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Introduction 
 
Education is by nature forward looking. It is concerned with preparing future generations, opening 
doors, building opportunities. Indeed, a society imagines its future—its development—through the 
education that it offers to its young people. Transitional justice, on the other hand, is by nature 
concerned with the past. It aims to uncover, address, and redress the wrongs of the past. 
Nonetheless, few would disagree that for education to be meaningful it must look to—and teach 
about—the past. In cases where the recent past is one of conflict and human rights violations, the 
responsibility of education to address it is all the more present. Likewise, transitional justice is 
important, among other reasons, for its potential to prevent the recurrence of human rights 
violations in the future. Questions emerge, then, as to whether and how the forward- and backward-
looking gazes of education and transitional justice meet, and what this means for development 
processes. 
 
This paper examines the links between education and transitional justice initiatives in contexts 
affected by conflict and massive human rights violations. It argues that conceptually there can be 
meaningful mutual reinforcement between these around the educational goal of participation, 
outlined in this paper, and the transitional justice goals of recognition and trust. Moreover, practical 
overlap between education and transitional justice initiatives, which can be observed in cases around 
the world, offers opportunities for more direct synergies. Together, this conceptual and practical 
reinforcement of justice and education efforts has the potential to contribute towards processes of 
human development. 
 
The paper begins, in the next section, by considering the relationship between education and 
development. It first focuses on research into the relationship between education and economic 
growth before turning its attention to the relationship between education and human development. 
It argues that empirical and normative connections between education and human development 
exist, and that these become more meaningful when the kind, or characteristics, of education in 
question is taken into account. This concern with kind of education is maintained through the third 
section, which provides an overview of the educational policymaking and practice typical of 
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postconflict educational reconstruction, and introduces the concept of postconflict educational 
(re)creation. 
 
The fourth section argues that, conceptually, one of the goals of postconflict educational 
(re)creation—that of universal and meaningful participation—can be thought to be mutually 
reinforcing with the transitional justice goals of recognition and trust, as articulated by Pablo de 
Greiff.2 The fifth section explores synergies between education and transitional justice in practice, 
investigating the roles of education in transitional justice and of transitional justice in education. The 
paper concludes by making some recommendations for closer collaboration between education and 
transitional justice actors based on these practical synergies and by reflecting upon the conceptual 
resonance introduced in the paper. 
 
Before proceeding, it is necessary to qualify the use of key terms herein—namely, education, 
transitional justice, and human development. The focus on education is limited to educational 
policymaking and provision in situations affected by conflict and massive human rights violations. 
Such educational policymaking and provision is often referred to as postconflict educational 
reconstruction, and this term—with a modification—is used throughout. The modification is 
necessary since to reconstruct the same educational system as existed prior to conflict may be to fail to 
respond to structures, policies, and teaching/learning processes that may have contributed to 
conflict.3 The word reconstruction is therefore replaced by (re)creation when referring to education 
that strives in situations affected by conflict to transform pre-existing structures that may have 
contributed towards conflict and to enable meaningful participation. This is not to say that all (or 
even most) educational policymaking and provision in postconflict contexts is currently oriented 
towards (re)creation rather than reconstruction, but rather to suggest, as Lynn Davies does, that it 
should be.4 
 
Confining the discussion of education solely to basic formal education at the primary and secondary 
level—a focus often maintained in discussions of linkages between education and development—is 
made impossible by the nature of the focus on education and its responses in situations of conflict 
and massive human rights violations. The delivery of basic formal education is often directly 
challenged and impeded in such situations. Therefore, to ignore alternative, non-formal, 
nongovernmental-organization (NGO), and community educational responses would obscure a large 
portion of the education the paper seeks to understand. The focus will therefore be on delivered 
educational programming for boys and girls, which will, by necessity, include programming 
delivered by a variety of actors—governments, international NGOs (INGOs), NGOs, UN bodies, 
religious organizations, communities, volunteers, and so on—in a variety of settings—formal 
schools, make-shift schools, alternative and/or vocational centers, refugee camps, and so on. 
Nonetheless, discussion will consistently be grounded in education as a right and hence as an 
obligation of states.  
 
Transitional justice is essentially defined in terms of its goals as articulated by de Greiff and in terms 
of its various measures as enacted around the world. The paper includes practical examples from 
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truth commission processes, prosecutions, reparations initiatives, vetting processes and other 
institutional reform endeavours, and memorialization initiatives, and understands all of these 
examples—though not only these—to be measures of transitional justice. 
 
Development is understood as “a process of expanding the real freedoms that people enjoy.”5 Thus, 
the focus is on human development, which expands conceptions beyond economic and state levels to 
the “long-term, holistic objective that can capture the aspirations of any society,” and which is 
“people-centred and multi-dimensional and is defined in the space of human choices and human 
freedoms.”6 The paper considers human development in terms of processes towards the following: 
the guarantee of human rights, the achievement of human security, and the enactment of 
capabilities. A consideration of economic development will also be maintained, since much 
established research on linkages between education and development focuses on the returns to 
education in terms of economic growth. 
 

Education and Human Development 
 

Education is no doubt fundamental to human lives and to human development. As Kofi Annan 
articulates the powerful international consensus around education and the expectations for it: 
“Education is a human right with immense power to transform. On its foundations rest the 
cornerstones of freedom, democracy and sustainable human development.”7 However, this 
conviction about the promise of education currently sits uncomfortably next to an increasingly 
acknowledged insight that “Schools are almost always complicit in conflict. They reproduce the 
skills, values, attitudes and social relations of dominant groups in society; accordingly, they are 
usually a contributory factor in conflict.”8 
 
Here I argue that the disconnect between these two largely accepted insights lies in the failure of 
research and international education practice to take into account or qualify the kind of education 
imbued with such enormous potential. Indeed, perhaps the most important result of the emergence 
of the field of “education in emergencies”9 is its insistence that the structures, pedagogies, content, 
quality, relevance, and accessibility of education matter—and matter immensely. 

 
Current Understandings of Education and Human Development 
 
That education is an important component of human development processes has been established 
normatively and empirically. The empirical argument is grounded most strongly in evidence about 
the contribution of education to economic growth and to fostering social cohesion and democracy. 
Normatively, there is strong consensus around education as a fundamental human right. This 
section traces these two threads—the empirical and the normative—in the relationship between 
education and human development. The assumption behind both threads—namely, that education 
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is necessarily good—is then questioned by exploring research that powerfully demonstrates the 
importance of the kind and quality of education to its effects on human development and peace. 
 
