that it might be based on ‘truth’ or ‘facts’ but they 
are not the ‘truth’ themselves. Neither the literary work 
argues that it ‘reflects reality’ nor the experiences but it 
is a re-presentation and/or re-evaluation. On the other 
hand, textbooks argue that they are narrating, mostly, the 
official and the true version of history (Karahasan 2005; 
Karahasan and Latif 2010; Kızılyürek 1999; Papadakis 
1993; 2008). 

 One of the most significant things about literary 
texts while overcoming traumas is that they create a site 
where different parties can talk each other. In other words, 
literary texts and/or artworks create dialogue and that is 
very important, if we want to overcome past traumas. 

Birds of a Feather as a Way to Overcome Past Traumas13

Another recent example for creating dialogue and opening 
‘new fields’ to overcome traumas is a documentary, Birds 
of a Feather, which is based on oral history and directed by 
Stefanos Evripidou and Stephen Nugent. The significance 
of this documentary lie on the fact that by focusing on oral 
history and the multiplicity of narratives, the documentary 

13. More information regarding the documentary can be found in 
Karahasan (2012). 
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shows how problematic to have a one, single history not 
just in ‘two different nations’ but it is almost impossible to 
have a ‘grand narrative’ of the ‘same nation.’ 

As inhabitants of the four villages of Peristerona, 
Katokopia, Afania and Maratha speak throughout 
the whole documentary, we see that the stories of 
the individuals begin to change according to the 
settings, time, and their surroundings. Right at the 
beginning of the documentary, we watch a Greek 
Cypriot claiming that an event did not take place as 
it was told whilst another Greek Cypriot supports 
the Turkish Cypriot’s version of the story. This 
shows us how prone to change or interpretation 
oral history can be. This of course should not be 
perceived as a negative aspect but on the contrary, 
should be welcomed as a positive process. Why? 
Simply the fact that the two sides are sitting 
together, despite their disagreements and listening 
and talking about each other’s’ versions of events 
in itself can and should be perceived as a positive 
step. If we are to quote Yannis Papadakis from 
the documentary: “Each side is screaming. It is 
nor trying to talk to the other side.” If we were to 
describe the situation of Salih Niyazi and Andreas 
Kyriakides, chatting at the village coffee shop 
in Peristerona through Derrida’s (2001) views 
concerning forgiveness (Karahasan 2012, p. 60).
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This is an important attempt in order to overcome the 
past traumas. In Derrida’s (2001) words

As soon as the victim ‘understands’ the criminal, as 
soon as she exchanges, speaks, agrees with him, the 
scene of reconciliation, the scene of reconciliation 
has commenced, and with it this ordinary 
forgiveness which is anything but forgiveness. Even 
if I say ‘I do not forgive you’ to someone who asks 
my forgiveness, but whom I understand and who 
understands me, then a process of reconciliation 
has begun; the third has intervened. Yet, this is the 
end of pure forgiveness (p. 49).

As it can be read from Derrida (2001), what literary/
artworks do is to give a chance for different parties in 
creating dialogue. Although ‘forgiveness is madness’ and 
‘forgiveness only forgives the unforgivable’ (Derrida 
2001), still these artworks are useful because they help 
the parties to exchange information, listen to each and 
that help the phase for reconciliation. In other words, 
“What the documentary tries to do is open a path towards 
reconciliation through a common language and dialogue” 
(Karahasan 2012, p. 46). 

 On the whole, there are many ways to overcome 
traumas, the unwanted accumulation of the past and 
literature/artworks are just one among many. The 
significance of literary works is important because people 
who write/shoot these works are a part of the society and 
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it makes people to realise the multiplicity of events as well 
as perceptions of people in the society that they are living 
in. It is also an attempt to speak the same language, which 
is a way towards reconciliation as Derrida (2001) argues. 

 In conclusion, what Enzo Bianchi (2010) says 
about dialogue can be seen in literary works and how it 
can be used to overcome past traumas. In his book, L’altro 
siamo noi, Bianchi says that “il dialogo non ha come fine 
il consenso ma un reciproco progresso, un avanzare 
insieme [the dialogue does not end with a consensus but 
a reciprocal progress that we move forward altogether] 
(p. 14, my translation). If we would like to overcome our 
past traumas, we need to create dialogue because only 
through dialogue we will be able to listen each other and 
that will be the key towards reconciling the past in order 
to move forward.
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Peace Education:
A Journey Through Praxis14

India is often called a living paradox. A tapestry of diversity 
India, with 22 recognized languages and over 2000 
dialects, 11 recognized religions over 33 millions gods of 
the folklores there is hardly any room for certitude and 
absolutes in this land. 

