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INTRODUCTION

Monisha Bajaj

The Encyclopedia of Peace Education brings together scholars and
practitioners with decades of experience in peace education with the aim
of tracing developments in the field to date. Although its foundation is
rooted in the early nineteenth century, peace education emerged
primarily during the post-World War II era, resulting in diverse
definitions and constituencies worldwide. This edited volume attempts to
explore major issues in the field by giving voice to individuals who have
advanced foundational concepts related to peace and education over the
past four decades. Additionally, this book seeks to highlight future
perspectives of emerging scholars who are shaping the field in new ways.
Exploring perspectives on peace education can provide greater clarity as
to what the term means and what shared understandings exist, as well as
what specificities are open for further analysis and interpretation

Peace education is generally defined as educational policy, planning,
pedagogy, and practice that can provide learners—in any setting—with
the skills and values to work towards comprehensive peace (Reardon,
1988). Comprehensive peace includes the oft-discussed domains of both
“negative” and “positive” peace that, respectively, comprise the abolition
of direct or physical violence, and structural violence constituted by
systematic inequalities that deprive individuals of their basic human

CHAPTER 1
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2 M. BAJAJ

rights (Galtung, 1969). The areas of human rights education,
development education, environmental education, disarmament
education, and conflict resolution education are often included in a
broader understanding of the multifaceted approaches of peace
education. Despite different approaches, the holistic aim of peace
education can be summarized as the achievement of “all human rights for
all people(s)” (Toh, 2006, p. 15). 

While the structural analysis of notions of negative and positive peace is
one of the unifying concepts in the field of peace education, other central
elements include the beliefs that: (1) the process of education can impart
in all students social “goods,” in this case, the skills and values needed for
peace and social justice; and (2) once given the relevant information and
experience, individual students can be agents in promoting local,
national, and international peace. This does not mean that all peace
educators believe such transformation happens in all cases; rather, many
speak of a “possibility” for transformation through education. Beyond
these unifying concepts, much diversity exists among the political,
theoretical, and methodological orientations of scholars and practitioners
involved in peace education worldwide. 

Hence, a primary objective of this edited volume is to provide greater
nuance to debates around peace education by exploring the range of
ideas, perspectives, and conceptualizations that have come to influence
the field. This volume provides students, practitioners, and scholars of
peace education an introduction to the historical emergence of,
foundational concepts in, and disciplinary influences on the field. The
glossary in the back of the book is intended to provide approximate
definitions of terminology often used by scholars. It is hoped that by
engaging with the topics and issues in this book, readers will gain a
greater perspective on their own positionality in the field and the debates
that exist within it in order to advance both scholarship and practice. The
larger historical, social, and conceptual contexts that have given rise to
the field of peace education should provide important insights into what
binds us together as members of a shared epistemological community—
despite our varied orientations and locations within it—and the way(s)
forward in the pursuit of greater equity and social justice. 

This “primer” in peace education also offers those new to the field the
opportunity to engage with scholars who have devoted significant time
and attention to developing ideas and strategies for discussing and
theorizing peace and peace education. The discussion questions posed at
the beginning of each section provide readers the opportunity to engage
in meaningful inquiry and dialogue in order to probe some of the key
problematiques in peace education. This volume seeks to open avenues
for debate, dialogue, and discussion. As such, the authors presented are
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not deemed authoritative, but rather, represent some of the many key
ideas amidst a vast range of those that exist on each topic.

The idea for an Encyclopedia of Peace Education emerged as a way to have
an ongoing dialogue with scholars and practitioners from around the
world in a dynamic way utilizing technology. In compiling entries for an
online encyclopedia, some stood out as containing foundational concepts
or provocative ideas that seemed useful to concretize and provide to
educators, students, and scholars in the form of this edited volume. The
topics for this book were chosen because they represented critical points
of engagement for those interested in peace education. Readers are
encouraged to visit the online encyclopedia as well where, at the time of
this writing, some 35 entries on a vast array of topics related to peace
education are located (see the Appendix for list). 

One of the common elements that unite scholars and practitioners who
claim membership in the field of peace education is optimism that
education can lead to positive social change. In order to counter the
critique that peace education scholars and practitioners exhibit “naiveté”
or “blind optimism” (Gur-Ze’ev, 2001, p. 315), it is important to explore
the contours of optimism as they pertain to this field. 

PEACE EDUCATION: ENVISIONING “TRANSFORMATIVE 

OPTIMISM” IN RESEARCH AND PRACTICE

One of the founding principles of peace education initiatives is that
learners can develop a sense of possibility that enables them to become
agents of social change. Freirean ideas on the necessity for educators to
inspire a critical optimism among students that is aimed at promoting
solidarity and diminishing the distance between social groups—whether
they are stratified by race, ethnicity, religion, class, or any other ascriptive
characteristic—are particularly relevant for our understanding of peace
education. However, the cultivation of hope alone, without a critical
understanding of the social conditions that constrain action and diminish
optimism among the marginalized, can be, as Freire (1998) contends,
counterproductive: 

The idea that hope alone will transform the world, and action undertaken
in that kind of naïveté, is an excellent route to hopelessness, pessimism, and
fatalism. But the attempt to do without hope, in the struggle to improve the
world, as if that struggle could be reduced to calculated acts alone, or a
purely scientific approach—is a frivolous illusion. To attempt to do without
hope, which is based on the need for truth as an ethical quality of the
struggle, is tantamount to denying that struggle of its mainstays. (p. 8)
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4 M. BAJAJ

Peace education aimed at raising learners’ critical consciousness
(Freire, 1970) must provide students with an accurate understanding of
their social and political contexts while simultaneously focusing attention
towards possibilities for action and change. 

In assessing the movement from the dangerous “blind optimism”
towards the preferred “transformative optimism,” Freirean scholar Cesar
Augusto Rossatto (2005) identifies and maps four categories of optimism.
The first category is that of “anti-optimism,” or fatalism, where social
conditions are understood and believed to provide no hope for mobility
or change. The extreme opposite of this fatalist condition is equally at
odds with the goals of peace education: blind optimism. Disconnected
from social realities and operating in an idyllic cocoon, this type of blind
optimism or naïveté results in frustration and disenfranchisement once
unequal structures are revealed. For those in positions of privilege or
relative advantage, blind optimism can often serve as a placebo for
organized collective action toward social change. The challenge implied
in Rossatto’s critique of this form of optimism is to interrogate and
analyze the larger structures of inequality that often lead to direct and
structural violence in global contexts.

Rossatto moves from these two unproductive forms of optimism to
identify two other categories of optimism at the individual and collective
levels. Resilient optimism primarily is found when an individual
overcomes obstacles posed by social or political marginalization and
achieves upward mobility. However, the likely outcome, rather than a
commitment to greater collective action towards social change, is “an
assimilationist optimism that reproduces the hegemonic social order”
(Rossatto, 2005, p. 69). While assimilating to one’s more privileged
position in an unjust order is the product of resilient optimism, the
author identifies a more beneficial strategy that educators can strive to
nurture among students: transformative optimism.

Transformative optimism, which underscores a sense of agency,
provides the most comprehensive definition of hope for peace educators.
Rossatto (2005) defines transformative optimism as resistance to
structural violence in which each individual “sees himself or herself as a
necessary and viable participant in the collective process of social change”
(p. 81). Solidarity with others in this shared struggle for social change is
an essential component to ensure a more just future. Peace educators
could certainly utilize Rossatto’s notion of transformative optimism as an
organizing principle for research and practice. 

The goal of highlighting Rossatto’s conceptualization of transformative
optimism is to provide a framework that does not explicitly define a
preferred outcome for what learners will think and do, but to suggest a set
of core values for how they will approach the obstacles to peace and
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respect for human rights in their respective communities and societies.
Consciousness-raising and an orientation towards equity and social justice
all emerge from the structure, content, and pedagogy of peace education.
In this process, attention to the social and political contexts of education
is essential such that envisioning a better future does not stifle creative
action, but provides an understanding of the constraints of and
possibilities for it. 

SUMMARY OF CHAPTERS

The chapters included in this book provide an overview of scholarly
developments in the field of peace education and innovative ideas for the
way ahead. Each section provides readers a concise and engaging glimpse
into topics that are timely and relevant in advancing our understanding
of peace education. Introductions in every section include a list of
questions for further consideration and holistic investigation into the
synergistic aspects of the various topics. These questions also serve as a
starting point for educators to edit and expand upon for use as a resource
in classrooms. 

The goal of this volume is to outline the theoretical and conceptual
underpinnings of peace education, survey contemporary perspectives,
and provide a space for scholars to envision the future of the field. The
edited volume includes the following sections, which will be reviewed in
more detail below: (1) the historical emergence of and influences on
peace education; (2) foundational perspectives in peace education; (3)
core concepts in peace education; and (4) frameworks and new directions
for peace education.

Section I: The Historical Emergence of and Influences on 
Peace Education

Noted peace education scholar, Ian Harris, presents an historical
account of the growth of peace education. With its early foundations in
the world’s organized religions, peace education has been practiced
informally by generations of people searching for ways to resolve conflicts
without violence or deadly force. Peace education continues to be carried
out informally in community settings, but there is a recent trend of peace
educators unifying around a more formal peace education reliant on the
written word, instruction, and common curriculum, and which
incorporates its historical roots with modern conventions of human rights
and environmental concerns.
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In his chapter, Charles F. Howlett makes a link between Dewey’s
writings and peace education. Dewey’s contribution to peace education
was based on his view that schools could serve as a basis for dynamic
change, and that teaching subjects like history and geography should be
premised on the goal of promoting internationalism and international
understanding. His educational objective was to counter the philistine
notion of patriotism and nationalism developed by individual nation-
states which had been a basic cause of war. 

Cheryl Duckworth discusses the inherently multidisciplinary nature of
peace education, which has led to the ambiguity of its emergence,
definition, and boundaries. Famous for her child-centered learning
approach, Maria Montessori is identified as a founder of the field,
arguing that education is a means of eliminating war. Montessori’s
methods reinforce the commitment to global citizens who live and work
for lasting peace through the fostering of independent critical thinking,
imaginative problem solving, and moral values of responsibility and
respect. Positive peace education methodologies reflect a harmonization
of implicit and explicit curricula to develop the whole child.

Lesley Bartlett describes the impact that the theories of Brazilian
education scholar Paulo Freire have had on peace education by
integrating his life experiences and his conceptual development of
education. His notions of education as a political act, dialogue and critical
consciousness, democratic teacher-student relationships, and
coconstruction of knowledge inform peace education pedagogy and
practice. Freire’s philosophy and concept of conscientization provide a
link between peace education and social transformation.

Section II: Foundational Perspectives in Peace Education

Seminal peace studies scholar, Johan Galtung, presents suggestions for
the form and content of peace education. According to him, significant
advances have been made with respect to peace research and action, but
they generally fail to bring their findings into schools and universities.
There is no one standard for peace education and although it is not the
only factor in peace, peace education can raise the level of consciousness
to create a world in which people are aware of their basic human rights. 

A long-time peace education scholar, Magnus Haavelsrud, focuses on
three major components of the educational problematic: the content,
method of communication, and organizational structure of the
educational program. The choices made about these three components,
which are mutually related, prove to be decisive in defining the substance
of any educational program in or outside the school, including education
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for peace. This essay discusses important dimensions within which it is
believed the major conceptual disagreements between “peace” and
“education” are to be found.

Educational philosopher, Dale Snauwaert, discusses concepts of
morality in politics and peace education. He contrasts political realism,
which denies the existence of morality in international politics, with peace
education, which is premised upon the belief that all human beings have
moral standing. Thus, war and peace, and justice and injustice, are global
moral considerations. A global moral community is not merely a
philosophical ideal, and peace education should therefore aim to
transform social consciousness and social structures.

James Page discusses peace education at a global institutional level,
mediated by the United Nations (UN) and how its goals are aligned with
maintaining international peace and encouraging international co-
operation, thereby preventing war. With a long commitment to
disarmament education, the United Nation’s programs for tolerance and
human rights have led to an emphasis on creating a culture of peace. The
development of such educational programs stems from an evolving
awareness that the attainment of peace is not merely an institutional
problem, but rather one that requires the subtle elements of cultural and
societal change.

Section III: Core Concepts in Peace Education

A leading figure in educational philosophy, Nel Noddings draws
connections between caring theory and peace education, describing the
elements of each to highlight their integration. She argues that engaging
in continuous dialogue can encourage understanding of intentions and
motivations, avoiding the main points of contention on a global scale, and
thereby expanding the circles of caring. Noddings offers useful advice for
peace educators about the need for intercultural dialogue and reflection. 

Carl Mirra defines the multiple forms of militarism using existing
literature. He correctly identifies that peace educators paid particular
attention to militarism during the Cold War and its attendant arms race.
Disarmament education was offered as an alternative to the rising tide of
militarism and war preparations. The goal of peace education is to
reverse the adverse effects of militarism and redefine human security. 

Felisa Tibbitts defines human rights education as an international
movement to promote awareness about the rights accorded by the
Universal Declaration of Human Rights and related human rights
conventions. Although the definition is not specific to the schooling
sector, the United Nations proposes human rights education (HRE) for all
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sectors of society as part of a “lifelong learning” process for individuals.
HRE is emerging in the work of nongovernmental organizations at the
grassroots level as well as in national systems of education. HRE calls
attention to overall school policies, pedagogy, and practices in order to
promote greater awareness and internalization of human rights values. 

Lynn Davies’ chapter examines the nature of global citizenship
education and its role in peace education. She discusses the contestation
of the definition of global citizenship and the debate over what sort of
education prepares someone to be a global citizen. Global education for
peace requires knowledge of world events, capacity for critical analysis,
political skills, and willingness for joint action to produce active world
citizens who understand the causes and effects of conflict.

Section IV: Frameworks and New Directions for Peace 
Education

Robin Burns, through a comprehensive literature review, highlights the
in/compatibility of comparative and international education as a
framework for peace education based on the extent of the field,
appropriate subject-matter, and methodology. The author then discusses
the changes over time in the field, including the inclusion of an
ameliorative element to educational planning and systems, the critique of
globalization, and how such changes suggest the inclusion of peace
education as a legitimate topic for study. 

With a discussion of its nine elements, David Hicks argues that a
futures perspective is crucial to peace education as it enables learners to
think more critically and purposefully to create a preferred future. While
peace education is concerned with a wide variety of issues that manifest at
scales from the local to the global, such issues cannot be understood
without an exploration of the interrelationships between past, present,
and future, an often a missing dimension in education. 

In my chapter, I argue for a reclaimed “critical peace education” in
which research aimed towards local understandings of how participants
can cultivate a sense of transformative agency assumes a central role.
Attention to research and the renewed pursuit of critical structural
analyses can further the field towards scholar-activism in pursuit of peace
education’s emancipatory promise. Approaches to research and practice
in peace education are discussed and suggestions are made for greater
attention to the causes and dimensions of social, political, and economic
conflicts in their respective settings.

Finally, H. B. Danesh defines unity as the main law governing all
human relationships and conflict as the absence of unity. He outlines the
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integrative theory of peace and a comprehensive unity-based peace
education program, Education for Peace, which has been successfully
implemented in the postconflict societies of Bosnia and Herzegovina.
Because conflict is the absence of unity, conflict resolution, and peace
creation are only possible in the context of a unity-based worldview that
espouses individual and collective development.

Taken together, the chapters in this volume seek to provide a unified
basis for understanding and exploring diverse perspectives in the field of
peace education. It is hoped that through this volume, greater clarity will
emerge as to what is peace education in an attempt to further explore the
contours of this evolving field. Far from seeking to create disciplinary
gatekeepers, this volume charts the history of peace education, identifies
key conceptual streams, and highlights new thinking on the future of the
field. Readers are encouraged to actively engage with the material
contained in this volume and to, as eminent peace education scholar
Betty Reardon (2000) notes, work towards the fulfillment of peace
education’s promise to “develop [the] reflective and participatory
capacities for applying [peace] knowledge to overcoming problems and
achieving possibilities” (p. 381). 
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APPENDIX

Online Encyclopedia of Peace Education Entries as of 2008

Topic Authors Author’s Affiliation

Addams, Jane & Peace Education Charles Howlett Molloy College

Associated Schools & Peace Education Lynn Davies University of Birmingham

Bahai Faith & Peace Education Marie Gervais University of Alberta

Boulding, Elise & Peace Education Mary Lee Morrison Pax Educare, Inc.

Caring & Peace Education Nel Noddings Stanford University

Coexistence education Daniel Bar-Tal Tel Aviv University

Comparative and International Edu-
cation & Peace Education

Robin Burns La Trobe University

Conceptual Perspectives in Peace 
Education

Magnus Haavelsrud Norwegian University of 
Science and Technology

Curti, Merle & Peace Education Charles Howlett Molloy College

Dewey, John & Peace Education Charles Howlett Molloy College

Environmental Education Patricia Mische Antioch College

Ethical & Spiritual foundations of 
Peace Education

Dale Snauwaert University of Toledo

Form and Content of PeaceEducation Johan Galtung Transcend University

Freire, Paulo & Peace Education Lesley Bartlett Teachers College,
Columbia University

Futures Education David Hicks Bath Spa University

Global Citizenship Education Lynn Davies University of Birmingham

Higher Education & Peace Education Andria Wisler Teachers College,
Columbia University

History of Peace Education Ian Harris University of Wisconsin, 
Milwaukee

Human Rights Education Felisa Tibbitts Human Rights Education 
Associates

International Institute on Peace
Education

Tony Jenkins Teachers College Peace 
Education Center

Islam & Peace Education Mustafa Köylü Ondokuz Mayis University, 
Turkey

Learning to Live Together Margaret Sinclair UNESCO

Montessori, Maria & Peace Education Cheryl Duckworth George Mason University 

Multicultural Education Zvi Bekerman Hebrew University

NonViolence & Peace Education Barry Gan St. Bonaventure University

Theory and Praxis Surya Nath Prasad Peace Education Programs 
& Studies, Maharashtra, 
India

Peace History Society Charles Howlett Molloy College

Philosophy of Peace Education James S. Page Southern Cross University

Schooling as a Global Problem Clive Harber University of Birmingham

Appendix continues on next page.
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SECTION I

The Historical Emergence of and
Influences on Peace Education

Peace education is colloquially referred to as the intellectual space
where “John Dewey, Maria Montessori, and Paulo Freire meet,” given
their contributions to concepts that have greatly shaped the field.
Dewey’s focus on active citizenship, Montessori’s elaboration of
pedagogy for child-led learning, and Freire’s radical notions of personal
and collective transformation are particularly relevant for peace
education. In this section, the historical emergence of peace education
is charted alongside the influential contributions of these prominent
educational scholars who are not always considered as founding figures
in peace education. 

The linkages made between education and social responsibility/action
by scholars such as Dewey, Montessori, and Freire, as well as founding
figures in peace education such as Betty Reardon, Ian Harris, and Johan
Galtung, provide the conceptual unity that underscores the field. This
section explores ideas that have led to the growth of the field of peace
education. 
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14 SECTION I

QUESTIONS TO CONSIDER 

• How have educational theories influenced developments in the
field of peace education? What have been the specific contributions
of John Dewey, Maria Montessori, and Paulo Freire? 

• How has peace education developed across different political,
social, and cultural contexts? In what ways can the context impact
the scope, nature, and dimensions of peace education initiatives?

• What challenges and opportunities does globalization pose for
peace education? In what ways do contemporary political, social,
and economic relationships among countries and civil society limit
or enable the types of education and action advocated for by
scholars? 
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HISTORY OF
PEACE EDUCATION

Ian Harris

INTRODUCTION

Throughout history, humans have taught each other conflict resolution
techniques to avoid violence. Peace education is the process of teaching
people about the threats of violence and strategies for peace. Peace
educators try to build consensus about what types of peace strategies can
bring maximum benefit to a group. 

Peace education activities that attempt to end violence and hostilities
can be carried out informally within communities or formally within
institutional places of learning, such as schools or colleges. Peace
education has been practiced informally by generations of humans who
want to resolve conflicts in ways that do not use deadly force. Many
indigenous peoples have nonviolent conflict resolution traditions that
have been passed down through millennia that help promote peace
within their communities. Anthropologists have located on this planet at
least 47 relatively peaceful societies (Banta, 1993). Although there are few
written records, human beings throughout history have employed
community-based peace education strategies to preserve their knowledge

CHAPTER 2
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of conflict resolution tactics that promote their security. More formal
peace education relies upon the written word or instruction through
schooling institutions.

RELIGIOUS TEACHINGS THAT PROMOTE PEACE

Perhaps the earliest written records of guidelines that teach others about
how to achieve peace come through the world’s great religions. These
religions—following the teachings of leaders such as Buddha, Baha’u’llah,
Jesus Christ, Mohammed, Moses, and Lao Tse—have specific scriptures
that advance peace. Organized religions promote their own visions of
peace, but ironically, some have utilized religion to advocate violence.
That the great religions contribute both to war and peace might be seen
as indicative of certain ironic and contradictory aspects of human nature
that contribute to the great peace dilemma: Why can’t human beings who
know about peace figure out how to live in peace?

COMMUNITY-BASED PEACE EDUCATION 

One of the first Europeans who used the written word to espouse peace
education was Comenius (1642/1969), the Czech educator who in the
seventeenth century argued that universally-shared knowledge could
provide a road to peace. This approach to peace assumes that an
understanding of others and shared values will overcome differences that
lead to conflict. The ultimate goal of this education was a world in which
men and women would live in harmony with acceptance of diverse
cultures. 

The growth of peace education parallels the growth of peace
movements. The modern peace movement against war began in the
nineteenth century after the Napoleonic wars when progressive
intellectuals and politicians formed serious societies to study the threats
of war and propagate arguments against the build-up of armaments.
Indigenous peace organizations sprung up in Great Britain, Belgium, and
France. The second wave of nineteenth century peace movements was
closely associated with working-men’s associations and socialist political
groupings. The last wave of the nineteenth-century peace movement
occurred right before the World War I. Peace organizations were formed
in nearly all European nations during these decades, spreading across the
United States and the newly formed states of Italy and Germany. As the
nineteenth century drew to a close, groups of teachers, students, and
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university professors formed peace societies to educate the general public
about the dangers of war.

At the beginning of the twentieth century, Europeans and Americans
formed peace movements to lobby their governments against the saber
rattling that eventually led to World War I. Bertha von Suttner, an
Austrian who helped convince Alfred Nobel to establish a peace prize,
wrote novels against war and organized international peace congresses
(Hamann, 1996). These congresses represented the notion that
international conflicts should be resolved by mediation and not weapons.
The purpose of such congresses was to sway public opinion against
military build-ups that presaged the World War I. Public demonstrations
were also aimed at ruling elites to get them to adopt more pacifist
policies.

In 1912, a school peace league had chapters in nearly every state in the
United States that were “promoting through the schools … the interests
of international justice and fraternity” (Scanlon, 1959, p. 214). They had
ambitious plans to familiarize over 500,000 teachers with the necessary
conditions for peace (Stomfay-Stitz, 1993). In the interbellum period
between World Wars I and II, social studies teachers started teaching
international relations so that their students would not want to wage war
against foreigners. Convinced that schools had encouraged and enabled
war by indoctrinating youth into nationalism, peace educators
contributed to a progressive education reform where schools were seen as
a means to promote social progress by providing students with an
awareness of common humanity that helped break down national barriers
that lead to war. 

Many of the leading peace educators in the early twentieth century
were women. Jane Addams (1907), an American woman who won the
Nobel Peace Prize in 1931, was urging schools to include immigrant
groups. The slogan “peace and bread” was central to her work and
articulated a vision that poverty was a cause of war. She felt that educators
needed to understand and relate to the struggles of urban America to
create a true democratic community. She rejected the traditional
curriculum that limited women’s educational choices and opportunities,
wanting women to work for reforms that ended child labor. She was also
active in international campaigns for the League of Nations, established
after World War I to create a global forum whereby the nations of the
world could prevent future occurrences of war.

At about this same time, an Italian woman by the name of Maria
Montessori was traveling through Europe, urging teachers to abandon
authoritarian pedagogies, replacing them with a rigid but dynamic
curriculum from which students could choose what to study. She reasoned
that children who did not automatically follow authoritarian teachers
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would be inoculated from authoritarian rulers urging them to war. She
saw that the construction of peace depended upon an education that
would free the child’s spirit, promote love for others, and remove blind
obedience to authority. Dr. Montessori emphasized that a teacher’s
method or pedagogy could contribute towards building a peaceful world.
Hence, the whole school should reflect the nurturing characteristics of a
healthy family (Montessori, 1946/1974). 

The horrors of World War II created a new interest in “Education for
World Citizenship.” Right after that war, Herbert Read (1949) argued for
the marriage of art and peace education to produce images that would
motivate people to promote peace. Somewhat like his contemporary,
Maria Montessori, he argued that humans could use their creative
capacities to escape the pitfalls of destructive violence.

FORMAL, SCHOOL-BASED PEACE PROGRAMS

The first academic peace studies program at the college level was
established in 1948 at Manchester College, in North Manchester,
Indiana, in the United States. Soon thereafter, the field of peace research
developed as a “science of peace” in the 1950s to counteract the science of
war that had produced so much mass killing. A Manifesto, issued in 1955
by Bertrand Russell and Albert Einstein and signed by other
distinguished academics, called upon scientists of all political persuasions
to assemble to discuss the threat posed to civilization by the advent of
thermonuclear weapons. 

In the 1980s, the threat of nuclear war prompted educators all around
the world to warn of impending devastation. Three books were published,
representing a decade acutely concerned with the threat of nuclear
annihilation: Education for Peace by Birgit Brocke-Utne (1985) of Norway,
Comprehensive Peace Education by Betty Reardon (1988) of the United
States, and Peace Education by Ian Harris (1988), also of the United States.
Brocke-Utne pointed out the devastation that masculine aggression—
manifested in militarism, war, and domestic violence—wreaks upon all
people, young and old. She argued that feminism is the starting point for
effective disarmament. Additionally, she pointed out that societies not at
war were not necessarily peaceful because they still harbored considerable
domestic violence. Reardon argued that the core values of schooling
should be care, concern, and commitment, and the key concepts of peace
education should be planetary stewardship, global citizenship, and
humane relationships. Harris stressed a holistic approach to peace
education that could apply to community education, elementary and
secondary schools, as well as college classrooms. He also emphasized that
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a peaceful pedagogy must be integral to any attempt to teach about
peace. The key ingredients of such pedagogy are cooperative learning,
democratic community, moral sensitivity, and critical thinking.

This expansion of peace education towards the end of the twentieth
century points to an important symbiotic relationship between peace
movements, peace research, and peace education. Activists have
developed strategies to warn people about the dangers of violence,
whether it be wars between nations, environmental destruction, the threat
of nuclear holocaust, colonial aggression, cultural, domestic, or structural
violence. Academics studying these developments further the field of
peace research. The activists, hoping to broaden their message, teach
others through informal, community-based peace education activities,
such as holding forums, publishing newsletters, and sponsoring peace
demonstrations. Teachers observing these activities promote peace
studies courses and programs in schools and colleges to provide
awareness of the challenges of ecological sustainability, war, and peace. 