Education and Human Development:  The Empirical Evidence 
 
Economists have devoted considerable energy to understanding the relationship between education 
and economic growth. At the level of the individual, they have found that higher levels of education 
increase earnings,10 with increases in wage per year of schooling being highest in developing 
countries.11 At a societal level, research shows that education contributes to productivity, and higher 
levels of education have been linked in some studies to macroeconomic growth.12 More recent 
research has attempted to understand education and its effects beyond enrolment rates and years in 
school, which as research foci, tend to offer little insight into students’ actual learning experiences in 
schools. Eric Hanushek and Ludger Wößmann’s research finds that the quality of education—what 
they define (rather narrowly) as “ensuring that students actually learn”—is critical in terms of the 
returns to education for economic growth.13 
 
In addition, research shows that education can contribute to social cohesion. Cross-national research 
on the determinants of social cohesion has found that more educated people (holding constant other 
factors, including race, income, gender, ethnicity, and occupation) “have wider, deeper, stronger 
social networks and participate more in social, community and political life.”14 Another cross-
national study finds that educational inequality is closely connected to a lack of social cohesion (via 
income inequality).15 Finally, research also reveals that education is important to democracy and 
democratization—that those countries with higher levels of enrolment and literacy tend to have 
stronger functioning democratic institutions.16  
 
The empirical arguments for education, and particularly those linked to economic growth, are 
wrapped into the development strategies and policymaking agendas of many donor agencies. For 
example, the guidance for developing education sector components of Poverty Reduction Strategy 
Papers (PRSPs) encouraged by the World Bank and the International Monetary Fund (IMF) relies 
on the research linkages between education and economic growth.17 
 
Education and Human Development:  The Normative Arguments 
 
The obligation of states to provide basic education to their citizenry is clearly stated within 
international human rights declarations.18 Consensus around these declarations—and particularly 
around education’s legitimate place within them—creates a strong normative imperative for 
education as an integral part of human development. Likewise, the widely accepted understanding 
that the right to education ties in with other fundamental human rights and with concepts of human 
dignity lends strength to the argument that education is crucial for human development. 
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Indeed, education is understood to connect to the ability of individuals and societies to meet other 
fundamental rights. Since illiteracy is one of the strongest predictors of household poverty, education 
can play a “catalytic” role in contributing towards poverty reduction.19 Research has shown that 
education, particularly for girls and women, is linked to positive health outcomes and hence to 
abilities to enact the right to health; it has been shown to reduce child mortality, positively affect 
reproductive health, improve child welfare and nutrition outcomes, and encourage immunization. 
Indeed, gender-sensitive education that responds sincerely to the needs of girls and women is 
considered crucial for the elimination of discrimination against women and gender inequality. 
 
International consensus around education as a human right has been embodied in a series of goals 
laid out in the 1990 World Declaration on Education for All (EFA) and reaffirmed in the 2000 
Dakar Framework for Action.20 These goals—along with the two (more vague) education-focused 
Millennium Developments Goals (MDGs)21—configure donor and policymaking agendas related to 
education in the developing world. The emergence in 2002 of the EFA Fast Track Initiative (FTI) 
has served to consolidate a “global compact for education”22 around (only) the EFA and MDG goals 
that focus on achieving universal primary education. Within the FTI, however, there is a blending of 
a rights-based agenda (albeit one limited to primary education) with the more economic one 
elaborated above.23 The FTI pulls EFA processes and educational sector plans squarely into broader 
(economic) development frameworks and agendas.  
 
What Kind of Education? Debunking the “Education is Good” Assumption 
 
In both the empirical and normative accounts of the relationship between education and human 
development, researchers pay little attention to the type and quality of education in question. 
Indeed, in much empirical work, proxies are used that obscure teaching and learning processes. 
Normative consensus around education does little to define what exactly is meant by education. In 
response to this, a considerable body of research is accumulating to counter the “widely-held 
assumption that education is inevitably a force for good.”24 What Kenneth Bush and Diana Saltarelli 
call the “negative face of education”25 is often highlighted by research in situations affected by 
conflict, although education’s capacity to contribute to inequality is not confined to areas of overt 
violent conflict. Around the world, social inequalities and injustices are taught, reinforced, and 
entrenched through unequal educational structures, authoritarian pedagogy, and divisive educational 
content. School environments are often threatening and can contribute to or create vulnerabilities, 
particularly for girls and minority groups. One cross-national study in Europe found that inequality 
in education can undermine key aspects of social cohesion, including social and institutional trust, 
civic cooperation, and the rule of law.26  
 
Research has also shown that educational provision, delivery, pedagogy, and content can contribute 
to, foster, or entrench conflict and violence in many ways. The teaching of violence, stereotypes, and 
prejudice through educational content comes through in examples such as the use of “war-math” in 
Afghanistan27 or historically divisive and skewed textbooks in Sri Lanka.28 In both Peru29 and 
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Nepal,30 educational sectors became heavily politicized, meaningful sites of conflict and allegiance, 
creating considerable danger for students and teachers and compromising learning. In Peru, the 
prevalence of rote learning, authoritarian pedagogy, and violent discipline in schools facilitated the 
spread of Sendero Luminoso’s ideology and factored into conflict.31 The teacher’s union was also a 
site of contested politics, ideology, and violence throughout Peru’s conflict, leading, in the minds of 
many in certain areas of the country, to the conflation of “teacher” with “terrorist.”32 In Nepal, 
teachers in rural communities negotiated complicated pressures from both the state and the Maoists 
in terms of their roles in the community and in the conflict.33 In Sierra Leone, the virtual collapse of 
education in many regions prior to conflict signalled a serious narrowing of opportunity for boys and 
girls, making them much more vulnerable to participation in conflict.34 
 
These and other examples demonstrate strongly the multiple ways that education, rather than being 
necessarily “good,” can in fact contribute to inequality, conflict, and violence. The assumption that 
education is inherently a positive force for individual and societal development has simply been 
proven wrong in the lives of too many children. 
 
Education and Violent Conflict 
 
More than half of all out-of-school children—39 million according to recent estimates—live in 
countries affected by conflict, some of which have net enrolment rates of less than 50 percent.35 
Existing research has no problem demonstrating that conflict has a devastating impact on education. 
In addition to exposing girls and boys to violence and, in many cases, grave human rights violations, 
conflict generates serious problems of access to schooling, destroys physical infrastructure, affects and 
involves students and teachers, exacerbates and entrenches gender and other inequalities, drastically 
limits educational quality, and often pits educational institutions squarely within its remit. In many 
locations, schools have been used as sites of violence and hubs for the recruitment or kidnapping of 
children.36 Less clear, though, in existing research, is evidence demonstrating the effect that 
education can have both on the prevention of and on the recovery from conflict, making this kind of 
research a priority for international actors within the education in emergencies community.37  
 
Indeed, there is a strong desire to justify educational expenditures in the postconflict context on the 
basis of quantifiable evidence of its peacebuilding effect. However, more promising than searching 
for conclusive empirical evidence within relationships (between conflict, development, and 
education) that are unlikely to ever be fully explained in terms of causality, is to accept the strong 
normative, rights-based arguments for supporting education in situations affected by conflict. 
Education is important to children and their families, who in such situations “very often look to 
education as their major, or even their only, hope for a decent future.”38 This, along with the 
powerful potential of education (with particular features) to contribute to peacebuilding processes 
and to individual trajectories out of poverty, should be reason enough to ensure its prioritization in 
situations affected by conflict.39 
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Nonetheless, more empirical arguments do exist. Research shows that early investment in education 
following conflict can create a “peace dividend” by demonstrating the government’s commitment to 
its citizenry and to long-term stability, thus discouraging a return to arms.40 Education, as one of—if 
not the most—visible government services, “matters in special ways,” and it is therefore often 
conceptualized as a barometer for demonstrating the relationship between a state and its citizens.41 
An early investment in quality education can demonstrate the legitimacy of a new government’s 
commitment to peace, development, and its human rights obligations to its citizens. 
 
