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Abstract
In 2005, Kitson and McCully introduced the ‘risk-taking’ continuum, representing the multiple ways in which 
teachers in post-conflict societies deal with the history of conflict in the classroom. ‘Avoiders’, at one 
extreme, refrain from teaching the violent past, while at the other extreme ‘risk-takers’ analyse multiple 
perspectives on what happened and why. Since their seminal study, scholars have increasingly studied the 
challenges and opportunities related to teaching the violent past. Yet, so far no study has empirically tested 
and applied the continuum. Drawing on a survey of 558 secondary school teachers in post-conflict Ambon, 
Indonesia, we analyse the proportion and characteristics of ‘risk-takers’ as compared to ‘avoiders’. Our 
results show that ‘risk-takers’ represent a slim majority. While ‘risk-taking’ is associated with political interest 
and higher levels of education, teachers who suffered much harm during the conflict, whose students belong 
to a religious group other than theirs and/or those who think conflict causes have been addressed are less 
supportive of conflict history teaching.
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Introduction

A major challenge for countries coming out of conflict is preventing conflict from recurring. In 
recent years an increasing amount of scholarship and academic debate has focused on transitional 
justice and the role of education in reducing the risk of conflict recurrence (Bellino et al., 2017; 
Cole, 2007; Cole and Barsalou, 2006; Ramírez-Barat and Duthie, 2015). Crucial questions include 
whether to address a country’s conflict history and legacies within an education context, and if a 
country decides to do this, how to do so in a constructive and peace-promoting way (Kuppens and 
Langer, 2016; Paulson, 2015; Skårås, 2021). The emerging consensus seemingly tilts towards 
favouring the integration of a country’s violent history within the education system. Indeed, most 
peace education and transitional justice scholars argue that the failure to do so will impair the long-
term processes of reconciliation and peacebuilding (Cole and Barsalou, 2006; Paulson, 2015; 
Paulson and Bellino, 2017). The idea of ‘looking forward’, often used to motivate a culture of 
silence or discourse of forgetting, Gellman argues in reverse, ‘precludes doing so with an under-
standing of what caused the war and how it played out’ (Gellman, 2015). Teaching younger genera-
tions about the root causes and consequences of their country’s conflict, by contrast, provides what 
Davies calls a ‘dual gaze’: students look back to past abuses to prevent their recurrence in the 
future (Davies, 2017). These scholars also argue that teaching about the violent past is necessary to 
help mediate and contextualize the selective and uncritical knowledge about the conflict that young 
people would otherwise develop on their own (Barton and McCully, 2007; see also Bar-Tal and 
Rosen, 2009). Importantly, students themselves are also willing to learn about the violence that 
affected their communities, at least in the case of Kenya (Lauritzen and Nodeland, 2017).

However, to teach the history of conflict effectively, it is crucial that teaching ‘entails a his-
torical enquiry of multiple perspectives rather than representing history as a collection of facts 
or indisputable truths’ (Kuppens and Langer, 2016: 155; see also McCully, 2012; Yogev, 2012). 
By legitimizing other perspectives and critically examining one’s own views, perceptions and 
understandings, conflict history education can foster mutual understanding and empathy among 
formerly conflicting groups and sections of society, as well as encourage student agency, debate 
and critical thinking (Kuppens and Langer, 2016; McCully, 2012; Salomon and Nevo, 2002; 
Yogev, 2012).

Still, in societies emerging from violent conflict, the fear to destabilize a fragile peace often 
precludes any attempt at addressing and teaching the violent past (Bentrovato, 2017; De Baets, 
2015). Usually, disagreement and discussion over the questions why violence occurred and who is 
to blame persist between groups previously in conflict, resulting in a culture of silence (Bar-Tal 
et al., 2014; Kuppens and Langer, 2016). As time passes, some post-conflict governments do con-
sider the time ripe to integrate their ‘difficult history’ and address the dilemma of their ‘active past’ 
– a past with implications for the present – in the words of Yogev (Yogev, 2012: 185). In South 
Africa, for instance, the history of Apartheid was still omitted from the first post-Apartheid 
curriculum revision in 1996, but integrated from 2003 onwards (Bentrovato and Wassermann, 
2018; Tibbitts and Weldon, 2017).

While some teachers in post-conflict societies may support a policy to address their country’s 
conflict history within schools, other teachers may feel reluctant to support such a policy, both for 
personal, educational and/or other reasons (For case studies see e.g., Goldberg, 2017 on Israel; 
Kello and Wagner, 2017 on Estonia; Kuppens and Langer, 2016 on Côte d’Ivoire; Shepler and 
Williams, 2017 on Sierra Leone and Liberia; Zembylas et  al., 2016 on Cyprus). Studies show,  
for instance, that teachers fear raking up socio-political tensions and reviving students’ (and their 
own) painful and traumatic experiences (Barton and McCully, 2007; Tawil and Harley, 2004). 
Among those who support doing so, moreover, many feel ill-prepared (Kuppens and Langer, 2016; 
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Zembylas and Kambani, 2012). Besides reluctance, there might be outright opposition. When the 
government of Cyprus replaced the educational policy of ‘I don’t forget’ with a policy of ‘Peaceful 
Coexistence’ in 2008, many of the teachers who felt uncomfortable with the idea of reconciliation, 
refused implementing it (Zembylas et al., 2016). Kitson and McCully (2005) hence identified three 
types of teachers when it comes to teaching conflict history. The ‘avoider’, first, prefers staying 
clear from any controversy and thus silences the violent past. The preferences and actions of the 
‘avoider’ stand in stark contrast to those of the ‘risk-taker’, who actively engages his/her pupils in 
the study of different perspectives on the conflict aiming to analyse its roots. In between ‘avoiders’ 
and ‘risk-takers’, there are the ‘containers’. These teachers do not fully steer away from contro-
versy, but at the same time want to avoid creating tensions and resuscitating trauma by taking the 
sting out. One way of doing so could be to teach parallel topics that deal with similar conflict 
dynamics, but in distant contexts (Kitson and McCully, 2005).

Since its publication in 2005, Kitson and McCully’s seminal work has been widely cited. Yet, 
while the continuum has great potential for being used as a heuristic to measure teacher support for 
educational policies that promote reconciliation by integrating conflict history in the curriculum of 
conflict-affected societies, the framework has – to the best of our knowledge – not been used as 
such. Indeed, most studies that build on their work, and most of the wider literature for that matter, 
are qualitative in nature (For exceptions, see Kuppens and Langer, 2016; Zembylas et al., 2016). 
While these studies have greatly advanced our understanding of the challenges and opportunities 
related to teaching the violent past (for reviews, see Paulson, 2015; Skårås, 2021), a quantitative 
approach is better suited to empirically test and apply the continuum. By systematically examining 
larger teacher populations, moreover, we can also learn more about the characteristics of ‘risk-
takers’, ‘containers’ and ‘avoiders’. Whereas Kitson and McCully (2005) suggested a set of traits 
and contextual factors that could explain teachers’ position on the continuum at the individual, 
school and societal level, empirical evidence nonetheless remains thin.