PEACE EDUCATION IN DIFFERENT CONTEXTS

A rich diversity of peace education is promoted by the myriad of contexts
in which it is practiced. Because individuals disagree about how to achieve
security, there are many different paths to peace that are explained in
peace education classes. An Israeli educator has stated that peace
education programs take different forms because of the wide variety of
conflicts that plague human existence:

Even though their objectives may be similar, each society will set up a
different form of peace education that is dependent upon the issues at
large, conditions, and culture, as well as views and creativity of the
educators. (Bar-Tal, 2000, p. 35)

Each different form of violence requires a unique form of peace
education to address strategies that could resolve its conflicts. Peace
education in intense conflicts attempts to demystify enemy images and
urges combatants to withdraw from warlike behavior. Peace education in
regions of interethnic tension relies upon multiculturalism and awareness
about the sufferings of various groups involved in the conflict to promote
empathy for the suffering of others and to reduce hostilities. Peace
educators in areas free from collective physical violence teach about the
causes of domestic and civil violence and try to develop an interest in
global issues, the problems of poverty, environmental sustainability, and
the power of nonviolence. 
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Peace educators concerned about the problems of underdevelopment,
starvation, poverty, illiteracy, and the lack of human rights seek an
understanding of the crises that exist in poorer countries and solutions
for the problems of underdevelopment. Peace educators use development
studies to provide insights into the various aspects of structural violence,
focusing on social institutions with their hierarchies and propensities for
dominance and oppression. Such study highlights the problems of
structural violence and emphasizes peace-building strategies to improve
human communities. 

Peace educators in many countries continue to focus on human rights.
Interest in human rights comes from attempts during the twentieth
century to establish international organizations like the International
Criminal Court that address civil, domestic, cultural, and ethnic forms of
violence, to bring to justice tyrants who have aggressed against innocent
people. Peace educators falling within this tradition are guided by the
December 1948 Universal Declaration of Human Rights that provides a
statement of values to be pursued in order to achieve economic, social,
and political justice. 

Various statements about human rights derive from concepts of natural
law, a higher set of laws that are universally applicable and that supersede
governmental laws. The study of human rights is the study of treaties,
global institutions, and domestic and international courts. This approach
to peace, known as “peace through justice,” rests on the notion that
humans have certain inalienable rights that governments should protect.
People being persecuted by their governments for political beliefs can
appeal to provisions of international law to gain support for their cause.
Abuse of rights and the struggle to eliminate that abuse lie at the heart of
many violent conflicts. Human rights institutions champion rights against
discrimination based upon gender, disability, and sexual orientation.

At the beginning of the 1980s, peace educators became more
concerned about civil, domestic, cultural, and ethnic forms of violence,
trying to heal some of the wounds of students who have been raised in
violent cultures. As such, they began to expand the teaching of conflict
resolution in schools. At the beginning of the new millennium, conflict
resolution education is one of the fastest growing school reforms in the
West. Conflict resolution educators provide basic communications skills
necessary for survival in a postmodern world. Here, the focus is upon
interpersonal relations and systems that help disputing parties resolve
their differences with communication skills. Approximately 10% of
schools in the United States have some sort of peer mediation program
(Sandy, 2001). Conflict resolution educators teach human relations skills
such as anger management, impulse control, emotional awareness,
empathy development, assertiveness, and problem solving. Conflict
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resolution education provides students with peacemaking skills that they
can use to manage their interpersonal conflicts, but does not necessarily
address the various kinds of civil, cultural, environmental, and global
violence that take place outside schools.

One of the goals often formulated for peace education in intractable
conflicts like that between Israel and Palestine in the Middle East is to
study the conflict from the perceptions of the “enemy” and thereby
develop some empathy for them (Salomon, 2002). Because different
groups see conflicts from different perspectives, this approach to peace
education attempts to legitimize the point of view of the “other.” This
does not require agreeing with the other side, but rather seeing its
perspective as valid, which might lead to a decrease in tension between
two conflicting parties. This approach to peace education attempts to
build peace by opening people’s hearts.

Another peace education thread that developed at the end of the
twentieth century is environmental education. Environmentalists see that
the greatest threat to modern life is the destruction of our natural habitat,
so that in the immortal words of T. S. Eliot (1936), “This is the way the
world ends, not with a bang but a whimper” (p. 107). Up to that point,
many peace educators throughout the world had focused on the threat of
a cataclysmic nuclear exchange between the United States and the former
Soviet Union (which collapsed in 1989). Nowadays, environmental
educators help young people become aware of the ecological crisis, give
them the tools to create environmental sustainability, and teach them to
use resources in a renewable way. They argue that the deepest foundations
for peaceful existence are rooted in environmental health and
sustainability. 

Historically, peace educators concerned about the dangers of war have
ignored the environmental crisis. With the rise of global warming, rapid
species extinction, water shortages, and the adverse effects of pollution,
they are starting to realize that it is not sufficient just to talk about military
security, as in protecting the citizens of a country from a foreign threat,
but it is also necessary to promote a concept of peace based upon
ecological security, where humans are protected and nourished by natural
processes (Mische, 1989). 

Common to these peace educational endeavors is the desire to help
people understand the roots of violence and to teach alternatives to
violence. Although these types of peace education have different goals
and problems of violence that they address, they share a concern about
the devastation caused by violence and awareness about strategies to
address that violence. Peace educators within these different contexts are
teaching skills that can lead to successful management of conflict and
attempting to build consensus about ways to stop the violence.
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CONCLUSION

In spite of its tremendous growth in the twentieth century, peace
education has not really taken hold in school systems around the world. A
few countries have used United Nations’ mandates to stimulate formal
school-based peace education activities. Most countries have ignored
them. Some countries like the Philippines and Uganda have mandated
peace education in the public schools, but lack resources for training
teachers in the various complexities of this new subject. In most countries,
peace education is carried out informally in community settings and
through national peace organizations, such as the large rallies held by
Peace Now in Israel that attempt to garner citizen support for a less
violent solution to the Palestinian-Israeli crisis than that being employed
by the Israeli government. Local groups throughout the world, horrified
by violence in their communities, attempt to convince their fellow citizens
to oppose the violent policies of militaristic governments. This is by far
the most widespread use of peace education at the beginning of the new
millennium.

Formal school systems have largely ignored the educational insights
provided by peace activist educators, mostly because of cultural and
economic pressures to ramp up their curricula to include more math and
science so that school graduates can compete in a high tech global
economy. Peace education in most countries is seen as “soft” and not
embraced by frightened citizens who fear imaginary or real enemies. 

The threat of terrorism that grew from the end of the twenty century
has made it hard for peace educators to convince school authorities to
support efforts that contradict government “peace through strength”
policies promoted to provide security for the citizens of that country.
Furthermore, it is only recently that peace educators are starting to unify
around a common curriculum for peace education that include its historic
roots in international education as well as modern conventions for human
rights, the feminist orientation on violence in interpersonal relations, a
concern for the problems of structural violence, an emphasis upon
building a culture of peace, and an urgency to address environmental
issues—insights that were provided during the previous century rife with
violent conflict (Harris & Morrison, 2003). Peace educators no longer
solely concern themselves with interstate rivalry but also study ways to
resolve intrastate violence and the chaos that comes from identity and
religious-based conflicts. They have added to their tool boxes conflict
resolution, forgiveness, and violence prevention skills, practical teachings
that counterbalance the geopolitical approaches taken by political
scientists concerned with wars between nations. The foundation for a new
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discipline has been built, leaving future peace educators to figure out how
to erect a mighty peace palace.
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JOHN DEWEY AND
PEACE EDUCATION

Charles F. Howlett 

INTRODUCTION

John Dewey remains one of America’s most preeminent philosophers and
educational theorists. After World War I, he applied his instrumentalism
and progressive education ideas to the advancement of world peace.
Dewey’s peace education was based on the view that teaching subjects like
history and geography should be premised on the goal of promoting
internationalism. His educational objective was to counter the philistine
notion of patriotism and nationalism developed by individual nation-
states which had been a basic cause of war. 

BACKGROUND

Born in Vermont on October 20, 1859 and later educated at the
University of Vermont (AB) and Johns Hopkins (PhD), John Dewey
established himself as one of the leading philosophers in the field of
pragmatism while teaching at the University of Chicago in the 1890s. The

CHAPTER 3
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increasing dominance of evolutionary biology and psychology in his
thinking led to the abandonment of the Hegelian theory of ideas and the
acceptance of an instrumental theory of knowledge that conceived of
ideas as tools or instruments in the solution of problems encountered in
the environment. Prior to an appointment at Columbia University in
1904, Dewey’s writings on schooling and education had already gained
him a widespread audience. In The School and Society (1899) and The Child
and the Curriculum (1902), he argued that the educational process must be
built upon the interest of the child, that it must provide opportunity for
the interplay of thinking and doing in the child’s classroom experience,
that schools should be organized as a miniature community, that the
teacher should be a guide and coworker with pupils rather than a rigid
taskmaster assigning a fixed set of lessons and recitations, and that the
goal of education is the growth of the child. His crowning work, Democracy
and Education (1916a), solidified his reputation in the history of American
education.

But nothing prepared John Dewey for the events taking place in the
world from 1914-1918. Despite being hailed as America’s foremost
educational philosopher, the Great War tested Dewey’s mettle. During
World War I, he reasoned that the use of force might provide a useful and
efficient means for bringing about the goal of a democratically organized
world order. Writing for his International Journal of Ethics and New Republic
readers in “Force and Coercion” and “Force, Violence and Law,” he
commented that armed force was morally correct and war legally justified
(Dewey, 1916b, 1916c). 

What he did not count on was the stinging rebuke he received from his
former Columbia student, Randolph Bourne. Bourne challenged Dewey’s
support for war by pointing out that the esteemed philosopher’s
instrumentalism had trapped him into miscalculating the relationship of
the war to true national interests and democratic values. In a powerfully
written article, “Twilight of Idols,” Bourne (1917) argued that Dewey’s
excessive optimism caused him to overestimate the power of intelligence
and underestimate the force of violence and irrationality. 

CONTRIBUTIONS TO PEACE EDUCATION 

It was Bourne’s telling criticism that Dewey’s support for war was
technique conscious and morally blind that led to the Columbia
philosopher’s promotion of peace education after the war. In the postwar
years, Dewey’s interest in peace education was defined by a curious
mixture of moralistic beliefs, democratic values, and nonreligious ethics.
The basic thrust of his pragmatic philosophy and peace education efforts
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after 1918 was formulating the method of intelligence in such
discriminating fashion as to minimize the appeal to nationalistic
propaganda. Eliminating the institution of war required an educational
program that would reconstruct existing social and political habits. The
tragedies of the war convinced Dewey that schools could serve as a basis
for dynamic change. Given proper direction, schools could become
dynamic instead of reflexive agencies; as instruments of reform, schools
could search out and reinforce concrete patterns to remake society in the
name of peace while at the same time enabling each student to realize his
or her potential for building a nonviolent world.

During the years between the two world wars, Dewey energetically
examined ways in which peace education could become an effective
instrument in promoting global understanding as opposed to the more
traditional patriotic indoctrination that was currently doled out in schools
and textbooks. Specifically, efforts for establishing world peace and
universal citizenship were based upon a social science approach to
education. Dewey insisted that there were two subjects that represented
the foundation blocks necessary for building international
understanding: geography and history. He believed that geography and
history enabled students to reconstruct the past in order to cope with the
present. Both subjects were necessary for overcoming some of the more
sinister aspects of chauvinism which were being taught as citizenship in
the schools.

When it came to the study of geography, for instance, Dewey applied
his child-centered concepts and school as community into a more detailed
investigation of peoples and their societies. Tying the notion of peace to
global awareness required ways of teaching geography that would “help
students gain insight into both nature and society, and which will help
them apply what they learn … to their study of social and political
problems” (Dewey, 1927, pp. 174-75). The proper teaching of geography
to young students must take into account the study of all peoples,
cultures, habits, occupations, art, and societies’ contributions to the
development of culture in general. For teachers, it was important that
they stopped “worrying about the height of mountains and the length of
rivers. When we do give consideration to these things, it must be in the
context of cultural development” (Dewey, 1939, pp. 725-28).

Teaching geography to impressionable young minds had to become
dynamic in order to act as a catalyst necessary for shaping a global
picture. “Geography is a topic that originally appeals to imagination—
even to the romantic imagination” Dewey (1916a, p. 212) asserted. “The
variety of peoples and environment, their contrast with familiar scenes,
furnishes infinite stimulation” (p. 212). As an important part of the
curriculum, necessary for fostering global cooperation, “instruction in
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geography … should be intellectually more honest, should bring students
into gradual contact with the actual realities of contemporary life and not
leave them to make acquaintance with these things in [a] surprised way”
(Dewey, 1958, p. 4a).

The teaching of history should also promote the goal of peace by
divorcing itself from the past emphasis on the study of dates, military
heroes, and battles. What Dewey stressed in the curriculum was for
teachers to focus more on the social meaning of history: “History is not
the story of heroes, but an account of social development; it provides us
with knowledge of the past which contributes to the solution of social
problems of the present and the future” (quoted in Clopton & Tsuin-
Chen, 1973, p. 277). Present-day problems, such as wars, should be
examined in their historical setting in order “to determine the origin of
the problem; examine past efforts to deal with the problem; find out what
sort of situation caused it to become a problem” (quoted in Clopton &
Tsuin-Chen, 1973, p. 277). Knowledge of the past, coupled with a
forward-looking approach to problem solving and values clarification,
characterized Dewey’s conception of history as moral imperative.
“Intellectual insight into present forms of associated life,” Dewey (1916a)
insisted, 

is necessary for a character whose morality is more than colorless innocence.
Historical knowledge helps provide such insight. The assistance which may
be given by history to a more intelligent sympathetic understanding of the
social situations of the present in which individuals share is a permanent
and constructive moral asset. (p. 217)

One of Dewey’s major contributions to the importance of peace
education was his argument that in order to achieve international
harmony, important changes in domestic institutional thinking would
have to occur first. In Human Nature and Conduct (1922), Dewey observed
that “History does not prove the inevitability of war, but it does prove that
customs and institutions which organize native powers into certain
patterns in politics and economics will also generate the war-pattern”
(p. 115). The key to conflict control was to deflate the emotions and
values attached to nationalism and substitute in its place a world order
based on international law and organization. “Questions of prestige and
honor are now of inflammatory importance,” he wrote in the aftermath of
the Great War, “because of the legalizing of war and the absence of a
court; they will remain the main reliance in the technique of enlisting
support of a war waged for unavowed reasons until war is outlawed”
(Dewey, 1923, p. 15).

In an effort to promote international understanding, Dewey called for
a school program in the 1920s that would foster an appreciation for
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internationalism and challenge the glorification of militarism. Applying
the social science approach of Professor James Harvey Robinson’s “New
History” to the curriculum, Dewey charged that current social studies
texts used in American classrooms were not only diminishing possibilities
for creating an atmosphere of international cordiality, but also increasing
the chances for domestic intolerance. Issues such as the importance of the
Outlawry of War Movement, a World Court, and American military
interference in the Caribbean were not being addressed. To counter this
trend, Dewey’s peace education program encouraged the development of
a curriculum exploring the theme of nationalism within an international
context. 

His peace curriculum was designed around promoting an attitude of
world patriotism. “We need a curriculum in history, geography, and
literature,” he informed readers in one of his most important articles on
the subject titled, “The Schools as a Means of Developing a Social
Consciousness and Social Ideals in Children,” 

which will make it more difficult for the flames of hatred and suspicion to
sweep over this country in the future, which indeed will make this impossi-
ble, because when children’s minds are in the formative period, we shall
have fixed in them through the medium of the schools, feelings of respect
and friendliness for the other nations and peoples of the world. (Dewey,
1923, p. 516)

War as an institution thrives because no one is taught to question
contemporary values and beliefs. The true value of his peace education
program was in fostering new moral values in schoolchildren which would
offset institutional habits. Challenging conservative critics who argued
that war is part of human nature, Dewey responded by saying that 

War and the existing economic regime have not been discussed primarily on
their own account. They are crucial cases of the relation existing between
original impulse and acquired habit…. A truer psychology locates the diffi-
culty elsewhere. It shows that the trouble lies in the inertness of established
habit. (Dewey, 1922, p. 125)

The real key to Dewey’s peace education program, however, and one
that is relevant today, is transforming the notion of nationalism into a
more transnational perspective. He was well aware of how successful
nationalism was in the unification of Germany, and he attempted to use
that historical experience in schools in order to develop “a new
movement in education to preserve what was socially most useful in the
national heritage and to meet the issue of the emerging international
society” (quoted in Curti, 1967, p. 1109). The age-old identification of
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patriotism with “national interests,” one fostered by habit and training,
which inevitably led to exclusivity, suspicion, jealousy, and dislike for
other national cultures had to be subordinated to broader conceptions of
human welfare. The peace education program Dewey encouraged
between the World Wars was one that 

binds people together in co-operative human pursuits and results, apart
from geographical limitation. The secondary and provisional character of
national sovereignty in respect to the fuller, freer, and more fruitful
association and intercourse of all human beings with one another must be
instilled as a working disposition of the mind. (quoted in Curti, 1967,
p. 1109)

CONCLUSION

John Dewey’s interest in peace education was inspired, in part, by the
stinging condemnation he received for supporting President Woodrow
Wilson’s war aims in 1917. To his credit, he took those criticisms to heart
and examined ways in which his social and political philosophy could
further the interests of peace education in American schooling. Dewey
proclaimed 

The lesson to be learned is that human attitudes and efforts are the strategic
center for promotion of the generous aims of peace among nations; promo-
tion of economic security; the use of political means in order to advance
freedom and equality; and the world-wide cause of democratic institutions.
(Dewey, 1946, p. 30)

Following this line of thought, he continued, “is bound to see that it
carries with it the basic importance of education in creating the habits
and the outlook that are able and eager to secure the ends of peace,
democracy, and economic stability” (Dewey, 1946, p. 30). Even the
horrors of World War II and the advent of the atomic bomb did not deter
him from his goal of using schools to foster international understanding.
He held onto that belief until his death in 1952. 

Indeed, since the Vietnam War, there have been a number of peace
education and peace studies programs created at colleges and universities
throughout the United States. Many of these programs and peace courses
have integrated Dewey’s relativistic thought as an instrument for
encouraging international understanding and domestic social justice. The
real problem remains, however, at the elementary and secondary levels in
American education. There, patriotic citizenship continues to be a
powerful force in shaping young minds. It was in this area of learning that
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Dewey directed most of his efforts during the interwar period. In calling
for a peace education program in schooling, Dewey encouraged the
creation of a curriculum emphasizing the development of an attitude
which would accomplish the following: promoting the idea of world
patriotism; using the social sciences, especially geography and history, as
a bridge for understanding other cultures; and rectifying the more
sinister aspects of patriotism and nationalism that have been a basic cause
of war between nations. His peace education ideas also challenged the
role of teachers and urged them to incorporate the values of peace and
global cooperation among nations in their curricula. The promotion of
the human community in education, Dewey (1971) maintained, 

is the responsibility of conserving, transmitting, rectifying and expanding
the heritage of values we have received that those who come after us may
receive it more solid and secure, more widely accessible and more gener-
ously shared than we have received it. (p. 87) 

That article of faith was his educational blueprint and instrument for
establishing a lasting peace.
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MARIA MONTESSORI AND 
PEACE EDUCATION

Cheryl Duckworth

Averting war is the work of politicians; establishing peace is the work of educators. 

—Maria Montessori

As the field of peace education develops, scholar-practitioners
increasingly consider and debate who the founders of this field might be.
For a field simultaneously as old as Confucius and as young as the United
Nations, this is not a clear cut task. Major spiritual leaders such as
Buddha, Muhammad, or Jesus Christ are sometimes considered “peace
educators,” as their lives and teachings are considered by millions to be
examples of ethical and peaceable living. This speaks to the relevance of
peace studies and peace education to many other disciplines; indeed
peace and conflict resolution programs are inherently multidisciplinary,
and draw on other fields such as sociology, history, anthropology,
psychology, and literature to probe the origins of conflicts and what might
practically be done about them. This nebulousness can trouble peace
scholars and educators when trying to define the field and its
foundational figures and theories. 

CHAPTER 4
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Before exploring a major figure in peace education, Dr. Maria
Montessori, I should take a moment to define how I am using “peace
education” in this context. It is quite a broad umbrella, and the phrase has
been used to suggest anything from teaching peer mediation or conflict
resolution skills to students, to curriculum about diversity, disarmament,
or environmentalism or advocacy against poverty. Much of this
complexity stems from the fact that methods and aspects of peace-
building abound. This appropriately reflects the complexity of the causes
of conflict. I am personally comfortable with this “big tent.” Peace-
building entails the active furthering of social and economic justice and
peace education prepares students for this task. 

Maria Montessori is most typically associated with child-led learning.
By this, she believed that human beings are natural learners and that if
students (often far younger than traditional methods dared) were
immersed in environments rich with puzzles and problems to explore,
they would learn instinctively similar to Vygotsky’s theory (as cited in Van
der Veer, 1994). In her model, the teacher facilitates the student’s
learning, but the student’s passions and imagination are what lead, as she
details in Education and Peace (1949). Similar to seminal American
educator, John Dewey, her results were astounding: children thought to
have significant mental challenges were successful learners (Lewis, n.d.).
As most educators know, her methods gave birth to a movement in
education that thrives globally today, with thousands of Montessori
schools throughout North and South America, Europe, and Asia. She is,
however, popularly known by some as a founder of peace education
although this is not universally accepted. 

Montessori’s (1949) own writings explicitly make a connection to
education for peace. She passionately argued (most notably before the
United Nations) that education was a means—perhaps the only genuine
means—of eliminating war once and for all. Without explicit and
intentional moral and spiritual education, she believed, humankind
would inevitably revert to its habit of war. Values such as global
citizenship, personal responsibility, and respect for diversity, she argued,
must be both an implicit and explicit part of every child’s (and adult’s)
education. These values in Montessori education are every bit as crucial as
the subjects of math, language or science. She wrote in Education and
Peace, 

Peace is a goal that can only be attained through common accord, and the
means to achieve this unity for peace are twofold: first, an immediate effort
to resolve conflicts without recourse to violence—in other words, to prevent
war—and second, a long-term effort to establish a lasting peace among
men. (p. 27)
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Teaching global citizenship is the explicit fostering of both a specific
set of knowledge and a particular set of values in students (and teachers,
for that matter). The specific curriculum might include addressing the
causes of war and poverty, communication and other conflict resolution
skills, disarmament or so on; the values would usually include and
appreciation for diversity and nonviolence. Montessori’s unique methods
reinforce this commitment to fostering global citizens who would live out
the values of and actively work for peace. This is for several pedagogical
reasons. One, the fostering of independent critical thought (at age-
appropriate levels, of course), as Montessori’s contemporary John Dewey
also emphasized, is vital to the survival of a democracy. 

Citizens are less likely to be manipulated and mislead into a war not in
their interests when they have developed a habit of informed reflection.
Ironically, it was the infamous Nazi Goering who, while awaiting the
Nuremberg trials in 1946, also expressed this point: 

Why, of course, the people don’t want war. Why should some poor slob on a
farm want to risk his life in a war when the best he can get out of it is to
come back to his farm in one piece?… Voice or no voice, the people can
always be brought to the bidding of the leaders. That is easy. All you have to
do is tell them they are being attacked, and denounce the peacemakers for
lack of patriotism and exposing the country to danger. It works the same in
any country. (Goering, 1946) 

Consciously developing the habit of critical and independent thought can
protect men and women from such propaganda. 

Second, as another significant figure in peace education, Elise
Boulding (1979), often wrote that Montessori’s methods explicitly
fostered imagination by allowing the student to explore his interests and
passions. What does this mean for a more peaceful world? I would argue
that, just as the habit of independent and critical thought provides a
manner of protection for democracy, prioritizing imagination in
education can significantly contribute to solving the common problems
we all face. Social entrepreneurs provide just one recent example. In the
classroom, this might become student leadership in the community, as in
some classrooms where students have undertaken environmental projects,
taught other students or participated in local politics. 

Yet the above features of imagination and a habit of critical,
independent thought, while crucial to developing students who can
contribute to building a more just and peaceful world, can be considered
indirect connections between Montessori’s methods and peace education.
There are numerous explicit connections as well. Montessori deplored the
lack of moral and social education that she observed in the typical public
school. As Montessori (1949) wrote, “Any education that rejects and
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represses the promptings of the moral self is a crime” (p. xiv). Indeed, as
states are the social institutions which commonly wage war, it is worth
asking if currently public school systems are capable of authentic peace
education. This question underscores Montessori’s pedagogical
revolution. 

Of course, the methods of discipline or classroom management in
Montessori education must reinforce what peace scholars refer to as
“positive peace.” Norwegian peace scholar Johan Galtung (1969) further
developed this theory, defining positive peace as the presence such
human values as justice, harmony, freedom, and equality. Negative
peace—which is not at all a negative thing—is the absence of violence. As
Montessori (1949) wrote, “The question of peace cannot be discussed
properly from a merely negative point of view … in the narrow sense of
avoiding war…. Inherent in the very meaning of the word peace is the
positive notion of constructive social reform” (p. xi). Thus, peace-building
activities such as peace marches, community building forums such as
interreligious dialogues, or advocacy against poverty developing such as
the fair trade or debt cancellation movements, become an important
feature of peace education. The Montessorian approach to peace can
scarcely be called “passivism”; there is, in fact, nothing passive about it. 

For peace education to be effective, the methods teachers and
administrators use must be consistent with the values purportedly being
taught to students. They must be modeled as well. The implicit
curriculum must harmonize with the explicit curriculum. Montessori’s
methods reflect this as well. The emphasis is on self-discipline, rather
than discipline imposed from outside. What might this look like in
practical terms? Students would be involved in forming and enforcing the
rules of their community, for one. Second, when undesired behavior does
occur, the manner in which this is handled must honor the humanity of
both the student who exhibited the behavior, as well as any victims. 

As one may expect, this is the aspect of Montessori’s methods most
commonly critiqued as idealistic and naïve. Montessori and her followers
may well make two replies to this. First, Montessori classrooms by their
nature reduce undesirable behavior as students are genuinely engaged in
their work. Second, one can observe from many public schools, given
literacy and drop-out rates, that the “carrot and stick” approach is not
working. If students are never given real choices as they grow, it is not
realistic to expect them to suddenly acquire this skill upon graduation.
Hence developing internal self-discipline is a vital outcome of
Montessorian and other types of peace education. 

Dr. Maria Montessori is a seminal figure in peace education. However,
beyond merely producing theory, she developed concrete pedagogy for
peace, one that is currently still thriving throughout the globe
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(Duckworth, 2006). Her methodology focused on the development of the
whole child and prized the creative and critical thinking skills, as well as
relational skills, which are so critical in men and women who will be both
inspired and equipped to build lasting peace.
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PAULO FREIRE AND
PEACE EDUCATION

Lesley Bartlett

WHO WAS PAULO FRIERE?

Paulo Freire (1921-1997) was one of the best known and most influential
radical education theorists in the twentieth century; his impact upon
peace education, adult education, nonformal education, and critical
literacy has been incalculable. Born in 1921 in Recife, in the Brazilian
Northeast, Freire was raised in a middle-class family that hit hard times
during the Great Depression. As a result, Freire directly experienced the
impact of poverty on educational opportunities in a way that marked his
entire career. Freire’s participation in Recife’s Movement for Popular
Culture and his work for the University of Recife’s Cultural Extension
department greatly influenced his critique of educational inequalities and
his remarkable approach to pedagogy. 