My country: a civilization which is considered more 
than 5,000 years old; yet a nation which is only 66 years 
old. My country: a living and breathing contradiction, 
running towards a double digit GDP yet unable to feed 
42% of its children. My country: the land of non-violence, 
Satyagrah and Gandhi yet with 18 of its 29 states in direct 
physical violent conflict. My country: a phenomenal 
democracy, an amazing experiment in co-existence and 
exploration of multiple truths.

India as we know it is only 66 years old thus still 
a child entering its adolescence suffering growing pains 
like any teenager. It looks into the mirror and asks itself 

14. Shreya Jani, Standing Together to Enable Peace Trust (STEP), India. 
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who am I? The question fills its chest with confidence and 
recklessness of youth, as it proclaims itself the next super 
power sometime and yet at other times it erupts in anger 
unable to face the incongruence in its own being. These 
contradictions in this vast country lead too many conflicts 
which we face as individual navigating our diverse 
identities on daily basis and for the nation as a collective 
as well. 

Conflict in itself cannot be seen as violence or 
failure of a system. Conflict is a must for change and 
transformation. It is a life giving force. Non-violence is the 
ability to transform conflict through imagination, the lack 
of creativity and imagination breeds’ violence. Diversity 
in itself cannot be violent it is when mono-culture tries to 
take over and reign supreme that’s when we face violence. 
If this is the case then India is an experiment with truth. 
Gandhi recognized this as swaraj or self rule but not only 
in terms of governance of India the nation by ‘Indians’ but 
a deep understand of self and the ability to engage with 
our multiple identities on a daily basis with compassion 
truth and non-violence and then extending it to the larger 
community. 

It is said that every cell in the human body 
regenerates on average, every 7 years thus physiologically 
we are brand new every seven years. Yet the memory 
that makes us the illusion that we are the same person 
for a lifetime. The case of India is similar we are new 
yet our memory of our self is centauries old. Then it is 
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as Milan Kundera (1999) wrote in The Book of Laughter 
and Forgetting: “The struggle of man against power is 
the struggle of memory against forgetting” (p. 4). It is 
important then that this nation remembers that it has 
struggled and won through non-violence in the past and 
has the ability to do it in the future as well.

We share some memories with our friends in 
Cyprus as well. We share the memory of colonial legacy and 
that of partitioned nations as well. The hurt, the sorrow, 
the betrayal and grief is shared by historic memories for 
people of both countries. Yet in India we try to move past 
this sorrow by accepting this partition and in Cyprus I 
find myself working with people trying to unite its people. 
I was asked by one friend at the POST forum why is this? 
This article is an attempt to answer this question at the 
same time to share my learning from the field of peace 
education.

Peace Education

Without an integrated understanding of life, our individual 
and collective problems will only deepen and extend. The 
purpose of education is not to produce mere scholars, 
technicians and job hunters, but integrated men and women 
who are free of fear; for only between such human beings 
can there be enduring peace. 

J. Krishnamurti - Education and Significance of Life
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The etymological root of the word education is from the 
Latin word “educare” which means ‘to draw or lead out.’ 
Thus education seeks to lead out the knowledge within 
each individual. Peace education more so emphasis the 
need to draw out the instinct to live peacefully which 
resides in each individual as a response to the world 
they live in. Thus the three fundamentals on which peace 
education rests upon are:-

1) Contextual conditions- Every situation is unique 
and has its own dynamics we must not generalize pain, 
happiness, problems or solutions. They must be born 
from their own unique contexts.

2) Dream: Instead of looking at all situation from negative 
perspective peace education believes that building on 
strengths is more meaningful than merely undoing 
negative problems. Dreams then are life giving force – 
from strength to strength.

3) Micro- Macro Convergence: the feminist legacy of the 
personal is political thus I make the system as much as 
the system makes me. Every small action has the power 
to thus change the larger system.

“Since wars begin in the minds of men, it is in the 
minds of men that the defenses of peace must be 
constructed.”(UNESCO Constitution 1945, p. 5).Thus for 
us to take that step, to move from violence habituated 
system to a peaceable society we need to understand 
the nature of social conflicts and the tools available for 
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transformation. Education is one of the most powerful 
tools that we have to make this shift towards peaceability.

‘Social conflict is a phenomenon of human creation, 
located in relationships’15. That is people are actively 
involved in creating situations and interactions that they 
experience as conflict. These interactions are rooted in 
people’s history, experiences, perception, interpretations, 
and expressions of their “realities”. This intern is deeply 
linked to the people’s “common sense” or understanding 
and accumulated experience, which allow them to react or 
respond to a conflict. Social conflict therefore is a “socially 
constructed cultural event” (Lederach 1995, pp. 3-23). It 
emerges through an interactive process based on a search 
for and creation of shared meaning. Shared knowledge 
and a group’s ability to name the world and their reality 
are pivotal to its manifestation. In short conflict leads to 
transforming and renaming of the world and its realities 
and thus not only is it evitable but a necessary force for a 
dynamic society. If conflict leads to evolution of thought 
and action and is positive force and an inevitable force in 
the world, then what is needed is not mere reduction or 
conclusions of conflicts but innovative mechanism and 
interaction to transform conflict into a positive force of 
social change, which education systems can help build, as 
it is a tool which helps name our worlds. 

