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Abstract 
In this article we present the idea of a territorial peace and explore it in the context of Colombia. We locate our investigation in peace education, particularly in Colombia’s Catedra de Paz, and explore the adaptations and application of the iPEACES programme (originally the iPEACE programme, developed by one of the authors with Bevington in 2017) as a possible way of contributing to sustaining the plurality of many peaces in this and other contexts. We outline the Innsbruck school’s many peaces approach and Elicitive Conflict Mapping (ECM) framework in order to show how they contributed to developing the iPEACES programme – which is responsive to territorial peace in the Colombian context. We end by presenting limited findings from four surveys with teachers in Colombia who attended a taster day for the iPEACES programme in 2018.  We discuss their contributions and perspectives, and the ways in which we feel the iPEACES programme might be taken up more widely in schools in Colombia and elsewhere.  
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Introduction 
Continued hopes for a brighter future for post-peace accord Colombia are subject to a range of contingencies. First, it is important to recognise the factors on the ground that mitigate against universal agreement.  Second, it is equally important to recognise the specifics of this particular conflict, and thus a particular ‘Colombian’ peace.  This has been articulated as “territorial peace,” a kind of peace that takes account of the materiality of territory, and of the ways in which justice, recognition and livelihood are intimately connected with the land.  When applied to education, territorial peace aims to prevent the (re)eruption of violence.  To this end, a government-mandated peace curriculum (the Cátedra de Paz) has been introduced into every school from 2015.  Early small-scale studies, however, suggest that the ways in which it is being implemented so far may well fail to take account of the complexities of territorial peace, and therefore of the Innsbruck school’s ‘many peaces’ and layers of conflict (Dietrich, 2012).  Their ‘modern’ families of peaces seem to dominate the social imaginary when it comes to contemporary peace education in Colombia.  
In this paper we argue that peace education in Colombia urgently needs to take account of other families of peaces if it is to provide an adequate response to the scale of the challenge.  Alongside the modern families of peaces (which are grounded in security and an urban, liberal, UN-driven notion of peace) it is necessary to re-prioritise: moral families of peaces (grounded in notions of justice, fairness and morality); post-modern families of peaces (grounded in notions of truth, plurality and complexity); energy-oriented families of peaces (grounded in harmony, energy flows and indigenous and non-Western notions of peace); and transrational families of peaces (which aim to combine the other four families in a dynamic and holistic way, taking account of both rationality and that which is beyond it).  Education in Colombia thus needs to take account of complexity, and to build on the Colombian concept of territorial peace, engaging with processes of embodied, affective and spiritual peace in order to work back towards a transrational approach that is right for this context.  In particular, it needs to focus on the lives, traumas, bodies and dreams of the teachers who are central to these processes.  
We report here on a day-long taster session for a training programme that took place in August 2018 in the city of Medellín with the support of the NGO Ruta N,[footnoteRef:1] who invited 48 teachers, school administrators, staff and other peace educators with the aim of finding out more about how they could elicitively develop their own approaches around the topic “Transforming Conflict and Building Positive Relationships in Schools”. The taster event introduced the programme, which is based on a series of elicitive principles of facilitation (Lederach and Lederach 2010, Echavarría et.al. upcoming), and which is designed to bring to light, or evoke, the knowledge, wisdom and communicative practices present in each context, as well as cherishing and appreciating the experiences that participants bring with them in terms of conflict transformation (Koppensteiner 2018; upcoming). Hilary Cremin was the main facilitator.  She introduced her iPEACE programme (Cremin and Bevington 2017) with a transrational twist, making explicit the plurality of peace perspectives (Dietrich 2012) and the transrational approach to peace education (Cremin and Archer 2018). The taster session thus alluded to a new iPEACES model, and enabled us to further develop it with the participants in situ.  It also provided a space for us to integrate the realities on the ground in relation to the transitional efforts from war to peace in Colombia.  [1:  Ruta N is a business and innovation centre financed by the public administration of the city of Medellín. Its main function is to support business with intensive technological and innovation components. Within this framework, Ruta N fosters innovative practices in education mainly through open invitation to schools to participate in project-based curricular and didactical transformations. Thanks to Ruta N network of innovative educators, we could communicate our training programme as a free workshop to those interested in peace education. ] 

The name of the original iPEACE model is taken from the following acronym with relation to peace-making and conflict transformation:
· Identify the conflict
· Pick the best conflict transformation strategy
· Enable voices to be heard
· Affirm the feelings and perspectives of all (and attack problems, not people)
· Create solutions
· Evaluate outcomes
It is based on the idea of conflict literacy – that teachers and students have much to gain from learning to analyse conflict and the various strategies at their disposal for transforming it. A teacher with a high degree of conflict literacy will know which strategy (including strategic avoidance, mediation, restorative facilitation, etc.) to use in which situation.  Although grounded in rationality, it goes beyond it through the integration of the affective, embodied and spiritual realms of experience (spiritual in the widest sense of connecting, honouring, intuiting and letting go of ego).[footnoteRef:2]   [2:  In the original model, this acronym is related to peace-making, conflict transformation and responsive approaches following a particular conflict episode.  Another iPEACE acronym is related to peace-building and proactive approaches to tackling structural and cultural violence in education and more generally.  This proactive iPEACE acronym stands for:
Identify what peace-building means for the school as a community
Plan for peace-building, e.g. inclusion, wellbeing and citizenship
Enable multiple and holistic perspectives
Accept complexity and diversity 
Embrace Creativity
Evaluate and Grow
The iPEACE training programme (and the new iPEACES programme under development) thus integrates both peace-making and peace-building perspectives.  ] 