The 2001 Machel Report on the Impact of Armed Conflict on Children, which investigated the effect of 
war on children, declared education to be a “fourth pillar of humanitarian response.”42 The 2004 
Minimum Standards for Education in Emergencies, Chronic Crises and Early Reconstruction43 are 
becoming increasingly influential in humanitarian interventions, offering guidance as to how to 
provide the new “fourth pillar” in emergency situations. In many ways, the policymaking and 
practices of postconflict educational reconstruction are shaped by this humanitarian agenda as well as 
by the developmental agendas presented in the previous section. 
 

Expanding Understandings of Education and  
Human Development 
  
Certain persistent themes in educational studies make all the more visible the disconnect between 
the positive and negative potentials of education. Evidence around the relationship between 
education and inequality, for example, reveals that education has the potential both to reduce 
inequality and to reproduce and entrench it.44 In order to understand more about education’s 
potential for development, it is necessary to step beyond human rights and economic arguments to 
perspectives on human development. Amartya Sen’s notion of “development as freedom” is helpful 
here, since it speaks both to deeper understandings of the processes and opportunities of 
development and to ways that social processes, such as education, may fit into these. Sen insists that 
“social developments,” including “more education, better health care, finer medical attention and 
other factors,” must directly count as “developmental” because they help to lead longer, freer, and 
more fruitful lives, in addition to the role they have in promoting productivity or economic growth 
or individual incomes.45 
 
Sen’s capability approach situates the contribution of education to human development beyond its 
purely economic rationale and potential, demonstrating its importance for “the ability—the 
substantive freedom—of people to lead the lives they have reason to value and to enhance the real 
choices they have.”46 Likewise, his approach reinforces normative rights-based arguments for 
education by demonstrating a profound way in which rights and their enactment connect to 
capabilities, development, and freedom. Sen’s analysis suggests, therefore, that education—like many 
of the facets of development he addresses—must by nature have goals beyond (though not exclusive 
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of) those driven by market efficiency in order to link directly and indirectly to “enriching human 
lives and making human deprivations more rare and less acute.”47 
 
Conceptions of human security—particularly those that borrow from Sen—offer some broad insight 
into what education of this nature might look like. Human security arguably has a narrower 
objective than human development, but it is an objective that is arguably fundamental to enabling 
freedoms and human development. According to Sabina Alkire, “the objective of human security is 
to safeguard the vital core of all human lives from critical pervasive threats, in a way that is consistent 
with long-term human fulfilment.”48 The “negative faces” of education, or the complete absence of 
education, can constitute such an indirect or structural threat. For Alkire, this happens mainly 
because of systematic underinvestment in education. However, other features of education—its 
content, its structures, who it is made available to, its teaching and learning processes, and so on—
should also be considered. Education provided inadequately, through underinvestment, poor quality, 
irrelevance, entrenchment of inequality, or any combination of these and other factors, can 
compromise the vital core of human lives—can be a pervasive threat—and therefore can impede 
human security.49  
 
As Alkire notes, education, particularly for girls and vulnerable groups, is likely to be identified as a 
priority and subject of policy recommendation to contribute to overcoming chronic insecurity.50 But 
in much the same way as Frances Stewart argues that policies of the sort that could correct for 
horizontal inequalities “are not only not part of the current policy debate and policy conditionality of 
donors, but actually conflict with some aspects of them,”51 the most appropriate policies to undo 
vulnerability through education may not align with current policymaking priorities, particularly 
when linkages between vulnerability and inequalities are stated explicitly. Human security, it is 
argued here, introduces the space within which to analyze education and suggest policy responses 
from a perspective that does not assume education to have inevitably positive effects. In other words, 
it enables attention to be paid to the nature of education on offer and to whether it indeed 
introduces the potential to contribute towards human development. 
 

Postconflict Educational Reconstruction vs. Postconflict Educational (Re)Creation 
 
Interrogating core publications on postconflict educational reconstruction, one can distil the 
following: a strong rights-based consensus, a set of core descriptive principles, and a tendency to 
revert to agenda-specific goals (EFA, for instance) rather than to lay out discrete goals. That 
postconflict educational reconstruction is, arguably, situated within other (rather narrow) agendas 
means that many postconflict interventions assume that education, regardless of its characteristics, 
will contribute towards the fulfilment of these agendas. However, unless the characteristics and 
nature of education are considered, it cannot be assumed that education will necessarily contribute 
towards broader conceptions of human development—towards the advancement of freedoms—or 
that it will dismantle any of its earlier features that might have contributed towards conflict. For 
these reasons, this paper argues that the promotion of education in the postconflict context must 
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move beyond a promotion of education for its own sake and move towards the promotion of 
education with particular characteristics that can enable particular goals. This promotion of an 
education grounded in human development outcomes, conscious of its own legacy, and oriented in 
method towards transformation, is what is meant by the term postconflict educational (re)creation. 
 
The Minimum Standards mentioned above are strongly grounded in the right of all individuals to 
education and “are based on the principle that affected populations have the right to life with 
dignity.”52 Indeed, as the Minimum Standards name makes clear, their goal is to “articulate the 
minimum level of educational access and provision to be attained in a situation of humanitarian 
assistance.”53 By definition, therefore, they strive not to maximize the deepest of potentials between 
education and human development but rather—and importantly—to articulate a consensus 
benchmark below which education should not fall, regardless of circumstance. 
 
From this benchmark, others attempt to conceptualize and set priorities within postconflict 
educational reconstruction. Margaret Sinclair’s important 2002 publication, Planning Education in 
and after Emergencies, puts forward a series of principles, which Peter Buckland later borrows and 
adds to in his 2005 World Bank publication, Reshaping the Future: Postconflict Educational 
Reconstruction. Many of these principles, however, serve more to describe programming than to 
articulate goals for education in the postconflict context. Thus, in Buckland’s work, as in Pauline 
Rose and Martin Greeley’s 2006 paper for the Organization for Economic Co-operation and 
Development’s Development Assistance Committee (OECD-DAC), “Education in Fragile States: 
Capturing Lessons and Identifying Good Practices,” the goal of postconflict educational 
reconstruction becomes to contribute towards another development agenda. Rose and Greeley 
effectively situate postconflict educational reconstruction within the agenda of aid effectiveness. 
Likewise, Buckland’s work ties postconflict educational reconstruction to broader World Bank 
frameworks, such as PRSPs and FTI, and links reconstruction to Bank priorities for education more 
generally, such as decentralization, financing and governance, and the public-private balance. 
 