An important objective of our paper is therefore to assess the distribution of teachers along  
the ‘risk-taking’ continuum and test a set of hypotheses regarding the profiles of ‘risk-takers’, 
‘containers’ and ‘avoiders’. Besides examining differences between teachers in terms of gender, 
ethnicity, religion and age, we will test whether (1) the quality of teacher training, (2) political 
interest and support for the government in power, (3) their perceptions of current-day peace,  
(4) their lived experiences during conflict and (5) teachers’ minority/majority status compared to 
their colleagues and students affect their position on the continuum.

It is important to note at this point that we do not assume that teachers whom we position as 
‘risk-takers’ will de facto contribute to fostering reconciliation among their pupils – an implicit 
assumption of the ‘risk-taking’ continuum. In their article, Kitson and McCully (2005) largely 
presume that being a ‘risk-taker’ is beneficial. The ‘avoider’, in contrast, is construed to be pejorative. 
Although we share the authors’ normative stance regarding educators’ role in fostering reconcilia-
tion, we agree with Harris and Clark (2011) that the positive connotation of being a ‘risk-taker’ 
overlooks possible unintended consequences that follow from, for instance, teachers’ unconscious 
biases (see for instance Barton and McCully, 2005 on Northern-Ireland; Korostelina, 2015 on 
Ukraine; Zembylas et al., 2016 on Cyprus) or teachers’ naiveté over their abilities to deal with the 
resurfacing of trauma and tensions. We thus refrain from making any claims regarding their abili-
ties to fulfil the roles associated with their position on the continuum.

We make use of a large-scale survey conducted among 558 secondary school teachers from 21 
secondary schools in Ambon, Indonesia. Because of the democratic shift (reformasi) following the 
collapse of Suharto’s authoritarian New Order regime in May 1998, there were upsurges in Islamist, 
separatist and communal violence across Indonesia, which were motivated by socioeconomic, 
political and territorial grievances. Underlying these grievances were, among others, the New 
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Order’s imposed policies of development and transmigration (Schulze, 2017; Tajima, 2014). On 
the island of Ambon, notably, clashes occurred in 1999 between local Christian Ambonese and 
Muslim migrants from Sulawesi descent. Although fighting ended in 2002, the island of Ambon 
remains de facto segregated until today (Ansori et  al., 2014). School curricula are silent with 
respect to the island’s past of interreligious violence, even though revised curricula do address 
issues related to religious diversity. This makes the case of Ambon highly instructive for studying 
teachers’ stances towards dealing with the violent past.

The paper will proceed as follows. In the next section we will present Kitson and McCully’s 
(2005) ‘risk-taking’ continuum and develop our hypotheses. Section 3 provides some background 
information concerning Ambon’s conflict history and its impact on the education system. Section 
4 then discusses our empirical methodology, while Section 5 presents the main findings of our 
analysis. Section 6 concludes.

Risk-taking continuum

The original ‘risk-taking’ continuum was developed in the aftermath of the introduction of the 
1991 Northern Ireland curriculum – 7 years prior to the signing of the Good Friday Agreement. 
Whereas teachers previously were likely not to have taught any Irish history at all, the new curricu-
lum included learning about the country’s past up until 1922. Beyond that year, teachers were 
recommended to actively link past and present, but only three out of seven textbooks then in use 
assisted teachers in doing so (Kitson and McCully, 2005). Kitson and McCully (2005) thus 
observed some teachers implementing the recommendation by making as many connections 
between the past and present as possible, while others abstained from doing so. Their observations 
resulted in the ‘risk-taking’ continuum (see Figure 1). On the left hand side, they positioned the 
‘avoiders’, that is, teachers who avoided any controversy regarding the past. ‘Risk-takers’ were 
on the opposite side. These teachers consciously encouraged students to engage with different 
perspectives and connected the past to lived realities and challenges in the present.

In between ‘avoiders’ and ‘risk-takers’, they situated the ‘containers’. These teachers are open 
to teaching about the history of conflict, but remain wary of emotional fallout. In other words, they 
avoid ‘stirring things up’ by challenging particular perspectives through role-play or going to the 
roots of the controversy (as ‘risk-takers’ would do). Yet, they would encourage their students to 
engage with multiple perspectives on a politically and emotionally distant conflict. This strategy is 
not unique to Northern Ireland. On the contrary, it is rather common to include the study of violent 
conflict that is far removed from the national context in the curriculum (see, for instance, Kuppens 

Figure 1.  ‘Risk-taking’ continuum (Kitson and McCully, 2005: 35).
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and Langer, 2016 on the curriculum in Côte d’Ivoire, which discusses the Biafran and Rwandan 
conflicts).

To discern ‘risk-takers’ from ‘avoiders’, the framework looks at teachers’ perception of the 
purpose of teaching about the history of conflict. Notably, ‘avoiders’ do not consider the social 
utility of history education in contrast to ‘risk-takers’ (Kitson and McCully, 2005). Studies in the 
field of history education more generally similarly show that there are significant differences 
between history teachers in terms of their epistemic beliefs (Sakki and Pirttilä-Backman, 2019). 
Epistemological beliefs also help to set apart the ‘avoider’ from the ‘container’, even though Kitson 
and McCully (2005) do not reflect on the latter’s beliefs explicitly. Yet, it is less clear how the 
perceived social utility of teaching conflict history can help us distinguish between the ‘container’ 
and the ‘risk-taker’. More than epistemological beliefs, it seems that teachers’ discomfort differen-
tiates these two types of teachers from one another. In the words of Harris and Clarke (2011), 
teachers ‘may feel comfortable in their understanding as to why a particular topic [here conflict 
history] ought to be taught, but lack confidence in their levels of subject knowledge to teach it, or 
feel uncomfortable with how to handle potential pupil responses’ (p. 168). They therefore consi
dered a confident-uncertain-uncomfortable continuum more useful to categorize teachers with 
respect to their stance on teaching sensitive issues (in their case cultural and ethnic diversity in the 
United Kingdom). In our opinion, their continuum could complement, rather than replace, the 
framework of Kitson and McCully (2005).

Teachers’ epistemological beliefs, Klein (2017) in turn argues, are informed by their content and 
disciplinary knowledge, social identity, classroom experiences and their practical concerns. 
Similarly, Kitson and McCully (2005) reflect on the role of class, religion, ethnicity, academic abi
lity and/or teacher training, as well as on the role of cultural background and personal biography. 
The authors also take the larger school environment into consideration, anticipating an impact of 
school composition (multicultural/monocultural), type, location (urban/rural) and attainment 
(high/low). There is surprisingly little systematic research however that has studied the actual 
effects of these factors. Whereas qualitative case study research provides some relevant insights in 
this respect (see, for instance, Kello and Wagner, 2017; Korostelina, 2015 on the role of ethnic 
group belonging; Chhabra, 2017; Tibbitts and Weldon, 2017 on the role of teacher training), we 
want to identify patterns in the distribution of teachers in post-war Ambon regarding their stance 
towards teaching about the violent past and explore a number of hypotheses that could explain their 
position without making any causal statements provided that our data is observational in nature.