15. This understanding subscribes to social constructionist view as 
developed by Berger, P. L. and Luckmann, T. (1991). Social construction of 
reality. Harmonsworth: Penguin.
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The challenge that we face most often as peace 
educators is one of universal values of culture of peace 
versus contextual and cultural sensitivity. Looking at it 
from dualistic notion they seem irreconcilable and often in 
conflict with each other. As mentioned above people name 
the world differently so this naming may lead to clash. 
However we must realize the means cannot be divorced 
from the ends. Thus how we name and who names the 
world also becomes important. If we are true to the core 
process of peace education that are guided by - openness, 
non-judgmental and critical inquiry, non-violence and 
active listening then the chances of the clash becoming a 
conflict that wishes to transform and not destroy will be 
greater. It is this understanding of conflict as a life giving 
force or a dynamic positive energy which the methodology 
of peace education can harness that makes the duality not 
polemic but a dialogue.

Notes from Field: Journey through Praxis

Many years ago Laurence of Arabia or T. E Laurence (1922) 
said “All men dream: but not equally. Those who dream by 
night in the dusty recesses of their minds wake up in the 
day to find it was vanity, but the dreamers of the day are 
dangerous men, for they may act their dreams with open 
eyes, to make it possible.” In June 2009 when some of us 
came together to establish Standing Together to Enable 
Peace and Trust it was with the hope to bring these 
dreamers of the day together so that the gap between 
the values and ideals that we often hear ourselves talking 
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and associating with such as love, peace, understanding, 
openness, freedom and democracy could be worked upon 
to be put in to practice. The problem faced by most of us 
who were dreamers was that we were dismissed as idealist 
by a realistic world and thus naive and unable to realize 
our dreams. It made me wonder often why pessimism 
was synonymous with realism and the preferred way 
the world liked to function. After all if realist had there 
way the law of gravity would never permit a human to fly. 
In a short span of four years, STEP has conducted over 
276 across India as well as held 5 annual 12day ‘Festivals 
of Peace’ across multiple cities, resulting in outreach of 
15,000 people including over 300 teachers and 3,000 
participants. 

At STEP we believe “Peace is not the absence of conflict 
but the ability of people to deal with it imaginatively.” Our 
mission is to empower youth, children and teachers and 
create spaces for. As stated in the STEP website

• Fostering community and initiating dialogue (Sanmati)

• Promoting critical thinking and inquiry (Satyagraha)

• Socio-economic and political justice and equality 
(Sarvodaya)

• Negotiating identities and freedom from fear (Swaraj)

• Non-violent action and strategy (Ahimsa)

• Interconnectivity and ecology (Vasudhaiv Kutumbakam)
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Over the years our experiments with truth has taken us 
to interesting and trying spaces in an attempt to evolve 
and understand the practice of peace education at the 
grassroots level. We have worked in the past four years 
since our inception with youth in juvenile home, teachers 
in urban centers and have also travelled to the two ends 
our country –the state of Kashmir and Manipur. 

The three major projects that STEP has been running 
are: 

• Peace education teacher training for Manipur, 
Kashmir and Delhi Teachers: Providing educators 
creative tools for dealing with issues such as 
bullying, violence, identity-based conflict. 

• Youth Peace Training: Enabling socio-economic 
and politically disenfranchised youth to develop 
skills for social transformation.

• Annual Peace Festival Jashn-e-Aman (21st 
September -2nd October), held across various 
states which uses art, dialogue and creative media 
to provoke thought and celebrate communities 
working for peace. 

Though each of our projects have taught us a lot and we 
are still learning more every day from them in this section 
I will concentrate on our work in Manipur highlight how 
schools can be seats of conflict transformation.
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Case Study One: Manipur

Manipur is a state in the North Eastern part of India. It has 
been declared a ‘disturbed area’ since September 1980 
with the imposition of the Armed Forces Special Powers 
Act (AFSPA), due to over 30 active insurgent outfits 
currently functioning there (South Asia 

Terrorist Portal, Institute of Conflict Management). 
Owing to the conflict, there has been an increase in 
unemployment among the educated youths in the state 
who are now becoming ready recruits for the insurgent 
outfits. Born into the conflict the young people hardly 
make friends outside their ethnic groups and rarely have 
the opportunity to express themselves creatively without 
fear. Even though strikes called by different groups force 
businesses and schools to shut down, the students are still 
expected to appear for exams and compete with others 
living outside this conflict zone. It is to address these 
challenges and inspire schools to be community leaders 
to build a peaceful society that STEP started its journey in 
Manipur in the year 2011.