Freire’s early career was strongly influenced by the extraordinary
political and cultural changes occurring in Latin America and the
Caribbean. The Cuban Revolution (1959-1961) inspired socialist
movements throughout the region; further, in the wake of the Second
Vatican Council (1965), the Catholic Church increasingly embraced

CHAPTER 5

 EBSCOhost - printed on 10/1/2020 12:22 PM via MCGILL UNIV. All use subject to https://www.ebsco.com/terms-of-use



40 L. BARTLETT

liberation theology and a commitment to the poor. Freire’s formative
period coincided with a general effervescence of radical politics in the
Brazilian Northeast: peasant leagues demanded labor rights for rural
workers; the Catholic Church formed “base communities” at the local
level to involve lay people in interpretations of the Bible and the conduct
of the Church’s work; cultural circles focused on promoting popular
culture and social critique formed throughout the region; and leftist
leaders were elected at municipal, state, and federal levels. Because
literacy was a requirement to vote at that time (and, indeed, until 1988 in
Brazil), the Left focused energy on teaching literacy in order to build a
populist political base. 

In this context, Freire rose to prominence for his radical humanist
pedagogy. In 1963, Freire was hired by the federal Ministry of Education
to work for SUDENE (Superintendência de Desenvolvimento do
Nordeste or Northeast Development Board) to develop educational
projects. Upon invitation from local politicians, Freire and his colleagues
conducted a “dialogical” literacy campaign in Angicos. Soon afterward,
President João Goulart’s populist national administration invited Freire to
coordinate a national literacy campaign. This plan was aborted by the
military coup in 1964. When the coup leaders exiled Freire, they
ironically set up the conditions for his ideas to gain international
attention. After a period in Chile and a shorter stint at Harvard
University’s School of Education, Freire joined the Department of
Education at the World Council of Churches in Geneva. From that
position, he actively participated in projects in Latin America and Africa. 

When, after 15 years of exile, the military dictatorship began gradually
to give way to re-democratization, Freire returned to his beloved Brazil.
He joined the Workers Party, a new effort to invigorate and
institutionalize the Left’s involvement with formal politics. Freire wrote
and taught actively during this period. With his characteristic
determination to join theory and practice, Freire took on the daunting
task of serving as Minister of Education for the city of São Paulo from
1988 to 1991. At the time of his death in 1997, Freire had authored or
coauthored over a period of 30 years more than 20 books whose content
significantly reshaped the way that educators think about the purpose and
promise of schooling. 

FREIRE’S KEY CONCEPTS

Freire’s personal experiences deeply shaped his conceptual development.
This chapter provides a necessarily partial overview of Freire’s core tenets,
including: education as a political act; banking versus problem-posing
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education; dialogue and critical consciousness; democratic teacher-
student relationships; and the coconstruction of knowledge since they are
foundational concepts that have been utilized in the field of peace
education. 

Education as a Political Act

Freire’s major contribution to the field of peace education is the insight
that education is, necessarily, a form of politics. He averred that schooling
is never neutral; instead, it always serves some interests and impedes
others. Freire’s magnetism lies in his insistence that schooling can be used
for liberation, just as it has been used for oppression. He argued that
through liberatory education, people come to understand social systems
of oppression and equip themselves to act to change those situations.
Educators, then, must reconceptualize their labor as political work and
“must ask themselves for whom and on whose behalf they are working”
(Freire, 1985, p. 80). 

In Pedagogy of the Oppressed (1970/1990), Freire introduced a radical dis-
tinction that has since become an enduring feature of progressive educa-
tional thought: the difference between what he called “banking” and
“problem-posing” education. For Freire,

[Banking education] attempts, by mythicizing reality, to conceal certain facts
which explain the way men exist in the world…. Banking education resists
dialogue; problem-posing education regards dialogue as indispensable to
the act of cognition which unveils reality. Banking education treats students
as objects of assistance; problem-posing education makes them critical
thinkers…. Problem-posing education bases itself on creativity and
stimulates true reflection and action upon reality, thereby responding to the
vocation of men as beings who are authentic only when engaged in inquiry
and creative transformation. (p. 71)

Banking education is a relationship of domination in which the teacher
has knowledge that she deposits in the heads of the passive objects of
assistance—her students. Banking education maintains students’
immersion in a culture of silence and positions them as objects, outside of
history and agency. 

In contrast to banking education, Freire proposes a problem-posing
education. Problem-posing education encourages students to become
active in thinking about and acting upon their world. Problem-posing
education relies upon dialogue and critical consciousness, democratic
teacher-student relationships, the cocreation of knowledge through
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interaction, and a curriculum grounded in students’ interests and
experiences.

Dialogue and Critical Consciousness

For Freire (1970/1990), dialogue was a key component of problem-pos-
ing education. Dialogue, he wrote, is “the encounter between men [sic],
mediated by the world, in order to name [that is, to change] the world”
(p. 76). In Pedagogy of the Oppressed, Freire insisted that dialogical encoun-
ters help students to develop critical consciousness of social, political, and
economic contradictions so that they can take action against them (p. 43).
Coming to critical consciousness requires analyzing, interactively and
through dialogue, who is and is not allowed access to resources and
opportunities, and how access is allowed or denied. Critical consciousness
ultimately requires questioning the status quo rather than taking it as
given. Though Freire’s early work suggested that critical consciousness
would somehow necessarily lead to social action, his later work amended
that claim. Nonetheless, the goal of problem-posing education is praxis,
which is “reflection and action upon the world in order to transform it”
(p. 33).

Democratic Teacher-Student Relationships

According to Freire (1970/1990), problem-posing education can only
occur within egalitarian, respectful relations:

dialogue cannot occur between those who want to name the world and those
who do not wish this naming—between those who deny other men the right
to speak their word and those whose right to speak has been denied to
them. Those who have been denied their primordial right to speak their
word must first reclaim and prevent the continuation of this dehumanizing
aggression. (pp. 76-77)

Problem-posing education relies on a revolutionary, respectful
relationship between teacher and student. Democratic educators seek to
replace the traditional teacher-student hierarchy with egalitarian
interactions. In Pedagogy of the Oppressed, Freire (1970/1990) wrote that
problem-posing education “cannot exist, however, in the absence of a
profound love for the world and its people…. Founding itself upon love,
humility, and faith, dialogue becomes a horizontal relationship of which
mutual trust between the dialoguers is a logical consequence” (pp. 77-78).
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Further, Freire (1970/1990) suggested that problem-posing education
revolutionizes the teacher-student relationship: 

through dialogue, the teacher of the students and the students of the
teacher cease to exist and a new term emerges: teacher-student with stu-
dents-teachers…. [T]he teacher is no longer merely the one who teachers,
but one who is himself taught in dialogue with the students, who in their
turn while being taught also teach. (p. 67) 

Freire’s (1994) early call for a “horizontal” relationship generated a
staggering amount of debate over the teacher’s role in a democratic
classroom. In his later writings, Freire refined his notion of directivity and
the teacher-student relationship. In Pedagogy of Hope, he explained:
“Dialogue between teachers and students does not place them on the
same footing professionally; but it does mark the democratic position
between them” (pp. 116-117). In his “talking” books of the 1980s and
90s, Freire (1985) distinguished between authoritative and authoritarian
teachers:

I have never said that the educator is the same as the pupil. Quite the
contrary, I have always said that whoever says that they are equal is being
demagogic and false. The educator is different from the pupil. But this
difference, from the point of view of the revolution, must not be
antagonistic. The difference becomes antagonistic when the authority of the
educator, different from the freedom of the pupil, is transformed into
authoritarianism. This is the demand I make of the revolutionary educator.
For me, it is absolutely contradictory when the educator, in the name of the
revolution, takes power over the method and orders the pupil, in an
authoritarian way, using this difference that exists. This is my position, and
therefore it makes me surprised when it is said that I defend a nondirective
position. How could I defend the fact that the nature of the educational
process is always directive whether the education is given by the bourgeoisie
or the working class. (p. 76)

The Coconstruction of Knowledge

According to Freire (1970/1990), new knowledge is produced in the
classroom from the interaction between students’ and teachers’
knowledges. “Knowledge,” according to Freire, “emerges only through
invention and re-invention, through the restless, impatient, continuing,
hopefully inquiry men [sic] pursue in the world, with the world, and with
each other” (p. 58). 

Freire (1970/1990) consistently advocated pedagogies, curricula, and
learning based in the students’ “reality.” In Pedagogy of the Oppressed, he
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asserted, “The starting point for organizing the program content of edu-
cation or political action must be the present, existential, concrete situa-
tion, reflecting the aspirations of the people” (p. 85). This idea has
become a core principle of critical pedagogy, peace education, and, in
many ways, of progressive education more generally: education should be
relevant, and it should be grounded in the experiences and interests of
students. 

Fundamentally, Freire advocated that teachers should respect students’
knowledge, begin with student’s knowledge, and remain humble about the
limitations of their own knowledge. He warned about the dual threat of
elitism, or the rejection of popular knowledge as backward or simplistic,
and basicism, or the “exaltation or mystification” of popular knowledge
(Schugurensky, 1998, p. 24). 

In Pedagogy of Hope (1994), Freire stated that he did not wish to suggest
that popular knowledge was somehow, by itself, sufficient: “it is
unacceptable to advocate an educational practice that is satisfied with
rotating on the axis of ‘common sense’” he wrote (p. 58). Responding to
charges that his focus on popular knowledge would limit students’
understanding of global structures, he asserted, “never … have I said that
these programs … ought to remain absolutely bound up with local reality”
(p. 86). Instead, education should start with but go beyond student’s local
knowledge: 

The educator needs to know that his or her “here” and “now” are nearly
always the educands’ “there” and “then.” Even though the educator’s dream
is not only to render his or her “here-and-now” with them, or to understand
and rejoice that educands have gotten beyond their “here” so that this
dream is realized, she or he must begin with the educands’ “here” and not
with her or his own. At the very least, the educator must keep account of the
existence of his or her educands’ “here” and respect it. Let me put it this
way: you never get there by starting from there, you get there by starting
from some here. This means, ultimately, that the educator must not be
ignorant of, underestimate, or reject any of the ‘knowledge of living
experience’ with which educands come to school. (p. 58)

Later in the book, he added:

we must not by-pass—spurning it as “good for nothing”—that which
educands … bring with them in the way of an understanding of the world….
With progressive education, respect for the knowledge of living experience
is inserted into the larger horizon against which it is generated—the
horizon of cultural context, which cannot be understood apart from its class
particularities. (p. 85)
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Freire (1998) recommended that all learning begin from students’
experiential knowledge, and that it proceed by working with students to
understand the “logic of these kinds of knowledge in relation to their
contents” (p. 36). 

Freire’s philosophy thoroughly informs peace education pedagogy and
practice. His complicated concept of conscientization provides the
foundation of peace education’s hope for a link between education and
social transformation. His insistence on dialogue and his discussions of
egalitarian teacher-student relations provide the basis for peace
education pedagogy. Despite his death a decade ago, Freire’s ideas
continue to resound throughout the field. 
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SECTION II

Foundational Perspectives in

Peace Education

The previous section examined the history of and influences on peace
education while this section focuses squarely on the field to understand
some of the perspectives that have shaped its emergence. These
chapters examine the interplay of local realities and global issues and
structures. The United Nations, though established as a meeting place
for nation-states, is increasingly a forum for global civil society to
interact and forge consensus on issues of peace and human rights. This
section explores the perspectives of scholars shaping the form, content,
ethical orientations, and organizational structure of research in the field
as well as the institutions that have provided the contours of peace
education practice. 

QUESTIONS TO CONSIDER

• What are the core principles that guide peace education? How do
the form and content of education interact to reflect these principles?
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• How do the micro- and macrolevels intersect and influence each
other? In considering the sociological distinction between structure
(macrolevel) and agency (microlevel), how can social change
towards greater peace occur at the local, national, and international
levels? 

• The terms “structural” and “direct” violence indicate different
types of limitations on human freedom. Consider examples of
these forms of violence and how peace education—in formal and
informal settings—might address these issues. 
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FORM AND CONTENT OF 
PEACE EDUCATION

Johan Galtung

INTRODUCTION

When the peace research movement started at the end of the 1950s, the
universities did not, in general, welcome it. Rather, the idea was picked up
by research institutes, often with no attachment to teaching institutions at
all. Today, we still bear the consequences of this: a movement strong on
research and action, but weak on education, generally failing to bring
findings into schools and universities. In short, despite the many
professions to the contrary, peace education has probably not developed
as significantly during the last decades, particularly in contrast to the
considerable advances made in the fields of peace research and peace
action.

One reason for this is the stranglehold of established educational
institutions in most countries that affects all levels of education. What is
taught usually reflects the past, which is simply handed over to the
present so as to secure continuity into the future in conformity with
national ideology and upper class thinking. Sincere peace research or
peace action will often contrast with this type of perspective. One might

CHAPTER 6
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assume that this would encourage more peace research groups and action
groups to add peace education programs to their activities, but in general
this has not happened, largely due to lack of funds, understaffing and
overconcern with research and action. Peace education in schools and for
the general public lags behind.

It is high time for this sad tradition to be broken and for peace
education to be taken seriously. This would be one part of a larger
transformation in which peace research, peace action, and peace
education would become integrated into a natural whole. Keeping them
apart is more a reflection of division of labor tendencies in surrounding
societies than of any real necessity. In fact, the three fields could hardly be
more intimately related.1

For example, a very important thread in peace research is historical:
understanding how slavery was abolished, how socialist policies improved
the material conditions of the masses, how anticolonization movements
came into being and ultimately were somewhat successful, how emancipist
and feminist movements improved the lot of women, and how
mobilization against structural violence in general is possible.2 These are
all obvious themes for peace education as well. 

There could also be research programs within peace education—not
only research on images of peace, but on how and why they change, with
or without peace action. Particularly significant would be research on
unconventional communication, on new forms of peace education that
are not only communicative but also can be seen as pure education at a
high level that can function as vehicles of social change.

There are other linkages, as well. Both peace research and peace
education will ultimately lead to peace action, if they are of any value, and
any peace action will have its research and educational spin-offs and
benefits. Nonetheless, because of how we divide labor, outside institutions
should play a stronger role in shaping the need for peace education, and
ultimately also the content, particularly if peace researchers and activists
are caught unaware.

All over the world today there is talk about peace research and
education. Examples of this trend are that (1) Peace education chairs are
appearing in several universities; (2) There is a demand for peace curricula
at all levels of education; but those who demand have only vague notions
of what they ask for, and that is not necessarily their fault (Galtung, 1972).
It is our fault as peace educators and researchers that we have not been
able to present a sufficiently rich supply of information and materials to
participate actively in this process. But it is not too late; we are still only at
the beginning. It is in order to stimulate active participation in this
process that this chapter has been written.
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THE FORM OF PEACE EDUCATION

It may seem strange to start with the form rather than with the content, but
there is a simple reason: the form may open some new possibilities that
should also be reflected in the content. I hope to show here that there is a
wide range of opportunities available to all who want to enter the field of
peace education in one way or another. Although there is always room for
expansion, we do not actually make effective use of all of the available
options: lectures at universities, pamphlets and books, seminars and
conferences, newspaper articles and magazine essays are just some of the
possible vehicles of communication.3 

First, the form of peace education has to be compatible with the idea of
peace, that is, it has to exclude not only direct violence, but also structural
violence. This is important because schools and universities are still
important means of education and in the structure is the message.

Only rarely is education nowadays packaged with direct violence; the
days of colonialism and corporal punishment are more or less gone. But
structural violence remains and takes the usual forms: a highly vertical
division of labor manifesting itself in one-way communication; the
fragmentation of those on the receiving end preventing them from
developing horizontal interaction that will allow them to organize and
eventually turn the communication flow the other way; and the absence of
true multilateralism in the education endeavor. All of this relates only to
form, and if the content of education is also included, the structural
violence of education becomes even more apparent.

Fundamentally, peace education should attempt to do away with this
type of inherent violence. Any educational form should be evaluated in
terms of its structure and the following questions should always be asked:
Does it permit feedback? Does it bring people together in a joint
endeavor rather than keeping them apart? Does it permit general
participation, and is the total form of education capable of self-generated
change? In short, is there dialogue that engages learners, rather than
simply a message conveyed in educational settings? 

A second basic problem has to do with the relationship between peace
education and the traditional structure of formal schooling that is divided
into primary, secondary, and tertiary levels. The question is usually asked:
Why not incorporate peace education into the curricula at all three levels?
Yet the answer may not be so obvious. It may in fact be true that at all
three levels, the form of schooling itself would effectively counteract the
very idea of peace education, and hence be harmful. It is naïve to believe
that the content of a message will survive regardless of the form in which
it is presented; in fact, the form may turn out to be even more important
than the content.
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Many students, at all educational levels, share the experience that their
leisure reading provokes deeper insights and is more interesting and
gratifying than their required reading for school. For many, the moment
something is added to the curriculum, it accumulates dust and becomes
gray and flat like everything else. 

Additionally, in many countries the school system is centralized under
one Ministry of Education with almost dictatorial powers over the
curricula, controlled by bureaucrats or committees unable to reflect new
ideas or quickly incorporate the demands of younger generations. The
average age for the committee members is often very high, and the
capacity for self-generated change after their own studies is so low that
committees, at their best, reflect the dominant thinking of when they were
young and, at worst, the dominant thinking of when their teachers or
professors were young. In a quickly changing society—and particularly in
a society where conceptions of development, conflict, and peace are
changing so quickly—this is unacceptable. Something innovative may be
squeezed through such machinery, but at the risk of becoming so
flattened out that, even if the form of education was untouched, there
would be little of the original content left. 

Furthermore, even in countries that are highly decentralized, there will
always be one state, province, district, city, or municipality more advanced
than the others, more ready to experiment with new things than other,
and more conservative locales. However, even if innovations are
implemented only in one school or class, they can be valuable on a wider
scale because of the demonstration effect.

Yet another difficulty is the strong tie between traditional schooling
institutions and the social practice of sorting people into categories, and
even classes, with the examination as the physical manifestation of this
link. Using education as a sorting device is problematic for peace
educators, since the idea of peace itself is antithetical to vertical social
relations and hierarchies in any form. Hence, peace education should be
seen as a way of achieving, individually and collectively, a higher level of
consciousness, an awareness of social reality and solidarity in a joint
learning community, not as a mechanism social classification. There
should be no examinations of any kind in connection with peace
education, no basis for an emerging class of peace specialists. Such
devices may have a place in military academies and business schools, but
not in institutions promoting peace insights.4 

THE CONTENT OF PEACE EDUCATION

With an arsenal of possible forms at one’s disposal, what can be
communicated through peace education? In fact, it is only by keeping
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peace research, peace education, and peace action together that a strong
formula for content can be developed.

One way of approaching content derives from the five phases of a
peace research project. Of course, there are divided opinions on these
phases. The five phases are as follows:

1. Analysis

2. Goal-formulation

3. Critique

4. Proposal-making

5. Action (Galtung, 1972)

Analysis of our present, real world describes basic facts to the extent
that they are relevant to peace problems and at the same time pointing to
major trends. The analysis would be dynamic in the sense of presenting a
time perspective and static in the sense of giving an image of such major
factors as the war system and the preparation for war. It also relates to
problems of equity and freedom, which are both antonyms of dominance,
but for different arenas and from different ideological traditions. Thus,
this is the place to present and theoretically explain relevant facts,
keeping in mind that there is always more than one theory that can be
applied to the same set of data.

If this were all, peace studies would not differ from any other social
science found today, and peace education would mirror education in, say,
physics or geography. Hence, it is the subsequent four points that add the
special flavor to both of these fields.

Goal formulation is an indispensable part of peace education. There
has to be something concrete and explicit in the idea of peace: the world
we would like to see. It is not enough to say that peace is the absence of
something or the other; much more concrete images must be provided.
Peace research, being born inside the traditional empiricist tradition,
whether of the conservative or progressive varieties, has largely failed on
this point. Rather, analysis has prevailed at the expense of goal-
formulation, the latter being rejected rather summarily as “utopianism.”
And yet it is exactly these kinds of images that, throughout history, have
driven people into great action, including the types of movements
mentioned in the introduction.5

As a part of this aspect of peace research and peace education comes
the general question of whether the goal is just any type of utopia, or is
it a viable utopia? For instance, is it possible to have the absence of
direct violence, equity in social interaction, and freedom for a
considerable degree of human self-expression or self-realization? Or is
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it true, as some might assert, that of these three values, we can only
have two and we shall have to choose which two, or even, as the
pessimists might assert, one or even none at all? This type of discussion
is rarely found in any educational curriculum at any level, probably
causing a tremendous crippling of individual and collective human
imagination in search for a better future combining that which cannot
be combined.

Third, the critique. For any type of critique to be of interest, both
data and values have to be present, which are made available in the first
and second phases, respectively. The values become like a net thrown
over our world, leading to very concrete conclusions in terms of highly
value-oriented language, and where nobody can turn away from terms
like “good” and “bad,” or even language considerably more explicit
than that.

This third phase goes beyond analysis to diagnosis, based on the
more static aspects of empirical analysis, and prognosis based on the
more dynamic aspects. An effort should be made to call the same
dimensions by the same name, whether they refer to past, present, or
future. After these phases, we will end up with critical images of these
three different worlds, including dimensions that can be used to define
both the preferred world and the real world.6 That makes it possible to
accommodate the real world, using data; the preferred world, the
utopia, using values; and possibly also even more highly criticized
world, a dystopia. To understand better the struggle of moving from the
real world towards utopia, we need to understand what prevents the real
world from becoming worse and even sliding into dystopia.

Fourth, proposal-making deals with how to get from the real world to
the preferred world. Finding a transition path is a question of proposals
about what to do, who should do it, when and where, how, and why it
should be done. Proposal-making should be seen as a basic part of any
peace education program. Indeed, no part would be more ideal for
general participation than this. Any successful peace education program
would make the participants really feel the tension between the
preferred and the real worlds, and the danger looming from the
rejected world would make participants feel it so intensely that proposal
making becomes a necessity.7

This then leads into the fifth phase: peace action. One cannot
suddenly truncate a process because it can no longer be contained within
articles and books, paper and pencil exercises, or even discussion, but it
becomes driven by necessity into something much more concrete: action.

This does not necessarily imply that each and every peace education
program should include an action component such as a demonstration, a
peacekeeping activity, or a peace building component.8 We would,
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however, advocate discussions of concrete action, like a search for new
forms of peace education or participation in a practice-oriented
organization. In any other educational program, a nonverbal component
is usually taken for granted: the laboratory exercises in chemistry, physics,
and biology; the visit to civic and social institutions as a part of sociology,
and so on. It can be so in peace education as well.9

There are problems connected with peace action, but with time, we
are gaining much more experience with this aspect of education. Also,
this is the point where peace education, peace action, and peace
research really come together. For instance, students at a particular
school might decide to recognize an emerging nation before their own
government does. If thousands of schools did the same, according to
clear peace criteria, this could even become an important form of non-
governmental foreign policy, and hence, have a widespread democratiz-
ing effect.10

In concrete school situations, as already mentioned, there are many
examples of structural violence, and hence, many areas in which problems
of peace can be actualized, such as bullying. It is naïve to think that peace
education can be contained within the school systems of most countries
without having some repercussions on the political system.11 Traditional
teaching of peace studies has been that of peaceful men—Lord Buddha,
Jesus Christ, St. Francis of Assisi, Mahatma Gandhi, Albert Schweitzer,
Martin Luther King Jr. being some of the prime examples—often with a
heavy emphasis on their beliefs and attitudes rather than their action and
behavior. This approach tends to focus on actors rather than structures,
and is unacceptable from the point of view of peace studies, which would
argue for including both.

Any analysis of structures would lead to pupils and students to use this
analytical machinery on the school situation as well. In so doing, they
would start asking questions about the division of labor (why are we
treated as raw material to be processed through the school machinery?),
about participation (why do we not participate more in the decisions
regarding how schools are run and curricula developed?), and so on. In
other words, students may not only have demands concerning the content
of school curricula (why do we not learn about our country's military-
industrial complex? about the weapons export of our country? about the
true relations between rich and poor countries?), but also about the
school structure itself. A higher level of consciousness among students can
have the same effect at the secondary level of education as it has already
had at the tertiary level in terms of action, including strikes and boycotts
to back up demands. 

 EBSCOhost - printed on 10/1/2020 12:22 PM via MCGILL UNIV. All use subject to https://www.ebsco.com/terms-of-use



56 J. GALTUNG

CONCLUSION

Four related and central topics often arise in courses, seminars, and
discussions on peace and a brief explanation is provided for each of
these:

Development: gives the opportunity to present basic values, trends, the 
state of affairs in the world in general and turn the discussion of peace 
towards positive peace, equity, and harmony;12

Conflict: gives the opportunity to discuss what happens when goals, 
values, and interests are in conflict and discuss conflict creation, 
conflict dynamics, and conflict transformation and resolution;
Peace: gives the opportunity to discuss how development and a creative 
approach to conflict can come together in the fight against direct as 
well as structural violence; and
Future: gives the opportunity to project all of this onto the screen of 
the future, analyzing trends, and making proposals for action.

Everyone, however, must develop his/her own unique format and
formula; there is no standard to be adhered to, as that would be contrary
to the whole idea of autonomy in peace education.13

Finally, one note about the role of peace education: it should not
overshadow peace action. One may object that peace education is needed
for peace action, but the relation is not that simple. Peace education will
work on the mind, although it may also imply some training. It is a
fundamental bias of intellectuals, however, to believe that we human
beings think first and then unleash our well-considered action. Very often
we act first and if it works, we may develop a theory about it; if it does not
work, some rationalization will take place.

That does not mean that a much higher level of peace consciousness
may not change this state of affairs. The fact is that we do not even know
what that would mean, what kind of world that would be. But it would
certainly be a world where people would be less easily manipulated, and it
is in pursuit of that kind of world that peace education would be a
contribution.
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NOTES

1. For a theory of this approach, see Galtung (1977). 
2. For a discussion of these societies, see Galtung (1970a). 
3. An excellent proposal in this field has been made by Vithal Rajan

(1972).
4. The most promising approach here seems to be the International Games,

in the tradition started by Harold Guetzkow.
5. However, a basic finding of the book titled Images of the World in the Year

2000, published in 1976, coordinated by the European Social Science
Center in Vienna, is exactly the very low level of future-oriented
thinking, especially in the field of political affairs, according to the
results of 9,000 interviews in 10 countries, 8 of them in Europe, with 200
questions.

6. This is the basic idea of the social indicator movement: to present values as
dimensions that also can be used for ordinary descriptive analysis.

7. The idea was very simple: to ask all participants as a conclusion of four
weeks with discussions of peace theory and peace practice to come up with
some image of their ideal world and the steps needed to attain it. Since
most people are asked to present their image of the present world and
how to criticize and analyze it, it is not strange that there is an untapped
reservoir in the direction indicated.

8. For a concrete proposal combining the elements treated under this
heading, see Galtung (1970b). 

9. See Galtung (1972). 
10. See initiative headed by Professor Ivan Supek, which had a council of

representatives from several universities. 
11. In Norway, for instance, an oath of loyalty to the King is required of

university professors.
12. It might perhaps be pointed out that conceptions of development,

perhaps also conflict, seem to be changing much more quickly than
conceptions of peace, which still to many seem to be related to balance of
power and disarmament ideas, without going much deeper into the
origins of peacelessness.