In this article, we begin by providing a brief overview of the context of conflict and peace in Colombia, followed by a synopsis of peace education in Colombia.  We then outline how the Innsbruck school’s five families of peaces and the key concepts of Elicitive Conflict Mapping (ECM) can be applied in education. This fed into our design of the iPEACES programme and the taster day, which are discuss in the following section.  We end by reporting and discussing findings from a brief survey that was completed by four of the teachers several months later in order to find out how they had applied the iPEACES programme to their work on the Cátedra de Paz.

Conflict and Peace in Colombia 
This section provides a brief overview of the particular context of Colombia.  In this context an opportunity for transrational peace education has been opened due to a unique combination of circumstances: the signing of the peace agreements between the government and the FARC-EP Guerrillas in November 2016 and – simultaneously - the legal mandate to all public and private schools to implement the Cátedra de Paz since 2015. They frame and also give life to many of the existing peace education efforts in the country and, specifically, have given rise to the project that will be reported upon briefly here.  
Colombia suffered more than fifty years of armed confrontations between the government, left-wing guerrillas, paramilitaries, drug lords and gangs, among others armed factions. The official statistics of the war are chilling: more than 8 million people have been internally displaced; more than 220,000 have been killed; and approximately 30,000 persons have been victims of kidnappings (CNMH 2013). Against this background, on 30th of November 2016, the “Final Agreement to End the Conflict and Build a Sustainable and Lasting Peace” (Final Agreement 2016) was approved by the Colombian Congress. 
The peace negotiations had victims at the centre of the process, with new commissions and sub-commissions, including crucial topics such as gender, growing from this. The international community supported, facilitated and guaranteed the process during the four years of negotiations, but there was also an explicit effort to integrate civil society organizations so that the construction of peace would be anchored in the needs of local people, and empower them as drivers and agents of peace. This led to a comprehensive agreement praised as inclusive and innovative by the international community (Bouvier 2014, Peace Insight 2017). Yet, the negotiations were embedded in a polarized national political discussion that has not ceased since then, and that continues to threaten hopes for peace (Gómez-Suárez 2017).  
While the negotiation team and the architecture of the peace agreement explicitly acknowledge the difference between peacemaking and peacebuilding phases, this was not universally agreed upon.  The election of President Iván Duque in May 2018, a vociferous critic of the peace process, became a worrying inflexion point in the implementation of the agreement and is a further signal of public discontent in relation to the process of peacebuilding, which is marked by continuous acts of violence, especially against social leaders (DeJusticia and HRDAG 2018). Most recently, the negotiations between the government and the guerrillas ELN (National Liberation Army) have been suspended after a terrorist attack in a military school in January 2019 and no progress is foreseen at the present time.
The Kroc Institute was nominated by the conflict parties to act as monitoring agency – together with a Commission of Verification – and produce timely reports on the degree of implementation of the peace agreement. In the second Kroc implementation report issued in November 2018 (Kroc 2018), as well as in other studies made by civil society organizations (Informe Cero 2018, Fundación Pares 2018), there is a consensus growing around the fact that some of the most difficult obstacles to the peace agreement arise from social organizations, victims, human rights defenders and demobilized persons not having actively participated in the construction of territorial peace. 
The territorial approach of the agreement relates to the recognition and consideration of economic, cultural and social needs, characteristics and particularities of the different regions and communities (Final Agreement 2016, 4). It serves as an anchor in the orientation of the implementation (from the periphery to the centre), it indicates the original intention of engaging in peacebuilding bottom-up and takes a distinct intersectional approach by paying attention to how different groups conceive peace along the axes of gender, geographical location and ethnicities (Cairo et.al. 2018, Bautista 2015, Hernández 2019). 
Visions of territorial peace arising from diverse regions, cross-cut by differences of identity categories and attentive to the voices of those involved directly in peacebuilding echoes the notions of Many Peaces (Dietrich 2012). Building peace is a process that includes addressing and changing the structural conditions that generate and sustain violence, creating and sustaining permanent institutional platforms for the nonviolent transformation of conflicts, building an inclusive democratic society and strengthening state institutions, including schools (Lederach et.al. 2007). Peacebuilding is a non-linear process but comes closer to a circular and deepening process in which relative improvements can be observed and perceived (Lederach and Lederach 2010) and which take place in the midst of everyday life events (Muñoz 2006). Under ideal conditions, peace agreements are markers of successful moments of a long and arduous path in which peace treaties should aim to change the structural conditions that have triggered violence (Ramsbotham et.al. 2016, Körppen et.al. 2008). 