Over the last two years STEP, through its peace 
education program has conducted several workshops and 
consultancies in Churachanpur district (flash point for 
1997 violence) of Manipur. Over 300 students, 50 teachers 
and 10 schools principals have participated in these 
workshops since. The workshops provide knowledge, 
skills and tools for attitudinal and behavioral change 
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needed for conflict transformation. Through its peace 
research and advocacy program STEP undertook a survey 
to understand the challenges faced within classroom in 
Manipur. We have had 800 students and 200 teachers 
in Churachanpur district respond to this survey since 
August 2011. The workshops, consultancies and surveys 
conducted with the students, teachers and principals 
by STEP, generated information on the challenges they 
thought needed to be addressed in their context. Based 
on the issues identified by the students, teachers and 
principals in school some of which are bullying, low self 
esteem, gender, peer pressure, lack of confidence and 
motivation, identity clashes, challenges in disciplining the 
students without humiliating them, no parents-teachers 
communication, students dropping out of school, 
frustration in students.

STEP team then devised a curriculum for six 
months to be implemented in one school of the district. 
Students from grade 5 to 10 were engaged in peace 
education class thrice week for 40 minutes each. This 
was an important Step towards generating confidence 
amidst the community and specially the teachers in order 
to prove to them that peace education was important 
and beneficial for their community. The curriculum 
concentrated on building pycho-social resilience amongst 
students using creative arts. The confidence that this 
experiment was able to generate in the community was 
tremendous as more school came forward to demand for 
peace education classes in their own school.
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Chruchandpur district of Manipur has 12 distinct 
tribes living in it have has a past of ethnic violence with 
each other. The mistrust in the community is visible in 
the way the city is divided into ghettos based in tribes. 
Through the peace education project in the schools in 
Churchandpur the children of these communities got 
a chance to work together through theatre and peer 
education model. The positive impact of this work led to 
demand of unified youth center by the heads of education 
institutions. They believe that such center could foster 
dialogue, work to entangle the knots of the politics of hate 
and keep the students away from drugs and alcoholism 
which tends to rise in conflict zones due to lack of positive 
spaces for creative engagement in the society.

Our work in Manipur highlighted the need to 
develop curriculum based on the contextual conditions 
of the place one is entering after consulting with the 
stakeholders. Before entering the space based on our 
reading and borrowed understanding of the place we 
thought we needed to concentrate on the conflict between 
the two major tribes of the area, however on consulting 
with the community we realized that mainstream 
information does not acknowledge the layers of the 
conflict and reduces it to larger convenient factors. There 
are many competing histories which wish to find a voice in 
this area and often clash when they feel unheard or when 
they are unwilling to hear each other. Thus the first step 
that we took in our curriculum development was to help 
the students find their voice and learn to listen to others 
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voices without judgment. We also took the time to develop 
self reflection and critical thinking in the students so that 
they learn to act and not react to situation around them. 
This journey took 3 years and we are just at the beginning 
of some visible impact. Today we have the support of the 
district government for our work and the trust of the 
educators of the city to work towards building a youth 
center for promoting peace.

So the process and outcome of peace education 
take time and measurable are still very difficult to define 
in this field but creating structured spaces within school 
for peace education can help over a period of time to 
define measurable for ones context. The key to social 
transformation is repeated exposure and engagement 
with non-violent training and values of peace education 
thus the need to have regular structured time in schools 
for this becomes imperative to yield any results. 

During my visit to Cyprus many expressed the 
desire to work towards a bi-communal school. In the 
workshop I was conducting for POST some participants 
challenged this discourse and refined it further to 
include other communities and even the new migrant 
communities coming into Cyprus now. When we look at 
historical dialogue and invite the community to participate 
in it we find that there are many more voices which crawl 
out to find a space too. Thus assume nothing and invite all 
then have the openness and compassion to listen without 
judgment or justification this is our learning from Manipur 
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that we share with you as together we work towards a 
culture of peace.

The notion of culture of peace goes beyond the 
politics of nation state building. They beckon our very 
humanity. So it is not about accepting a partitioned nation 
or rejecting a partitioned nation but building communities 
that grow to include more people from diverse realities 
in its fold, in order to build the human community. 
The struggle of Cyprus as is the struggle of India is the 
same to build the human capacity of understanding, 
compassion and togetherness and to keep the dialogue of 
diversity alive. Cyprus can work towards it by unifying its 
fragmented society as India must also do the same with its 
diverse population. This is a struggle beyond borders that 
peace education recognizes and that I believe my friends 
in Cyprus who are working to unify their community are 
hoping to achieve, when they talk of bringing north and 
south Cyprus together. 
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