13. For an elaboration of this proposal, see Galtung (1968). 

REFERENCES

Galtung, J. (1968). Training of peace specialists: A proposal. International Peace
Research Newsletter, 2, 42-46.

Galtung, J. (1970a). Pluralism and the future of human society. Challenges for the
future: Proceedings from the Second International Futures Research Conference,
Norway, 271-308.

Galtung, J. (1970b). Towards a World Peace Academy: A proposal. Essays in Peace
Research, 1(14), 291.

Galtung, J (1972, September). Empiricism, criticism, constructivism: Three approaches
to scientific activity. Paper presented at the Third World Future Research
Conference, Bucharest, Romania.

Galtung, J. (1977). Chemical structure and social structure: An essay on
structuralism. In J. Galtung, M. Bunge, & M. Malitza (Eds.), Mathematical

 EBSCOhost - printed on 10/1/2020 12:22 PM via MCGILL UNIV. All use subject to https://www.ebsco.com/terms-of-use



58 J. GALTUNG

approaches to international relations (pp. 389-417). Bucharest, Romania:
Romanian Academy of Social and Political Sciences.

Rajan, V. (1972). War and peace: Adult education in peace education. Millennium
Journal of International Studies, 1(3), 50-66.

 EBSCOhost - printed on 10/1/2020 12:22 PM via MCGILL UNIV. All use subject to https://www.ebsco.com/terms-of-use



Encyclopedia of Peace Education, pp. 59–66
Copyright © 2008 by Information Age Publishing
All rights of reproduction in any form reserved.

59

CONCEPTUAL PERSPECTIVES 
IN PEACE EDUCATION

Magnus Haavelsrud

INTRODUCTION

A great variety of theories, definitions and practices are referred to in
peace education. Since both “peace” and “education” are abstractions
without any concrete and absolute meaning, it is not surprising that it is
rather difficult to find widespread agreement about what peace education
actually is.

This essay will discuss some important dimensions within which it is
believed the major conceptual disagreements are to be found. This will be
done in reference to three major components of the educational
problematic: the content, method of communication, and organizational
structure of the educational program. The choices made about these
three components prove to be decisive in defining the substance of any
educational program, including education for peace.

Some peace educators seem to judge only one or two of these three
components as important. Thus, it is not difficult to find peace education
projects that are limited to changing the content of education without
questioning existing pedagogic methods or the organization of activities.

CHAPTER 7
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Some peace educators argue that only the form of learning-teaching
interactions must be changed in order for the ideals of peace education to
be realized. Still others are more system-oriented in their proposals,
suggesting changes in the organizational structure in order to regulate
educational interactions. It is contended, therefore, that disagreements
about the substance of peace education are related to the importance
given to each of the three components and also to the implicit or explicit
choices that are made within each component. 

CONTENT

So, what content is to be learned in peace education? No absolute answer is
to be found in the literature about peace education or anywhere else on
this topic. In the initial phase of developing its peace education program,
UNESCO (United Nations Educational, Scientific, and Cultural
Organization) (1974) proposed using a macro approach and selecting
“the most important problems of mankind” (p. 3):

(a) the equality of rights of peoples, and the right of peoples to self-
determination;

(b) the maintenance of peace; different types of war and their causes 
and effects; disarmament; the inadmissibility of using science and 
technology for warlike purposes and their use for the purposes of 
peace and progress; the nature and effect of economic, cultural and 
political relations between countries and the importance of 
international law for these relations, particularly for the 
maintenance of peace;

(c) action to ensure the exercise and observance of human rights, 
including those of refugees; racialism and its eradication; the fight 
against discrimination in its various forms;

(d) economic growth and social development and their relation to 
social justice; colonialism and decolonization; ways and means of 
assisting developing countries; the struggle against illiteracy; the 
campaign against disease and famine; the fight for a better quality 
of life and the highest attainable standard of health; population 
growth and related questions;

(e) the use, management and conservation of natural resources, 
pollution of the environment;

(f) preservation of the cultural heritage of mankind; and
(g) the role and methods of action of the United Nations system in 

effort to solve such problems and possibilities for strengthening 
and furthering its action. (pp. 3-4)
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This proposal for peace education content is globally oriented, and
the major problems of humankind are explicitly macro. How specific
circumstances appear at various levels on the micro-macro spectrum is a
most difficult and interesting problem involving questions of cause and
effect between the levels. What, for instance, are the effects of enemy
images propagated by governments for legitimating a war in shaping
our consciousness? Or, in another example, what was the impact of the
microlevel mobilization of peace demonstrators against the war in Iraq
on February 15, 2003? This protest evolved into a macro force in terms
of sheer numbers of people mobilized around the world, in spite of
being hidden in the micro realities of, for example, the 2 million
inhabitants of London and neighboring towns that gathered in Hyde
Park. The hidden force of the morning had manifested itself by the
evening, turning micro-level phenomena into a global movement. It was
not strong enough to stop the war at that time, but these events add to
others in a continuous flow of resistance against certain kinds of
international behaviors.

It is evident that proposals for peace education content vary in relation
to the macro-micro dimension. For instance, some peace educators define
the content in terms of international and global problems whereas others
define the content in relation to the everyday life and the context of the
individual. In both cases, the initial disintegration of micro and macro
may be temporary or permanent. If it is permanent, the segregation has
an epistemological status, and if it is temporary, it may be grounded in a
methodological belief that a complex problem needs to be simplified at
the beginning of the educational experience. Thus, the goal may or may
not be to understand the micro context in light of the macro context and
vice versa, depending upon the duration of the strong segregation of
micro-macro phenomena. In all cases, the strength and degree of
permanence of any classification of this sort would carry with it a message
of power on behalf of those who have made the decision to keep the
categories apart.

Such integration or nonintegration of “here and now” with “there and
then” is a major choice to make concerning the content. Further, it is
important if one chooses to depart from the “here and now” context or
the “there and then” context because this choice may influence the
understanding of the totality, especially in regard to the question of causal
relationships between micro and macro phenomena. Starting with “here
and now,” situations may give the impression that these are important in
the explanation of the global totality, whereas starting with “there are
then” may imply more emphasis upon seeing the global reality as a cause
of micro phenomena. 
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The Spatial Dimension

The bridge built between the extreme micro level (the individual) and
the extreme macro level (the world), may utilize various support points.
Thus, relevant content in a peace education project may involve actors/
parties at “in-between” levels such as the family, peer groups, neighbors,
social class, ethnic, gender or age groups, town or local community,
political parties, region, nation, or region of the world. The bridges may
be built as two-way channels in which the situations at both ends are seen
to be interrelated, or they may be one-way bridges that hinder the
understanding of two-way causality.

Poverty is seen as a major problem to be solved. If the content is
limited to the macro level, the problem of poverty may become a study of
global statistics and trends. The problem of poverty may then become a
global phenomenon without reference to the reality of the learner. A
macro analysis will yield macro solutions to the problem. If, on the other
hand, the problem of poverty is also seen in the specific contexts of the
learners, they will be able to analyze the problem in light of the realities in
their own contexts and also be able to suggest actions in that context to
help solve the problem. The inclusion or exclusion of such cause-effect
relationships between the micro and the macro levels is decisive for the
content of peace education.

The Temporal Dimension 

Apart from the problem of inclusion or exclusion on the spatial
dimension, there is the problem of inclusion or exclusion of the temporal
dimension. Reflection about an issue and its solution involves
understanding the problem at various points in its development. The
dispersion of the content of peace education over the following categories
is therefore an important choice to make:

1. Historic knowledge: what was;

2. Diagnostic knowledge: what is;

3. Predictive knowledge: what will be;

4. Prescriptive knowledge: what ought to be; and

5. Knowledge about tactics and strategy: what can be done to change
the situation from what it is to what it ought to be.
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Action 

So far, I have only discussed peace education in terms of reflection. A
major choice to make concerning the content of peace education is
whether it should include or exclude action for the solution of the
problem. If action is included, the timing of it in relation to the reflection
process is also important, that is, is it possible to develop a reflection
process about a problem on the basis of some action already undertaken,
or is action as part of the peace education content seen as desirable only
as a result of a reflection and study process? 

FORM

In some peace education projects, more emphasis is placed on teaching
methods and learning than on the content as such. This is often
grounded upon the principle that the educational interaction should be
in harmony with the idea of peace. This could mean that teacher and
students should be equal partners in the educational process. The teacher
would be in dialogue with the students about a problem that interests
both parties. The teacher does not necessarily have to be an expert who
knows all about the problem. It should be apparent that any human,
including a teacher, cannot be expected to possess all knowledge about
the solution of societal problems. Only historic and diagnostic knowledge
can be reproduced. Knowledge in the other categories has to be produced
by all the participants in the educational situation. This reproduction and
production of knowledge cannot be done only by the teacher if
propaganda for and/or indoctrination of specific views are to be avoided.

This means that some knowledge about solving a social, political,
economic or cultural problem can only be given through the active
participation of those who are suffering the consequences of the problem
and whose interest in solving the problem is not purely academic, but also
emotional and practical. Thus, problem solving in this sense involves
knowledge already produced in science about objective realities as well as
knowledge to be produced in the educational setting. It is to be expected
that the latter most often would apply to knowledge about the future
(what will be, what ought to be) as well as to tactical and strategic
knowledge. These three, as well as the realization of the action, may be
seen as more dependent upon subjective viewpoints than upon
“academic” knowledge about historical and present circumstances. Peace
education forms are in contradiction to anti-dialogical methods, resulting
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in the reproduction of prescribed “old” knowledge and the lack of
production of “new” knowledge. This might, in the long run, be an
example of cultural violence if learner participation in developing the
content (including action itself) is denied. It would mean that autonomy
and creativity are not rewarded (or are directly or indirectly punished).
This again might result in inactive learners without the possibility of
engaging themselves in problem solving.

Peace education projects introduced in such situations might place
special emphasis upon changing the educational form. Important goals
might be to encourage the participation of the students in decision
making about both form and content. In this sense, education for peace is
more a question of method or forms of communication than of content,
that is, it would center on the solution of problems in which participants
are engaged. Which problems are selected is highly dependent upon the
subjective viewpoints of the participants themselves, and this would mean
that the content of peace education would vary greatly depending on the
group’s social, political, economic and cultural situation.

ORGANIZATIONAL STRUCTURE

The formal educational system in most countries is characterized by the
following: the division of knowledge into specific subjects; teachers with
specific competencies in these subjects; the grouping of students into
classes; and the division of time into periods and breaks. These basic
characteristics (others could be added) are important structural
components, which allow for only certain types of initiatives for
introducing peace education into the curriculum. Thus, it is possible to
change the content of a specific subject in such a way that it would deal
more with the subject of peace. Such change in the content might not
have any significance for the other components such as the methods
employed, the division of knowledge into subjects and the division of
time into periods and breaks.

If, however, the form of education is regarded as a problem, as well as
the way knowledge has been divided into subjects, the peace educator
runs into other problems of a structural nature, that is, the peace
education project might contradict the basic characteristics of the
structure in which it is introduced. If, for instance, a peace education
project is based on the principles of problem orientation and
participatory decision making, it could not, without problems, be
introduced into a school system which rigidly practices the division into
subjects, classes, and periods.
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It would be extremely difficult to realize problem-oriented and
participatory education through a prescribed plan for a subject, carried
out by a teacher in a rigidly-structured classroom situation with 30
students, in periods of 45 minutes each. Apart from the rigidity imposed
by these three components (subject, class, time), the greatest barrier for
peace education projects might be the rules laid down in educational
systems concerning evaluation of the students, through which students
are sorted into categories according to their achievement in terms of
grades (this is not the place to discuss the sorting function of the school
and its role in the reproduction of inequalities in society).

Through this discussion about organizational structure, it should be
clear that a peace education project might be in harmony or disharmony
with it. Therefore, it is possible that so many disharmonies exist that the
structure itself must be changed before peace education can be
introduced. The question then arises whether the organizational structure
can be changed through changes in form and content, or whether this is
impossible until changes are brought about in the society which has
produced an educational structure antagonistic to problem orientation
and dialogue. 

CONCLUSION

This essay has discussed peace education in terms of content, form, and
organizational structure. It has been argued that peace education involves
the principles of problem orientation (content) and participatory
decision-making (dialogical form). These two principles need to be
implemented at the same time because one implies the other. Therefore,
projects focusing on only one of the two will necessarily have an
unintended effect on the other as well. If such projects are feasible, it
means that the rules laid down in the structure are such that a possibility
exists for dialogue. If such projects are met with repression, however, the
structural rules regulating education are anti-dialogical in nature, and
therefore may not be changed from within the system. Then the question
arises as to how the educational system can be altered through a change
in society as such. 

Some peace educators claim that societal change in the direction of
more justice cannot come from within the school itself. This would mean
that education for peace would mainly have to occur outside of school,
through the action of the adult population. Such conscientization efforts
would create political forces, which would be instrumental in the struggle
for social justice on the global as well as local levels, including changes in
the formal educational system. Whether or not education for peace is
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attempted within or outside the school, however, it seems that unless it
becomes part of the overall process of nonviolent social change, it will not
succeed in contributing to the creation of peace and social justice.

Finally, I would like the reader to note that I have discussed the three
components separately in this essay. This strong classification is made for
purpose of analysis only. It is very important to analyze the mutual
relationships between the three components by posing the following
questions: How would the selected content influence the communication
forms? How could the selected communication form influence the
development of content? What is the impact of the organizational
structure (including curriculum plans) upon content selection and the
choice of communication form? What may be the impact of educational
activities upon future structural and organizational patterns?
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THE MORAL AND
SPIRITUAL FOUNDATIONS OF 

PEACE EDUCATION

Dale T. Snauwaert

INTRODUCTION

Does the use of military force require moral justification, or is political
necessity sufficient? Can the use of force ever be morally justified? If yes,
what principles justify and govern its use? Are there certain things that
never should be done to another human being? Are there things that
must be provided to every human being? Is peace a basic right? Does
peace not only involve the absence of direct violence (negative peace), but
also include the absence of structural violence—injustice—(positive
peace) as well? Should citizens of a democracy be educated in order to
participate in ethical and political discourse concerning these questions? 

MORALITY, POLITICS, AND PEACE EDUCATION

Political realism, arguably the leading theory of international relations,
denies the existence of morality in relations between nations and peoples.

CHAPTER 8

 EBSCOhost - printed on 10/1/2020 12:22 PM via MCGILL UNIV. All use subject to https://www.ebsco.com/terms-of-use



68 D. T. SNAUWAERT

It maintains that these relations are purely political, in the sense that they
exclusively concern national-interests and power, not what is right or
good per se (Doyle, 1997; Mapel, 1996; McMahan, 1996; Smith, 1986).
Realism does posit the existence of a moral community existing within the
boundaries of the nation-state. There exists a national interest, a common
good, which state agents are obligated to enhance. There is also a moral
imperative to provide an umbrella of security for the people of the nation.
Officials of the state are morally obligated to pursue the national interest
and the security of the people through the prudent exercise of power,
including the deployment of military force. This view, however, is morally
exclusionary—it posits that human beings existing outside one’s nation
are not members of one’s national moral community and thus do not
require moral consideration. Ethics stop at the border. In contrast, peace
education is premised upon the cosmopolitan belief that the moral
community includes all human beings, that all human beings have moral
standing, and thus war and peace, justice and injustice, are global moral
considerations. It is not merely a philosophical ideal, for there is an
“actually existing cosmopolitanism,” a transnational, global moral
community based on widespread agreement (Bobbio, 1990/1996; Bok,
1995; Boulding, 1988; Brown, 1992; Buergentahl, 1995; Cooper, 1999;
Corcoran, 2005; Dalai-Lama, 1999; Falk, 1989; R. A. Falk, 2000; Finnis,
1980; Glover, 2000; Hayden, 2001; Held, 1995; Kant, 1795/1983; Kung,
1993; Kung & Kuschel, 1993b; Maritain, 1958; Nussbaum, 1996; Perry,
1998). 

At its core, morality concerns the question: How should we live? This is a
question concerning the good life, and it constitutes a eudaimoniac
perspective (Aristotle, 1965). The Greek word eudaimonia is often
translated as happiness, but a more accurate translation is human
fulfillment, well-being, and/or flourishing. The fundamental
presupposition of this ethical perspective is that human beings seek
fulfillment in terms of the enjoyment of an integrated set of basic goods
(health, knowledge, friendship, aesthetic experience, play, work,
sustainable environment, etc.) that together constitute human
flourishing. From this perspective, individuals have a “human right” to
these basic goods (Finnis, 1980). As Henry Shue (1980) suggests: “A moral
right provides (1) the rational basis for a justified demand and (2) that the
actual enjoyment of a substance be (3) socially guaranteed against
standard threats” (p. 13). From this perspective, rights are justified
demands for the enjoyment of goods, which are guaranteed by the society.
Rights thus define what the individual is due, is justified in demanding,
and/or is protected from. In this way, rights are moral and legal devices
which define the moral and, when codified in law, legal boundaries of
human relationships. Rights define what choices can never be made or
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those that must be made. Human rights to basic goods in turn evoke
correlative duties, which are basic moral obligations required for basic
rights:

(a) positive duties of mutual care and support (duty to aid);
(b) negative duties of no harm to others (duty to avoid harm);
(c) norms of rudimentary fairness (duty to protect) (Bok, 1995; Shue, 

1980).

The moral equation is not merely about what the individual is due, but
also, it fundamentally involves what individuals are obligated to provide
or refrain from in relation to others. The duty to avoid harm entails
restraint, the obligation to refrain from destructive action. The duty to
protect entails the responsibility for establishment of norms, social
practices, and institutions that enforce the duty to avoid deprivation. The
duty to aid is positive in the sense that it is on obligation to provide for
those in need. If individuals have a right to pursue happiness, to pursue
human fulfillment, then this set of duties and their institutionalization are
morally imperative on a social level. These correlative duties are
necessary for the minimal level of social cooperation necessary for human
flourishing. 

Does this imperative apply to the level of foreign relations? This
question can be rephrased in terms of moral duty. There is an important
distinction between “positional” duty and “natural” duty. Positional duty
constitutes obligations that are entailed by a particular position or role in
the society. Positional duties relate to special relationships connected to
specific roles. Natural duty refers to obligations that are owed to all
human beings regardless of position or specialized relationships. Natural
duties speak to obligations that human beings possess and owe each other
as human beings. Are the basic duties, the common values above,
positional or natural? Do they apply to relations between societies and
peoples? The claim that human beings have a right to pursue happiness,
including rights to all goods necessary for human flourishing, is based
upon the presupposition that human beings possess intrinsic value, that
they are ends. It is an ethic that proclaims the sovereignty, not of any
temporal governmental power, but that of human dignity. Human dignity
is not defined by political borders but establishes a global, cosmopolitan
moral community. The proposition here is that membership in the moral
community is based upon the recognition of the intrinsic value of innate
human characteristics and capacities. Peace, therefore, can be defined as a
cosmopolitan moral order that secures human rights and duties necessary
for human flourishing. 
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When human rights are threatened or violated on a mass scale, such as
aggressive war and genocide, the “just war” tradition maintains that the
aggrieved party has a right to protect itself and to restore a just peace,
and others, friends and allies, are justified in intervening to protect or
restore that peace. This intervention can entail a justified use of force.
The obligation to act for the protection of a just peace is founded upon a
right of self-defense and an obligation to help others in need. In its
efforts to defend a just peace, just war theory has developed two sets of
principled considerations that define the standards for moral decision
making concerning both the decision to go to war and the right conduct
of war: jus ad bellum and jus in bello respectively. In this moral tradition,
there exists a prima facie presumption against violence, and thus, the use
of force requires moral justification. The moral justifiability of using force
is contingent upon meeting all of the following criteria: just cause, right
authority, right intention, proportionality, reasonable hope of success,
and last resort. Jus in bello pertains to the right conduct of force. From this
perspective, the use of force must be proportional and consistent with
noncombatant immunity—the principles of proportionality and
discrimination respectively. The use of force may be morally justified to
restore a just peace, but it can never fall into total war, for then it
contradicts its own justification, the protection of human dignity (Allen,
1991/2001; Bishops, 1983/1992; Boyle, 1996; Cady, 1989; Finnis, 1996;
Ford, 1970; Hoffman, 1981; Holmes, 1989, 1989/1992; Nardin, 1996;
Ramsborth & Tom. 1996; Ramsey, 1961, 1968/1983; Turner Johnson,
1981, 1999; Walzer, 1970, 1997; Wasserstrom, 1970; Yoder, 1984). 

Peace, as a cosmopolitan moral order, is in turn contingent upon the
capacity of individual persons to respond to the inherent dignity, the
intrinsic value of others. Principles of rights and duties are essential, but
they remain powerless without the internal moral resources that equip
one to morally respond to others. 

There are two basic moral sensibilities that form our moral capacity: “I
can’t” and “I must” (Fromm, 1947; Glover, 2000). “I can’t” constitutes the
capacity to refrain from doing harm—a capacity of restraint. It is
grounded in the capacity of internal reflection and self-awareness of what
is consistent with one’s own integrity (Arendt, 1971, 1992, 1994; Arendt &
Kohn, 2003; Dalai-Lama, 1999; Hanh, 1987). It is based upon the moral
perspective that it is “better to suffer wrong than to do wrong.” In Plato’s
Gorgias, Socrates states metaphorically: 

it would be better for me that my lyre or a chorus I direct should be out of
tune and loud with discord, and that multitudes of men should disagree
with me rather than I, being one, should be out of harmony with myself and
contradict me. (Arendt & Kohn, 2003, p. 181)
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In other words, if I harm others, then I will not be able to live with my
self. The potential internal discord stops me. It is an internal, spiritual
mechanism of restraint.

“I must” constitutes the capacity to positively respond, with care and
compassion, to the needs of others. This response requires the capacity to
meet the other as a subject, as an end. It is based in the recognition of the
intrinsic value of the other person (Buber, 1970). It also involves the
awareness of the interdependence and interconnection between human
beings. It also entails the capacity of equanimity, the ability to remain
impartial while being able to take the perspective of the other (Dalai-
Lama, 1999). 

CONCLUSION

From this perspective, morality and thereby, peace, is structured in the
overall quality of our hearts and minds (Dalai-Lama, 1999). As Betty
Reardon maintains, peace education should aim at the transformation of
both the structures of society and the structures of consciousness
(Reardon, 1988). These points suggest that peace education has
interrelated moral and spiritual foundations.
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THE UNITED NATIONS
AND PEACE EDUCATION

James S. Page

DEFINITIONS

The United Nations (UN) is a global intergovernmental organization
established on October 24, 1945 with the general aims of maintaining
international peace and encouraging international cooperation. The UN
refers to the overarching organization, although specialist UN agencies
and forums have been established to further specific objectives. With
some exceptions, UN declarations and instruments constitute so-called
soft law, which is to say that they work through the power of moral
persuasion. Since international peace and co-operation are central to the
founding principles of the UN, it is logical that, within the official
declarations and instruments of the UN, one ought to find formulations
regarding peace education. Further, in seeking to understand peace
education, it is logical that we ought to be aware of these formulations
including their strengths and weaknesses.

CHAPTER 9
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THE UN CHARTER AND
THE UNIVERSAL DECLARATION OF HUMAN RIGHTS

The charter of the UN specifically outlines the purpose of the
organization as that of preventing future war. Peace education is one
crucial means by which this aim can be fulfilled. The preamble to the
charter contains a reference to “reaffirm faith in the … dignity and worth
of the human person” and to “establish conditions under which justice
and respect” for international obligations can be maintained (UN, 1945).
It is difficult to see the tasks of establishing or reaffirming faith in the
dignity of the human person or establishing respect for international
obligations without involving education. The other fundamental
recognition of peace education lies within the Universal Declaration of
Human Rights. Article 26 declares: “Education shall be directed … to the
strengthening of respect for human rights and fundamental freedoms. It
shall promote understanding, tolerance and friendship … and shall
further the activities of the United Nations for the maintenance of peace”
(United Nations General Assembly [UNGA], 1948).

UNESCO AND PEACE EDUCATION

The agency within the UN system that has pre-eminent responsibility for
education and educational policy is the United Nations Educational,
Scientific and Cultural Organization (UNESCO), and thus, it would be
expected that this international organization would have the most to say
about peace education. In fact, peace education is central to the
constitutional mandate of UNESCO: the preamble to its constitution
(1945) commences by noting that, as war begins in the minds of
individuals, so too should the defenses against war be constructed in the
minds of individuals. Indeed, most of the declarations within the Preamble
deal expressly with either building peace or preventing war. UNESCO
shares with other UN organizations a fundamental commitment to
international peace, but is unique in its mandate to operate through the
mediums of education, science, and culture. If we ignore the preamble, it
could be argued that the commitment of UNESCO to peace education
within its 1945 constitution is only implied. However, since that time, there
have been a number of more explicit commitments by UNESCO to peace
education, namely in 1974, 1980, 1995, and, most recently through the
UNESCO commitment to the “culture of peace” programs, which will be
discussed in further detail below.

One specific activity of UNESCO in encouraging peace education is
the Associated Schools Project Network (ASPnet), founded in 1953, and
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currently involving a network of some 7,900 educational institutions in
176 countries. ASPnet is committed to the UNESCO objectives of
encouraging peace and international understanding, although it is
noteworthy that this commitment has become more open, with, for
instance, a commitment by ASPnet to the “four pillars of education,” as
outlined in the Delors (1996) report, including the pillars of “learning to
know, learning to be, learning to do, and learning to live together” (pp. 91-
96, emphasis added). The activities of ASPnet espouse peace education
principles and include: the linking of schools from different countries,
student projects, local and regional networking, international camps,
conferences, discussions, campaigns and student competitions, all
oriented towards improving the quality of education and towards
enhancing respect for other cultures and traditions. 

PEACE EDUCATION AND THE RIGHTS OF CHILDREN

The commitment of the UN to peace education is also reflected in the
instruments on the rights of the child. The 1959 Declaration of the Rights of
the Child might be summarized as emphasizing the right that children
have to protection and education. The seventh principle expressly states
that a child has the right to an education that will develop a sense of
moral and social responsibility. As a corollary of this, one could argue that
a child has the right to peace education. In the same vein, the 1989
Convention on the Rights of the Child Article 29.1 (d) indicates that the
education of the child shall be directed to “the preparation of the child
for responsible life in a free society, in the spirit of understanding, peace,
tolerance, equality of the sexes, and friendship among all peoples, ethnic,
national and religious groups and person of indigenous origin.” Given
the importance of peace and peace education for children, it is not
surprising that peace education figures prominently in promotional
literature from the United Nations Children’s Fund (UNICEF), although
UNICEF’s emphasis on peace education mostly concerns postconflict
situations. It is also not surprising that in 1996, UNICEF adopted peace
education as part of its antiwar agenda.

One of the general observations one might make regarding UN
international instruments dealing with peace education is that they have
become gradually more assertive in terms of rights and expectations. This
is evident with the 2002 document A World Fit for Children, which was
adopted unanimously by the UNGA. In Article 5, “a world fit for
children” is described as one of sustainable development “founded upon
principles of democracy, equality, non-discrimination, peace and social
justice and the universality, indivisibility, interdependence and
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interrelatedness of all human rights, including the right to development”
(UNGA, 2002b). Much of the document focuses upon the right of
children to protection from harm and violence. However, an important
section deals with the challenge of providing quality education. Within
Article 40, the signatories to this document indicate that they will
implement a range of strategies and actions, including, at point 40.7,
strategies and actions which will 

ensure that education programmes and materials reflect fully the promo-
tion and protection of human rights and the values of peace, tolerance and
gender equality, using every opportunity presented by the International
Decade for a Culture of Peace and Non-Violence for the Children of the
World, 2001-2010. (UNGA, 2002b) 

Clearly this is a forthright commitment to peace education. 