Peace Education in Colombia
For moving from the signature of the peace agreements (peacemaking) to the construction of peace in the territories (sustainable peacebuilding), education as part of a larger infrastructure for peace (I4P) plays a pivotal role. 
Infrastructures for Peace (I4P) can be understood as a dynamic network of skills, capacities, resources, tools and institutions that help build constructive relationships and enhance sustainable resilience of societies against the risks of relapse into violence. (Giessmann 2016, 4) 
Peace infrastructures thus extend to include (re)gaining trust, towards building legitimate institutions, based on principles of democratic participation and inclusion (Giessman 2016, Unger et.al. 2013). In the particular case of Colombia, I4P have existed throughout the fifty years war, since civil society, the international community and also Colombian official institutions have developed key elements to provide a counter-weight to violence (Pfeiffer 2014). Among those pre-existing the Final Agreement in 2016, the High Commissioner for Peace and the Centre for Historical Memory were important milestones (Pfeiffer 2014), yet I4P were also sustained in a larger web of educational programs and initiatives that could be reinforced with the signature of peace agreements (Hernández 2018). 
Education and particularly peace education can contribute significantly to peacebuilding in so far, the focus and contents move beyond peace negotiations and the immediate aftermath of wars to: 
i) Generate “intelligent optimism” about the fact that peace agreements can be and have been real springboards for ending wars (Delgado 2018, 20-21); 
ii) Create a positive interpretation of conflict. This implies making a distinction between conflict and violence and understanding conflict as opportunity for transformation of personal, structural, relational and cultural dimensions (Lederach et. al. 2007); 
iii) Contribute to favourable conditions for reconciliation among former adversaries (Delgado 2018, 23). 
Unfortunately, peace education and specifically the peace pedagogy of the negotiations and later on the peace agreements in Colombia did not receive as much attention and resources as might have been needed for appropriately knowing the content and scope of the agreements and least creating a sense of belonging by the Colombian society (and thus the main actors and beneficiaries of the accords) in general. Various analysts coincide in identifying the failures of peace education as one of the gravest mistakes that led to the lost peace referendum on October 2nd 2016 (Delgado 2018, Gómez-Suárez 2016, 2017) and later on the elections of Parliamentarians and the President openly opposing the implementation of the agreements. Yet, parallel to this, an important effort was being launched to give peace education a new impulse in the Colombian context. 

The Peace Lecture or Cátedra de Paz
In 2014 and 2015, the Congress and then the Minister of Education issued an important legislation that created and regulated the so-called Peace Lecture or Cátedra de Paz.[footnoteRef:3] The Cátedra de Paz was conceived as a space for learning, dialogue and reflection around questions of a culture of peace and sustainable development. It was declared mandatory, given the status of independent subject in schools, and higher education institutions were recognized special flexibility and freedom to set up the curriculum they considered appropriate for their own students and contexts. [3:  The Peace Lecture was first introduced in the Law 1732 of 1st September 2014 and then developed through the Decree 1038 of 25th May 2015. ] 

What appeared as a general statement in the original law creating the Cátedra de Paz was then developed more in detail in the decree that followed in the next year, where the main objective of the Cátedra de Paz was circumscribed as follows: 
the appropriation of knowledge and competences related to the territory, the culture, the socio-economic context and historical memory with the purpose of rebuilding the social fabric, promoting general prosperity and guaranteeing the effectiveness of the principles of the rights and duties as appeared in the Constitution. (Art. 2 Decree 1038/2015, emphasis added)[footnoteRef:4]  [4:  Original in Spanish: “La Cátedra de la Paz deberá fomentar el proceso de apropiación conocimientos y competencias relacionados con territorio, la cultura, el contexto económico y social y la memoria histórica, con propósito de reconstruir el tejido social, promover la prosperidad general y garantizar la efectividad los principios,  derechos y consagrados en la Constitución” (Art. 2 Decree 1038/2015).] 


The framework provided by the Decree was rather broad, as it followed the principle of autonomy for higher education institutions and the flexible character of the curricular development of the Lecture. Still some topics were outlined by the government that needed to be included: culture of peace, education for peace and sustainable development. While a culture of peace was described as the common living together of citizens, with democratic participation, the prevention of violence and the peaceful resolution of conflicts in line with the principles of human rights and international humanitarian law, peace education was described as the appropriation of knowledge and competences for peaceful living together, democratic participation, contribution to equality, respect for plurality, human rights and international humanitarian law (Art. 2 Decree 1038/2015). In other words, while the culture of peace component meant putting into practice of those values and citizenship construction, peace education was the appropriation of the competences and knowledge to make such living together possible.
The Decree 1038/2015 also developed more specific regulations pending on the subjects available at each different educational level, it declared the intention to include the topics of the Cátedra de Paz as part of the general state-exams that all Colombian high-schoolers complete in order to access their diploma and also underlined the responsibility of the Ministry of Education in providing capacity building for teachers in charge of the Lecture.
As highlighted above, the elements of territoriality and cultural specificities in each context were considered in the design of the Cátedra de Paz from the very beginning, leaving institutions at the basic and higher educational level the freedom to design the methods and particular contents of the Lecture.  This meant that we had a good degree of freedom in designing our training programme.  We needed, however to integrate this with our understanding of Many Peaces.  