Hypotheses

Our first hypothesis focuses on teachers’ educational background and experience. Teacher training 
and education programmes are crucial for equipping teachers with the necessary paedagogical 
skills and knowledge to become effective teachers (Sayed et al., 2018). Yet, in many countries, 
including in Indonesia, there is considerable variation in the level of qualification and experience 
between different teachers. Indeed, in many post-conflict countries, a substantial proportion of 
teachers may have never received proper teacher training and educational reforms usually include 
minimal teacher training (see Carter, 2007, for a study on teacher training in Northern Ireland). As 
a result, teachers often lack the necessary paedagogical skills and knowledge to deal with sensitive 
topics such as a country’s past violence in an appropriate way. In India, notably, Chhabra demon-
strated that private school teachers were more likely to accept the new 2005 curriculum on the 
1947 partition of British India (Chhabra, 2017). Having earned history degrees from well-known 
universities, they had been exposed to alternative perspectives, in contrast to government teachers 
whose knowledge of the event was based on old textbooks and social discourse. Building on these 
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insights, we thus hypothesize that the level of teacher training impacts teachers’ position on  
the ‘risk-taking’ continuum, notwithstanding variations in quality between teacher training pro-
grammes of institutions of higher education.

Second, research shows that teachers’ political interest matters (Bar-Tal and Harel, 2002). In 
Côte d’Ivoire, notably, teachers who were more interested in politics were more likely to discuss 
the causes and consequences of the Ivorian conflict in their classrooms than teachers with lower 
levels of political interest. Their political leaning had an effect too with teachers supporting the 
government in power being more open to teach about the violent past in contrast to those who did 
not support the president (Kuppens and Langer, 2020). In accordance with these results, we hypo
thesize that teachers’ political interest, as well as teachers’ support for the current government 
increases ‘risk-taking’ practices.

Third, insights from Cyprus show that teachers who are more positive towards the peacebuild-
ing and reconciliation process are more supportive of teaching the violent past (Zembylas et al., 
2016). Teachers who deem society to be reconciled, may think of the violent past as less controver-
sial. Our third hypothesis therefore posits that ‘risk-taking’ is more frequent among teachers who 
consider that the causes of conflict in Ambon have been addressed (hypothesis 3).

Fourth, it is widely accepted that experiencing violent conflict usually causes deep psycho
logical scars. Out of fear to rekindle their own or students’ trauma and pain, many teachers in post-
conflict societies have been found to be extremely reluctant to teach about the violent past 
(Clarke-Habibi, 2018; Davies, 2016; Zembylas et al., 2016). While current-day secondary school 
students in Ambon did not directly experience the conflict, most teachers did. Hence, we hypo
thesize that teachers who have been more severely affected by past violence are more likely to 
avoid teaching about the violent past.

Besides resuscitating trauma, finally, case studies show that teachers dread criticism and objec-
tions from colleagues, pupils and/or the school administration, as well as from parents (Cole and 
Barsalou, 2006; Kuppens and Langer, 2016; Weinstein et al., 2007). This is especially the case 
when teachers do not belong to the ethnic or religious group that constitutes the majority in their 
school and/or community. Indeed, teachers – like school administrators, pupils and parents – may 
have very biased or distorted views of their country’s history and causes of the conflict, which may 
prevent them from constructively and objectively addressing their country’s conflict history (Cole, 
2017; Kuppens and Langer, 2020). In such a climate, teachers belonging to the minority within a 
particular school may be less inclined to ‘take risks’ (whether consciously or not) out of fear to be 
perceived as partial and, in turn, receive complaints (or worse) on behalf of colleagues, students 
and/or parents belonging to the majority group. We test two sub-hypotheses in this respect differ-
entiating between minority-majority dynamics within the teacher corps (hypothesis 5a) and the 
student body (hypothesis 5b). In both cases, we expect that teachers who are a religious minority 
– the main fault line in Ambon – vis-à-vis their colleagues (hypothesis 5a) as well as vis-à-vis their 
students (hypothesis 5b) are more likely to ‘avoid’ the history of conflict in the classroom. It is 
important to note here that as a result of the inter-religious violent conflict, Ambon has become 
religiously segregated and hence many schools are fairly homogeneous in terms of the religious 
make-up of their students and teachers’ corps.

In sum, we derive the following hypotheses:

-	 H1: Higher educational degrees will be associated with higher ‘risk-taking’.
-	 H2a: Higher political interest will be associated with higher ‘risk-taking’.
-	 H2b: Higher support for the president in power will be associated with higher ‘risk-taking’.
-	 H3: Positive perceptions of the peace process in Ambon will be associated with higher 

‘risk-taking’.
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-	 H4: More harm suffered during conflict will be associated with lower ‘risk-taking’.
-	 H5a: Belonging to a religious group other than the majority of teachers will be associated 

with lower ‘risk-taking’.
-	 H5b: Belonging to a religious group other than the majority of students will be associated 

with lower ‘risk-taking’.

Before expanding on our empirical analysis, we will first provide some background information 
on the case of Ambon.

Education and conflict in Ambon

The conflict in Ambon lasted from 19 February 1999 until 2002 and costed the lives of an esti-
mated 1500 people (Karim, 2018). Ambon, located on the island of the same name, is the capital 
city of the Eastern Indonesian province of Maluku (Moluccas). Whereas Muslims have always 
constituted the majority nationally, on the island of Ambon, where Christianization was encour-
aged by the former colonizers, there used to be a precarious balance of Muslims and Christians 
living together. Throughout the New Order regime of General Suharto (1965–1998) the demo-
graphic balance shifted significantly however, due to the regime’s transmigration policies that 
encouraged relocation from more to less densely populated areas. Between 1975 and 1990, nota-
bly, Maluku saw the influx of 139,465 transmigrants, mainly Muslims from Sulawesi, and in 
particular Bugis, Makassarese and Butonese (BBM), descent (Bertrand, 2004; see also Schulze, 
2017). To encourage relocation, the state appropriated Ambonese ancestral lands and put them 
to use for incomers. The latter also received tools and seed from the government, which was 
largely perceived as unfair locally (Schulze, 2017).