THE UN AND DISARMAMENT EDUCATION

The UN has long held a commitment to disarmament education,
generally perceived to be an element within peace education. In 1978,
the 10th general session of the UNGA (1978) was devoted entirely to
disarmament, and is thus generally known as the Special Session on
Disarmament I or simply SSOD I. Articles 106 and 107 of the Final
Document specifically urged governments and international
organizations to develop programs in disarmament and peace
education at all levels, and indicated that disarmament education ought
to be included within formal curricula. In 1980, UNESCO convened the
World Congress on Disarmament Education, as promised in the
previous SSOD I. The Final Document and Report of the Congress is
noteworthy in that disarmament education is posited as being an
essential component of peace education, involving how to think, rather
than what to think, and is also linked with development and equity
issues. Importantly, the Final Document and Report indicated that the
commitment to disarmament education should be manifest throughout
curricula at all levels of education.

In 1982, the UNGA held the Special Session on Disarmament II
(SSOD II), the centerpiece of which was the World Disarmament
Campaign, lasting from 1982 to 1992. The World Disarmament
Campaign might be described as an exercise to mobilize popular support
for disarmament and was thus linked very much to the efforts of the peace
movement and of the work of nongovernment organizations. The
campaign might be also described as an effort in nonformal peace
education, in that the aim was to educate people about the importance of
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disarmament, although the mechanism for doing this was generally
outside of formal educational institutions. Edith Ballantyne and Felicity
Hill (2001) have suggested that it remains an open question as to whether
the campaign was successful. Major limitations were a lack of funding and
the inherent problems with saying anything that might imply specific
criticism of UN member states. One could argue that the campaign was
not a success, in that disarmament during the following decade was
minimal. However, one could also argue that the pressure leading to the
end of the Cold War was part of the general consciousness-raising
engendered by the campaign.

In 1992, the World Disarmament Campaign was converted into a
permanent organization, namely the United Nations Disarmament
Program, which was perhaps a tacit admission of failure. If the
campaign had been truly successful, then the process of creating a
permanent agency would hardly have been necessary. Nevertheless,
throughout the 1990s, the UNGA made periodic statements on the
importance of disarmament education. In 2000, the UNGA called for
the secretary-general, with the assistance of experts, to produce a study
on disarmament and nonproliferation education. In 2002, the study was
presented and accepted by the UNGA. The resulting document, The
United Nations Study on Disarmament and Non-proliferation Education, is an
important international document that confirms the international
commitment to peace education. Notably, the document gives a
prescriptive definition and list of the objectives of disarmament and
non-proliferation education, within Articles 6-0. The authors summarize
the province of such education in Article 20, in that such education is
“a base of theoretical and practical knowledge, [which] allows
individuals to choose for themselves values that reject violence, resolve
conflicts peacefully and sustain a culture of peace” (UNGA, 2002a).

PEACE EDUCATION AS A HUMAN RIGHT

One of the interesting developments in the thinking of the UN has been
the meshing of peace education and human rights education. The Vienna
Declaration and Programme of Action of the 1993 World Conference on
Human Rights in Vienna, at Part 2, paragraphs 78-82, sees peace
education as being part of human rights education and human rights
education as crucial for world peace. The Vienna conference was
organized by the UN and the declaration subsequently published by the
UNGA. More recently, peace educators such as Betty Reardon (1997,
2000) have warmed to this idea of peace education as a right. Indeed, if
peace is a human right, it is not something that we merely hope for, but
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rather, as Douglas Roche (2003) forcefully puts it, something we demand.
Further, peace education, in this perspective, also becomes what we ought
to demand as a right, rather than an altruistic addition to the educational
endeavor.

The conception of peace education as a human right thus flows very
much from seeing peace itself as a human right. The UN enunciated this
view in a brief yet powerful document, Declaration on the Rights of Peoples to
Peace, UNGA Resolution 39/11, adopted by the UNGA on November 12,
1984. Interestingly, most Western nations abstained from voting on this
resolution and on a similar resolution, 2 years later, expressing a right to
development. Nevertheless, the above declaration still has the status of
being an officially adopted instrument of the UN. The connection
between the right of peace and right to peace education is quite a
straightforward one. If peace is to be regarded as a right, then people
therefore should have the right to be educated and informed about that
right, as any particular right is rendered meaningless if individuals and
societies are not informed that they have it. 

THE UN AND EDUCATION FOR TOLERANCE

Within UN programs on education for tolerance, there are also
numerous commitments to peace education. The year 1995 was
designated as the United Nations Year for Tolerance, with UNESCO as
the lead agency. The UNESCO Declaration of Principles on Tolerance
(1995) and the UNGA make it clear that tolerance is an essential
requirement for peace. Article 1 of the UNESCO document goes so far
as to describe tolerance as the virtue which makes peace possible and
which contributes to the replacement of a culture of violence by a
culture of peace. The UNESCO document also makes specific reference
within Article 4 to the importance of education. Education is the most
effective means for preventing intolerance and the initial step is
informing people what their rights and freedoms are. Education for
tolerance should encourage development of independent judgment,
critical thinking and ethical reasoning skills. Interestingly, Article 4.4
involves a pledge by the signatories to improve teacher training,
curricula, textbooks, lessons and educational materials “with a view to
educating caring and responsible citizens open to other cultures, able to
appreciate the value of freedom, respectful of human dignity and
differences, and able to prevent conflicts or resolve them by non-violent
means” (UNESCO, 1995). As such, the above statement serves as a
useful summary of the aims of peace education.
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PEACE EDUCATION AND A CULTURE OF PEACE

The emergence of the emphasis on a culture of peace and education for a
culture of peace is part of a wider realization that the attainment of peace
is not merely an institutional problem, but rather one that requires the
subtle elements of cultural change. The formal commitment of the UN
towards a culture of peace can be best understood through a remarkable
and ambitious document, the Declaration and Programme of Action on a
Culture of Peace, UNGA Resolution 53/243, adopted by the UNGA on
September 13, 1999. In sum, this instrument reflects the trend to a more
integrated understanding of both peace and peace education,
encompassing direct, structural and cultural peace. The document also
acknowledges that peace must be something that emerges from local
sources, rather than being imposed from above. In other words, there
needs to be a grassroots movement for a culture of peace.

The year 2000 was designated by the UN as the International Year for
a Culture of Peace, and this commitment has been extended with the
recognition of the International Decade for a Culture of Peace and Non-
Violence for the Children of the World (2001-2010). UNESCO has been
the lead agency for the programs associated with a culture of peace.
Article A/4 of the Declaration and Programme of Action on a Culture of Peace
indicates that education is one of the principal means to build a culture of
peace, and Article B/9 contains specific actions for fostering a culture of
peace through education. Such actions include involving children in
activities for instilling the values and goals of a culture of peace, revising
of curricula and textbooks with consideration to previous declarations of
UNESCO on peace, ensuring equality of access for women, reinvigorating
international educational cooperation, encouraging and strengthening
efforts by actors involved in developing values and skills conducive to a
culture of peace, encouraging the relevant entities of the UN system, and
expanding initiatives promoting a culture of peace in institutions of
higher education.

CONCLUSIONS

Overall, it seems reasonable to contend that the commitment of the UN
to peace education has reflected an evolving awareness of the nature of
peace and the peace process itself. The weakness of the UN is that it tends
to operate upon a very statocratic paradigm (Galtung, 1986). This is not
surprising, given that it is an intergovernmental organization, and peace
has therefore often been understood in a limited sense as constituting the
absence of violence between nation-states. It is evident, however, that
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there has been a gradual increase in awareness of the importance of civil
and social processes in the encouragement of peace and of the
importance of education for a culture of peace. It is also evident that the
commitment of the UN to peace education has progressively become
more forthright and explicit. Ultimately, what makes the commitment of
the UN so important is symbolic: the documents themselves have no
coercive power. However, the power they do have, that of moral
persuasion, is perhaps the most influential of all, especially if used
astutely by peace educators. 
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SECTION III

Core Concepts in Peace Education

Having examined some foundational ideas about the moral foundations,
form, and structure of peace education, it is important now to shift our
focus towards core concepts that have shaped the field of peace educa-
tion. Whether emphasizing human rights, international development,
environmental awareness, multiculturalism, conflict resolution, or disar-
mament, peace education research and practice are united by certain con-
cepts and principles. These concepts are not the only ones that exist, nor
are they fixed as scholars continue to contribute to shaping how these
concepts are constructed and utilized in peace education. It is important
to note that an analysis of gender underscores all of the areas discussed in
this section. The four chapters that follow in this section discuss caring,
sexism/militarism, human rights, and global citizenship—all areas that
have received and deserve considerable attention as organizing principles
of peace education. 
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QUESTIONS FOR CONSIDERATION

• What unifying elements exist in the field of peace education that
provide shared understandings across diverse contexts? What
concepts are contextual and vary based on location? 

• What is the relationship among peace, justice, and human rights?
What values and skills are needed for the achievement of these
ideals?

• What is the role of the educator in peace education? What
components would teacher training for peace education consist of? 
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CARING AND
PEACE EDUCATION

Nel Noddings

Care theory and peace education go well together. Care theory displaces
the lonely, principled moral agent at the heart of traditional ethics with a
dyadic relation—”carer” and “cared-for.” As human beings, we are
inevitably in relation, and our very individuality arises in relation. In
every facet of life, we encounter the living other. As Martin Buber (1958/
1970) put it, “All actual life is encounter” (p. 62). Care theory describes
caring encounters and caring relations, and gives us some guidance on
how to establish, maintain, and enhance such relations. To teach for
caring relations is to teach for peace in communities, in individual lives,
and in the world.

ELEMENTS OF CARE THEORY

Care theory begins with a description of the caring relation, one to which
both carer and cared-for contribute (Noddings, 1984/2003). The carer (or
one-caring) is first of all attentive; she or he listens to the cared-for and is
especially attentive to the needs expressed. Simone Weil (1977) said of

CHAPTER 10
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this form of attention, “the soul empties itself of all its own contents in
order to receive into itself the being it is looking at” (p. 51). This receptive
attention is accompanied by motivational displacement, that is, the carer’s
motivating energy flows toward the expressed needs and projects of the
cared-for. Then the carer must do something and respond in some way. In
the simplest caring encounters, the need of the cared-for may be met
quickly and easily. In other cases, there may be multiple encounters,
requiring commitment over time. A relationship over time may be
characterized as caring, if most of the encounters that make it up are
caring encounters.

To complete a caring encounter or relation, the cared-for must
respond in some way that acknowledges the effort of the carer. This
response might be an explicit expression of gratitude, but it could be as
simple as an infant’s smile, a patient’s sigh of relief, or a student’s
energetic pursuit of an approved project. Without such a response from
the cared-for, there is no caring relation despite the best efforts of the
carer. Care theory may be unique among moral theories in its recognition
of the cared-for’s contribution to moral life. We need not give moral
credit to the infant for his smile, or to the patient for his sigh, or to the
student for his display of energy. Moral credit is not the point. The point
is to identify and encourage modes of response that make it possible to
establish, maintain, or enhance caring relations.

In mature relationships, we expect that caring relations will be marked
by equality or mutuality; that is, we expect that the two members of the
relation will regularly exchange places, that is, each takes turns acting as
carer and cared-for. When this does not happen, relationships tend to
deteriorate.

But many relationships are unequal by their very nature. Relations
such as mother-infant, nurse-patient, and teacher-students are necessarily
unequal. The infant cannot take a turn as carer, and a patient cannot do
for the nurse what the nurse does for the patient. Similarly, the teacher-
student relationship is unequal. If the inequality is removed, the
relationship may be converted to friendship.

Even under unequal conditions, however, the caring relation is
characterized by reciprocity. Both carer and cared-for contribute
distinctively to the relation. Clearly, this reciprocity is not contractual; the
carer contributes as carer, the cared-for as cared-for. Those who regularly
act as carer in unequal relations are keenly aware of how dependent they
are on the response of the cared-for—on the child, the patient, the
student, the client. Without that response of acknowledgement, there is a
real danger of burnout in the work of caring.

A basic requirement in caring relations is dialogue. It is through
dialogue that we come to know one another, and it is in dialogue that
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needs are expressed. Without dialogue, those who want to care—those
who have the best interests of the cared-for at heart—must work with
inferred needs (Noddings, 2002). Sometimes, the use of inferred needs is
a choice. A parent may decide, without talking with her child, that she
knows what the child needs. Similarly, a teacher may infer needs for all
fifth graders or all math students (Noddings, 2007). In such cases,
conscientious parents and teachers may fail repeatedly to establish caring
relations because they have not received what-is-there in the other. The
identification of expressed needs through dialogue is crucial at every level
of human interaction, and the use of dialogue is central in peace
education as well.

EDUCATING FOR PEACE

Peace educators often put considerable emphasis on learning through
textbooks, lectures, films, and stories (Noddings, 2005). Such acquisition
of cultural knowledge is essential, but it can also be misleading. Students
of all ages sometimes suppose that, as a result of such learning, they know
all about another culture. They are ready to act upon inferred needs, and
they neglect to engage the living other in dialogue, thus missing
expressed needs and perhaps creating misunderstandings.

When would-be carers on the global level neglect dialogue and
expressed needs, they often come across as insensitive, even arrogant.
They may also make grave errors in the allocation of resources. The
economist, Joseph Stiglitz (2002) charges that well-meaning
representatives of developed nations often make mistakes of this sort.
From their own framework of values and interests, they infer the needs of
others and generously, but mistakenly, set out to meet them. They may
infer that a developing nation needs a large dam for electricity, fast food
chains, factories for clothing manufacture, or even democracy, when if
asked, the nation’s citizens might express entirely different needs and
perhaps strongly reject those inferred. Stiglitz comments: 

Those whose lives will be affected by the decisions about how globalization
is managed have a right to participate in that debate, and they have a right
to know how such decisions have been made in the past. (p. xvi)

We must engage in dialogue to identify the needs, motives, and
interests of others. We might be astonished to learn that some people
prefer an economic system different from capitalism and a social system
other than democracy. Through continuous dialogue, we might change
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their minds, but they might well cause us to modify our own views. We
may enter relationships of mutual caring. 

For effective peace education, it is not enough to understand others;
we must also understand ourselves (Noddings, 2006). This is hard, and
peace educators sometimes make the mistake of adopting lovely
principles that stand little chance of translation into practice. We often
ignore basic realities about human nature. Evolutionary science has
produced considerable evidence on the sources and practice of altruism,
for example. The more closely related we are to others by blood or family,
the more likely we are to respond altruistically. In discussing caring, I
have pointed out that caring starts in the inner circle and may or may not
spread to outer circles. When it does spread, it is usually through chains of
some sort of common interest.

It is also true of almost all of us that, if our inner circle is attacked, we
will fight to defend it, even if we believe on principle that the other side is
more “right.” These features of human relations are not to be celebrated,
but they cannot be denied. We have to face these things about ourselves.

It is imperative, then, for caring peace educators to do all we can to
prevent the conditions under which groups will be incited to take sides
along blood or national lines. Once the lines are drawn, tragedy will
inevitably follow at the individual, group, national, or global level. For too
many years, we have put emphasis on fighting fairly, on just war, and on
humane rules for the treatment of enemies. However, when situations
become dire, these rules are put aside. In light of what we know about
human allegiances, this emphasis is hopeless. When things get tough for
our own people, we will too often do terrible things.

Care theory, then, concentrates on the prevention of physical conflict
and the preservation of life (Brock-Utne, 1985; Reardon, 1985; Ruddick,
1989). We must teach our children what it means to establish caring
relations and then work patiently to expand the circles of care through
chains of common interests. To establish these chains, we must engage in
continuous, unconditional dialogue. We can encourage dialogue among
engineers, teachers, musicians, carpenters, students, artists, and any
other groups whose occupational or social interests suggest a connection.
It is essential to establish such dialogue groups between nations that are at
risk of becoming enemies (Saunders, 1991). Through such dialogues, the
main points of contention are deliberately avoided. Only when, through
the appreciation achieved in dialogue and common projects, it has
become unthinkable to do physical harm to these living others—only
then can the points of conflict be safely addressed. Through continuous
dialogue, common projects, and chains of connection, we expand the
circles of caring.
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COUNTERING MILITARISM 
THROUGH PEACE EDUCATION

Carl Mirra

INTRODUCTION

There is no single, uniform definition of militarism, yet scholars have
identified some of its common characteristics. In Vagts’ (1981) classic
study on the history of militarism, he distinguishes it from the “military
way.” The military way is simply a focused effort to win a particular war
with the least amount of bloodshed. Militarism, on the other hand,
signifies a range of values, “prestige, actions, and thought associated with
armies and wars yet transcending true military purposes … it may
permeate all society and become dominant over all industry and arts”
(p. 13). While debate over militaristic attitudes can be traced back to
ancient times, the term militarism first appeared in the Memoirs of
Madame de Chastenay in the early 1800s, according to scholar Werner
Conze. In 1869, militarism appeared in a French encyclopedia
(Berghahn, 1981). 

Contemporary definitions of militarism emphasize that it denotes
military domination over political and civic life, thereby posing a threat to
representative structures. Johnson (2004) writes that militarism is the
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“phenomenon by which a nation’s armed services come to put their
institutional preservation ahead of achieving national security [and] the
assumption by a nation’s armed forces of numerous tasks that should be
reserved for civilians” (pp. 23-24). Evans and Newnham (1998) similarly
define militarism as the “subordination of civil society to military values”
(p. 325). Qualities or values such as hierarchy, obedience, competition
and force are exaggerated and revered under militaristic conditions.
Militarism, however, is not a precise term as it encompasses ideological
and cultural components. Many scholars argue that it entails a value
system, whereby the military spirit pervades civil society. A culture of
militarism is perpetuated by war toys, video games, movies, and everyday
products that celebrate the military and violence (Wahlstrom, 1991). In
educational settings, a subtle strand of militarism finds expression not
only in the study of warfare, but also in the school system’s hierarchal
structure and competitive environment where students struggle against
others for grades and rewards.

Militarism is frequently associated with nationalist governments and a
negative view of human nature. Germany, Italy, and Japan during the
1930s were highly militarized societies that celebrated hierarchy,
authority, and the use of force to subdue opponents. Tandon (1989)
argued that the slave trade and centuries of European colonialism and
neo-colonialism accelerated militarism on the African continent.
Militarism was also associated with many Latin American military
governments during the 1970s and 1980s, which were called the seguridad
nacional del estado or the state’s national security. Chile, under Augusto
Pinochet, and Argentina’s junta in this period are examples of militarized
governments. 

MILITARISM AND PEACE EDUCATION

Of special importance to peace educators is Bacevich’s (2005) observation
that militarism involves the use of force at the expense of alternative
solutions. Following sociologist C. Wright Mills’ (1956) description of the
“military metaphysic,” Bacevich notes that militarism involves the
“tendency to see international problems as military problems and to
discount the likelihood of finding a solution except through military
means” (p. 2). Bacevich locates the rise of militarism in U.S. society at the
turn of the twenty-first century, owing principally to the country’s
inclination to equate national greatness with military prowess. The second
Bush administration’s doctrines of unilateral and preemptive war also
accelerate militarism by prioritizing the use of force.
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Militarism need not find expression in warfare alone. War
preparedness contributes mightily to militaristic sensibilities. A thriving
war industry adds to a militarized world. It is estimated that the major
powers alone possess some 30,000 nuclear weapons and global arms
spending was roughly U.S.$55.8 billion annually at the turn of the twenty-
first century (Menon, 2001). Peace researchers have demonstrated that
massive arms spending while human needs are unmet constitute
structural violence, since expenditures on arms come at the expense of
human needs. Militarism thrives on insecurity, anxiety, and fear, thereby
allowing resources to be diverted from education, health care, and related
needs. The World Council of Churches has argued that humanity might
have avoided the disaster of nuclear war, but not the disaster of
malnutrition, educational neglect and lack of health care (Reardon,
1982). These problems are exacerbated by military spending that diverts
badly needed resources to excessive military preparedness. This
phenomenon is related to the “military-industrial complex,” a term
coined by U.S. President Dwight Eisenhower in 1961. The president
warned that the confluence of the private defense industry with the
government led to the “mindless pursuit” of “redundant weapons
systems” (Roland, 2001, p. 5). Mills’ (1956) formulation of a “power elite”
that adopted a military mindset expands Eisenhower’s concept to include
how economic priorities propel militaristic attitudes.

Peace educators paid particular attention to militarism during the Cold
War and its attendant arms race. Disarmament education was offered as
an alternative to the rising tide of militarism and war preparations.
Following World War II, the Soviet Union, and the United States engaged
in an intense rivalry from roughly 1947 to 1991. This period was
animated by the threat of nuclear war and war preparedness on a global
scale. In 1978, the United Nations Educational, Scientific and Cultural
Organization (UNESCO) first promoted “disarmament education” as a
remedy to a culture of militarism. The 10th Special Session of the United
Nations General Assembly (UNGA) encouraged UNESCO’s disarmament
education plan, having argued that students must be provided with the
tools to “resist propaganda for war and militarism” (UNGA, 1978).
UNESCO subsequently held a World Congress on Disarmament
Education in 1979. Magnus Haavelsrud, a professor of peace education,
collected the Congress’ work in an edited volume titled Approaching
Disarmament Education, which countered “present developments of
militarism and suppression” (Haavelsrud, 2004, pp. v, 1-2).

Reardon’s (1996) observation that militarism is connected to patriarchy
has significantly enhanced the field of peace education in understanding
both concepts. She has written that militarism is a “belief system” based
on the presupposition that “human beings are by nature violent,
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aggressive and competitive” (p. 145). Militarism, then, is a value system
where civic virtue is conflated with service in the armed forces or more
generally with the use of power and force to subdue adversaries.
Militarism and sexism are inseparable, Reardon discovered. Galtung’s
(1996) suggestion that 95% of direct, physical violence is committed by
males seems to support Reardon’s insistence that militarism and sexism
are interrelated. The war system, as Reardon calls it, shares the same core
values of patriarchal institutions. Fears of losing control or maintaining
dominance are mental frameworks that are common among sexism and
militarism. Both patriarchy and the war system exaggerate the qualities of
hierarchy, force, coercion, and the preoccupation with protecting oneself
against a hostile adversary and/or competitors. According to Reardon,
peace educators cannot address the problem of militarism without
addressing the problem of sexism.

Peace education aims to reverse the adverse effects of militarism in
many ways. The field promotes conflict resolution skills in individuals,
schools and international relations as outlined in Reardon and Cabezudo
(2002). Moreover, peace researchers have contributed a more balanced
view of the human being beyond the militaristic view of human nature as
aggressive and hypercompetitive. During the United Nation’s
International Year of Peace in 1986, leading scientists released “The
Seville Statement on Violence.” The scientists concluded that, “it is
scientifically incorrect to say that war is caused by instinct,” and “there are
cultures which have not engaged in war for centuries” (Wahlstrom, 1991,
pp. 30-31). Grossman (1996) has likewise reported that a U.S. Army study
during the World War II discovered that only 15% to 20% of soldiers
would fire their weapon. The general who conducted the study concluded
that these soldiers possessed an “inner and usually unrealized resistance
toward killing” (Grossman, 1996, p. 1). In addition to countering the
pessimistic conception of human nature, peace researchers work to
highlight the link between the oppression of women and the militaristic
spirit that seeks to subjugate perceived enemies. 

LOOKING FORWARD

Several organizations have worked to promote a culture of peace for the
twenty-first century. UNESCO has sponsored The International Decade for a
Culture of Peace and Non-Violence for the Children of the World (2001 to 2010).
The Hague Agenda for Peace and Justice (2000) aimed to uncover the
root causes of war and militarism, while facilitating peacemaking skills.
Redefining human security with regard to environmental and human
needs rather than nationalistic imperatives and promoting universal

 EBSCOhost - printed on 10/1/2020 12:22 PM via MCGILL UNIV. All use subject to https://www.ebsco.com/terms-of-use



Countering Militarism Through Peace Education 97

human rights are among the appeal’s many initiatives to build a peaceful
world. The goals of these various efforts are to replace a culture of
militarism with a culture of peace. 
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HUMAN RIGHTS EDUCATION

Felisa Tibbitts

DEFINITION

Human rights education (HRE) is an international movement to promote
awareness about the rights accorded by the Universal Declaration of
Human Rights (UDHR) and related human rights conventions, and the
procedures that exist for the redress of violations of these rights (Amnesty
International, 2005; Reardon, 1995; Tibbitts, 1996). Decades ago, the
United Nations (UN) and its specialized agencies formally recognized the
right of citizens to be informed about the rights and freedoms contained
in the documents ratified by their countries—the right to HRE itself
(United Nations General Assembly (UNGA), 2005). Since then, numerous
policy documents developed by UN-affiliated agencies, international
policymaking bodies, regional human rights bodies, and national human
rights agencies have referenced HRE, proposing specifically that the
treatment of human rights themes should be present in schooling (Pearse,
1987).1 

The UN Office of the High Commissioner for Human Rights defines
HRE as 

training, dissemination and information efforts aimed at the building of a
universal culture of human rights through the imparting of knowledge and
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skills and the molding of attitudes directed to: the strengthening of respect
for human rights and fundamental freedoms,

(a) the full development of the human personality and the sense of its 
dignity,

(b) the promotion of understanding, tolerance, gender equality and 
friendship among all nations, indigenous peoples and racial, national, 
ethnic, religious, and linguistic groups, and

(c) the enabling of all persons to participate effectively in a free society. 
(UN, 1996) 

This definition is not specific to the schooling sector and in fact, the
UN proposes HRE for all sectors of society as part of a “lifelong learning”
process for individuals (UN, 1996). The “human rights” to which it refers
are broadly defined and include those contained in the UDHR, as well as
related treaties and covenants, such as the International Covenant on
Economic, Social and Cultural Rights, the International Covenant on
Civil and Political Rights, the Convention on the Rights of the Child, and
the Convention for the Elimination of All Forms of Discrimination
Against Women, among others.2 Which human rights are addressed in
learning situations, and how, has become of increasing interest as the
worldwide human rights movement has grown.

THE EXPANSION OF HRE IN SCHOOLS

Although still a developing field, there is increasing evidence that HRE is
emerging in the work of nongovernmental organizations (NGOs) at the
grassroots level as well as in national systems of education (Buergenthal &
Torney, 1976; Claude 1996; Elbers, 2000; Human Rights Education
Association (HREA), n.d.; Inter-american Institute Of Human Rights,
2002). The only study focusing on this subject indicated that the number
of organizations dedicated to HRE quadrupled between 1980 and 1995,
from 12 to 50 (Ramirez, Suarez, & Meyer, 2007). In reality, the numbers
are probably much higher since only those organizations that had an
Internet presence or were already networked in international circles were
documented. 