Many Peaces in Education 
The framework proposed by Wolfgang Dietrich (2012, 2013, 2018) in relation to five different understandings of peace serves as a useful point of reference to extrapolate diverse forms of education. We further explain in this section how the Many Peaces have been helpful in deciphering the educational models in the concrete example of the training programme in Colombia and then we discuss how the applied elicitive conflict mapping was incorporated into the iPEACES programme. 

Modern Peace Education 
Within a transrational approach, the modern view of peace education is necessary but not sufficient (the same can be said for the other families of peaces articulated by Dietrich 2012).  Modern peaces have their place in peace education, and can promote global peace through a focus on knowledge, criticality, interpersonal skills, dialogue and community-building.  For example, writers such as Reardon and Cabezudo (2002), Bajaj and Brantmeier (2011), and Bickmore and Parker (2014) have developed peace education for international understanding, civic participation, democracy and critical thinking.  
Ultimately, hopes and aspirations for peace, from Kant and Locke to the end of the Cold War, as well as Enlightenment humanism, have coincided with what Pinker (2011) has called ‘the pacification process’ and the ‘long peace’.  Modernity, although not complete, and despite facing unprecedented challenges from globalised postmodernity and climate change, has a part to play in peace education when it addresses structural, cultural and symbolic violence in educational settings, wider society and global institutions. 
We were keen, therefore, in designing our peace education programme in Colombia to integrate knowledge, skills and techniques from modern approaches to conflict resolution (such as non-violent communication) into a wider holistic approach grounded in other forms of peaces.  We did not want to reject these methods as Western / colonising / overly-cognate, but neither did we want to stop there (Cremin et.al. 2018).  What the many peaces framework show us is that a transrational approach is grounded in rationality but is not limited to it and thus the pedagogies and curriculum should also be aligned with this approach.
Moral Peace Education 
Education’s explicit goal in most parts of the world, including in Colombia, is to educate morally and ethically grounded citizens.  Moral peace has a significant contribution to make to peace education when combined holistically with other perspectives.  When moral peaces intersect with modern peaces in systems of education, the result is rather limited.  When moral peaces intersect with postmodernity, the third of Dietrich’s families of peaces, more possibilities open up, including peer mediation, education for sustainability and global citizenship, and activism.  
Education and Postmodern Peaces 
Postmodernity is concerned with truth, especially the truth that arises when the ‘grand narratives’ of modernity are unpicked and deconstructed to reveal their monolithic and oppressive foundations.  Truth in postmodernity is liminal, contingent and contextualised, with peace and justice seized in moments of clarity, transcendence and relationality.  They are not once-and-for-all states in the ways promised by modernity.  This fits very well with Colombian territorial peace.  Postmodernity implies a shift in the way that justice and truth are viewed, with Frazer’s concepts of recognition and representation taking the place of redistribution as a primary focus of justice, and restorative justice and healing taking the place of procedural and punitive justice (e.g. Zehr, 1990, Johnstone and Van Ness 2011).  In this way of thinking, truth is always contingent, and justice can only truly be achieved by acknowledging that every view is a view from somewhere, and that local historicised perspectives need to be accessed in order to achieve authentic and lasting conflict transformation. Postmodern peace education is thus grounded in the idea that true justice lies in returning the heart and soul of conflict to the people most involved. Mediation and restorative justice in both schools and communities are good examples of this, and were included in our peace education programme design in Colombia for these reasons.  
Energy-oriented Peace Education 
Energy-oriented peace education supports young people to be less grounded in the ego and to move towards more harmonious, connected, and peaceful ways of being in the world.  It supports them to become agents of peace through their own practices of re-balancing, re-connecting and deepening awareness.  This is difficult within education systems that are characterised by disconnection, competition, judgement, coercion, violence and an over-reliance on the mind.  It is particularly important, therefore, that spaces are created for teachers to enjoy the same benefits of more harmonious, connected, and peaceful ways of being in the world.  Only if this is the case can young people truly be in a position to learn more peaceful ways of being.  There are examples of energy-oriented peace education in indigenous traditions, for example in North American the works of Brokenleg (1998, Brokenlerg and Brant 2013), and Regnier (1995). The incorporation of Native teachings helps students, “identify their own wholeness and health as part of a commitment to the health of mother earth” (Regnier 1995, 402). As McGaa, Eagle Man (1990) explains, Traditional Native beliefs promote the concept of “Mitakuye Oyasin”, or, “We are all related”. He adds that this principle teaches respect for mother earth, Great Spirit, other beings, and individual freedoms (ibid.).  
In Colombia, indigenous and energy-oriented educational practices and philosophies go hand in hand (Hernández 2004). Some have developed in highly violent contexts, where indigenous peoples have lived more intensely than non-indigenous the direct violence of the war (Peña 2019), the structural violence of poverty and political exclusion and the expressions of cultural violence such as racism (World Bank 2005). Indigenous peoples like the Koguis have integrated their holistic worldviews in the educational practices as a way of transforming social, political and environmental conflicts in their territories as well as a way of expression of their unique energy-oriented relationality (Osorio and Castro 2018). It is our longer-term goal to research indigenous traditions from Latin America, and to seek to integrate these as much as possible into our on-going work in Colombia.
Education and Transrational Peaces 
The fifth and final family of peaces identified by Dietrich - transrational peaces – is an integration of the previous four.  Transrational peace cannot involve simply imposing a ‘common-sense’ version of peace on the entire planet. Neither can it be grounded in utopian idealism or the fundamentals of the market. It involves everyone, and takes risk, humility, solidarity and transformation as its foundations. It needs to remain open-ended, and subject to adaptation to local circumstances, as well as holding on to inclusive and justice-oriented goals.  In 2018 Cremin and Archer suggested that transrational peace education, as an ideal, is hard to integrate into modern state-based systems of education.  We have listed their characteristics for transrational peace education here, not because it was possible to base our peace education program in Colombia in this paradigm, but in order to show what this might look like more generally. This is what the authors (Cremin and Archer 2018, 298) feel transrational peace education might look like: 
· Is voluntary throughout the life-course;
· Develops curious, confident, wise, compassionate and knowledgeable learners;
· Is aware that learning is always situated, contingent and relational;
· Integrates body, mind, heart and spirit;
· Enables learners to achieve wisdom through investigation, practice, reflection, and the linking of the cognitive and the affective 
· Draws on an infinite range of learning spaces, teachers and fellow learners;
· Honours the unique role of gifted teachers, who dedicate themselves to inspiring, stimulating, challenging, and accrediting learners;
· Supports each learner to find their own unique personal and social contribution; 
· Integrates learning that can be drawn from the academic disciplines, as well as skills, attitudes and knowledge needed for economic, social, psychological spiritual and cultural well-being;  
· Takes account of teachers’ and students’ wellbeing and need for inner and outer peace.  
To reiterate then, it is necessary to draw on a wider set of global peace families, and to avoid getting disastrously stuck in modern and moral aspects of peace, if education is to have a serious contribution to make to global peace and sustainability.  This is what we attempted to do in a limited way in the taster day for our iPEACES peace education programme for Colombian educators working towards territorial peace through the Cátedra de Paz. The taster day took the form of teacher training over one full day.  During this day, we engaged participants in activities and presentations grounded in the many peaces.  In brief, this was done in the following ways:
· Modern peaces:  Technical knowledge and skills-building for conflict literacy amongst teachers and students in schools, as well as an introduction to using restorative justice and peer mediation in schools.
· Moral peaces:  Training in the use of restorative justice and peer mediation to enable teachers to support young people to develop moral awareness, and to take greater responsibility for the resolution of conflict in their schools and communities in ways that take account of Colombian territorial peace.  
· Post-modern peaces: Presentations and discussion about the plurality of truth, and the ways that this can be accommodated in schools working towards territorial peace in Colombia. 
· Energy-oriented peaces:  The use of circles and games to integrate body, heart and spirit into this work as much as possible (although we wish to develop this further in the future).  
· Transrational peaces:  Looking closely at the intersections between the peaces, as well as combining them holistically, to get as close as possible towards transrational peace in Colombian schools.  