As argued above, many of these agendas link rather narrowly to conceptualizations of education and 
its potential for contributing towards human development by failing to characterise education or to 
account for its negative potentials. While these agendas are not unfounded, if taken as ends in 
themselves, they risk promoting an education that is equipped neither to tackle postconflict legacies 
nor to contribute towards broader processes of human development. More promising, perhaps, is to 
situate the educational interventions that accompany these international priorities within a broader 
agenda of educational (re)creation, whose goals include actualizing the most meaningful connections 
between education and human development by addressing connections between education and 
conflict and transforming education accordingly. 
 
One of the main objectives of postconflict education (re)creation of the type that fosters human 
development, I would argue, is participation. Participation, as it is used here, includes not simply an 
opening of educational access, but also the creation of diverse and specialized educational 
opportunities that allow for the meaningful participation and benefit of all children and young 
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people. This notion of participation is based on the status of education as a basic human right but 
also seeks to qualify that education in terms of its value and meaning for children. Meaningful 
participation assumes teaching and learning processes that challenge and transform entrenched 
patterns of violence, conflict, inequality, and discrimination, which are so often a feature of 
education delivered in the contexts of interest to this paper. Education of a high quality is implicit 
here, since children cannot be expected to meaningfully participate in schooling that fails to engage, 
challenge, and promise future avenues. Also implicit is a responsive education that acknowledges, 
plans for, and accommodates the diversity of needs children will bring to it. Especially in the 
postconflict context, this means education that is sensitive to gender, to experiences of violence, to 
poverty, to language, to displacement, and to trauma. Participation also implies an education that 
benefits children in terms of the future and therefore provides them with knowledge and skills that 
will connect to their employment, citizenship, and relationships. 
 
On the agenda of those supporting education in postconflict contexts, therefore, should be the 
(re)creation of an educational sector with the capacity to effectively and equitably delivering this 
kind of participation. Central to this capacity are the institutions of the educational sector—namely, 
schools, local and regional administrative bodies, and the national ministry—the actors within 
these—including teachers, administrators, officials, policymakers, and children—and the principles, 
policies, and cultures that they develop, implement, and participate in. Building this type of capacity 
within the educational sector requires not only the strengthening of responsive policymaking and 
administration but also support for teachers to engage in creating teaching and learning processes 
that can facilitate this type of participation.   
 

Transitional Justice and Education: Potential for  
Mutual Reinforcement 
 
 According to Pablo de Greiff, the two mediate goals of transitional justice measures are the 
recognition of victims and the promotion of civic trust. I argue here that there is potential for the 
postconflict educational objective of participation to be, to a certain extent, mutually reinforcing 
with the goals of recognition and civic trust. This reinforcement can occur at fairly broad level of 
generality, but also at a more specific level—namely, when transitional justice measures engage 
children and youth and their particular experiences of the past, and when transitional justice 
measures address the education system, its role in the past, and its (re)creation as something new. 
 
Recognition and Participation 
  
De Greiff argues for the importance of offering recognition to victims not primarily as victims but as 
rights-bearers.54 The educational goal of participation aligns closely here, as it is about the active 
enactment of rights within a framework that seeks to acknowledge, challenge, and overcome 
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inequalities. Thus, we see potential for mutual reinforcement of recognition and participation, in 
broad terms of rights themselves and in terms of strategies that seek to enact those rights in order to 
actively reduce inequalities. Active participation may contribute to a sense of being recognized, and 
likewise feeling recognized may lead to enhanced participation. Postconflict educational (re)creation 
of the kind conceptualized above has a responsibility to respond to demands for recognition and can 
do so through policymaking and practice that open avenues for fuller participation. This includes 
addressing issues of access, delivery, pedagogy, content, and teaching and learning in ways that make 
all of these open, meaningful, and appropriate to a diversity of learners. 
 
For victimized children, the recognition provided by their participation in education can be 
mutually reinforcing with the recognition provided by justice measures that specifically involve them 
and address their experiences. In a transitional and developing country context, the potential 
importance of this reinforcement comes from the fact that education and transitional justice may be 
two major—and two of the few—features of the face of the state that victimized children see. Such 
children may witness these two separate measures as sincere efforts on the part of the state to directly 
recognize and reach out to them as rights-bearers and citizens (albeit in different ways), as they have 
not been recognized or reached out to before. Moreover, the more that these children feel 
recognized, the more likely they may be to embrace opportunities for participation. 
 
The effects of conflict on children, their involvement in it—as witnesses, actors, and victims—and 
their needs following it do and should involve them in the mandates and practice of transitional 
justice efforts. Though crimes against children are still under-represented in international 
jurisprudence and in the design of reparations programs,55 there is growing attention being paid to 
children—in particular to children’s participation—within the processes of transitional justice.56 The 
Sierra Leone Truth and Reconciliation Commission (SLTRC) included children’s testimony, and 
children guided the development of the children’s version of the commission’s report.57 The 
Commission for Reception, Truth and Reconciliation (CAVR) in Timor Leste included a 
considerable focus on children in its final report, although the actual participation of boys and girls 
was limited and problematic, with adults often brought in to speak for children and with limited 
psychosocial support available to the children who did testify.58 The report of the Commission for 
Historical Clarification (CEH) in Guatemala includes a chapter on children, in which testimony is 
used to illustrate the multiple human rights violations that they suffered. Here, too, most testimony 
appears to have come from adults—though in many cases from adults testifying about their 
experiences as young people, and in only a few cases from children themselves.59 The Liberian Truth 
and Reconciliation Commission appointed a commissioner with special responsibility for children 
and made a formal decision to include children in all aspects of its proceedings, analysis, and 
recommendations. This included taking statements from children, regional children’s hearings, and 
the planned production of a child-friendly version of the final report and TRC curriculum 
materials.60 As will be discussed below, materials designed for use in curriculum have been prepared 
in Sierra Leone, Peru, and Guatemala. Questions are also increasingly raised around children’s 
participation in trial-based transitional justice strategies, with concerns about the protection of child 
witnesses and about children and criminal responsibility.61 Girls and boys, as we shall see below, also 
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participate in court outreach programs and in memorialization projects and can be beneficiaries of 
reparations programs. 
 
Children’s presence in transitional justice implies recognition of their unique and important 
experiences of conflict; it also opens opportunities for meaningful participation if it is done with 
sincere commitment to children’s best interest. Truth-telling initiatives that genuinely include 
children’s experiences of conflict in the historical record that they produce can be meaningful for 
both the recognition and participation of children as rights-bearers. Reparations programs that 
benefit girls and boys who were victims of human rights abuses offer similar potential. Reparations 
programs, as will be seen below, that directly seek to redress lost education opportunities for children 
can enhance educational goals for participation and for the reduction of inequality by both 
highlighting systematic educational inequities and facilitating the entry into education of children 
previously excluded. The recognition of those children systematically made most vulnerable by 
conflict—for instance, girl victims of sexual violence—through reparation and other transitional 
justice processes that open space for their voices could certainly be seen to reinforce postconflict 
educational (re)creation’s goal of participation. 