In the 1990s, rising unemployment and the Law on Village Governance further increased ten-
sions between the island’s original inhabitants and recent newcomers. The new administrative 
reform removed power from customary leaders, handing it to public servants affiliated with the 
central state (Schulze, 2017). Over time, more and more important public functions were occupied 
by Muslim migrants – a process that would allegedly have started after the appointment of Akip 
Latuconsina as first Muslim governor (van Klinken, 2001; also see Turner, 2006; van Klinken, 
2007). In 1996, notably, all district heads were Muslim. The perceived ‘Islamic Nepotism’ (Goss, 
2000: 15) exposed the religious fault line between Muslim migrants and locals of Christian 
Ambonese descent. Despite growing resentment, Suharto’s coercive grip nonetheless ensured that 
these tensions did not materialize into violent conflict (Tajima, 2014).

Violence eventually erupted in January 1999, not long after the fall of General Suharto’s New 
Order regime and only few months prior to democratic elections. What was left of the security 
forces was no longer able to quell the riots (Panggabean, 2018), and the transition from authoritari-
anism to democracy (reformasi) combined with a shift towards decentralization of power (desen-
tralisasi) constituted a ‘critical juncture’ for groups to assert themselves and defend their interests 
in the new power constellations (Barron et al., 2016; Bertrand, 2004). The violence started with a 
dispute between a Muslim Bugis and a Christian Ambonese minibus operator at a bus terminal 
(van Klinken, 2001). Although the dispute would have concerned only a trivial issue, it was sym-
bolic of the rivalry between the Muslim migrants and Christian Ambonese, and communal riots 
soon followed (Adam, 2010; Al Qurtuby, 2016; van Klinken, 2007). While resentment between 
local and migrant populations had been at its core, the conflict soon acquired openly religious 
undertones with the involvement of Jemaah Islamiyya (JI), Kompak and Laskar Jihad. As a result, 
Muslims recasted the conflict as a ‘Perang Sabil’ or ‘war in God’s cause’, while Christians came 
to think of it as a ‘Perang Salib’ or ‘Crusade against Muslim foes’ (Al Qurtuby, 2016).
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To end the conflict, representatives from both the Christian and Muslim communities met. In 
2002, they signed the Malino II Peace Agreement, which consisted of eleven action points, inclu
ding efforts aimed at maintaining positive and harmonious relations between all religious commu-
nities in Maluku (Al Qurtuby, 2016; Ernas, 2012). Since, Ambon has been host to both the national 
Quran recitation competition and the national church choir competition (Bräuchler, 2019). Such 
initiatives are reminiscent of Ambon’s former pela relations and alliance system that tied together 
villages of different religious denominations to ensure interfaith harmony (Schulze, 2017). Still, 
tensions persist (Al Qurtuby, 2015). Between 2002 and 2012, for instance, there were no less  
than 34 violent incidents (Barron, 2019). And, instead of living together, Ambon remains de facto 
segregated (Ansori et al., 2014).

The violent conflict also impacted Ambon’s education system. At the time of the conflict, student 
enrolment rates dropped sharply across all educational levels and infrastructure was severely 
damaged, slowing down post-conflict resumption of schooling too (The World Bank, 2014). More 
fundamentally, the conflict has affected school composition. Indeed, schools in Ambon have 
become increasingly segregated, both at the level of students and teachers (Alpha Amirrachman, 
2014). With respect to the curriculum, there are currently no official teaching materials available 
or in preparation concerning the causes, dynamics and history of the violent conflict in Ambon. 
The Indonesian Ministry of Education did make civic and character education mandatory, not only 
as a stand-alone subject, but as cross-curricular content too (see Khairunisa and Wahab, 2019). The 
subject addresses five core themes, including religiosity, integrity, nationalism, independence and 
mutual cooperation (Komara et al., 2021).

Methods

Sample and data collection procedure

Our empirical analysis is based on a survey of 558 secondary school teachers (out of a total popula-
tion of 1900 teachers in the city of Ambon) conducted by the Centre for Research on Peace and 
Development of the KU Leuven in the city of Ambon over the course of 3 months in the summer 
of 2019–17 years after the formal ending of the conflict.1 To select teachers for participation in our 
survey, we made use of a cluster-design, inviting all teachers within selected secondary schools, 
irrespective of subject taught, to participate. It is worthwhile to note in this respect that many studies 
in the field of education and reconciliation focus on history teachers in particular. In Indonesia, 
however, all teachers are expected to contribute to fostering national unity and pluralism. Issues 
related to religious diversity, moreover, which are directly related to the country’s history of inter-
religious strife, are taught as part of the civic and character education course, which any teacher 
can be in charge of.

Out of all official senior secondary schools in the city of Ambon (N = 60), we randomly selected 
a sample of 21 schools after stratification by neighbourhood, religious denomination and size.2 All 
principals in charge of the selected schools agreed to participate. The selected schools were spread 
across Ambon city, as visualized by Figure 2.3 The sample included eight public senior high schools 
(five offering the general track and three vocational schools), five private senior high schools with-
out any religious affiliation (three providing the general track and two vocational schools), two 
Islamic senior high schools (one providing the general track and one vocational school), four 
Christian senior high schools (three providing the general track and one vocational school), as well 
as one public and one private madrasah aliyah. The smallest school was attended by 39 students, 
whereas 888 students attended the largest school (average of 397 pupils per school).
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The first author visited each school to explain the study’s goals and procedures, emphasizing 
voluntary participation, right to withdraw and confidential treatment of all data collected, prior to 
data collection. While there was only a handful of teachers who did not consent to participate, not 
all 735 teachers employed by the selected schools were present on the day of the visit, resulting in 
a response rate of 75.92% (558 respondents) for our field survey – note that schools were only 
visited once for data collection purposes. The absence of teachers was due to concurrent activities 
taking place in Ambon during the time of data collection, including festivities for Independence 
Day, the inauguration of the City of Ambon, and the annual Darwin-Ambon Yacht Race, which 
involved student exhibitions and art performances. In most schools, the survey was administered 
to teachers in their school’s common room during teaching breaks (at times, the school principal 
preferred to arrange a specific time slot for completion). The language of the questionnaire was 
Bahasa Indonesia, the official language and language of education. Teachers completed the survey 
on tablets (Samsung Galaxy Tab A 10.5), using the software package Qualtrics (Qualtrics LLC, 
Provo, UT; version June 2019), which allows for offline data collection. The average duration of 
the survey was 66 minutes. After completion, teachers received a small amount of phone credit as 
a token of appreciation.

As expected, most surveyed teachers (85.1%) were familiar with the subject of civic education. 
In terms of gender, the majority of teachers (75.81%) in our sample were female (see Table 1), 
which is representative of the overall teacher population in Ambon (Statistics of Ambon 
Municipality, 2019). The average age of the respondents was 40.8 years old (SD = 10.3). Most 
teachers had been teaching for many years (M = 13,8 years, SD = 9.1). There were more Christian 

Figure 2.  Distribution of selected schools across the city of Ambon (inhabited areas in grey).
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(78.9%) than Muslim (21.2%) teachers. With respect to ethnicity, most of our respondents were of 
Ambonese descent (82.26%). This supports previous findings from van Klinken (2007) who studied 
the ethnic background of civil servants. Butonese, Bugisnese and Makassarese (i.e. the BBM 
group) and other ethnic groups comprise respectively 9.9% and 7.9%. The latter group consisted 
mostly of Toraja (South Sulawesi descent), followed by Minahasa (North Sulawesi descent), and 
Dayak (originally from Kalimatan). While most teachers from Ambonese descent were Christian 
(88.7%), some Ambonese teachers practiced Islam (11.3%). Among the BBM group, 96.3% was 
Muslim and only a fraction was Christian (3.71%). Among the group ‘other ethnicities’, most 
Toraja and Minahasa were Christian, whereas the Dayak teachers identified as Muslim.