Elicitive Conflict Mapping (ECM) analysis for Peace Education in Colombia
We saw our teacher training as a small contribution to a much larger effort to peace building in Colombia and thus, aware of the complexities of the conflict, we aimed to design a programme that would also tackle the hopes for territorial peace, and the structural conditions that have triggered violence.   Dietrich’s elicitive conflict mapping (2018) can be put to good use here.  Although it is beyond to scope of this article to carry out an in-depth analysis of the conflict in Colombia, and the ways in which education may be implicit in it, we offer here some insights into the ways in which we used ECM to design the programme overall, and the taster day in particular.  
Using transpersonal psychology as a starting point, Dietrich (2018) adapts the notion of the multi-layered self to conflict analysis. He does so by first showing that all persons, as well as all conflicts, have a surface, an episode. In the words of John Paul Lederach (2003), the episode refers to the conglomerate of stories that conflicted parties tell about the happenings of the conflict, often involving different perspectives on who, where, when, why, how, and what of the conflict story. The episode is thus conflictive and in need of resolution. What authors such as Dietrich and Lederach point towards is the need to see beyond the different storylines – as important as these might be for the conflicted parties – towards the epicentre of conflict.  This involves going deeper into the layers of conflict that generate the energy behind it. For them, this is a decisive step in the difference between conflict resolution and conflict transformation, between finding solutions to problems and seeking to transform the relations that contribute to the conflict in the first place. 
Thus, in an elicitive spirit of inquiry, educators are encouraged to move beyond the material surface of the education projects, beyond the stated goals and methods of the curriculum and further inquire about the layers of the self that are being called upon to awaken curiosity and ignite the creative learning processes in all participants of the learning community, including students and educators themselves. In societies in transition, where students, teachers and non-teaching staff – as well as policy makers – could have suffered human rights violations and trauma, and / or participated actively in acts of violence, is necessary to ask how education might contribute to larger processes of conflict transformation and not only to conflict resolution.
An elicitive analysis of the conflict that underpins peace education in Colombia, therefore, suggests looking beyond curricula, policies and texts towards the layers of i) sexualities and families; ii) socio-emotional ties and communities; iii) mental constructs and societies; and iv) spirituality and the globe (Dietrich, 2018). Confronted with episodes of conflict and larger conflictive dynamics in schools, it is helpful to use the layers system to analyse if a particular conflict is located in one of the specific layers, and to begin there (Echavarría and Koppensteiner 2018, Unesco Chair for Peace Studies 2014). For us, ECM was a valuable tool for designing the training program and incorporating the key insights into its content and didactics.