In 2006, an International Bureau of Education (IBE) study that
examined the number of times the term “human rights” was mentioned
in official documents found a mean of .70, .82, and .64 for countries
within the regions of Sub-Saharan Africa, Eastern Europe, the former
Union Of Soviet Socialist Republics, Latin American, and the Caribbean,
respectively (Ramirez et al., 2007). Interestingly enough, the lowest
means were for Asia and Western Europe and North America at .11
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(Ramirez et al., 2007), although the range of response rates across regions
—from 31% to 74%—suggests that these results are approximate at best.
A review in 1996 showed that through the cooperative efforts of NGOs
and educational authorities, human rights courses and topics had been
introduced into the national curricula in Albania, Australia, Brazil,
Canada, Denmark, Norway, the United Kingdom, and Ukraine (Kati &
Gjedia, 2003; Tibbitts, 1996). The IBE study and other less formal data
suggest that the number of educational systems including human rights
in their formal curricula has grown significantly since that time.

Hundreds of human rights-related teaching materials have been
developed worldwide for use in classrooms and schools, and many of
these are widely available, free of charge, on the Internet. The online
resource center of HREA (http://www.hrea.org/index.php?base_id=
101&language_id=1) and other online resource centers serve as good
examples. Moreover, bibliographies and descriptive databases of HRE
materials are available through key human rights organizations as well as
UN-related agencies (Amnesty International, 2005; Council of Europe,
n.d.; UNGA, 2005; HREA, n.d.).

During this same period, NGOs which have traditionally spearheaded
HRE efforts, also gathered to develop HRE action plans that had an
influence on their own work and cooperation with others (Amnesty
International, 1996; Netherlands Helsinki Committee, 1996). In the last
5 years, national and regional HRE networks have been established in
many parts of the world (HREA, n.d.). In 2005, with the conclusion of the
United Nations Decade for Human Rights Education, the office of the
UN high commissioner for human rights launched an ongoing and more
focused Plan of Action World Program for Human Rights Education
(UNGA 2005), which promises to elicit improved cooperation from
governments, as well as cross-cutting support from UN bodies (Amnesty
International, 2005). The first phase of the world program is focused on
promoting HRE in schools.

RATIONALES FOR HRE

The broad normative framework of HRE and the wide spectrum of
potential learners have resulted in a great deal of variation in the ways in
which HRE has been implemented. Although HRE is defined by the
universal framework of international (and sometimes regional) standards,
the specific topics and their applications depends upon local and national
contexts. 

HRE in postconflict or postcolonial countries tends to be associated
with the rule of law and authorities trying to establish their legitimacy.
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Among groups that experience a high amount of discrimination, and
within countries that are highly repressive and undemocratic, HRE tends
to be focused on popular empowerment and resistance in relation to
these issues. HRE in countries that are democratic but struggling with
development can be oriented towards the infusion of human rights prin-
ciples within sustainable development (Yeban, 2003). In countries that
enjoy strong democratic and economic development, HRE is often
focused on issues of discrimination, for example in relation to migrants,
minorities, or women. Of course, in any country at any given time, HRE
can take on different forms and purposes depending upon the context of
the program.

Several explanations have been proposed for the increased presence of
HRE in schools since the 1990s. One explanation relates to increased
globalization, a term still being defined, but recognized as one
emphasizing “world citizenship and the strong assumption of personal
agency required for global citizenship” (Ramirez et al., 2007, p. 36).
Moreover, authorities are increasingly calling on schools to promote
respect among peoples, democratic governance, and viable civil societies. 

Democratic citizenship, including HRE, has been seen by regional
human rights agencies as a way to “manage diversity,” with HRE
incorporated into processes such as the Graz Stability Pact in South
Eastern Europe (Council of Europe, 2001; South House Exchange, 2004).
In contemporary Europe, education for democratic citizenship, including
HRE, has been seen as a way of promoting young people’s active
participation in democratic society, in promoting social cohesion and in
fighting violence, xenophobia, racism, intolerance, and aggressive
nationalism (Froumin, 2003). 

In 1978, HRE was already promoted by the United Nations
Educational, Scientific, and Cultural Organization (UNESCO) but linked
with disarmament (UNESCO, 1978). In 2005, HRE has been linked in
intergovernmental circles with a variety of global phenomena, including
development and poverty, religious freedom, and globalization in general
(UNESCO, 2005). Europe’s regional human rights agency, the Council of
Europe, is working on developing a “culture of religion” subject that takes
an “ethics” and “human rights” based approach to religious teaching.
This provides an alternative to governments that currently offer required
religion classes that can be a source of division and ethnic nationalism, as
in Serbia-Montenegro (Tibbitts, 2003).

NGOs from different countries and regions periodically initiate
meetings in which they identify strategies for applying the human rights
framework to global challenges. One such symposium, which took place
in South Africa in 2001 in a meeting organized in concert with the World
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Conference against Racism, identified HRE in schools as a key strategy
for combating racism (Flowers, 2001).

PEDAGOGY OF HRE

Since 1995, further elaborations by the UN and other agencies have
clarified that HRE has components of knowledge, skills, and attitudes,
which should be consistent with recognized human rights principles and
which should empower individuals and groups to address oppression and
injustice (Amnesty International, 2007; Asia-Pacific Regional Resource
Center For Human Rights Education (ARRC), 2003). 

 HRE has both normative and legal dimensions. The legal dimension
incorporates sharing content about international human rights standards
as embodied in the UDHR and other treaties and covenants to which
countries subscribe. These standards encompass civil and political rights,
as well as social, economic, and cultural. In recent years, environmental
and collective rights have been added to this evolving framework. This
law-oriented approach recognizes the importance of monitoring and
accountability in ensuring that governments uphold the letter and spirit
of human rights obligations.

At the same time, HRE is a normative and cultural enterprise. The
process of HRE is intended to be one that provides skills, knowledge, and
motivation to individuals to transform their own lives and realities so that
they are more consistent with human rights norms and values. For this
reason, interactive, learner-centered methods of are widely promoted.
The following kinds of pedagogy are representative of those promoted by
HRE advocates. These methods are applicable to all types of HRE but are
most comprehensively implemented in adult, popular education learning
models.

• Experiential and activity-centered: involving the solicitation of
learners’ prior knowledge and offering activities that draw out
learners’ experiences and knowledge;

• Problem-posing: challenging the learners’ prior knowledge;

• Participative: encouraging collective efforts in clarifying concepts,
analyzing themes and doing the activities;

• Dialectical: requiring learners to compare their knowledge with
those from other sources;

• Analytical: asking learners to think about why things are and how
they came to be;
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• Healing: promoting human rights in intrapersonal and interper-
sonal relations;

• Strategic thinking-oriented: directing learners to set their own goals
and to think of strategic ways of achieving them; and

• Goal and action-oriented: allowing learners to plan and organize
actions in relation to their goals (ARRC, 2003).

 HRE in school settings is adapted to the age of learners and the
conditions of national/local educational policies and schools.
Developmental and conceptual frameworks for HRE have been
developed by the UN and several NGOs. These frameworks assist in
settings goals for HRE, illustrating both what it shares and what it adds to
other educational approaches that address values such as social justice.

Human rights themes and content in school curricula can take the
form of cross-cultural themes mandated by educational policy or it can be
integrated within existing subjects, such as history, civics/citizenship
education, social studies, and humanities. HRE can also be found in arts
programs and nonformal clubs and special events that take place in
school settings.

In addition to taking place in schools, HRE is often organized in
settings of higher education; in training programs for professionals such
as the police, prison officials, the military, and social workers; for
potentially vulnerable populations such as women and minorities; as part
of community development programs; and in public awareness
campaigns.

DEVELOPMENTS AND THE FUTURE OF HRE

The HRE field shows signs of continuing development and evolution. At
the international level, UN agencies continue to encourage governments
to develop formal plans of action for HRE and provide reports on its
internal HRE activities as part of regular treaty-based reports.
International and national networks of educators, institutes and
organizations continue to dialogue and share resources on the content,
standards, and methodology of HRE and learning. Research in the field,
although currently sparse, is beginning to increase. 

Within the educational sector, the human rights normative system is
increasingly being proposed as the ethical framework for cultural
globalization. Within the human rights sector, the “human rights based
approach” that the UN has advocated for all development programming
has begun to trickle down to the education sector. Thus, HRE, which has
primarily focused on teaching and learning, may eventually be seen as
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Table 12.1. Methodologies:

Development and Conceptual Framework for HRE

Levels Goals

Key

Concepts

Specific

Human Rights 

Problems

Education 

Standards and 

Instruments

Early Childhood

Preschool and 
lower primary-
Ages 3-7

Respect for self
Respect for parents 
and teachers
Respect for others

Self
Community
Responsibility

Racism
Sexism
Unfairness
Hurting peo-
ple (emotion-
ally, 
physically)

Classroom rules
Family life
Convention on 
the Rights of the 
Child

Later Childhood

Upper primary-
ages 8-11

Social responsibility
Citizenship
Distinguishing 
wants from needs 
from rights

Individual 
rights
Group rights
Freedom
Equality
Justice
Rule of law
Government
Security 
Democracy

Discrimina-
tion/ preju-
dice
Poverty/hun-
ger
Injustice
Ethnocentri-
cism
Passivity

UDHR
History of human 
rights
Local, national 
legal systems
Local and 
national history 
in human rights 
terms
UNESCO, 
UNICEF

Adolescence

Lower second-
ary ages 12-14

Knowledge of
specific human 
rights

International 
law
World peace
World devel-
opment
World politi-
cal economy
World ecology
Legal rights
Moral rights

Ignorance
Apathy
Cynicism
Political 
repression
Colonialism/ 
imperialism
Economic glo-
balization
Environmen-
tal degrada-
tion

UN Covenants
Elimination of 
racism
Elimination of 
sexism
Regional human 
rights conven-
tions
UNHCR
NGOs

Older Adoles-

cents and Adults

Upper second-
ary ages 15 and 
up

Knowledge of 
human rights
standards
Integration of 
human rights into 
personal awareness 
and behaviors

Moral inclu-
sion/exclusion
Moral respon-
sibility/literacy

Genocide 
Torture

Geneva Conven-
tions
Specialized con-
ventions
Evolving human 
rights standards

Source: Flowers, 1998.
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part of an overall “human rights based approach” to schooling, which
calls attention to overall school culture, policies, and practices related to
human rights values.

NOTES

1. During the 1990s, several important international documents on human
rights education were elaborated. These were the World Plan of Action on
Education for Human Rights and Democracy (Montreal, 1993), the
Declaration and Integrated Framework of Action on Education for Peace,
Human Rights and Democracy (UNESCO, Paris, 1995), the World
Conference on Human Rights (Vienna, 1993), Guidelines for Plans of
Action for the United Nations Decade for Human Rights Education 1995-
2004 (1995). These refer to the relevant education articles of international
treaties and place informal pressure on national governments to
cooperate.

2. The full set of human rights documents as well as related general
comments can be found on the Web site of the UN Office of the High
Commissioner for Human Rights at www.ohchr.org. 
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GLOBAL
CITIZENSHIP EDUCATION

Lynn Davies

INTRODUCTION: DEFINITIONS AND DEBATES

This article examines the nature of global citizenship education and how
it could be part of peace education. This is a contested field, as definitions
of “global citizenship” are not without problems. Also disputable is the
question of what sort of education prepares someone to be a global
citizen. We cannot be citizens of the world in the way that we are citizens
of a nation (or, for an increasing minority of stateless people, would like to
be). So, is global citizenship a fiction, a paradox? Does it have meaning
for young people today?

While global education or world studies has been advocated and
practiced in schools and colleges across the world since the 1970s, global
citizenship education is a relatively new concept. The insertion of
“citizenship” into global education implies something more than, or
different from, previous conceptions. The linked question is whether
global citizenship education is not simply more informed local citizenship
education. In fact, global citizenship education is usually directly concerned
with social justice rather than the more minimalist interpretations of

CHAPTER 13
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global education that focus on “international awareness” or being a more
well-rounded person. Neither is world citizenship education only about
being economically active and technologically literate in a world system.
Citizenship clearly has implications in terms of rights and responsibilities,
duties and entitlements, concepts that are not necessarily explicit in global
education. One can have emotions and multiple identities without doing
much about them; citizenship implies an active role.

The U.K. Oxfam (1997) A Curriculum for Global Citizenship defined a
“global citizen” as someone who: 

• Is aware of the wider world and has a sense of their own role as a
world citizen,

• respects and values diversity,

• has an understanding of how the world works economically, politi-
cally, socially, culturally, technologically and environmentally,

• is outraged by social injustice,

• is willing to act to make the world a more equitable and sustainable
place,

• and participates in and contributes to the community at a range of
levels from the local to the global. (p. 1) 

In this definition, we see that empathy is not enough; there must be
“outrage,” so that motivations for change are high. This has profound
implications for teaching and learning, and may not sit easily with current
pedagogical philosophies tied to content knowledge and passing of
examinations. The requirements for curriculum would be equally
demanding in terms of the comprehensive understanding of how the
world works and the preparation for active participation. This definition
also raises the issue of whether a person in a low-income country who has
little access to formal education or wide-ranging knowledge, and does not
have the opportunity to participate internationally, can receive the title of
a “global citizen.” At one level, one could argue that we are all global
citizens just by virtue of living in the world; yet clearly a global citizenship
education, particularly one that facilitates peace, demands more than
this. 

A crucial but unresolved task concerns how people can “act to make the
world a more equitable and sustainable place” (Oxfam, 1997, p. 3). For
example, many people who felt paralyzed by the recent Iraq war
participated in massive marches opposing the invasion, signed petitions,
and wrote letters, and experienced the frustration of living in so-called
democratic societies and being apparently unable to change the course of
a government action that seemed fundamentally unjust. Nonetheless, the
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OXFAM definition is important in drawing attention to the “active” role
of global citizens. 

Griffiths (1998) outlines the “shared agenda” that characterizes various
international nongovernmental organizations, which suggests that global
citizenship transcends the artificiality of national boundaries and regards
“Planet Earth” as the common home of humanity. For him, the common
identity which unites human beings is not primarily cultural, national,
political, civil, social, or economic, but ethical. Global citizenship is based
on rights, responsibility, and action. 

A picture, then, of the global citizen: not merely aware of her rights but able
and desirous to act upon them; of an autonomous and inquiring critical
disposition; but her decisions and actions tempered by an ethical concern
for social justice and the dignity of humankind; therefore able, through her
actions, to control and enhance the “trajectory of the self ” through life
while contributing to the commonweal, the public welfare, with a sense of
civic duty to replenish society. (Griffiths, 1998, p. 40)

An important point is that for him, pupils should be accorded the
rights of citizenship and educated not in or about citizenship, but as
citizens. This implies a different ethos in the school from conventional
practice, where teachers have more rights and responsibilities than
students. 

Osler and Starkey in various texts have argued that international human
rights declarations, adopted by the whole international community,
provide a common set of universal values that can be used to make
judgments about global issues and about implied responsibilities to respect
the rights of others (see for example Osler & Starkey 2000). It seems that
the growing acceptance of, or publicity given to, international rights
conventions have impacted on the discourse surrounding global
citizenship. It must be acknowledged, however, that although international
rights conventions are intended to “guarantee” rights, they are still enacted
primarily at the national or local levels. Legal knowledge in global
citizenship education is also needed, in order to be aware of how
international conventions are translated into various national acts and
where gaps or loopholes might be found. 

One of the important tensions in global citizenship, then, is how to
treat “culture.” In discussions of cultural integration, there is often the
language of “one’s own culture” and “others’ culture,” yet this notion of
“us” and “them” becomes more complex in a world of migration and dual
or hybrid identities. Under a human rights framework, respect for
“others” is problematized when cultural practices infringe upon the rights
of some members of society, at which point there must at least be a
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debate. Osler (2000) noted that while cultural pluralism propounds
openness to all cultures,

that openness [does] not mean accepting any position proffered but …
instead being willing to give a genuine hearing to the reasons for any
position held. The respect that cultural pluralism calls for is critical respect.
The critique must be carried out in practice. The outcome cannot be
guaranteed. (p. 56)

So, together with outrage, we have another possibly uncomfortable
prospect for teachers in any country with a national curriculum and
assessment guidelines: an outcome of a critical debate that is not
guaranteed. 

Culture is not simply about origins but also concerns current linkages,
international trade, and economies. Some argue that we are all becoming
global citizens whether we like it or not: the spread of international
conventions gives us common rights and entitlements, but on the other
hand, the globalization of trade and concentration of economic power
may erode some of these rights. Globalization can be seen as both a threat
and an opportunity in terms of the varied impacts of trade, technology,
media, social organization, and cultures. For Brownlie (2001),

Global citizenship is more than learning about seemingly complex “global
issues” such as sustainable development, conflict and international trade—
important as these are. It is also about the global dimension to local issues,
which are present in all out lives, localities, and communities. (p. 2) 

The now familiar slogan, “act locally, think globally,” is an attempt to
overcome some of the problems in what can be an abstracted or far-
removed concept of global citizenship. Because of the mesh of
international linkages, the idea is that a local action (for example
regarding pollution or choices that contribute to global warming) could
have a wider impact.

THE LINK WITH PEACE EDUCATION

The concept of “multiple identities” contains the idea that we have a
number of cultural facets to our personal identities and, more
importantly, loyalties. Yet this now taken-for-granted concept is in danger
of lacking meaning in practice. Are multiple identities something that
people “naturally” have, that they acquire, or that they try to have? It is
significant that only one or two people are needed to fan the fires of
hostility and begin a conflict, but in order to achieve peace and security,
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very broad and strong bandings of people are needed who are
comfortable with notions of multiple identities, and who have enough in
common to work together. These groups will have found ways to work
with diversity.

A global citizenship identity contains first, the recognition that conflict
and peace are rarely confined to national boundaries, and second, that
even stable societies are implicated in wars elsewhere, whether by default
(choosing not to intervene) or actively in terms of aggression and
invasion. A third or middle dimension to the usual phrase needs to be
added: “act locally, analyze nationally, and think globally.” Migration, for
example, is a global phenomenon; but national policies on immigrants,
refugees, and asylum seekers have highly local implications. How robust is
our acceptance of “multiple identities” and “dynamic cultures?” How far
are we prepared to take action to defend the rights of those whom others
see as threatening the local culture and economy? Who counts as a citizen
in our own backyard or local school? These questions might be the true
tests of a vibrant global citizenship education. 

In a study examining the needs of teachers and learners in global
citizenship education in the United Kingdom (Davies, Harber, &
Yamashita, 2004), the predominant issue that young people were
interested in was war. This was not war in any historical context, but
rather current conflicts (specifically, at that time, the Iraq conflict).
Students wanted to understand the causes of war, the reasons for hatred,
and the reasons for U.K. involvement. They felt that many of their
teachers avoided the topic for fear of raising ethnic tensions in their
multicultural classrooms. But young people were aware that they might
receive biased or superficial views from the media, and felt it was the
school’s role to provide deeper understandings of conflict.

Another key point that emerged from this study concerned the school’s
attitude towards activism. The logic of active citizenship education
suggests that schools should encourage young people to take political
action where they saw a need or when they were outraged by an injustice,
as discussed earlier. Yet many schools are wary of such involvement. In the
U.K., students in some schools who took time off to join marches against
the Iraq war were punished or labeled as truants. The key task of any
citizenship education should be to give students a disposition to
participate in politics—not only by voting but through actions to improve
local or global communities. 

Thus, a global citizenship education for peace would be a highly
political education, not simply a bland multiculturalism, unquestioning
“tolerance” or “being nice to each other.” It has four interrelated
components: knowledge, analysis, skills, and action (KASA). First, there is
the knowledge of world current events, economics, and international
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relations. Second is the capacity to critically analyze media, religious
messages, dogma, superstition, hate literature, extremism, and
fundamentalism. Third, it involves political skills, such as persuasion,
negotiation, lobbying, campaigning, and demonstrating. Fourth are
dispositions for joint action, which these days include networking through
communications technology, starting a Web site, or joining international
forums of young people working for peace. These are all essential
ingredients for a solid global citizenship education for peace that can
produce active world citizens who understand the causes and effects of
conflict, who do not join radical groups, who vote out politicians who go
to war, who do not support religious leaders who preach hate, and who
join others to make their voice for peace more potent. 
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SECTION IV

Frameworks and

New Directions for Peace Education

The chapters thus far have provided information about where peace
education has come from, key ideas that have shaped where it is now, and
what shared understandings unify scholars and practitioners in the field.
This section explores disciplinary frameworks and forward-looking ideas
for the field in an attempt to engage in dialogue about the way ahead.
Societies are increasingly connected, yet also increasingly unequal, and
peace education may have a role to play providing research and practice
that can address manifestations of direct and structural violence. This
section addresses suggestions for scholars and practitioners based on
developments in the field to date and preferred visions for the future. 

QUESTIONS TO CONSIDER

• School is but one place where youth are socialized into the norms of
any society. What are the strengths and limitations of school-based
peace education, and in what other arenas can peace education be
developed?

 EBSCOhost - printed on 10/1/2020 12:22 PM via MCGILL UNIV. All use subject to https://www.ebsco.com/terms-of-use



116 SECTION IV

• Considerable attention has been focused on discussing the future in
various chapters of this volume. How does a “futures” perspective
inform the form, content, and pedagogy of peace education?

• How does the need for “unity” in postconflict settings interact with
the need for justice for human rights abuses? To what extent are the
two perspectives compatible? How can justice and peace coexist in
a way that enhances both?
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COMPARATIVE AND 
INTERNATIONAL EDUCATION 

AND PEACE EDUCATION

Robin J. Burns

INTRODUCTION

Comparative and international education constitutes two linked fields of
educational research and theorizing. While the distinction is not a rigid
one, comparative education includes the more “academic, analytic, and
scientific aspects of the field”, while international education “is related to
cooperation, understanding, and exchange elements” (Rust, 2002, p. iii). 

Comparative Education

The field has not been rigidly defined. However, implicit in the notion
of “comparative” is the study of more than one unit, and since
comparative education arose at a time when national systems of education
were being formed, the nation-state has been the primary unit of study.
An early comparative education scholar, I. L. Kandel (1933), suggested
that “The problems and purposes of education have in general become

CHAPTER 14
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somewhat similar in most countries; the solutions are influenced by
differences of tradition, and culture peculiar to each” so that the task of a
comparative scholar is to “discuss the meaning of general education,
elementary and secondary, in the light of the forces—political, social, and
cultural—which determine the character of national systems of
education” (p. xi). The field now includes all levels of education, formal
and nonformal. Kandel did not specify the role of actual comparison of
systems, the nature and purpose of which has not only proved
controversial methodologically (Rust, 2001), but has in recent decades
also been criticized on the grounds of resulting in inappropriate
educational transfers especially from “center” to “periphery” nations
(Ball, 1998; Crossley & Jarvis, 2001; Jones, 1998; Tikly, 2001; Zachariah,
1979). Multisystem studies constitute less than 33% of the reported
research within comparative education journals (Rust, Soumaré, Pescador,
& Shibuya, 1999). Though still controversial, intrasystem comparisons are
also undertaken (Crossley & Jarvis, 2000; Kelly & Altbach, 1986; Ross,
2002; Welch, 1991; Welch & Masemann, 1997). 

International Education

Internationalism is an underlying motif in the formation and
development of comparative studies in education. Altbach and Kelly
(1986) note that: 

The improvement of international understanding in general and education
in particular is a long-standing tradition in the field. There has always been
and, we hope, will continue to be a humanitarian and ameliorative element
that has impelled many comparative educators to become involved in
international programs to improve aspects of education and to encourage
increased international understanding, particularly in the schools, as a
contribution to world peace and development. (p. 4)

The “ameliorative” element, which forms the basis on which peace
education comes within the domain of comparative education, is found
mostly in the alliance between academic educational researchers and
educational policymakers and planners. This aspect has been present in
the field since the 1820s when the founding father, Jullien de Paris, was
concerned with the induction of principles of policy from the collection,
classification and analysis of foreign data (Holmes, 1985). Comparative
educators have been involved subsequently in two international data
collection agencies since their inception: the International Bureau of
Education and United Nations Educational, Scientific, and Cultural
Organization (UNESCO). With the inclusion of education in the
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economic development formulae of modernization theories in the 1960s
and 1970s, the comparative tools for comparing educational outcomes
cross-nationally were sought by agencies seeking “human capital”
development outcomes. 

Whether or not such “applied” research is “international” rather than
“comparative” has been controversial (Wilson, 1994). International
includes the study of international educational institutions and
incorporates concerns by educators with “the development of multicultural
and global efficacy” for a just society (Arnove, 2001, p. 501). Certainly
comparativists operate transnationally as researchers and in their
professional associations, especially the World Council of Comparative
Education Societies (WCCES) and regional comparative education
associations.

Debates continue on the extent of the field, appropriate subject-matter,
and methodology. They are highlighted in presidential addresses to
national societies and in the editorials of the major journals. Altbach’s
(1991) depiction of a “multidisciplinary field that looks at education … in
a cross-cultural context” (p. 491) broadly summarizes the situation. 

A CHANGING FIELD

The debate about comparative and international education indicates the
development of the field of study and the changes over time that have
facilitated or inhibited the inclusion of peace education as a legitimate
topic for study. Three major periods in the recent development of
comparative and international education can be distinguished. The first,
from the early post-World War II years to the 1970s, was characterized by
concern with methodology and with applying an analytical, inductive
scientific approach to the study of educational systems. In the second,
from the late 1970s onwards critiques of positivism and structural-
functional theorizing began to affect the social sciences and humanities,
the base disciplines for many comparativists. Alternative methodologies
such as hermeneutics and critical theory came to the fore in comparative
education, and with them, a critique of the state as the principal unit of
analysis (e.g., Altbach, 1991; Kelly & Altbach, 1986; Crossley & Broadfoot,
1992; Open File, 1989; Welch, 1985; Welch, 1992; Welch & Burns, 1992).
This debate continues today (Cook, Hite, & Epstein, 2004; Cowen, 1996;
Dale & Robertson, 2005; Marginson & Mollis, 2001; Rust et al., 1999;
Schriewer, 2006; Tikly & Crossley, 2001; Torres, 2001). 

Exploration of the educational implications of globalization serves as
an umbrella for comparative and international education in its third and
current phase (in addition to works in the previous paragraph, see
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Arnove, 2001; Carnoy & Rhoten, 2002a, 2002b; Crossley & Jarvis, 2000;
Crossley & Jarvis, 2001; Crossley, & Watson, 2003; Dale & Robertson,
2005; Mehta & Ninnes, 2003). This phase is characterized by increasing
diversification of theories, subjects, methodologies, and methods as
comparativists address the question: “what is the comparative advantage
of comparative education in understanding the changing social context of
education and some of the secular dilemmas of equity, equality, and
quality of education throughout the world?” (Torres, 2001, p. viii). Studies
of educational planning, development and reform, ethnicity, race and
class, and gender and sexual orientation showed the greatest increase in
published comparative and international educational research between
1997-2004 (Raby, 2005). 

Today, comparative and international education is a complex field
characterized by multiple methodological approaches and topics of study.
The ameliorative element has been applied to the “improvement” of
educational planning and systems. More recently, critique of the focus on
the nation-state, and of the ways in which educational knowledge
reinforces existing power and status structures within and between
societies, and the acknowledgment of the impact of globalization on
equity and justice, has opened new topics for research and teaching.
International understanding, cooperation, human rights, peace, and
related issues such as the environment are considered, if at all, as issues
for teaching within comparative education. 