Table 1.  Descriptive statistics (n = 558).

Variables Categories Freq. (%)

Sex Male 135 (24.2)
Female 423 (75.8)

Ethnicity Ambonese descent 459 (82.3)
Butonese, Bugisnese, and Makassarese (BBM) 55 (9.9)
Other ethnic groups 44 (7.9)

Religion Muslim 118 (21.2)
Christian 440 (78.9)

Civil servant status Civil servant 345 (61.8)
Contract teacher 213 (38.2)

Teacher certification status Certified teacher 261 (46.8)
Not certified teacher 297 (53.2)

Education degree Senior high school degree 3 (0.5)
College diploma 11 (2.0)
Bachelor’s degree 481 (86.2)
Master’s degree 63 (11.3)

Experience teaching civic education Never 83 (14.9)
Experience teaching civic education 475 (85.1)

Political interest A lot 60 (10.9)
Somewhat 306 (55.5)
Just a little 80 (14.3)
Not at all 105 (18.8)

Trust in president A lot 407 (73.5)
Somewhat 121 (21.7)
Just a little 26 (4.7)
Not at all 0 (0.0)

Peace perceptions
  Causes NOT fully addressed Completely agree 25 (4.5)

Agree 114 (20.4)
Neither agree, nor disagree 104 (18.6)
Disagree 233 (41.8)
Completely disagree 82 (14.7)

  Teacher-teacher religious minority Yes 44 (7.9)
No 514 (92.1)

  Teacher-students religious minority Yes 64 (11.5)
No 494 (88.5)

Source: Authors’ survey data collection.
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Since there was a strong association between ethnic and religious group belonging (Cramer’s 
V = 0.621, p < 0.001) and in light of the particular conflict dynamics on the island largely opposing 
Ambonese Christians to BBM Muslims, we constructed a variable for each group that will be used 
in further analyses. Although we recognize that identities are more fluid, this approach was pre-
ferred to including interaction effects in the analyses because of the relatively small size of the 
sample (and of particular groups, such as Christian BBMs).

Measures

The survey questionnaire was designed by the research team to capture teachers’ attitudes towards 
conflict history teaching, multicultural and citizenship education – in the current study we mainly 
build on 10 questions related to the first topic. Some of the questions were based on earlier studies 
in the field (Kuppens and Langer, 2016; 2020; Zembylas et al., 2016). Prior to data collection, the 
questionnaire was tested in a pilot.

Predictors
‘Quality teacher training’.  Using educational attainment as a proxy of quality teacher training, 

this variable is measured by the question: ‘What is the highest educational degree which you 
have completed?’ There were five response categories: (1) High school; (2) College diploma; (3) 
Bachelor’s degree; (4) Master’s degree; and (5) Doctoral degree. Because only few respondents 
had a high school or college degree, we recoded this variable into a binary variable, distinguishing 
between (0) Bachelor’s degree and (1) Master’s degree.

‘Political interest’.  Political interest was measured using the question ‘How interested are you in 
politics?’ with a 4-point scale ranging from 1 = Not at all, 2 = Just a little, 3 = Somewhat, to 4 = A lot.

‘Support president’.  Trust in the president was used as a proxy to measure support for the 
president in power. Like ‘political interest’, the answer scale consisted of four categories ranging 
from ‘Not at all’ to ‘A lot’.

‘Peace perceptions’.  Teachers were asked to indicate to what extent they agreed with the state-
ment ‘The causes of conflict have been fully addressed’, using a 5-point Likert scale ranging from 
‘Completely disagree’ to ‘Completely agree’.4

‘Harm suffered’.  To capture the impact of conflict on teachers’ personal life, we used the fol-
lowing item: ‘To what degree were you, your family, or friends harmed by the conflict in Ambon?’ 
The answer scale consists of an 11-point scale, in which 0 is ‘not impacted at all’ and 10 represents 
‘severely impacted’.5

‘Teacher-teacher religious minority’.  This variable is a dummy, with 1 implying that a ‘teacher 
has the same religious background as the majority of teachers within his/her school’ and 0 when a 
majority of their colleagues belongs to a different religion. Note that religion is a dummy variable, 
distinguishing between Christians and Muslims. To assess the religious composition of the teachers’ 
corps, we calculated the proportion of Christian/Muslims teachers per school on the basis of their 
self-reported religious background.

‘Teacher-students religious minority’.  This variable is a dummy, with 1 implying that a ‘teacher has 
the same religion as the majority of his/her students’ and 0 when a majority of students practiced a 



Fatah et al.	 521

different religion. In order to capture a school’s religious character, we made use of publicly acces-
sible data from the Indonesian Ministry of Education.

Outcome.  Since Kitson and McCully (2005) did not develop any items to operationalize their con-
tinuum, we developed a set of 10 statements to measure teachers’ ‘risk-taking’ versus ‘avoidance’ 
after thorough review of the literature (see Table 2). In line with the foundational assumption of their 
framework, seven items focused on the social utility of teaching conflict history using positive as 
well as negative wordings in order to avoid acquiescence bias. Three items (3, 5, 7) related to more 
practical reasons teachers could have to refrain from ‘risk-taking’ notwithstanding their understand-
ing as to why a conflict history ought to be taught. Although Kitson and McCully (2005) only con-
sidered teachers’ reluctance ensuing from controversy and tensions when it comes to ‘containers’, 
other studies have shown that more often than not teachers avoid teaching conflict history altogether 
for these reasons. For all items, teachers indicated to what extent they agreed with the various 
items on a 5-point Likert scale ranging from 1 (Completely disagree) to 5 (Completely agree). 

Table 2.  Frequency table of the questionnaire items of addressing the past legacy (in %; n = 558).

Questionnaire items of addressing past legacy 1
completely 
disagree

2
disagree

3
neutral

4
agree

5
completely 
agree

  1. � Students must be taught about the causes and 
consequences of the Ambon conflict.

8.6 20.3 18.1 41.2 11.8

  2. � The causes and consequences of various social 
conflicts in Indonesia should be discussed in the 
secondary school curriculum.

8.4 14.3 27.4 38.9 10.9

  3. � The history and legacy of Indonesia’s conflict 
need not be discussed in the secondary school 
curriculum because it will only cause political 
tensions.