Sexualities and Families
Immediately after the visible episode of conflicts in schools, transrational peace educators can use ECM to ask about the ways in which educational projects, ideas and programs influence the constellation of families and sexualities of students, teachers and staff, as well as parents. How do learning processes affect, shape or mould families and sexualities? Vice versa, questions could be raised about how family constellations and processes of sexual identification of the persons involved in the educational community play a role in the conflicts at school.
In our programme in Colombia, we included embodied methods of peace education in the taster training day with teachers, in line with restorative practices in schools that seek to understand what moves persons (pupils, teachers, staff and others) to deal with conflicts in negative and also positive ways (Cremin and Bevington 2017). Restorative practices put in their centre of attention the relationship that has been damaged or has suffered as a result of conflict, moving away from punishment and rewards. While many restorative approaches to schooling are verbal, such as nonviolent communication (Rosenberg 2005), in our programme we incorporated the principles of restorative approaches with body-centred methods of conflict transformation (Dietrich 2013). Through the use of body-oriented methods, such as theatre-based and elicitive danced-base exercises, we were intentionally engaging the body in the learning process. The body provides a different understanding and involvement than the mind or discourse about conflicts, making it easier for elicitive conflict transformation to be grounded in people’s lived experiences and their relationships among them (Dietrich 2013; Koppensteiner 2018). 

Socio-emotional ties and communities
A following layer of analysis and intervention in conflicts relate to socio-emotional ties, such as feelings, on the one hand, as well as the community as social group, on the other. Understanding that the need for social belonging and recognition is a natural intrapersonal dimension of being, this layer is fundamental to conflict transformation and learning. For educators, it is important to take account of the ways in which the school might be a grounding factor in the weaving of intrapersonal community relations. This is particularly important in societies in transition, especially where there have been large numbers of internally displaced persons (IDP), as in Colombia (CNMH 2013).  Community ties tend to be cut off, disrupted, and the loss of orientation frequently deprives persons of social interaction, cooperation and recognition. This leads to emotional harm, wounds and, if left unaddressed, sickness.
In thinking about how we designed our programme, therefore, we were at pains to take account of how conflicts in the socio-emotional ties and communities’ layers might require an additional effort towards socio-affective methodologies, which seek to create a stronger sense of belonging while providing emotional support, care and refuge. While school settings cannot be solely responsible for students’ wellbeing, we explicitly addressed these aspects of displacement and conflict dynamics in our discussions with educators. Facilitators in our programme were highly aware of the emotional ties and senses of belonging and community that many students were creating towards them and their peace education projects. 

Mental constructs and societies
When looking at conflict at schools through ideological lenses, it might be revealed that the philosophies that cut across curriculums, guidelines and educational programs are anchored in ideals about what a good life might be, what healthy democracies as well as appropriate power distribution in societies entail, who is entitled to what and how processes of state and institutional building should be organised. While awareness of the embeddedness of educational projects in these larger discourses might be well-understood, is important to remind educators of asking questions such as: How do conflicts at school reflect and also contribute to shaping more abstract and larger societal discourses about peace, war, democracy and education? Consciously integrating these concerns might offer a wider view on the ways in which conflicts at schools provide a window of understanding into larger societal dynamics and, likewise, also help educators see their role in conflict transformation in wider terms as they realize that their work plays a central role in the education of citizenship.
Mental constructs and societies immediately bring to mind processes of moving from peace to war in societies in transition, such as the signature of peace agreements, declarations of independence, cease-fire and the likes, as is the case in Colombia. In these different societal arrangements, there are always traces of negotiations, dissidences and larger conflict dynamics in the school yard. Educators might profit from bringing those larger processes of politics and negotiations in an explicit way into the classroom, also in forms of discussions and debate. 
In our training programme, we opened the floor for discussions about the interconnectedness between educational ideals, educational policies and these larger societal processes of peacebuilding. This implied having important debates and conversations with and among the educators about the ways in which peacemaking and peacebuilding in their classrooms were framed in the negotiation and later on post-agreement context. The voices, experiences and views of teachers and students whose parents have been in different sides of the war spectrum, as well as those undergoing processes of reincorporation and resocialization were highly valuable when spoken explicitly. 