 
Trust and Participation 
 
Participation in education can also be mutually reinforcing with transitional justice’s other mediate 
goal, civic trust. De Greiff’s conception of civic trust includes both horizontal trust (between 
citizens) and vertical trust (between citizens and institutions). It is reasonable to suppose that 
supporting the capacity of an institution to effectively deliver quality participation can contribute to 
building the “trustworthy” institutions key to de Greiff’s conceptualization of civic trust. Likewise, 
measures to increase the trustworthiness of institutions may also foster their quality and effectiveness, 
since a key component of trust is the ability to deliver well the expected services. Additionally, 
fostering vertical trust by enhancing educational capacity can potentially contribute to horizontal 
trust between citizens, since improved educational capacity would aim to enhance participation 
rooted in rights. Again, there is mutually reinforcing potential between these goals. 
 
The perceived quality and availability of education, as one of the most—if not the most—visible of 
government services, will likely be critical for achieving the civic trust transitional justice aspires to. 
So too, arguably, will be the pedagogic processes and the content of education. Educational 
content—particularly in the guise of national curriculum—is, after all, tightly tied in with 
conceptions of national identity, citizenship, shared history, and sense of belonging.62 The teaching 
and learning processes through which education is enacted are crucial to its ability to foster or repel 
participation, to contribute to processes of transformation, or to entrench the opposite. Processes of 
creating educational institutions capable of grappling with both the violent past and its meanings for 
children and with the ways in which the inequalities, structures, divisions, and stereotypes of conflict 
have become part of schooling will therefore also be crucial for postconflict educational (re)creation 
rooted in equality. 
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Postconflict educational reconstruction often involves the large-scale reform of the educational 
sector.63 Indeed, sweeping education sector reforms—often including curriculum revision, 
decentralization efforts, teacher training, certification reviews, and so on—have been key parts of 
broader reconstruction processes in Sierra Leone, Timor Leste, and Afghanistan. As Buckland argues, 
the postconflict context is the “best of times and the worst of times”64 for sectoral reform and 
transformation. Changes in regimes and governments may open new political space, bureaucratic 
resistance to change may be weakened, and communities may have expectations for educational 
change; yet massive challenges exist in mobilizing resources, generating administrative and 
management capacity, and overcoming political challenges. 
 
There is considerable potential here for transitional justice initiatives to feed into building the 
capacity of the education sector to provide participation during periods of broad institutional 
reform. This capacity will depend in many ways on the educational sector’s ability to respond to the 
causes and effects of conflict. Therefore, the lessons that emerge as transitional justice initiatives shed 
light on these causes and effects should be of extreme relevance to those planning educational 
reforms. A good example of this resonance can be drawn from the Peruvian case, where the Truth 
and Reconciliation Commission (CVR) put forward a series of educational recommendations as one 
of four sets of “essential institutional reforms,”65 and the ministry of education responded by 
showing how these aligned with its reform priorities.66 
 
Some commentators suggest that educational reform itself should be considered among transitional 
justice mechanisms concerned with institutional reform.67 Indeed, the concept of transitional justice 
as institutional reform is after all very ample.68 The question, however, I think is best posed not as 
whether the reform of the educational sector postconflict can and should be considered a transitional 
justice measure—a question that becomes increasingly complicated when one imagines its 
operationalization, should the answer be yes—but rather, how educational reform can contribute to 
transitional justice and vice versa. 
 

Transitional Justice and Education: Practical Synergies 
 
Beyond the mutual reinforcement of, on the one hand, recognition and civic trust and, on the other, 
full and meaningful participation in education explored above, examples around the world 
demonstrate multiple instances of more direct (conscious or unconscious) synergy between the 
diverse measures of transitional justice and postconflict education. This section briefly reviews these 
synergies, looking at instances where education overlaps with truth commissions, reparations, 
prosecutions, vetting, and memorialization; it also explores the ways transitional justice is used in 
curriculum reform. 
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Truth Commissions 
 
Truth commissions are perhaps the transitional justice measure with the most substantial practical 
overlap with education and children. References to education within truth commission reports are 
much more frequent with recent commissions than with those of the 1970s, 1980s, and 1990s. Early 
truth commissions, such as those of Chile, Argentina, and South Africa, made mention of education 
only to recommend human rights and peace education at all levels. The South African commission 
did not include education among its many institutional hearings—although at least one former 
commissioner expressed regret about this69—nor did it make specific recommendations for post-
apartheid educational reform, apart from calling for “educational reform at a national level” as part 
of a series of “community reparations” within the broader plan recommended to government.70 
Nonetheless, the South African department of education looked to the commission for guidance in 
some aspects of educational reform, adopting its definition of reconciliation and forming panels 
focused on the teaching of the past and on learning values and citizenship.71 
 
In contrast, more recent truth commissions have in some instances dovetailed with education more 
explicitly.72 The final reports of the truth commissions of Peru, Sierra Leone, Guatemala, and Timor 
Leste all make concrete recommendations for educational reform. Peru’s commission established a 
discrete area for working on educational issues and forging links with the educational sector. The 
inclusion of this area—staffed by an education expert with existing linkages to the ministry of 
education and to the broader educational community in Peru—allowed productive working 
relationships—including the signing of an “agreement of cooperation” with the ministry of 
education—and ensured that the commission’s educational positions were well informed. 
 
In other cases, educational recommendations have been based both on the research done by the 
commissions into the roles of education during the conflicts in question and on the priority given to 
education within collected testimonies. As pointed out above, children and families affected by 
conflict strongly express their desire and need for education; truth commission testimony appears to 
be another forum in which victims can articulate this. In Sierra Leone, for example, statement takers 
asked those giving testimony about what kind of assistance they deemed “most urgent in order to 
deal with the harm they suffered during the conflict”; education, in their responses, was second only 
to housing and shelter.73 
 
The Sierra Leone Truth and Reconciliation Commission (SLTRC) called for primary education to 
be free in every sense of the word and for hidden fees to be eliminated. In addition to resonating 
with EFA policy frames and the Convention on the Rights of the Child (CRC), this 
recommendation echoes educational needs and realities in Sierra Leone. Fees were dropped for 
primary education in Sierra Leone as part of early postconflict reconstruction between 1999 and 
2000, which contributed greatly to a doubling of enrolment between 2001 and 2004.74 However, 
the SLTRC recommendation, made in 2004, picks up on a familiar complaint in Sierra Leone—
namely, that hidden fees—for uniforms, textbooks, access to exams, extra lessons, and so on—
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continue to make schooling inaccessible to many children—especially vulnerable children—despite 
the abolishment of fees. The SLTRC also recommended that incentives be given to students to enrol 
in secondary school and that secondary school be made free and compulsory for girls. These 
recommendations demonstrate a relatively sound analysis of many of the challenges facing education 
in Sierra Leone.  
 
A 2006 case study in Sierra Leone found that some progress had been made towards implementing 
certain education recommendations.75 However, this seemed to be more the result of other 
imperatives within and outside the ministry of education than the force of the recommendations 
themselves.76 Within the ministry of education, the truth commission’s recommendations were not 
seen as a priority nor were they well known. Nevertheless, the recommendations could be seen to 
provide some momentum in policy areas already prioritized by the ministry or other actors (donors 
and international agencies), such as reducing gender inequity in education in Sierra Leone. 
 