9.50 29.0 24.9 27.8 8.8

  4. � Explaining the various histories and legacies of 
Indonesia’s violent conflict can help prevent 
future conflicts.

5.7 12.9 17.0 46.8 17.6

  5. � Violent social conflicts during the Reformation 
Era in Indonesia are still too sensitive topics to 
be discussed in the secondary school curriculum.

4.8 27.2 25.0 35.9 7.0

  6. � Finding common ground on how to teach the 
history and legacy of social conflict in Indonesia 
is impossible.

6.8 43.2 27.6 18.8 3.6

  7. � The school is an ideal place to improve relations 
between Christians and Muslims in Ambon.

0.9 0.5 5.7 44.3 48.6

  8. � Students must learn about conflict from both  
sides’ perspectives: Muslims and Christians.

5.7 11.6 20.3 41.2 21.1

  9. � Teaching the historical legacy of past conflicts 
will NOT contribute to the reconciliation 
process in Ambon.

7.2 26.0 27.6 31.5 7.7

10. � Teaching the historical legacy of past conflicts in 
Ambon will help prevent future inter-religious 
conflicts.

3.2 10.2 19.4 45.3 21.9

Source: Authors’ survey data collection.
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By calculating a composite sum score using exploratory factor analysis, we can position teachers 
on the ‘risk-taking’ continuum distinguishing in particular between ‘avoiders’ and ‘risk-takers’. 
Although sum scores give equal weight to each item, regardless of the factor loading, they are 
easier to interpret, preserve variation and are considered to be helpful when scales are ‘untested 
and exploratory, with little or no evidence of reliability or validity’ (Hair et al., 2006: 140) as is the 
case in our work (see also DiStefano et al., 2009). We do not distinguish between ‘risk-takers’ and 
‘containers’, whom we considered to share the epistemological beliefs of the former. Instead of 
measuring beliefs, differentiating between these two positions would require the addition of items 
that measure support for, or actual implementation of, specific paedagogical approaches, which we 
did not do in this research.

Results

Before testing hypotheses 1–5, we carried out an exploratory factor analysis to reduce the ‘risk-
taking’ items to a composite score, which, in a second stage, was used as the outcome variable to 
gain insights into the factors that predict ‘risk-taking’.

Attitudes towards addressing the violent past

Table 2 summarizes teachers’ attitudes towards addressing Ambon’s violent past in the classroom. 
The results show that slightly more than half of the respondents were in favour of doing so. About 
53% of teachers, for instance, agreed that students should learn about the causes and consequences 
of the past conflict in Ambon. Such teachings should include the narratives of both sides  
(i.e. Muslim and Christian), according to 62% of interviewed teachers. Further, almost 70% of 
teachers believed that addressing the legacy of conflict in the classroom will help prevent future 
inter-religious conflicts.

To reduce these items to one dependent composite variable to be used in our regression (see 
Correlation Table in Supplemental Appendix), we conducted an exploratory factor analysis (EFA) 
using the software STATA. In preparation, we reverse coded the negatively worded items (i.e. 
items 3, 5, 6, 9), as this gives ‘risk-taking’ teachers a high score on all items. Given that Bartlett’s 
test of sphericity was significant (χ2 (45) = 962.38, p < 0.001) and the Kaiser–Meyer–Olkin 
measure was high (KMO = 0.73), it was appropriate to proceed with the analysis. The EFA yielded 
two factors with eigenvalues greater than 1. After setting the number of factors to retain to two,  
we dropped two items (7, 9) for having factor loadings below 0.4 (Field, 2014). Whereas there  
was little variation on item 7 (nearly all teachers agreed that schools are the ideal place to improve 
relations between Christians and Muslims), it seems that item 9 did not measure opposition to 
‘risk-taking’ as we intended. It is likely that even ‘risk-takers’, notwithstanding their support for 
conflict history teaching, may not be fully convinced that it will have a significant effect on recon-
ciliation in the wider society.

Table 3 presents the factor loadings by factor after promax oblique rotation – note that we theo-
rized that teachers who have practical concerns that withhold them from teaching conflict history 
do not necessarily reject the idea of ‘risk-taking’ altogether. The first factor consists of all items 
measuring teachers’ epistemological beliefs with the exception of the negatively worded item (9), 
henceforward referred to as ‘risk-taking beliefs’. The second factor, which we call ‘risk-taking 
obstacles’, is composed of the items that express teachers’ practical concerns. There is a weak cor-
relation of 0.157 between both factors, indicating that supporting ‘risk-taking’ does not necessarily 
blind teachers for its challenges in practice. In what follows, we focus predominantly on the first 
factor (‘risk-taking beliefs’) for which we formulated the hypotheses.
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Testing hypotheses.  To test hypotheses 1–5, we estimated regression models explaining ‘risk-taking’ 
beliefs. Prior to adding the predictors, we ran a base model, including background variables only 
(Model 1, see Table 5).6 The results showed that female teachers were more wary of ‘risk-taking’, 
just like Ambonese Christians.

Model 2 includes the predictors. Before looking at the results, it is important to know that only 
11.3% had a master’s degree – most teachers had a bachelor’s degree (86.2%) (see Table 1).7 Only 
10.9% of teachers was very interested in politics, even though a majority (55.5%) was somewhat 
interested. Still, most teachers (73.5%) trusted the president a lot. In terms of their perceptions of 
peace and reconciliation, a small majority agreed (56.5%) that the causes of violent conflict in 
Ambon had been fully addressed. The conflict did appear to have had a serious impact on teachers’ 
lives as evidenced by the self-assessment scale measuring the impact of the conflict on teachers’ 
personal lives: with an average score of 7.47 out of 10 (SD = 2.70), most teachers indicated that the 
impact of the conflict had been significant. With respect to school composition, finally, only small 
proportions of teachers had a religion different from their colleagues (7.9%) and students (11.5%). 
Interestingly, there were more ‘minority’ teachers in schools with a predominant Muslim student 
population than in largely Christian schools (see Table 4).

Although the effect did not reach significance (p = 0.052), having a higher educational degree 
– here a master’s degree – was positively associated with ‘risk-taking’ (H1). The effect of political 
interest, however, was highly significant. As expected, higher political interest was positively asso-
ciated with ‘risk-taking’ (H2a). Using trust in the president as a proxy variable, we also found 

Table 3.  Factor loadings (pattern matrix) and unique variances after exploratory factor analysis using 
promax rotation (n = 555).

Variables Factor loadings Uniqueness

Risk-taking 
beliefs

Risk-taking 
obstacles

Students must be taught about the causes and consequences of 
the Ambon conflict.

0.672 0.544

The causes and consequences of various social conflicts in 
Indonesia should be discussed in the secondary school curriculum.

0.414 0.756

The history and legacy of Indonesia’s conflict need not be 
discussed in the secondary school curriculum because it will only 
cause political tensions (-)

0.582 0.635

Explaining the various histories and legacies of Indonesia’s 
violent conflict can help prevent future conflicts.