PEACE EDUCATION WITHIN COMPARATIVE AND
INTERNATIONAL EDUCATION

Reflections on the origins of comparative and international education,
especially in the post-World War II period, suggest that one thread is the
response by educators to the realities and consequences of war. Peace
education does not have a strong position in academic educational
institutions and there has been only one chair of peace education, held by
Lennart Vriens at the University of Utrecht, the Netherlands. It is barely
visible in comparative and international education, at least in the
international journals in the field, Comparative Education, Compare,
Comparative Education Review, Canadian and International Education, and
the International Review of Education (IRE). The first two are edited in the
United Kingdom, the third in the United States, the fourth in Canada
and the last by the UNESCO Institute at Hamburg. 

Given the work undertaken by UNESCO within the framework of its
Recommendation Concerning Education for International Understanding, Co-
operation and Peace and Education Relating to Human Rights and Fundamental
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Freedoms, adopted by the general conference in 1974, it is not surprising
that most of the articles on peace or related education published in
comparative and international journals are found in the IRE, including a
special edition in 1983 edited by Norwegians Magnus Haavelsrud and
Johan Galtung, neither a comparative educator. All the contributors were
members of the Peace Education Commission (PEC) of the International
Peace Research Association and one means for a comparative perspective
on peace education is the existence of PEC and its Journal of Peace
Education, launched in 2004. 

Writers frequently link “international understanding” with “peace,” as
in the 1979 special, 25th anniversary edition of the IRE: “It is increasingly
important to take international action for the avoidance of war and for
the safeguarding of the human environment” (Elvin, 1979, p. 461; see
also Brock-Utne, 1988; Vriens, 1990). The issues of global security
(Williams, 2000), culture and diversity (Simkin, 1998), and class (Welch,
1993) have been taken up by some comparative and international
educators and are relevant to the debate about the formation and
transmission of a “culture of peace,” which is essentially internationalist
(see e.g., Adams, 2000; Page, 2004; Vriens, 1993; for a relational
approach which can have an international dimension, Ross, 2002).
Bjerstedt (1993), Brock-Utne (1988, 2000), Burns and Aspeslagh (1996a
and 1996b), Halperin (1997), Heater (1984), Iram (2003), Ray (1988) and
Reardon (1987, 1988) are among the peace educators who point out the
complex relationships between peace education, education for
international understanding, and related fields such as human rights
education. Harber (1997) and Davies (2005), both writing in Compare, and
Zajda, Majhanovich, & Rust (2006) turn the issues on their head by
problematizing education itself as a potential source of conflict as well as
for social justice. 

However, articles on peace education, education for human rights and
civic education appear only rarely even in the IRE. Nothing has appeared
on peace education in Comparative Education or the Comparative Education
Review, though there have been articles on civic education,
internationalized education, moral education, political education,
political socialization, education for democracy, and human rights
education. Compare has had several relevant articles in the past 25 years,
most recently the British Association for International and Comparative
Education 2004 presidential address (Davies, 2005). Since 1996, within
the comparative education societies, “peace and justice” is one stream in
the WCCES congresses, and the Comparative and International
Education Society now has a peace education special interest group, some
of whose members have published monographs on the subject, but have
not yet published in the comparative education journals.

 EBSCOhost - printed on 10/1/2020 12:22 PM via MCGILL UNIV. All use subject to https://www.ebsco.com/terms-of-use



122 R. J. BURNS

Burns and Aspeslagh (1996b) consider that comparative education
provides “a way to understand the development of educational ideas and
their practice, in concrete settings” (p. 9), arguing that this is an
appropriate way to study peace education. However, peace educators are
still largely concerned with issues such as children’s attitudes, descriptions
of particular peace education initiatives, and polemics related to the
introduction of peace education in formal education systems. While the
latter is clearly suitable for comparative research, the ongoing
preoccupation of comparative education with systems of education and
the fact that peace education rarely becomes incorporated as such within
a system is another factor keeping the fields apart. 

CONCLUSION

New developments in comparative and international education,
especially critiques of globalization and its impact on education,
employment, human relations and culture, presage new possibilities to
bring the fields closer. A clear challenge is found in Davies (2005)
contention that 

the relationship between education and conflict includes the more obvious
effect of war and violence on education itself … but there is the perhaps less
obvious reverse impact of education on conflict … through the reproduction
or amplification of inequality, exclusion and social polarization; through the
hardening of ethnic or religious identifications and divisions; and through
its acceptance of dominant macho, aggressive, militaristic, and homophobic
masculinities. (p. 359) 
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FUTURES EDUCATION

David Hicks

INTRODUCTION

While peace education is concerned
with a wide variety of issues that
manifest at scales from the local to the
global, such issues cannot be
understood without an exploration of
the interrelationships between past,
present, and future. While history
deals with the past and most of
education deals with the present,
explicit exploration of the future is
still often a missing dimension in
education.

Internationally, educators use the term “futures education” or “futures
in education” to refer to this concern. However, it is more useful to talk of
the need for a “futures dimension” in the curriculum and for people to be
able to take a “futures perspective” on their lives and society more widely.
Put at its simplest, this refers to a form of education which promotes the
knowledge, understanding and skills that are needed in order to think more

CHAPTER 15

Figure 15.1. The spatial and 
temporal dimensions.
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critically and creatively about the future. Clearly, peace education needs to
contain such a dimension and promote such a perspective since two of the
key questions it explores in relation to self and society are “Where do we
want to get to?” and “How do we get there?” (Hicks, 2004)

FUTURES STUDIES

While interest in the future is as old as humanity itself, serious
investigation in futures really only emerged after World War II in the form
of strategic planning, technological forecasting, economic analysis, and
the establishment of the first major think tanks. While much of this
endeavor focused on economic and military forecasting, there were other,
largely European, initiatives which were more concerned with how such
thinking could be used to help create better social futures (Masini, 2006). 

Futures studies as a field of academic inquiry emerged in the 1960s. It
is a broad field of concern, and Inayatullah (1993) notes that it “largely
straddles two dominant modes of knowledge—the technical concerned
with predicting the future and the humanist concerned with developing a
good society” (p. 236). It is the latter strand which underpins the work of
the World Futures Studies Federation (WFSF) (www.wfsf.org) set up in
1972. One of the founders of WFSF was Johan Galtung, then Director of
the International Peace Research Institute in Oslo. 

Bell (1997) argues that the purpose of futures studies is to “discover or
invent, examine, evaluate and propose possible, probable and preferable
futures” (p. 73). He continues, “futurists seek to know: what can or could
be (the possible), what is likely to be (the probable), and what ought to be
(the preferable)” (p. 73). Dator (2005) elaborates further: 

The future cannot be studied because the future does not exist. Futures
studies does not … pretend to study the future. It studies ideas about the
future… (which) often serve as the basis for actions in the present….
Different groups often have very different images of the future. Men’s
images may differ from women’s. Western images may differ from non-
Western, and so on. (para. 8)

One of the main tasks of futures studies is to identify and examine the
major alternative futures which exist at any given time and place. The
future cannot be predicted, but preferred futures can and should be
envisioned, invented, implemented, continuously evaluated, revised, and
reenvisioned. Thus, another major task of futures studies is to facilitate
individuals and groups in formulating, implementing, and reenvisioning
their preferred futures.
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Elsewhere, Dator (2002, p. 10) argues that despite the variety of
people’s views of the future, all the images he has encountered, in
whatever culture, can be grouped into four broad categories: continuation
—a “business as usual” scenario, generally based on notions of continuing
economic growth; collapse—a “catastrophe” scenario arising, for example,
from economic instability, environmental disaster, terrorist attack;
disciplined society—based on some set of overarching values, for example,
traditional, ecological, God-given; and transformational society—a break
from current norms based on “high-tech” or “high spirit” values.

Futures studies should not be seen as an internally-consistent endeavor.
While key texts such as Knowledge Base of Futures Studies (Slaughter, 2005),
Advancing Futures (Dator, 2002) and Foundations of Futures Studies (Bell,
1997) illustrate the breadth of concern, there are also major ideological
debates within the field. Most notably, this has involved critiques of
futures studies as being largely a White Western endeavor (Inayatullah,
1998; Sardar, 1999; Kapoor, 2001) and a primarily masculine discourse
(Milojevic, 2004).

FUTURES IN EDUCATION

In varying degrees, educators have drawn on the academic field of futures
studies in order to enrich their work in elementary and secondary school,
and in teacher education. It can be argued that nine key concepts
underlie the notion of a futures dimension. 

1. State of the world
In the early twenty-first century, the state of the world continues
to give cause for concern. Issues dealing with sustainability, gaps
between wealth and poverty, peace and conflict, and violations
of human rights all have a major impact both locally and
globally. We need to know about the causes of such problems,
how they will affect our lives now and in the future, and the
action needed to help resolve them.

2. Managing change
In periods of rapid social and technological change, the past
cannot provide an accurate guide to the future. Anticipation and
adaptability, foresight and flexibility, innovation and intuition,
become increasingly essential tools for survival. We need to
develop such skills in order to become more adaptable and
proactive towards change.
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3. Views of the future
People’s views of the future may vary greatly depending, for
example, on age, gender, class and culture, as well as their
attitudes to change, the environment and technology. We need
to be aware of how views of the future thus differ and the ways in
which this affects people’s priorities in the present. 

4. Alternative futures
At any point in time, a range of different futures is possible. It is
useful to distinguish between probable futures, that is, those
which seem likely to come about, and preferable futures, that is,
those one feels should come about. We need to explore a range
of probable and preferable futures, from the personal and local
to the global.

5. Hopes and fears
Hopes and fears for the future often influence decision making
in the present. Fears can lead to the avoidance of problems
rather than their resolution. Clarifying hopes for the future can
enhance motivation in the present and thus positive action for
change. We need to explore our own hopes and fears for the
future and learn to work creatively with them.

6. Past/present/future
Interdependence exists across both space and time. Past,
present and future are inextricably connected. We are directly
linked back in time by the oldest members of the community
and forward into the next century by those born today. We need
to explore these links and to gain a sense of both continuity and
change as well as of responsibility for the future.

7. Visions for the future
The first decade of the new century provides a valuable
opportunity for reviewing the state of society. What needs to be
left behind and what taken forward? In particular, what visions
of a better future are needed to motivate active and responsible
citizenship in the present? We therefore need to develop our
skills of envisioning and use of the creative imagination.

8. Future generations
Economists, philosophers, and international lawyers
increasingly recognize the rights of future generations. It has
been suggested that no generation should inherit less human
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and natural wealth than the one that preceded it. We need to
discuss the rights of future generations and what the
responsibility to uphold these may involve.

9. Sustainable futures
Current consumerist lifestyles on this planet are increasingly
seen as unsustainable often causing more damage than benefit.
A sustainable society would prioritize concern for the
environment, the poorest members of the community, and the
needs of future generations. We need to understand how this
applies to our everyday lives and possible future employment. 

One of the first writers to draw attention to the need for a futures
dimension in the curriculum was Toffler (1974) in his still very relevant
Learning for Tomorrow: The Role of the Future in Education. His key thesis
remains as true now as then: 

All education springs from images of the future and all education creates
images of the future. Thus all education, whether so intended or not, is a
preparation for the future. Unless we understand the future for which we
are preparing, we may do tragic damage to those we teach. (1974, cover) 

It is interesting that Toffler wrote these words in the decade that saw the
rise of neoconservative and neo-liberal ideologies which dominate so
much of education today (Apple, 2006). 

During the 1990s, there has been a growing interest in research on
young people’s images of the future and the implications of these images
on education (Hicks & Holden, 1995). Hutchinson (1996) has carried out
exciting work in the field of secondary education (including the
influences on young people’s views of the future) as has Page (2000) in
relation to the early childhood curriculum, and Gidley and Inayatullah
(2002) in relation to youth futures. A range of case studies of futures in
education, from primary to tertiary level, are to be found in Hicks and
Slaughter (1998), and a variety of classroom activities can be found in Pike
and Selby (1999), Hicks (2001, 2006) and Slaughter and Bussey (2006),
While Gidley et al. (2002) have explored recent developments in
Australia. 

ENVISIONING THE FUTURE

A number of interesting studies have explored the nature of young
people’s probable and preferable futures. Eckersley (1999) reported that

 EBSCOhost - printed on 10/1/2020 12:22 PM via MCGILL UNIV. All use subject to https://www.ebsco.com/terms-of-use



132 D. HICKS

Australian youth were particularly concerned about pollution and
environmental destruction, the gulf between rich and poor, high
unemployment, conflict, crime and alienation, discrimination and
prejudice, and economic difficulties. Eight out of 10 15-24 year-olds said
that they would prefer a greener, more stable society, with an emphasis on
cooperation, community and family, more equal distribution of wealth,
and greater economic self-sufficiency. He concluded:

Young people’s preferred futures are undoubtedly idealized and utopian.
Their significance lies in what they reveal about fundamental human needs
… and what they expect and what is being offered to them by world and
national leaders. (p. 95)

This echoes much of the research that has been done on envisioning
futures, albeit in Western contexts. It also echoes the findings of Elise
Boulding (1988a, 1988b) from the numerous envisioning workshops that
she ran in which she reported a preferred “baseline future” that often
emerged. One should not, however, make the mistake of thinking that
clear images of preferable futures are sufficient in themselves. As
Meadows, Randers, and Meadows (2005) stress:

We should say immediately, for the sake of sceptics, that we do not believe
vision makes anything happen. Vision without action is useless. But action
without vision is directionless and feeble. Vision is absolutely necessary to
guide and motivate. More than that, vision when widely shared and firmly
kept in sight, does bring into being new systems. (p. 272)

A futures perspective is crucial to effective teaching and learning in
peace education. By enabling learners to think more critically and
creatively about the forces that create probable and preferable futures,
they are able to engage in more purposeful and focused action for
change. This fulfils one of the tasks of the progressive educator which,
Freire (1994) tells us, “is to unveil opportunities for hope, no matter what
the obstacles might be” (p. 9).
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“CRITICAL”
PEACE EDUCATION

Monisha Bajaj

While “peace education” is a term often used for a variety of programs,
studies, and initiatives, the field of peace education is one that includes a
diverse array of scholarly perspectives, programmatic considerations, and
underlying values. In this chapter, I argue for a reclaimed “critical peace
education” in which attention is paid to issues of structural inequality and
research aimed towards local understandings of how participants can
cultivate a sense of transformative agency assumes a central role.
Attention to research and the renewed pursuit of critical structural
analyses (Galtung, 1969) can further the field towards scholar-activism in
pursuit of peace education’s emancipatory promise. For the purpose of
this chapter, I define the goal of peace education, based on scholarly
developments to date, as the transformation of educational content,
structure, and pedagogy to address direct and structural forms of violence
at all levels (Harris, 2004; Reardon, 1988). 

This chapter represents my reflections as a student, researcher, and
scholar in the fields of human rights and peace education. I coordinate
the concentration in peace education for graduate students studying
international and comparative education at Teachers College, and advise

CHAPTER 16
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dozens of the students who embark on graduate work in this field of
study. The multiplicity of expectations, understandings, and meanings of
peace education that students bring and take from the concentration has
inspired this chapter which calls for renewed attention to and exploration
of a “critical peace education” (Diaz-Soto, 2005; Mirra, 2008;
Montgomery, 2006; Wulf, 1974).1 Such an approach would offer greater
scholarly rigor and increased emphasis on research in our evolving and
interdisciplinary field of peace education. 

The move towards greater empiricism in peace education echoes
Salomon and Nevo’s (2002) critique that there is confusion at the
conceptual level as to what peace education is and this is exacerbated by a
lack of scholarly research on the impact of peace education. The field
would benefit from greater emphasis on both research for the sake of
greater knowledge about local meanings and experiences, as well as
research as a form of evaluation of peace education programs (Bajaj,
2004). In order to examine what I assert should constitute a reclaimed
“critical peace education,” it is important to delineate the types of peace
education that exist and situate this approach accordingly. 

APPROACHES TO RESEARCH AND
PRACTICE IN PEACE EDUCATION

Haavelsrud (1996) identifies four types of disarmament education which
can be, and have been, extended to the larger field of peace education to
categorize the various orientations that exist within it (Burns & Aspelagh,
1983). The four categories are useful in understanding approaches to
peace education in both research and practice. 

The first category is the idealistic approach in which there are universal
notions of problems and solutions and little attention is paid to distinct
societal groups and their interactions. Haavelsrud (1996) cites the
UNESCO (United Nations Educational, Scientific, and Cultural
Organization) preamble as representative of this approach that asserts
that wars begin “in the minds of men” and therefore the singular new
generation, versus the “old,” needs peace education to counter the violent
tendencies throughout the world. The level of analysis is the individual
and there is a focus on social cohesion. This approach, often espoused by
nongovernmental organizations and international initiatives, ignores
issues of structural inequalities in formulating peace education and,
according to the author, may exclude action to promote peace. 

The second approach is the intellectual one (Haavelsrud, 1996). The
focus is on the academic study of peace and conflict issues to build
knowledge among learners. Pluralistic views on peace/disarmament issues
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are represented so the educational content is generally accepted by
different political actors. The intellectual approach needs both universal
scientific content and political buy-in so that all actors are represented.
The limitations of this approach, Haavelsrud argues, are that such
supposed neutrality is fraught with contradictions and there is little
mention of how understanding the situation can lead to reflection and
strategies for action and change.

The ideological approach is the third approach (Haavelsrud, 1996).
Rooted in a neo-Marxist analysis of schooling, the school is seen as an
apparatus that reproduces social control by the dominant class (Althusser,
1979). As such, all curriculum (and hidden curriculum) will be partial to
the interests of those in power because of the social and cultural
reproduction that occurs in schools (Bourdieu & Passeron, 1977; Bowles
& Gintis, 1976). Hence, peace education, it is argued, should occur
outside of the formal educational system. From this perspective, schools
as institutions embody violence (Harber, 2004) and therefore offer little
towards promoting peace. 

The fourth approach is the politicization approach (Haavelsrud, 1996).
This approach acknowledges that education, along with other efforts
towards social change outside of schools, has a constructive role to play in
promoting peace. Anchoring schooling in its larger social context,
Haavelsrud calls for a close link between research, education, and action
in an overall process of social change. Educational form, content, and
organizational structure should be aligned to promote peace education.
Echoing Freire’s (1970) emphasis on raising students’ critical
consciousness, this approach utilizes formal and non-formal education to
inspire both reflection and action. This fourth category that calls for
action around peace and justice issues, with attention to conceptions
based on in-depth knowledge and investigation of local realities, is most
akin to the reclaimed critical peace education that I argue is necessary for
our field. 

RECLAIMING A CRITICAL PEACE EDUCATION

The 1970s marked the turn towards a “critical peace education” advanced
by scholars such as Wulf (1974). Rooted in the Frankfurt School of Social
Research and arguing that conflict and social critique be essential ele-
ments, these scholars called for a focus on “the societal conditions of
peace education” (Wulf, personal communication, 2007). Given the prior
emphasis on direct forms of violence, this shift was important in address-
ing social and economic injustice as incompatible with comprehensive
peace (Galtung, 1969). Specifically, Wulf (1974) notes: 
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[Critical peace education] stems from an explicit understanding of peace
education as a criticism of society…. Central concepts of critical peace
education [are] “structural violence,” “organized peacelessness,” and
“participation,” … giv[ing] an impression of the interdependence of
international and internal social structures of power and dependence in and
outside school. (p. x)

While the focus shifted away from critical peace education towards a
culture of peace and a postmodern approach in the 1990s (Wintersteiner,
1999), it seems appropriate to reclaim a “critical peace education” some
30 years after its elaboration given the usefulness of structural analyses in
the current globalized context.

More recently, scholars have linked Paulo Freire’s educational philoso-
phy to peace education and titled it “critical peace education” (Diaz-Soto,
2005) without reference to Wulf ’s (1974) earlier work. In addressing wars
that continue to be fought worldwide, Diaz-Soto grounds her call for a
critical peace education in the United States based on a need to promote
negative peace, or the absence of direct violence.2 Her recommendations
to educators are rooted in a Freirean analysis of power with the aim of
consciousness raising: she further calls for “border crossing,” “decoloniza-
tion,” “inclusion,” “equitable economic distribution,” and a reliance on
“love as a paradigm” (Diaz-Soto, 2005, p. 96). Some of her analyses reso-
nate with the ideas put forth in this chapter, particularly the call for
attention to power, identity, and culture. However, absent in the parame-
ters she sets forth is a call for greater research in the field which I assert is
the way to tailor peace education research methods and practices to their
local context. The prescriptive nature of literature in the field of peace
education to date often fails to acknowledge the complex and diverse
forms that peace education can and must take—guided by continued
investigation in schools and communities globally—in order to effectively
address its promise as a field of inquiry and grounded practice. 

While the field’s evolution reflects the conditions of the time, in the
present age of globalized economic and political structures that are
increasing disparities and simultaneously dismantling avenues for citizens
to hold their governments accountable, it appears that renewed attention
to larger structural realities, particularly in the global South and through
engaged and systematic research, would prove beneficial in
understanding the possibilities and limitations of peace education.
Acknowledging the need for a critical approach to peace education that
affirms diversity and a multiplicity of perspectives, it is important to
outline the components of such an approach. While human rights
principles often guide peace education research and initiatives, the
debates about these universal principles in addition to the promise they
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hold for sustainable peace are integral to a renewed critical peace
education approach. 

LOCAL STRUGGLES FOR HUMAN RIGHTS AS A
FRAMEWORK FOR A CRITICAL PEACE EDUCATION

While the concept of “human rights” has undergone considerable
discussion and scrutiny, it has become a term for which a singular
definition cannot be assumed. Scholars have critiqued the use of human
rights discourse in U.S. foreign policy as a guise for the promotion of
economic interests (Mirra, 2008) and as a form of “liberal imperialism”
that policymakers selectively employ (Rieff, 1999). The contextualization
of the moment in which the Universal Declaration of Human Rights
(UDHR), the most influential, though not legally binding, human rights
document is also important for critical peace education because of its
analysis of power. Western notions of individual rights over collective
rights, though being addressed by third generation human rights
documents, reflected the limited perspectives of those included at the
table in 1947. Only four of Africa’s 54 nations were original signatories of
the United Nations charter, and one of these four was the apartheid
government of South Africa (United Nations, 2007). 

Peace educators have advocated for the inclusion of human rights as a
prescriptive framework for the advancement of positive peace (Reardon,
1997). Human rights, taken to mean those principles enshrined in the 30
articles of the UDHR and implemented as such, are de-linked from the
larger conceptual debates, struggles, tensions, and contradictions
discussed in other disciplines. By advocating the incorporation of one
form of “human rights” (i.e., the normative framework developed by
Western diplomats in 1947), peace educators risk losing out on valuable
information provided by critiques that can better equip them to genuinely
teach for and about human rights. Human rights are a natural framework
for peace education, but treating them as static rather than dynamic, and
sometimes contradictory, ignores their complexity. 

One example of the tensions inherent in human rights is the issue of
enforcement. Teaching students about issues of justice and international
principles, particularly if they live in communities where such rights are
not protected by the state, can create frustration and disillusionment
rather than the transformative agency that peace educators seek to
cultivate within students. A critical, yet optimistic, approach would
introduce students to issues of asymmetrical power relations, structural
violence, and how principles of human rights can inform action amidst
such a context. 
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Critical peace education has an important role to play in situations
where interethnic conflict is rife and where human rights abuses have
occurred. The international trend towards peace education for victims of
human rights abuses, such as the implementation of peace education
curricula in refugee camps (Iner-Agency Network for Education in
Emergencies, 2005), is a partial strategy since efforts must also be aimed
at those who hold power in the respective contexts. Postconflict education
often chants the mantra of “never again” with a silent “for our people”
added on to the end of the phrase. Critical peace educators must engage
in the serious reflective and historicized work of engaging individuals and
communities in believing and acting towards “never again for any people”
so that “victims” do not become “killers” as seen historically in many
international contexts (Mamdani, 2002). As such, peace education must
prioritize even-handedness in its treatment of perpetrators and victims of
human rights violations as targets of peace education. Critical peace
educators, rather than downloading a preset lesson plan from the
internet, need local, historicized knowledge to inform strategies to revise
textbooks, promote respect for differences through the media and
popular culture, and engage in a comprehensive campaign for human
rights and social justice. 

Critical peace educators may do well to consider examining local
practices and meaning-making around human rights—informed by local
types of peace education—in order to better understand values and
beliefs that can inform peace education from the bottom up. For example,
Gandhian studies in India resonates profoundly with the tenets of peace
education though not always recognized as such (Prasad, 1998). Such
investigation of the local context echoes the participatory research that
Freire implores educators to engage in so as to develop the generative
themes that will enable dialogue and raise students’ critical consciousness
(Spener, 1990). By localizing human rights and abstaining from imposing
universalistic notions, much information can be garnered about how
greater justice can be achieved and what type of education can catalyze it. 

Additionally, the teaching of human rights, with attention to local
examples, would provide important historical references for concepts
often considered foreign. Historians have noted the Western bias of the
telling of the story of human rights, neglecting important struggles, such
as the Haitian revolution (despite its shortcomings), which can inspire
collective action towards greater equity and justice (Knight, 2005). There
is much mutual learning that can take place if peace educators cast their
gaze towards the local in order to understand the hybrid meanings
created from economic, political, and cultural globalization. As human
rights scholar Michael Ignatieff (2000) notes: 
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Human rights has gone global not because it serves the interests of the
powerful but primarily because it has advanced the interests of the
powerless. Human rights has gone global by going local, imbedding itself in
the soil of cultures and world views independent of the West, in order to
sustain ordinary people’s struggles against unjust states and oppressive
social practices. (p. 290)

Attention to local struggles legitimizes collective agency in pursuing
justice through human rights. Nested within this larger human rights
project is the issue of educational access and content as core principles.
For critical peace educators, locally relevant curricula around human
rights and justice issues must be developed with the aim of simultaneously
cultivating participants’ analyses of structural inequalities and a sense of
agency in acting to address these issues. 

AGENCY AS A CENTRAL FRAMEWORK

Educational studies began to examine student agency as a way of
exploring diverse student responses to participation in unequal schools
(Aronowitz & Giroux, 1993; Giroux, 1997; Willis, 1977). Located in the
interstices of neo-Marxist and postmodern educational theories, studies
of agency have largely identified two types of resistance—oppositional
and transformative. Transformative agency, further conceptualized in
critical pedagogy by scholars such as Giroux (1997), is rooted in Freire’s
notion of radical hope and illustrates “how moral and political agency
come together to inspire both a discourse of hope and a political project
that take seriously what it means to envision a better life and society”
(Giroux, 1988, p. 38).

Education, according to Freire, must foster the critical consciousness of
students that, coupled with opportunities for collective thinking and
action, can catalyze transformative agency. Such a process, is instrumental
to peace education efforts. Leading peace education scholar, Betty
Reardon (2001), importantly mentions global agency as a core competency
of peace education scholars and practitioners. However, a comprehensive
description of what it would entail and processes by which students in
distinct contexts can acquire it must be developed by critical peace
educators in order to promote the necessary union of hope and action
towards peace. Hence, the role of research in the field of peace education
is paramount for advancing our ability to inform and generalize, rather
than prescribe, processes that enable students to think and act collectively
towards greater peace and social justice. 

The dialectical tension between structure and agency challenges the
idealistic promise of transformative agency, but does not discount its
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value as a construct essential to envisioning social change. While larger
political, economic, and historical forces may preclude the realization of
students’ agency once cultivated, scholars and practitioners in peace
education must attend to the obstacles in schools and in society in order to
advance the goals of informed action for social change. Hence, collective
action and radical peace politics become integral components of critical
peace education though they may constitute different agendas depending
on their context. Approaches that fail to question the status quo and
examine the structural causes of social conflict usually accommodate the
economically and politically privileged. Radical change need not be
violent in order to be effective and to address social inequalities whose
persistence precludes any possibility for comprehensive peace. 