The Peruvian CVR’s educational recommendations also captured broader policy currents around 
educational reform within the country and internationally. These included improving the quality of 
rural schools, prioritizing “inter-cultural” education, promoting girls’ literacy, eliminating violence in 
schools, reforming authoritarian pedagogy, and encouraging citizenship and education for 
democracy.77 While members of Peru’s NGO educational community report that these 
recommendations capture well the needs of public education in Peru and pick up on some of the 
proposals they themselves have been making for years, the recommendations are silent on some 
crucial and contested issues within educational reform in the country.78 This is likely due to the 
more technical, sector-specific nature of debates in Peru around educational decentralization, teacher 
standards, and sector financing. 
 
When the recommendations of a truth commission aim to affect the policymaking and practice of a 
sector such as education, it is essential that those recommendations are well grounded both in the 
findings of the commission and in the realities and possibilities for sectoral reform. Especially in 
instances such as Sierra Leone, where the commission’s recommendations were legislated to be 
mandatory—and so, by consequence, were meant to become active policy imperatives—the 
questions of how such recommendations are made, whose advice and expertise they are based on, 
how feasible they are, and how it is decided which policy debates to take on and which to leave out 
become very important. Truth commissions that early on anticipate a focus on education and/or 
children should seek to involve educational experts on their staff and should attempt to foster a 
constructive working relationship with the ministry of education if possible.  
 
Reparations 
  
Reparations are designed to provide redress to victims of human rights violations. In a variety of 
ways, education has been included within reparations programs around the world. Reparations 
aimed at restitution can reinstate a victim’s status as a student, as recommended by the CVR in 
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Peru,79 or can return a civil servant dismissed by a repressive regime to an educational post, as 
occurred in Chile.80 Reparations designed to compensate for lost educational opportunity can 
include education as a part of a service package offered to victims and their families or as a 
scholarship, as in the case of Chile, where education was made available free of charge to children of 
the disappeared.81 In Suriname, the reconstruction of a school in an indigenous community where 
seven men had been killed by state forces was part of a scheme of collective rehabilitative 
reparations.82 Less direct reparations, such as the teaching of human rights and international 
humanitarian law, the inclusion of an accurate account of human rights violations in education, and 
the institution of various public education initiatives, are included in the UN Basic Principles as 
reparations aimed at satisfaction and guarantees of nonrecurrence.83 In South Africa, the reparations 
program recommended by the truth commission included the “reform of education at the national 
level,”84 and in Chile an independent group was set up to introduce human rights programs in 
schools.85 
 

Education and Individual Reparations 
 
There are several arguments worth drawing out in favor of direct and individual educational benefits 
as part of reparations packages for human rights violations suffered. While research into victim 
preference for financial or service-based reparations produces varying results between countries and 
between victims whose socioeconomic circumstances differ, Ruth Rubio-Marín has found that 
common demands of women include education for their children.86 This finding aligns with research 
outlined above that shows that victims of conflict—and girls, boys, and women particularly—highly 
prioritize education when considering the future, their rights, and their needs. Charles Maier’s 
conception of reparations as being about making up for a “lost set of life chances” also draws 
attention to the importance of education within a reparatory framework.87 So too does the fact that 
the systematic loss of educational opportunities is a violation of children’s rights. In instances where 
education has been systematically denied to children, states have an obligation not only to provide it 
but also to contemplate some reparation for those girls and boys affected by its denial.  
 
There are some programming benefits to educational reparations in terms of implementation. In 
Peru, for instance, delays in the implementation of the reparations program are causing 
dissatisfaction among victims groups and human rights advocates. However, educational reparations 
are slated to be among the first to be implemented, and, indeed, more progress has been made 
towards developing the infrastructure to provide educational reparations than has been made in 
other areas.88 This may be due to the fact that comparatively, educational benefits are relatively 
inexpensive and less controversial than paying cash directly to victims. Dyan Mazurana and 
Khristopher Carlson demonstrate that providing direct cash benefits to children as compensation for 
rights violations is problematic for a number of reasons. They argue that service-based reparations, 
such as education, may be more appropriate for children as they are more likely to actually reach 
their intended beneficiaries.89 
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While it is likely unwise to argue for the primacy of educational reparations over direct financial 
reparations to victims of human rights violations and their families, it is important to acknowledge 
that educational reparations hold potential as important components of a reparations program, 
particularly if individual reparations are to contribute to development. Indeed, educational 
reparations that open educational access to individuals previously excluded may make modest 
contributions to levelling playing fields and reducing inequality, particularly in cases such as Peru 
where victims tend to come from socioeconomically disadvantaged groups. 
 

Education and Collective Reparations 
 
In Suriname, the reconstruction of a school was framed as a collective reparation. In many 
postconflict countries, including Sierra Leone, where recommended individual reparations are still to 
be delivered, schools are being rebuilt and rehabilitated as part of development projects. In Chile, 
human rights education programs were developed by a commission formed as part of the reparations 
program and were later absorbed by the ministry of education. Developing and implementing 
human rights education is part of the postconflict educational policy of many countries in transition, 
yet it is rarely explicitly seen as a component of collective reparations. The difficulty with 
conceptualizing educational initiatives as collective reparations is, as Mazurana and Carlson point 
out, that “children have a right to education, including free primary education, under the CRC, 
which means that educational reparations programs would have to go above and beyond what the 
state is already obligated to provide.”90 
 
It is surely difficult to harmonize and bridge development initiatives and reparations and likewise to 
present the bridge in a way that does not seem a tokenistic skirting of responsibility for more 
tangible reparations made directly to victims. Indeed, Mazurana and Carlson argue that it is in the 
best interest of neither victims nor the broader community to “implement development strategies 
under the auspices of reparations programs.”91 They do, however, agree that where the government is 
directing resources towards eliminating educational discrepancies in regions most affected by human 
rights violations—not an uncommon postconflict educational policy—making the reparative aspect 
of this work “explicit and publicized” may make it possible for “the fulfilment of some of these 
obligations to constitute collective reparations.”92 Perhaps the fundamental lesson here is that this 
potential—to conceive of selected educational initiatives as reparatory in a collective sense—should 
only be tapped in instances where individual demands for reparation have or are being addressed and 
where state obligations for quality basic education are intact—in other words, in cases where such 
framing could not be conceived as tokenistic or as the easiest way around an obligation to seriously 
deliver reparations. 
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Prosecutions 
 
Article 8 of the Rome Statute of the International Criminal Court (ICC) declares that intentional 
attacks on buildings dedicated to education constitute war crimes and are therefore subject to the 
court’s jurisdiction.93 Recently, the Special Rapporteur on the Right to Education stated that, as the 
ICC develops, “it offers an opportunity to send a powerful message to those who continue to 
undermine the right to education: the impunity with which education has been attacked for so many 
years must stop now.”94 Although there is limited jurisprudence regarding the prosecution of the 
violation of the right to education, prosecutions can and do bring attention to crimes committed 
against children and produce jurisprudence that is potentially meaningful for education. 
 