0.552 0.691

Violent social conflicts during the Reformation Era in Indonesia 
are still too sensitive topics to be discussed in the secondary 
school curriculum. (-)

0.666 0.567

Finding common ground on how to teach the history and legacy 
of social conflict in Indonesia is impossible (-)

0.525 0.711

Students must learn about conflict from both sides’ perspectives: 
Muslims and Christians

0.613 0.634

Teaching the historical legacy of past conflicts in Ambon will 
help prevent future inter-religious conflicts

0.669 0.556

The proportion of variance (%) 0.795 0.512  

Source: Authors’ statistical calculation based on authors’ survey data.
(-) items have been reverse coded.
Note that blank cells represent factor loadings <0.4.
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support for the hypothesis that teachers who support the government in power are more supportive 
of ‘risk-taking’ (H2b). Our third hypothesis (H3) was rejected, however. Instead of teachers who 
think that the causes of conflict have been addressed, it is those who think that they have not yet 
been addressed who support ‘risk-taking’. While harm suffered, moreover, was negatively associ-
ated with ‘risk-taking’ as expected (H2), the strength of the association was very weak. This could 
be due to the overall high levels of harm suffered on behalf of all groups.8 Finally, we only found 
partial support for the fifth hypothesis. As such, there was no statistically significant evidence that 
the religious background of teachers’ peers mattered to ‘risk-taking’ (H5a). Yet, as expected, the 
religious background of students compared to one’s own did (H5b). Although modest, the negative 
association between teachers’ religious minority group and ‘risk-taking’ was the largest of all asso-
ciations studied.9 After addition of the predictor variables, interestingly, the effect of gender was no 

Table 5.  Multiple linear regression and robustness test results.

Variable Model 1:
β (s.e.)

Model 2:
β (s.e.)

Robustness Test 
(Tobit): β (s.e.)

Constant 3.835*** (0.201) 2.556*** (0.413) 2.546*** (0.416)
Age 0.002 (0.004) −0.001 (0.005) −0.001 (0.005)
Gender: Female −0.201* (0.078) −0.132 (0.074) −0.143 (0.075)
Christian Ambonese −0.239** (0.087) −0.196* (0.092) −0.206* (0.093)
Muslim BBM −0.226 (0.131) −0.196 (0.126) −0.205 (0.128)
Experience with civic education: Yes −0.078 (0.093) −0.061 (0.089) −0.063 (0.90)
Civil servant status: Yes 0.058 (0.091) 0.069 (0.086) 0.072 (0.087)
Teacher certification status: Yes −0.071 (0.099) −0.049 (0.096) −0.043 (0.096)
Teachers’ education attainment: Master 0.196 (0.100) 0.215* (0.102)
Political interest 0.104*** (0.0174) 0.107*** (0.018)
Trust in president 0.143* (0.059) 0.147* (0.060)
Peace perceptions 0.101*** (0.029) 0.105*** (0.029)
Harm suffered −0.031** (0.012) −0.032** (0.012)
Teacher-teacher religious minority 0.067 (0.150) 0.060 (0.151)
Teacher-students religious minority −0.301** (0.117) −0.308** (0.117)
N 555 553 553a

Prob > F 0.026 0.000 0.000
R2 0.029 0.149 b

Source: Authors’ statistical calculation based on authors’ survey data. Effect sizes in bold are significant.
Significance levels: *p < 0.05, **p < 0.01, ***p < 0.001.
aUncensored = 540, right censored = 13.
bPseudo R2 = 0.07.

Table 4.  Teachers’ religious background by type of schools (categories based on students’ religious 
background) in %.

Teachers’ 
religion

Schools’ student religious dominance

Muslim Mixed School Christian

Muslim 70.45 10.81 3.26
Christian 29.55 89.19 96.74
Total 100.00 100.00 100.00

Source: Authors’ survey data collection.
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longer significant – it appears to have been mediated by political interest, which is lower among 
female teachers.10 We also checked the robustness of our results by conducting a Tobit-regression 
(see Table 5), which showed that our results are robust (the association between teachers’ level of 
education and ‘risk-taking’ even reached significance in this model).11

Finally, we also ran the regression using the second factor (‘risk-taking obstacles’) as the out-
come variable (Table A3, Supplemental Appendix). With two exceptions, there are no significant 
associations between the predictors studied and ‘risk-taking obstacles’. There did appear to be a 
very weak, yet significant, positive association between age and ‘risk-taking obstacles’, as well as 
a small negative association between trust in the president and ‘risk-taking obstacles’.12

Discussion and conclusion

In 2005, Kitson and McCully (2005) introduced the ‘risk-taking’ continuum, representing the mul-
tiple ways in which teachers in post-conflict societies deal with the history of conflict in the class-
room. On the one end, they identified the ‘avoiders’, teachers who remain silent with respect to the 
violent past. ‘Risk-takers’ represent the other end. These teachers analyse the history of conflict 
together with their students, presenting multiple perspectives on what happened and why. 
‘Containers’ are in between both extremes: they value the study of the past, but are wary of raking 
up tensions and resuscitating trauma. Therefore, they prefer to take the sting out by, for instance, 
discussing conflict dynamics that are geographically and emotionally distant. Many studies 
addressing questions of whether and how to address the violent past in schools have built on their 
insights, yet, to the best of our knowledge, no studies so far have sought to examine systematically 
what differentiates ‘risk-takers’ from ‘avoiders’ among teacher populations in conflict-affected 
societies at large.

To address this gap, this paper examined the proportion of ‘risk-takers’ in the case of Ambon 
based on a sample of 558 secondary school teachers. Between 1999 and 2002, Ambon was the 
scene of inter-religious conflict opposing Ambonese Christians to Muslim migrants often of 
Sulawesi (BBM) descent. Whereas Ambon’s ‘difficult history’ has still not been integrated into the 
official school curricula, the subject of civic and character education is mandatory and covers 
themes related to religious diversity and living together. What needs to be avoided at all costs in 
this respect is that students in Ambon’s segregated schools will only be taught selective and uncriti-
cal knowledge about Christian-Muslim relations on the island. Indeed, it is essential for students to 
critically examine their own views, perceptions and prejudices and legitimize perspectives other 
than their own’s. It is promising in this respect that our results show that a slim majority of teachers 
in Ambon tended towards the ‘risk-taking’ end of the continuum.