Spirituality and the globe
The layers beyond the mind and society might require a stretch of the imagination, yet they are highly relevant to comprehend how conflicts – also at school – have a relationship with dynamics beyond our idealizations and touch on the most intimate spiritual dimensions. When seen in its intrapersonal dimensions, conflicts call on us to find the interconnections of actions, thoughts and patterns of behaviour that both serve as an explanation to and a trigger to conflicts beyond nation-states and supra-national institutions. How do conflicts at school reflect larger dynamics at the global level? Environmental and planetary concerns are of the highest importance here. In societies in transition, losing the ability to recognize the humanity in enemies is a major factor in the exacerbation of violence. Both dimensions at this larger layer are necessary for educators to find the interconnections between what is seen and evidenced in school settings and – simultaneously – tracing a line of relation inside and finding the connection to the outer part of being towards their common humanity. 
In Colombia, we were conscious that participants in our programme were likely to have gone through several generations of displacement of their ancestral territories, processes of colonization and decolonization, as well as wars among inhabitants of the same territory. Many have found in the awareness of spiritual and global dimensions of connection with (former) enemies, crucial input for reconciliation. In our programme, we aimed to foster conflict transformation strategies at school that promoted seeing and recognizing the humanity in others, with the goal of helping students, staff, parents and teachers reconnect with their common links of humanity. We discussed how societies in transition require the revival of those links beyond political identity divides if peace is to be sustainable. 
Henceforth, the ECM layers allowed us to touch on conflicts that are both located and influence: gender and sexualities, feelings, ideas and spirituality in the family, community, society and the globe. Together with the teachers, as we moved throughout the training day, we realised further potentials and limitations of the larger philosophical underpinnings of the educational models and the way they cut along conflictive layers in the Colombian post-agreement setting. Thus, our initial ECM analysis of the education helped us to design the iPEACES programme, but the decisive elements of the exact methods and – especially – the new transrational and plural content with which we enriched the iPEACES model, as well as the direction of the discussions during the training could only be co-created and decided with the participants in situ in Colombia. 

Transforming Conflict and Building Positive Relationships in Schools
Based on the above-mentioned analysis of how the Many Peace families and the layers of ECM could feed into transrational, holistic and integral pedagogies for the Cátedra de Paz in Colombia, for the taster day we designed a workshop that could bring the main insights derived from our analysis. As briefly mentioned in the introduction, 48 participants took part in the taster day, including teachers, staff, administration of private and public schools in the Metropolitan Area of Medellin. The workshop lasted the whole day and was held in a sports-hall in one of the local schools, where the tables and chairs could be moved freely. Simultaneous translation English-Spanish was provided as well as lunch for all participants. The infrastructure was given for both power point projection, discussion among participants and enough space for activities and theatre-games. 
The main components of the training “Transforming Conflict and Building Positive Relationships in Schools” included the following contents and didactics:
· Introduction about the conceptual and theoretical framework of the different types of violence followed by discussions with the participants about the ways in which these are experienced at schools
· Presentation and discussion of the iPEACE Model, calling attention to the peacemaking aspects of the approach 
· Restorative Approaches in Schools were introduced, hand in hand, with role players where participants were encouraged to put themselves in the position of different conflict parties in conflicts they could identify in their own school settings
· Mediation techniques and different circle methodologies were discussed and also show-cased with participants in light of their energetic and moral-oriented approaches to conflict transformation
· The iPEACES Model was put to consideration of the participants, who discussed the holistic approach to education in light of the legal requirements, as well as the needs and aspirations of the Cátedra de Paz
Throughout the day, we also facilitated several body-oriented exercises inspired in the Games for Actors and Non-Actors of Augusto Boal (2002), which enabled us to engage participants at fuller dimensions of being. For us, as facilitators, the full engagement of more-than-rational aspects in the taster day was a necessary aspect for cultivating the transrational approach and offering a workshop in which there was congruence between the conceptual and practical dimensions. 


Findings
Several months after completing the programme, we sent participating teachers in the training course a short qualitative survey. The responses were anonymous and gladly delivered in time for the writing up of this article. There were two primary teachers, a secondary teacher, and a coordinator of education provision in her area who returned the survey for us.[footnoteRef:5]   [5:  As a methodological note is important to highlight that while we had 48 participants during the training day, these included representatives of the municipality, the local public office for Education, NGO workers and representatives of different social organisations. Thus, when gathering the participants for the survey, we aimed to reach the teachers who were engaged and tasked with designing and implementing the Cátedra de Paz. In total the teachers during our training day were 11 persons, representing public and private schools in the Metropolitan area of Medellin. The survey was conducted in Spanish and the answers translated into English by the authors.] 