Recent indictments by international courts—the Special Court for Sierra Leone’s (SCSL) 
indictments of Charles Taylor and others, and the ICC’s indictment of Thomas Lubanga—include 
charges for the recruitment of child soldiers as a crime under international law.95 This precedent—
though perhaps only tangentially related to education—may have consequences for education if it 
can serve as a disincentive for the recruitment of children into fighting forces. Increased attention to 
crimes against children in courts contributes in part to an increasing concern for children’s 
protection and for the reintegration of children who have experienced conflict and human rights 
violations, which in turn can translate into educational concerns. Further jurisprudence around 
other grave violations of children’s human rights during conflict, including gender-based and 
sexually based crimes, could also potentially deter crimes that significantly affect and limit children’s 
educational trajectories.  
 
Court outreach programs also warrant consideration here, as they often directly seek to engage 
children, their teachers, and their schools. Outreach is increasingly mainstreamed within 
international courts: the SCSL included an outreach dimension in its original mandate instead of 
building it in later as did the ICTY and ICTR,96 and outreach is considered one of the “core 
functions” of the ICC.97 The increasing priority given to outreach has led to an increasing 
engagement with children and schools as an audience. In Sierra Leone, SCSL outreach includes “an 
extensive program of activities with schools and colleges nationwide” and counts “students of all 
levels” among its target groups.98 School groups regularly visit the court facilities in Freetown; 
indeed, the SCSL homepage features a photo of the court flanked by children in school uniform. 
The SCSL runs “train-the-trainer workshops” with students and teachers, supports the formation of 
human rights and peace clubs at schools, organizes child-led radio programming about its role and 
proceedings, visits schools, and holds quiz and debating events for young people.99 These initiatives 
can contribute in practical ways to policy imperatives of the Sierra Leonean ministry of education—
such as peace and human rights education, children’s participation, and child-centered pedagogy—
and perhaps give momentum to broader educational (re)creation. 
 
The same can be said, to some degree, for the intersection of outreach and education in ICC 
outreach efforts. In the Democratic Republic of Congo (DRC) and in camps host to refugees from 



ICTJ | (Re)Creating Education in Postconflict Contexts: Transitional Justice, Education, and Human Development 
 
 

www.ictj.org       22 

Darfur, the ICC has conducted train-the-trainer workshops with teachers and students and has made 
presentations in schools.100 While information about the content of these trainings is not available, 
were they able to pick up on some the many issues facing teachers (often volunteer and untrained) in 
refugee camps and communities immediately affected by violent conflict, this could potentially be a 
useful initiative. Such speculation raises a larger point about court outreach, one that also comes 
through in Franck Petit’s report on ICC outreach in the DRC101—namely, that cooperation between 
transitional justice institutions and other actors on outreach activities may be beneficial.  
 
As in the case of truth commissions, the involvement of education specialists in aspects of 
prosecution work—in particular in working with children who will testify in court, in coordinating 
outreach work, and in liaising with education actors—could potentially improve the quality and 
impact of such efforts. 
 
Vetting 
 
Promoting institutional reform through the vetting of corrupt, abusive, or incompetent members of 
public institutions is a transitional justice mechanism that, by its very focus on the civil service, 
potentially intersects with education. However, instances of large-scale vetting of an educational 
sector are very rare, and hardly ever reach the level of classroom teachers. The former East Germany, 
where university academics, school principals, and teachers were dismissed, represents what is 
arguably the most serious case of vetting in the educational sector.102 Vetting in higher education was 
associated with a general crisis of legitimacy for formerly East German universities due to their 
ideological complicity with the past regime and to a desire for the reinvention of universities as 
independent, non-political bodies.103 In Greece, legislation was also laid out for comprehensive 
vetting of university academics appointed by or complicit with the 1967-74 junta. However, the 
number of academics actually dismissed from their posts through the vetting process was minimal.104 
More recently, in Iraq, the Coalition Provisional Authority ordered the dismissal of approximately 
30,000 former members of the Ba-ath party from the public services, including between 6,000 to 
12,000 educators. The impact of this process on the administrative capacity and capability of the 
country to rebuild, however, led to the authorization of thousands of the dismissed to return to their 
jobs.105 
 
The Iraqi example raises an important point for vetting in the educational sectors of countries 
emerging from large-scale conflict: that of capacity. While in East Germany there was a need to 
downsize the public service, including teachers, in many postconflict countries there is a significant 
lack of well-trained teachers, particularly in those areas most affected by violence and displacement. 
To further reduce the number of available teachers by vetting those associated with the conflict may 
not be the most appropriate policy decision, particularly in terms of maintaining a minimal level of 
educational access. In Peru, for instance, the teachers union was heavily politicized during the 
conflict and many teachers used their classrooms to promote the ideology of Sendero Luminoso.106 
However, no vetting of the educational sector (nor the public service in general) was undertaken. 
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Some regional educational authorities did choose to reappoint particularly politically involved 
teachers to different communities following the conclusion of the conflict in order to give them a 
fresh start and to assuage community concerns.107 This may be a more reasonable and feasible 
alternative for postconflict countries whose educational sector already possesses limited teaching and 
administrative capacities. Furthermore, the vetting of low-level public servants—such as teachers, 
whose past complicity, support, or political involvement may well have been at least in part 
motivated by duress or necessity—may only be reasonable to contemplate once other transitional 
mechanisms have ensured accountability at higher levels.  
 
Consideration should be given to other methods that may bring renewed legitimacy to educational 
sectors and institutions (not to mention individual educators) tainted by their roles or complicity in 
human rights violations. Likewise, educational actors that choose not to vet teachers must be 
conscious of the legacies of conflict in classrooms and in teachers themselves, and should develop 
policies and programming—such as supportive and creative in-service teacher training concerned 
with pedagogical processes that move away from conflict dynamics—to address these. This is a 
particularly important point for capacity. Symbolic measures—such as memorialization—may also 
be useful to address educational complicity in human rights violations in instances where vetting 
does not occur. 
 
Memorialization 
 
Memorialization projects actively embody the public education role inherent in many transitional 
justice initiatives. Museums, memorials, monuments, and public works of art seek to offer outlets for 
memory, mourning, dialogue, reconciliation, and learning. In addition to their public educative 
function, many museums and memorials develop programs specifically for school children, and the 
visits of school groups become a regular, and sometimes principal, part of their activities.  
 