The conceptual foundations of peace education must be reexamined in
order to tease out issues of power, domination, and symbolic violence or
cultural imposition, particularly in multiethnic classrooms so as not to
strip students of their agency rather than enabling it. As Gur-Ze’ev (2001)
notes, generalized proclamations about peace education actually may
produce the violence that seeks to be eliminated. While the default point of
reference for many peace education scholars is the West, critical peace
educators must understand local realities and resist the temptation to
universalize, ignoring often distinct material and social conditions.

Metanarratives about the nature of peace and violence ignore local
conceptions, unique histories, and contextualized struggles. Research
about local meanings of peace and initiatives that seek to advance it can
inform a scholarly body of literature from which tentative theoretical
generalizations might be made. The Journal of Peace Education, launched
in 2004, represents a significant step towards greater scholarly rigor in
the field (Synott, 2005). The growing use of the term “peace education”
for various scholarly and programmatic endeavors lacking any
commonality otherwise requires the development of certain concepts,
such as transformative agency or optimism (Rossatto, 2005), than can
engage the discipline and provide some definition to its now fluid
boundaries. 

The transformative potential of peace education to engage learners in
action towards greater equity and social justice can and ought to be
galvanized through consideration of the larger social and political
realities which structure, limit, and enable research and practice in the
field. Questions of method need to be addressed both based on the
context under study and vis-à-vis the underlying principles of peace
education to promote greater social justice and equity. Ethical
considerations must be paramount for researchers and practitioners in the
field of peace education given the often wide gulf between intentions and
impact.  
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CONCLUSION

The call for a reclaimed critical peace education is not an attempt to
splinter the field, but rather a recommendation for scholars and
practitioners considering peace education research. Moving away from a
one-size-fits-all approach towards a contextualized and situated
perspective on peace education can only further enhance the legitimacy
and validity of the knowledge generated in the field. The following
suggestions point towards renewed attention to critical peace education:

• Depth rather than breadth should be the aim of the critical peace
education endeavor. Generalizations, rather than prescriptions, can
and should emerge through greater research and methodological
rigor in peace education. 

• Human rights, and the debates surrounding them, should not be
treated as static and fixed. Instead, students should be taught the
complexities and messiness of the human rights system in ways that
empower them to engage with larger international standards. The
primacy of the nation state, the limitations of enforcement, and the
Western biases in human rights discourse should be interrogated by
students in age- and level-appropriate ways in order to foster
constructive engagement rather than disillusionment. 

• Marginalized groups, such as refugees and ethnic minorities,
should not be the exclusive target of peace education interventions.
Peace education that seeks to “normalize” or “restore” a perceived
sense of social cohesion without analyses of the underlying
structural roots of conflict risks exacerbating, rather than
addressing, violence. 

• Transformative agency, rooted in Freirean critical consciousness
and praxis, should be investigated and cultivated by researchers,
practitioners, and participants in ways relevant to the respective
economic, political, historical, and social contexts. Structural and
macro-level constraints to the realization of such agency should be
discussed, analyzed, and constructively addressed in order to
advance equality, participation, and social justice. 

• Research and practice should attend to asymmetrical power
relationships that exist in supposedly neutral spaces. Accordingly,
the involvement of participants in educational and research
projects should be sought at all levels to ensure ongoing evaluation,
reflection, and attention to the potential peril of such initiatives.
Consistent and thorough participation will also democratize both
the educational and research process. The aim of peace education
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must include the development of “power literacy” or the ability to
analyze the complex interplay among those occupying differential
sites of power (Kincheloe, 2002, p. 119). 

• Researchers should develop methods suited to the context under
study such that the process of research does not impose violence,
and so that the agency of both researcher and respondents is
enhanced through the investigative process. In this way, critical
peace education can pursue the emancipatory promise that
scholars of critical research in education have elaborated as the
outcome of the research endeavor (Denzin & Lincoln, 2000).

These recommendations offer scholars insights into the nature of
inquiry and how, as a field, we may address the confusion that exists about
what peace education is, does, and offers to educational scholarship and
practice. 

Presently, peace education scholarship, teaching, and practice appear
to bifurcate into two camps: one calling for greater universality (Lenhart
& Savolainen, 2002; Lin, 2006) and the other suggesting greater
attention to realities at the local level (Salomon & Nevo, 2002; Vasquez,
1976). This split between the normative and the scientific need not be
mutually exclusive (Vasquez, 1976), but requires the attention of scholars
and practitioners since each perspective implies distinct analyses and
worldviews. This chapter favors the latter approach towards greater
scholarly rigor in the field of peace education given its potential for
addressing increasingly complex manifestations of all forms of violence
across the globe today. A renewed critical peace education can provide the
analytical and methodological strategies to examine the causes and
dimensions of social, political, and economic conflicts in their settings. By
providing greater definition of the boundaries of what is and what is not
peace education, scholars and practitioners of the increasingly
interdisciplinary field can work together with increased momentum
towards the promise of greater justice and equity within and outside of
schools. 

NOTES

1. Wulf (1974) and Diaz-Soto (2005) provide explanations of what constitutes
“critical peace education” while Montgomery (2005) and Mirra (2008) use
a “critical peace education perspective” to call for a more politicized
approach.

2. “Positive peace,” by contrast, addresses issues of social and economic
justice with regard to the underlying structural roots of violence in all of its
forms (Galtung, 1969). 
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UNITY-BASED
PEACE EDUCATION

H. B. Danesh

INTRODUCTION

The conceptual dilemma of peace education is most consequential. Many
theories of peace use conflict as their point of departure and the cessation
of violence (negative peace) as their dominant objective. This focus on
conflict as an inherent and therefore an unavoidable and even necessary
aspect of human life has had far-reaching consequences, the most
important of which regards the orientation of the discipline of peace
studies and the effectiveness of peace education programs. By placing
“conflict” at the core of theories of peace and “conflict management” as
their ultimate objective, the discipline of peace studies has abandoned its
primary raison d’etre—to study the nature of peace and the dynamics of
peace building. Most theories of peace do not place adequate emphasis
on the process of peace building and the development of the inherent
capacities of individuals, institutions, communities, civil society, and
governments, both to prevent violence and to create harmonious
relationships. Furthermore, the current conceptual formulations of peace
studies and peace education pay little or no attention to the all-important

CHAPTER 17

 EBSCOhost - printed on 10/1/2020 12:22 PM via MCGILL UNIV. All use subject to https://www.ebsco.com/terms-of-use



148 H. B. DANESH

task of building a civilization of peace—peaceful and just, united and
diverse, prosperous and benevolent, technologically advanced and
environmentally healthy, intellectually rich and morally sound.

A careful review of current thought on the causes of conflict and
violence shows that certain basic assumptions form the foundation of
most existing theories with regard to the phenomena of human conflict in
all its varied expressions—intrapersonal, interpersonal, and intergroup.
These assumptions basically focus on issues of survival, security, pleasure,
and individual and/or group identity; consider interpersonal/intergroup
power-struggle and intense competition as necessary and inevitable life
processes; and deem conflict the unavoidable outcome of this struggle
(Dahrendorf, 1958; Coser cited in Wehr, 2001). According to these
theories, the best we could accomplish is to decrease the destructiveness
of human conflict and develop tools to resolve conflicts before they turn
into aggression and violence. Within this overriding prominence
accorded to “conflict” in most peace-related theories and action, there
have been notable efforts on the part of various researchers and
practitioners to offset the unavoidable negative consequences of conflict.
Among these are several concepts and approaches to conflict resolution
such as “super-ordinate goals” (Deutsch, 1973; Galtung & Jacobsen,
2000; Worchel, 1986), cooperative conflict resolution (Deutsch, 1994;
Johnson, Johnson, & Tjosvold, 2000), principled negotiation (Fisher, Ury,
& Patton, 1991), conflict transformation (Bush & Opp, 2001; Lederach,
1995) and stable peace (Boulding, 1977, 1978, 1991; Galtung, 1996). 

During the course of the past decade, a new and challenging
perspective on peace and conflict has been proposed, defining unity as
the main law governing all human relationships and conflict as the
absence of unity. Based on these concepts, an integrative theory of peace
(ITP) has been offered and a comprehensive unity-based peace education
program—education for peace (EFP)—has been formulated and
successfully implemented in over 100 schools, involving some 80,000
students and thousands of teachers and parents in Bosnia and
Herzegovina (BiH) (Clarke-Habibi, 2005; Danesh 1986, 2002, & 2006;
Danesh & Danesh 2002a, 2002b, 2004).

THE INTEGRATIVE THEORY OF PEACE

ITP is based on the concept that peace is, at once, a psychological, social,
political, ethical, and spiritual state with expressions at intrapersonal,
interpersonal, intergroup, international, and global areas of human life. 

ITP holds that all human states of being, including peace, are the
outcome of the main human cognitive (knowing), emotive (loving), and

 EBSCOhost - printed on 10/1/2020 12:22 PM via MCGILL UNIV. All use subject to https://www.ebsco.com/terms-of-use



Unity-Based Peace Education 149

conative (choosing) capacities, which together determine the nature of
our worldview. ITP draws from the existing body of research on issues of
psychosocial development and peace education, developmental approach
to conflict resolution, and the lessons learned and observations made
during seven years of implementation of the EFP in 112 schools in BiH.
ITP consists of four subtheories: 

• Peace is a psychosocial, political as well as a moral and spiritual
condition; 

• Peace is the main expression of a unity-based worldview;

• A unity-based worldview is the prerequisite for creating both a
culture of peace and culture of healing;

• A comprehensive, integrated, and lifelong education is the most
effective approach for development of a unity-based worldview.

Additionally, ITP posits that peace has its roots in the: 

• Satisfaction of human needs for survival, safety and security; 

• Human quest for freedom, justice, and interconnectedness; 

• Human search for meaning, purpose, and righteousness. 

The theory further holds that peace is the finest fruit of the human
individual and social maturation process. It is the ultimate outcome of our
transition from self-centered and anxiety-ridden insecurities of survival
instincts and the quarrelsome, dichotomous tensions of identity-
formation processes to a universal and all-inclusive state of awareness of
our fundamental oneness and connectedness with all humanity and, in
fact, with all life.

Three concepts, described below, form the foundations of ITP: unity,
worldview, and human individual, and collective development.

The Concept of Unity 

The concept of unity states that unity, not conflict, is the central
governing law of life and that once unity is established, conflicts are often
prevented or easily resolved. Unity is defined as:

a conscious and purposeful condition of convergence of two or more unique
entities in a state of harmony, integration, and cooperation to create a new
evolving entity(s), usually, of a same or a higher level of integration and
complexity. (Danesh & Danesh, 2002a, p. 67)
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The animating force of unity is love, which is expressed variably in
different conditions of existence. This definition states that unity in all its
expressions—psychological, social, and moral—is a deliberate
phenomenon and not a chance occurrence devoid of intention, purpose,
and informed operation. We have the option to create unity and
conditions conducive to life or to do the opposite. As soon as the law of
unity is violated, conflict with all its destructive properties shapes our
intrapersonal, interpersonal, and social processes and relationships. In
brief, conflict is the absence of unity and disunity is the source and cause of
conflict. 

The Concept of Worldview

Worldview has been variably defined, often within three different
frameworks: mechanistic, organismic, and contextualistic. 

• The mechanistic worldview sees both the individual and the world,
as well as the dynamics of their respective development and
change, within a mechanical and machine-like framework;

• The organismic worldview sees the world as a living organism in a
constant state of change, adaptation, and modification;

• The contextualistic worldview considers all human behavior to have
meaning and to be open to comprehension within a specific
social–historical context (Miller, 1999).

In the ITP and EFP literature, the concept of worldview refers to our
view of reality, human nature, the purpose of life, and the character and
quality of human relationships. The all-important issues of personal and
group narrative and identity formation that play a significant role with
respect to both conflict and peace are important aspects of this
formulation of worldview (Bar-Tal, 2000, 2002; Salomon, 2002, 2006).
Our worldviews are formed by our respective life experiences, education,
and unique individual endowments and creativity. Of these three foci of
influence on worldview development, the role of education is especially
significant because, in the final analysis, education has a profound impact
on how we both respond to and shape our life experiences. Every society
determines the focus, philosophy, and scope of education it provides for
its children and youth at home, in the school, and through community
resources, particularly those of religion, culture, and history. It is within
the framework of our worldviews that we understand ourselves, explain
events, and interpret the words and deeds of others. Our worldviews also
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influence our philosophical perspectives and scientific formulations and
paradigms. 

Three metacategories of worldview—survival-based, identity-based,
and unity-based—are identified within the parameters of psychosocial
developmental stages roughly corresponding to those of childhood, ado-
lescence, and adulthood. Both survival-based and identity-based world-
views revolve around the issue of power—dominance and power-struggle,
respectively—and are highly prone to conflict and violence. The main

Table 17.1. Characteristics of the Three Metacategories of Worldview

Survival-Based Worldview Identity-Based Worldview Unity-Based Worldview

• Normal during childhood;
• Corresponds to the agrar-

ian and pre-industrial 
periods of societal devel-
opment; 

• Develops under 
conditions of poverty, 
injustice, anarchy, physical 
threat, and war; 

• Life processes are viewed 
as being dangerous; 

• Dichotomous views of 
human nature as either 
bad (weak) or good 
(strong) and human 
beings are viewed as good 
or evil;

• The main purpose of life 
is survival;

• All relationships take place 
in the context of domina-
tion and submission—pro-
clivity to use force and/or 
conformity; 

• Conflict and violence are 
inevitable;

• Authoritarianism is the 
main mode of leadership 
and governance.

• Normal during adoles-
cence;

• Corresponds to the grad-
ual coming of age of both 
the individual and the 
society; 

• Is particularly prevalent 
during emergence from 
authoritarian and/or revo-
lutionary circumstances 
and rapid social change;

• Life is viewed as an arena 
of the “survival of the fit-
test”;

• Individualistic view of 
human nature with focus 
on individualism and 
group-identities—ethnic-
ity, nationality, race, reli-
gion, and so forth; 

• The main purpose of life 
is to “have” and to “win,” 
which corresponds with 
the notion of human 
nature as greedy and self-
ish;

• All relationships operate 
within the parameters of 
extremes of competition 
and rivalry;

• Conflict is viewed as inher-
ent in human nature and 
necessary for progress; 

• Adversarial Democracy is 
the main mode of leader-
ship and governance.

• Normal during adult-
hood; 

• Corresponds with the 
phase of maturity of 
humanity based on the 
consciousness of the one-
ness of humanity; 

• Is the next stage in human 
individual and collective 
development;

• Life is seen as the process 
of unity-building;

• Views human nature to be 
potentially noble, creative 
and integrative, and 
highly responsive to the 
forces of nature and nur-
ture;

• Views the main purpose of 
human life as the creation 
of a civilization of peace—
equal, just, liberal, moral, 
diverse, and united; 

• All relationships operate 
within the parameters of 
the law of unity in the con-
text of diversity;

• Conflict is viewed as the 
absence of unity;

•  An integrated unity-based 
democracy is seen to be 
emerging as the main 
mode of leadership and 
governance (Danesh, 
2002, 2006).
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characteristics of these three metacategories of worldview are summarized
in Table 17.1 for ease of access.

The Concept of Individual and Collective Development

The subject of human development has been the focal point of many
researchers and theorists, among them Freud (1940), Piaget (1960),
Erikson (1968), Flavell (1999), Bandura (1977), and many others. These
theories are primarily concerned with the development of the individual
and, secondarily address the dynamics of development of social entities
and focus on biological as well as environmental and experiential
dimensions of human development.

The environmental and experiential aspects of development refer to
the monumental human capacity for learning, thinking, and self-
awareness—in brief, human consciousness. Human development takes
place on the axis of consciousness, which shapes both our worldview and
the manner in which we engage in the task of influencing and changing
our environments. Thus, over time, we develop a greater understanding
of ourselves, of other human beings, of nature, and of reality in all its
varied expressions. This new understanding, in turn, modifies our
behavior toward self, others, and the environment, and helps us to
continuously refine the nature of all our relationships. The normal
direction of the development of worldview is toward ever-higher levels of
integration and unity. The two main engines of human development are
science, which discovers fundamental laws that govern all natural
phenomena, and religion that enunciates and elucidates spiritual laws
that inform us of the purpose and direction of human life.

Development of human consciousness has integrative and creative
qualities and its beneficial outcomes affect all involved—the individual,
the society, and the environment. In this creative cycle, the development
of the individual contributes to the advancement of the society which, in
turn, facilitates the process of individual development. It is here that the
true power of the individual resides and the capacity of society to
empower its members is expressed.

EDUCATION FOR PEACE

Based on the main concepts of the ITP, in the course of the past decade
(1997-2007) several unity-based peace programs have been developed,
including conflict-free conflict resolution (CFCR) (Danesh & Danesh,
2002a, 2002b, 2004) and EFP (Clarke-Habibi, 2005; Danesh 2006;
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Danesh & Clarke-Habibi, 2007). In September 1999, a CFCR workshop
was held in Sarajevo, BiH. Among the participants were BiH government
officials, members of the international community in that country, and
many journalists. The BiH participants were members of the three main
ethnic populations of the country who had been engaged in the bitter and
calamitous civil war of 1992-1995. Because of the positive outcome of the
workshop, an invitation was extended by the government and
international officials to the International Education for Peace Institute to
bring their EFP program to the BiH schools. 

The EFP program is a comprehensive and integrative program of peace
education for primary and secondary schools. The program was initially
piloted in six (three primary and three secondary) schools in BiH and later
was extended to a total of 112 schools in that country. These schools
together have some 80,000 students, 5,000 teachers and thousands of
parents from the three main ethnic BiH populations—Bosniak (Muslim),
Croat (Catholic), and Serb (Orthodox Christian)—who were engaged in
the violent civil war of 1992-1995. These school communities are located in
65 villages, towns, and cities across the country. 

Four conditions are identified by ITP for a successful program of peace
education: a unity-based worldview, a culture of peace, a culture of
healing, and a peace-based curriculum for all educational activities. Based
on these conditions, the EFP program focuses on four main tasks: (a) to
assist all members of the school community to reflect on their own
worldviews and to gradually try to develop a peace-based worldview; (b) to
assist all participants to embark on the creation of a culture of peace in
and between their school communities; (c) to create a culture of healing
with the capacity to help its members to gradually, but effectively, recover
from the damages of protracted conflict affecting themselves, their
families, and community members; and (d) to learn how to successfully
prevent new conflicts and resolve them in a peaceful manner, without
resorting to violence, once they have occurred.

The process of worldview transformation from conflict-orientation to
peace-orientation is the framework within which all prerequisites of EFP
are met and its main objectives are achieved. In this context, the culture of
peace refers to an environment in which the principles of equality, justice,
individual and group safety and security, and freedom in the context of
ethical, lawful, and democratic practices are the norm. The culture of healing
is characterized by the principles of truth and truthfulness, trust and
trustworthiness, empathy and cooperation, fairness and fair mindedness,
forgiveness and reconciliation at interpersonal and intergroup levels. In
the course of the application of the EFP program in BiH schools, it was
demonstrated that once a culture of peace and a culture of healing in and
between the participating schools is created, a third beneficial outcome—
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a culture of excellence—emerges. The culture of excellence refers to an
environment that encourages and facilitates high levels of accomplishment
by all members of the school community in academic, artistic, behavioral,
ethical, and skills aspects of their respective learning endeavors. 

The EFP integrative curriculum is designed to be both universal and
specific. The universality of the curriculum refers to the universal
principles of peace—the common heritage of humanity, the diverse
expression of this common heritage, and the absolute necessity to create a
unified and peaceful world within this framework of oneness and diversity
without resorting to conflict and violence. While the principles of peace
education are universal, their implementation is context-specific. For
each distinct society, the EFP-international faculty, in close collaboration
with the educators and experts from that community, designs a specific
version of the EFP curriculum with due consideration of the unique
characteristics, needs, and challenges of that community.

The EFP integrative curriculum is designed in a flexible format,
allowing it to evolve and be modified in light of new research findings and
insights gained in the course of implementation of the EFP curriculum
and other peace education programs in schools around the world. The
EFP curriculum consists of 10 interrelated but independent books that
together, comprise a comprehensive and integrative peace education
curriculum. The curriculum is formulated to provide a framework within
which all subjects—literature, history, math, biology, sociology, and music,
and so forth—are explored. Teachers trained in the EFP program become
familiar with the principles of peace and learn how to integrate these
principles into their daily lessons and activities with students through the
use of EFP’s “understanding-oriented” approach. Through exploration of
the broad principles and concepts of peace, students develop the ability
to contextualize information and data in each of their subject areas, and
to connect learning in one area with relevant issues in other fields.

The EFP curriculum is interdisciplinary in its approach and draws
from various fields of study as they apply to the issue of peace at
intrapersonal, interpersonal, intergroup, and international levels. The
curriculum is based on the latest research and literature on peace
education, as well as insights drawn from the fields of psychology,
education methodology, political science, sociology, law, religious studies,
history, conflict resolution, the arts, and other peace-related fields. 

CONCLUSION

Unity-based peace education is an emerging new approach to the field of
peace studies with regard to both its conceptual and practical dimensions.
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ITP, which considers unity as the main law of life and the central force for
creation of peace, rejects the primacy of the role of conflict in this field.
ITP holds that conflict is the absence of unity and both conflict resolution
and peace creation are only possible in the context of a unity-based
worldview. One outstanding example of unity-based peace education is
the EFP program which has been successfully applied to many schools
with thousands of students in the highly divided postconflict societies of
BiH and is now being gradually introduced into schools in other parts of
the world.
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Caring theory: explanation of reciprocal relationships between a “carer”
and a “cared-for,” in which dialogue and mutual contribution are key; car-
ing relationships aim to prevent conflict (Noddings, 1984/2003; Reardon,
1985; Ruddick, 1989).

Civic education: transmission of knowledge to develop a more active,
informed, and engaged citizenry, and to encourage people to participate
in the idea of the nation-state (United States Agency for International
Development (USAID), 2002).

Comprehensive peace education: philosophy and knowledge transmis-
sion to empower people with the awareness and consciousness of violence
and the skills and attitudes to create a global, humanist, and safe world
within a common conceptual framework; includes and integrates other
areas, including human rights education, conflict resolution, and nuclear
and disarmament education (Harris & Morrison, 2003; Reardon, 2000).

Conflict resolution education: transmission of knowledge and
understanding of the nature of conflict and the conflict resolution
processes to settle disputes peacefully and alternative dispute resolution
(Harris & Morrison, 2003; Reardon, 2000).

Cosmopolitanism: philosophy that even though there is a wide diversity
of humans and cultural differences, the moral notion of humanity and
common values transcend the boundaries of ideas, culture and ideologies
(Appiah, 2006).

 EBSCOhost - printed on 10/1/2020 12:22 PM via MCGILL UNIV. All use subject to https://www.ebsco.com/terms-of-use



164 GLOSSARY OF TERMS

Critical consciousness (inquiry): sociopolitical notion that learners
should question and challenge their historical and social conditions in
order to be critically aware of oppressive situations and to work towards a
more democratic society; Paulo Freire refers to this idea as
“conscientization” (Freire, 1970; Stevens, n.d.).

Critical thinking: the disciplined process of conceptualizing, analyzing,
and evaluating information and propositions by examining and
questioning assumptions through conscious and deliberate reasoning;
aim is to guide the development of beliefs to inform action (Huitt, 1998;
Mertes, 1991; Scriven & Paul, 1992).

Culture of peace: set of values, attitudes, traditions, and behaviors that
ascribe to the notions of freedom, justice, democracy, tolerance, solidarity,
cooperation, pluralism, cultural diversity, dialogue and understanding; it
also demonstrates a strong respect for all human rights, nonviolence, and
fundamental freedoms; education is important to building this culture
(United Nations Educational, Scientific and Cultural Organization
(UNESCO), 1999).

Dialogical method: approach to learning that encourages open
communication between students and teachers such that both teach and
both learn; in contrast to the banking approach of education which favors
lecture-style formats where students do not actively engage in the
learning process (Freire, 1970, 1994; Stevens, n.d.).

Disarmament education: transmission of knowledge that creates
awareness of the social, political, economic, and cultural repercussions of
the production and acquisition of arms; aims to promote peace through
non-proliferation (UNESCO, 1980).

Discourse: communication system that acknowledges how history and
social contexts shape and construct the way in which reality is perceived
and understood through language, complex signs and practices (Leistyna,
Woodrum, & Sherblom, 1996).

Environmental education: transmission of knowledge about ecological
violence, the degradation of local and community environments, and the
holistic and interconnectedness of all things; aims to learn how to be
environmentally responsible and to live within the limits of environmental
sustainability (Harris & Morrison, 2003; Reardon, 2000).
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Feminist education: challenges core social and cultural values that look at
patriarchal violence both locally and globally and how patriarchy is
connected to systemic violence; aims to promote norms of empathy and
nonviolence (Brock-Utne, 1985; Harris & Morrison, 2003; Reardon,
2000).

Futures education: transmission of knowledge, understanding, and skills
necessary to critically and creatively think about the future (Hicks, 2004;
Hicks & Slaughter, 1988).

Global citizen: someone who takes responsibility as an active and
engaged citizen of the world with an awareness of global issues, a
respect for diversity, and outrage for social injustice; active in
community participation to make the world more equitable (Oxfam,
2006).

Human rights education: transmission of knowledge and skills to build a
universal culture that respects human rights and fundamental freedoms,
believes in the full development of human potential, and promotes
understanding, tolerance and equity (United Nations, 1996).

Liberatory education: transmission of knowledge that raises learners’
consciousnesses to empower them to challenge oppressive social
conditions; aims to prepare learners to actively engage in social struggles
for liberation and justice (Freire, 1970; Stevens, n.d.).

Militarism: notion that the military culture associated with armies and
wars pervades political and civic life; militaristic values, actions, and
thoughts give the culture prestige and are found in all parts of civilian life
(Vagts, 1981; Wahlstrom, 1991).

Multicultural education: transmission of knowledge that encourages
respect for other cultures and ways of life; aims to promote a fundamental
understanding of humanity (Reardon, 2000).

Negative peace: the absence of direct or physical violence; aims to
prevent war, conflict, and physical violence (Galtung, 1964, 1969).

Peace education: transmission of knowledge about and skills to achieve
and maintain peace, and the obstacles that stands in the way (Reardon,
2000).
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Peace studies: the study of peace as a concept, as well as peace processes;
focuses on causes of war and conflict, and how to avoid them (Harris &
Morrison, 2003).

Planetary stewardship: the notion that every person is a caretaker of the
Earth, and as such, has the responsibility to respect and care for it
(Ardizzone, 2007).

Positive peace: absence of structural violence; aims to develop more
democratic systems by reducing the structures that create inequality and
injustice (Galtung, 1964, 1969).

Structural violence: state of social inequality in which privileged groups
exploit or oppress others; created by deprivation of basic human needs,
such as civil rights, health, and education (Galtung, 1969; Harris &
Morrison, 2003).

Transformative optimism: outlook that structural violence can be
overcome if every person sees himself or herself as a necessary and viable
part of the collective process for structural change (Rossatto, 2005).
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