In answer to the question about how they understand territorial peace in Colombia, the teachers all focus on dialogue, plurality and community.  In various ways, they all stress the way that this is a dynamic process that goes from the individual to the group and back again.  Teacher Three talks about this as a ‘collective process’, and Teacher One notes that:
I understand it as a collective construction where all local people contribute to peace.  Working towards a good life (Span. buen vivir) is a process that draws on both individual and collective good will.   
Teacher One
Both Teachers Two and Four stress the dialogic nature of education for territorial peace in Colombia, and the ways in which it needs to enable a plurality of voices to be expressed.  Interestingly, this is not necessarily about resolution or conciliation, it is more to do with learning to live (well) with difference. Teacher Four sees this plurality of voices as grounded in different needs and expectations of society, whilst Teacher Three links territorial peace with feelings of indebtedness.  Although Teacher Three does not elaborate, it is interesting to reflect on what this indebtedness might entail. Presumably it is towards others also engaged in working towards peace, towards wider society, and perhaps even towards the land itself.  
All four teachers seem to value the iPEACES programme as a means of working towards peace from within classrooms (the ‘resignification of peace in schools,’ Teacher Two). It is seen as a tool for operationalising territorial peace in practical ways through empowering young people to resolve their own conflicts, and thereby supporting them to develop peacebuilding values, knowledge and attitudes for life.  From their own personal and professional point of view, the teachers also value the ways in which iPEACES enables them to reframe conflict in the classroom as a collective process, and one in which they can model listening and peaceful dialogue.  Teacher Four in particular expresses how she has deepened her practice through the opportunities this brings for conflict transformation (and not just conflict resolution).  She says that this has involved personal as well as professional reflection on her, “own being and being with others”.  
When asked about the benefits and challenges of the iPEACES model, the teachers once again return to notions of plurality. The diversity of voices, and sometimes their incommensurability, is seen as both a challenge and a vital factor of peacebuilding.  Teachers Two and Three both talk about the ways in which this plurality builds strength (“Enseñar a todos la Fortaleza”, Teacher Three), so that the expression and transformation of conflict in the classroom setting is framed as an important part of building resilience for territorial peace.  Teacher Four refers to the boys and girls in her class as “gestores de paz,” (Eng. breeders of peace) which implies in a metaphoric way that she sees her class as giving birth or already creating new forms of peace for their futures.  
All of the teachers see the iPEACES program that we developed as a vehicle for territorial peace, and as an effective way of delivering the Cátedra de Paz.  They note that it brings about territorial peace because it supports them to begin with their own context.  When asked directly about the links between territorial peace and the iPEACES programme, Teacher Four states that:
It makes it possible to see conflict as something inherent to human beings, something that enables change or transformation, even in the midst of crisis or tension.  It also highlights the beauty in human imperfection, and the ways in which mediation and dialogue can bring about transformation.
She goes on to say that this program has helped her to see herself as a woman who can generate processes of transformation, which is significant, given the daily exposure that she and her community face to situations of structural and direct violence.  

Conclusion
In concluding this article, we find how the framework of the Many Peaces helped us revise the original iPEACE model towards an iPEACES training tailored to teachers in Colombia. While the theoretical and conceptual ideas had already found a previous development (Cremin and Archer 2018), the specific characteristics of the Colombian conflict, and the challenges to the implementation of the 2016 peace accords had to be fully reflected upon and integrated into the design of the programme. We were especially careful with considerations about the previous developments of peace education in the country and particularly with the Cátedra de Paz task that educators had been charged with developing and implementing in their own institutions.
One of the most significant elements in the adaptation and re-creation of the iPEACES model to Colombia meant to move towards the five peace families’ categories outlined by Dietrich. Along the lines of transrational peaces’ approaches, we integrated the modern principles of conflict resolution, as they are also needed in the particular post-agreement setting in Colombia, yet we twisted them towards the more-than-rational elements of energy-oriented approaches. Inspired in indigenous worldviews, we included local elements already present in the soil of the peace infrastructures available in the Colombian context. Probably one of the most meaningful components was the incorporation of mediation and peer techniques as restorative approaches beyond the purely moral reading of conflict dynamics. 
As discussed in the second section, we further relied on the ECM layers of analysis to design our facilitation in the training. While we were aware that our role as facilitators of the programme was different from being facilitators in the conflict, we utilized insights from the conflict analysis of the layers to introduce didactical tools in the training. Being aware of the contextualization of post-agreement Colombia, the involvement that generations of teachers, students, staff and other educators have had in the war and the peaces processes meant that discussing conflicts in school was also seen as part of larger political debates on peace infrastructures. Moreover, the layers’ analysis helped us orient the design of the training towards considering the participants in a holistic way. We moved from only providing training based on cognitive approaches to peace education, towards embracing the participants’ subjectivities in all their complexities, including the physical, emotional, and spiritual layers in direct relation to conflicts. 
Results from the surveys conducted with participants underlined how teachers see in the Cátedra de Paz an increasingly wider opportunity to implement territorial peace, and how the iPEACES model has been helpful in deepening their understanding and techniques to build it. Their testimonies also show that educators might rarely conceive themselves as conflict and peace workers, yet they are aware – and many proud – that education is an intervention in the conflictive and often violent realities of students within and outside the classroom. Teachers’ responses help us further as scholars to observe how accessing teachers’ potential as peace and conflict workers might be a much-needed perspective in capacity building programmes, especially in transitions between war and peace. A further line of investigation that we envision is thus to work, cultivate and unpack the profile of the educational peace worker (‘Edu-Peaceworker’) and the similarities and differences from other conflict workers in the field of post-agreement peacebuilding. As we listened to the teachers during and after the training, they face specific challenges and opportunities for conflict transformation whose potential for eliciting peace needs to be further understood by educational and peace research and their potential for transformation further supported and tapped into.
The complexities of the Colombian post-agreement situation, which shows worrying acts of violence against particular social groups - such as human rights organisations’ leaders – and an increasing rejection and erosion of public trust in the agreements (Echavarría et. al. 2019), has continued to accompany the teachers that we trained with in Colombia. We hope that these teachers and others can continue to develop territorial peace through the iPEACES model, and that many peaces can be sustained in and beyond the school yards of Colombia.
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