The CVR-recommended reparations program in Peru also calls for “school memorialization,” 
arguing that: 
 

The names of schools hold considerable significance for the identities of children, 
adolescents and communities and, because of their pedagogical role, they constitute 
important tools for building memory. For these reasons renaming a school after a 
victim or a group of victims can be seen as a symbol of moral reparation.108 

 
This type of school-based memorialization may serve to rebuild trust and legitimacy for tainted 
educational institutions and offers interesting potential for community and micro-level 
reconciliation. Memorialization within the content of education itself may serve a similar purpose. 
Educational initiatives such as Facing History and Ourselves, which uses the memory of genocide in 
order to foster citizenship values, have had success around the world.109 
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Truth commissions are increasingly creating archives—a “memory center” in the case of Peru and a 
university archive in Sierra Leone—which themselves offer an opportunity for memorialization and 
education not just about the violent past itself but about the transitional strategies adopted to deal 
with it. The SCSL is arguably engaged in “memorialization in action” as it welcomes school groups 
into its chambers while its mandate is still operational. 
 
It appears that despite the conscious educational goals of many memorialization efforts, however, 
their planning does not always incorporate the perspectives of the formal education sector. Given the 
degree of overlap between the goals of (re)creating this sector and the implicit educational aims of 
memorialization, this is an area where cooperation could be particularly beneficial. The involvement 
of education actors—including children—in a large public memorialization initiative could serve a 
powerful symbolic function. Failing to involve the educational sector, on the other hand, potentially 
situates a memorialization initiative at some distance from its imagined constituency. 
 
Transitional Justice in Curriculum 
 
In 2004, the United Nations Children’s Fund (UNICEF) supported the production of a children’s 
version of the truth commission report in Sierra Leone for distribution to primary schools around 
the country. A local NGO produced a secondary school version with the same goal of national 
distribution. While it was hoped that both resources would be approved by the ministry of education 
for use within the national curriculum, this approval has yet to occur.110 The SCSL also produced a 
booklet that was distributed to schools around the country, and that has been approved as a 
curriculum resource by the National Authority.111 In Peru, an NGO/university collaboration 
produced a series of primary and secondary resources based on the CVR with the goal that they too 
would be approved as a resource for human rights education within the national curriculum.112 In 
Guatemala, local and international NGOs have produced resources that use the final report of the 
Commission for the Clarification of Memory in order to teach a “culture of peace.” These are used 
in schools supported by or otherwise engaged with the respective NGOs, but have not been 
presented for adoption as part of national curriculum.113 In Liberia, Theo Sowa reports that both the 
truth commission and the ministry of education hope to see the commission’s findings incorporated 
into the primary and secondary curriculum.114 
 
While the resources developed in Sierra Leone, Peru, and Guatemala have faired better than those 
recommended (but never actually produced) by the South African and Chilean truth commissions, 
in only one instance—that of the SCSL—have materials officially been incorporated into national 
curriculum. It is interesting that in Sierra Leone the resource produced by the Special Court has 
been approved while the truth commission versions remain unapproved. The SCSL resource is much 
less concerned with teaching the past than it is with providing information about the Special Court. 
The still unapproved commission resources, on the other hand, which in both the Sierra Leonean 
and Peruvian cases detail findings about causes of conflict and about the role of the state in human 
rights violations, remain low on ministry of education priority lists. This demonstrates the difficult 
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and political nature of teaching about the violent past, particularly within the officially sanctioned 
national curriculum. National curriculum is, after all, highly contentious and intimately connected 
to national identity. Indeed, in Peru concerns were raised by actors in the ministry of defence and 
the armed forces about the possibility of truth commission educational materials being approved.115 
 
These considerable challenges should not dissuade careful curriculum efforts based on transitional 
justice. As commentators on reconciliation and education acknowledge, the process of incorporating 
discussions of the past is often very slow and arduous.116 That a process is difficult, however, does 
not make it unnecessary. Indeed, in this case the process is crucial and might in itself contribute to 
reconciliation by opening necessary, if painful and political, debate. The very debate around teaching 
about the past, its acceptability, its multiple perspectives, and its methods may in itself open 
reconciliatory space if it is made public. The production of teaching materials based on a truth 
commission may extend the debate and dialogue around the commission itself. Although this is 
likely to be fraught and contentious, it can also be seen as reconciliatory in its very status as debate 
and dialogue. 
 
Although the truth commission resources in Peru and Sierra Leone are not currently approved by the 
respective ministries of education as national curriculum resources does not mean that they will not 
be in future. That high-quality truth commission-based teaching resources exist in both countries 
may be a huge advantage when and if the reconciliatory space opens up that permits teaching about 
the truth commission and the past it explores. This is also an area where closer collaboration with 
ministries of education during the actual preparation of resources—as opposed to presenting them as 
finished products for approval—could be extremely beneficial, particularly for the later 
incorporation into curriculum. Ministries of education are, after all, often engaged in curriculum 
revision and in the production of peace education materials as part of their own responses to conflict; 
cooperation here makes practical and conceptual sense. 
 

Conclusion and Recommendations 
 
Most of the lessons drawn from the above discussion on practical synergies between education and 
transitional justice call for closer collaboration between education and transitional justice actors. 
Indeed, a series of straightforward practical recommendations for such partnerships can be offered: 
 

• Transitional justice mechanisms that identify children as priority stakeholders should also 
identify education as a priority and consider how their work with children will feed back into 
the educational sector. 

 
• Truth commissions should consider establishing concrete linkages with the ministry of 

education before and during their work. In Peru, an “agreement of understanding” between 
the truth commission and the ministry of education was fruitful in engaging education actors 
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in public hearings and in planning for future curriculum initiatives. Commissions that seek 
to make recommendations for educational reforms should employ an education expert and 
should consult with educational actors (from the ministry of education as well as from civil 
society groups with educational expertise) about these recommendations. 

 
• Early conversations with ministry of education officials are also recommended for those 

designing reparations programs that include educational reparations and potential 
curriculum and/or memorialization efforts, in order to facilitate implementation and the 
take-up of activities by the educational sector. 

 
• Educational policymakers should look towards transitional justice initiatives as allies in 

education sector reform. Policymakers should consider ways in which educational decisions 
(about curriculum policy, teaching, and learning processes) and measures to address 
educational inequalities might lend legitimacy to transitional justice and vice versa. 

 
For an educational sector committed to responding to conflict and its own role within it—for an 
educational sector imagining development rooted in nunca más—a transitional justice initiative, if 
appropriate and well run, should seem a natural ally. Likewise, for transitional justice practitioners 
concerned that their actions to clarify, address, and redress the past are meaningful for the future, an 
educational sector committed to (re)creation would be a valuable partner. Moreover, in instances 
where an educational sector resists change or where reforms are mired by politics, a transitional 
justice initiative may lend momentum and legitimacy to more meaningful educational policymaking. 
Finally, if a transitional justice mechanism were able to demonstrate its worth in part through the 
contributions it might make to education, this may increase its legitimacy in the eyes of a sceptical 
population, given the wide importance of education. 
 
Indeed, given education’s enormous importance to populations affected by conflict, its (re)creation 
in ways that meaningfully enable its potential to contribute to human development is an important 
postconflict priority. This paper has argued that, conceptually, this might best occur when education 
programming is characterized by full participation and by a conscious effort to address the ways in 
which education may have been complicit in conflict. There is certainly room for conceptual 
reinforcement between postconflict education, characterised as such, and transitional justice. 
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