We also analysed what discerned ‘risk-takers’ from ‘avoiders’, focussing on the quality of 
teachers’ prior training, their political interest and support for the government in power, their per-
ceptions of the current state of peace, the harm they suffered during conflict and their status vis-à-
vis their colleagues and students (religious minority vs majority group belonging). It emerged that 
having a master’s degree was positively associated with ‘risk-taking’ (H1). We have argued in this 
respect that teachers with a master’s degree are better prepared and possibly feel more confident to 
deal with extremely sensitive and difficult issues, such as conflict histories and legacies, compared 
to their peers with college diplomas or bachelor’s degrees. Likewise, we found that political inter-
est is positively associated with ‘risk-taking’ (H2a). We exposed a similar effect of trusting the 
president in power, in line with earlier results from Côte d’Ivoire. This raises important questions 
regarding the particular messages, values and attitudes that these teachers may convey. Indeed, 
rather than foster reconciliation, they could – whether unconsciously or not – promote a one-sided 
view on the past that is biased towards the government in power. Third, in contrast to our 



526	 Education, Citizenship and Social Justice 19(3)

expectations and to earlier findings in Cyprus, we found that teachers who thought that the causes 
of Ambon’s conflict had not been fully addressed were more eager to teach about the past com-
pared to teachers who thought this was the case (H3). Indonesian teachers who considered the past 
‘a case closed’ no longer seemed to link past and present, in contrast to ‘risk-takers’. More gener-
ally, they might have wanted to avoid reopening old wounds – a line of thinking not uncommon 
among teachers in post-conflict societies (see Kuppens and Langer, 2016). Among the general 
Indonesian population too, many would support upholding a culture of silence out of fear to harm 
the island’s fragile inter-religious harmony (van Klinken, 2014). Finally, we found that having  
suffered much harm was negatively associated with ‘risk-taking’ (H4), just like belonging to a 
religious group that is different from that of the majority of one’s students (H5b). Minority teachers 
may decide to adapt their teaching behaviour and practices because they do not want to ‘rock the 
boat’ so to speak. Notably, the composition of the teachers’ corps (H5a) did not matter.

Whereas the findings of this study might not be directly transferable to other conflict-affected 
contexts (e.g., differences in type of violent conflict, educational policies in place, etc.), it is impor-
tant to measure teacher support and understand what discerns ‘risk-takers’ from ‘avoiders’ if we 
want to foster mutual understanding and empathy among formerly conflicting groups and sections 
of society through education. More particularly, our study provides important insights that can 
help to improve both pre-service teacher training and continuous professional development pro-
grammes. In the first place, we recommend the use of the ‘risk-taking’ continuum as an heuristic 
and tool for reflection in teacher training programmes. We agree with Harris and Clarke (2011) in 
this respect when they paraphrase the work of Korthagen et al. (2001) noting that it is only possible 
to shift pre- and/ or in-service teachers’ stances once their original positions are known. Categorizing 
teachers’ positions with respect to teaching conflict history is therefore not an aim in itself, but a 
first step towards fostering self-reflection among teachers and assisting teacher trainers to under-
stand in which areas teachers need further support. The use of the framework could be combined 
with Harris and Clarke’s (2011) confident-uncertain-uncomfortable continuum, in particular with 
an eye on discussing teachers’ own biases as well as the potential discomfort teachers might feel 
when they are teaching in front of a group of students among whom the majority belongs to the 
formerly opposing group – which our study shows to be a major obstacle to ‘risk-taking’. Our 
results also showed that teaching about the violent past cannot be coerced on those whose suffering 
and trauma have not been addressed. Therefore, we also recommend that training programmes, 
prior to preparing teachers to deal with students’ trauma, support teachers in coming to terms with 
their own experiences during conflict. It is noteworthy in this respect that educators who partici-
pated in the ‘Education for Peace’ trainings in Bosnia-Herzegovina identified personal healing as 
a key outcome of participating even years after the programme had been concluded (Clarke-Habibi, 
2018). Using the strategy of ‘containers’ can prove useful in this respect. By focussing on sources 
that are emotionally and politically cold first, teacher training programmes can approach ‘risk-
taking’ without causing too much emotional discomfort – a common strategy by the NGO Facing 
History; note that this encounter is followed by an encounter with multiple perspectives on one’s 
own conflict (Abbey and Wansink, 2022; Tibbitts and Weldon, 2017). Finally, programmes can 
prepare teachers to use such strategies themselves when addressing and dealing with pupils’ lived 
experiences and questions related to the violent past (see also Lauritzen and Nodeland, 2017 
who come to similar conclusions based upon their research in Kenya). Besides teacher training, it 
is crucial that school textbooks too assist teachers in this respect.

To end, in terms of future research, we believe it would be of interest to replicate this study in 
other conflict-affected societies. Such findings could help to understand to what extent the teacher- 
and school-variables under scrutiny here are indicative of teachers’ position on the ‘risk-taking’ 
continuum in other (post-)conflict societies. Researchers could also look into other variables of 
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interest. Future research could also replicate the study over time. Indeed, rather than fixed, we 
think of teachers’ position on the continuum as time-sensitive. As time passes, teachers may con-
sider the time ‘ripe’ to engage in ‘risk-taking’ or perhaps no longer consider it necessary to do so. 
Finally, scholars could look into further developing the ‘risk-taking’ scale and validating it. 
Intersecting the continuum of Kitson and McCully (2005) with that of Harris and Clarke (2011) 
could be of interest in this regard.
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Notes

  1.	 The survey was also conducted in Jakarta and Manado.
  2.	 This study was conducted after approval of the Maluku Province Government (date of approval: July 

23rd, 2019) and the Regional Office of Religious Affairs of Maluku (date of approval: August 9th, 2019) 
and upon consent of the school principals and teachers. According to the regulations of the University of 
Gadjah Mada, Indonesia, at the time, no ethical clearance was required from the ethical commission for 
conducting the survey.

  3.	 This map was generated the software ArcMap 10.4 (10.4.1).
  4.	 The survey also included the item ‘There is currently a fair and just peace in Ambon’, but responses to 

this statement where highly skewed: 88.4 % (completely) agreed.
  5.	 Note that 89.4% of the teachers in our sample were living in Ambon at the time of the conflict.
  6.	 We consider that the units of analysis (teachers) are nested within the aggregate units (schools). We tried 

to perform our quantitative analysis using multilevel analysis. The Intra-class Correlation Coefficient 
(ICC), however, was very low (less than 2%).
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  7.	 Note that we controlled for teacher certification. To be certified as a teacher, teachers require a teach-
ing certificate from an accredited university, in addition to having at least a 4-year bachelor’s degree 
(Supriatna, 2011). In our sample, slightly more than half (53.2%) were not officially certified as 
teacher.

  8.	 We controlled for any effect of ethnic or religious group belonging on harm suffered. There were no 
significant differences between groups.

  9.	 In subsequent models, we added interactions to examine whether within-school minority status have dif-
ferent effects for Muslim compared to Christian teachers provided that Muslims constitute the majority 
nationally. However, there were no significant results (see Table A2, online appendix).

10.	 The effect of gender on political interest was −0.315 (s.e. = 0.09; p < 0.001).
11.	 A Tobit regression controls for either left- or right-censoring in the dependent variable.
12.	 Since the items constituting ‘containing’ were reverse scored to measure ‘risk-taking’, the results need to 

be interpreted in the opposite direction to evaluate ‘risk-taking obstacles’.
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