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What can education concretely (and realistically) do to mitigate 

contemporary threats and foster lasting peace? 
 

Technical Brief N°2i 

This document is an original draft of a Technical Note prepared for the UNESCO Section on Global 
Citizenship and Peace Education in support of the effort to revise the 1974 Recommendation concerning 
education for international understanding, co-operation and peace.  Specifically, this note seeks to 
summarize the state of current knowledge on the role of education in mitigating contemporary threats 
and fostering lasting peace.  

This expanded draft document was developed by Tony Jenkins (Director, International Institute on Peace 
Education; Coordinator, Global Campaign for Peace Education; and Lecturer, Justice & Peace Studies at 
Georgetown University) with inputs from UNESCO.  The final technical note can be found here. 

For more information on the 1974 revision visit the dedicated website.  

Executive Summary 
 
The purpose of this technical note is three-fold:  
 
1) to identify building blocks of an effective transformative approach to education that supports 
international understanding, co-operation, human rights, fundamental freedoms, and lasting peace,  
2) conduct a review of evidence of these effective approaches, and  
3) explore the implications from this evidence toward revising and improving the 1974 Recommendation. 
 
As a starting point, global threats to peace (i.e., inequality and inequity/exclusion, war, 
inequitable/unsustainable development, resource exploitation, climate change, pandemics and other 
threats to health, the rise of violent ideologies in various forms, declining democracies, gender-based 
violenceii) are understood as interrelated and interdependent, requiring contextually relevant, 
comprehensive and holistic educational responses.  Toward mitigating global threats, and addressing 
related challenges, education can be approached as a response, as a tool of prevention, or as a tool of 
transformation to build social cohesion and peace. 
 
 In essence: 

 
i This Technical Note is part of a series of three Technical Notes developed by UNESCO to help guide the revision of the 
Recommendation concerning Education for International Understanding, Cooperation and Peace, and Education relating to 
Human Rights and Fundamental Freedoms that was adopted in 1974 by UNESCO General Conference (hereafter referred to 
as ‘the 1974 Recommendation’). 
ii These threats will be detailed in a companion Technical Note N°2 that has yet to be developed (as of Dec 30, 2021). 
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• the institutionalization of education as a form of prevention and tool of personal, political and 
social transformation is strategically vital to the possibilities of establishing lasting peace; 

• formal schooling can contribute to the production, reproduction and/or transformation of direct, 
structural and cultural violence, inequities and inequalities; 

• to be effective, content and pedagogy should be contextually relevant and pertinent, reflecting 
the needs, traditions and practices of the communities in which it takes place;  

• non-formal and informal education are vital to 1) complement formal education efforts and 2) 
foster innovation and challenge the status-quo in education; and 

• lifelong learning is essential to supporting the full development of the person, and nurturing 
capacity development throughout life to respond to emergent threats in a changing world. 

The application of transformative pedagogies and frameworks is vital to the complex task of mitigating 
global threats and building lasting peace. Transformative learning is: 

• holistic, incorporating cognitive, affective (social and emotional), and active dimensions; 
• should be directed toward the full development of the human person; 
• incorporates various modes of reflection that are essential to fostering human agency; 
• and is both a personal and social process. 

 
In general, the evidence shows that: 

• short-term education programs generally yield positive, measurable results, but may fall short of 
addressing deeply held beliefs and worldviews that drive threats to peace if not articulated with 
accompanying long-term goals, approaches and strategies; 

• comprehensive and sustained integration of educational interventions into the whole of society is 
more likely to yield transformative results; 

• similarly, whole school approaches yield more impactful results; 
• and the effectiveness of educational efforts are context dependent, requiring interventions to 

reflect social, economic, political and cultural contexts. 
 
The review of evidence and emerging understandings of transformative education supports several 
opportunities for revising, updating, and generally strengthening the effectiveness of the 1974 
Recommendation, including: 

• embedding education for global citizenship, sustainable development and health and well-being 
at all levels of the education systems as transformative frameworks   

• prioritizing the development of lifelong learning as both an educational cultural shift and an 
essential strategy for addressing emerging threats and fostering social cohesion 

• nurturing stronger partnerships between formal and non-formal education (its institutions 
methods and actors) 

• bringing greater attention to inclusion, gender equality and equity in education 
• empowering youth and fostering authentic youth engagement and participation in the design and 

delivery of transformative education  
• increasing support for the autonomy of higher education in view of reinforcing their role as agents 

of change  
• strategically prioritizing pre- and in-service teacher training in transformative pedagogies  
• providing support for training in context specific, peace promoting pedagogies 
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• providing lifelong learning and teacher training that fosters awareness, understanding and 
capacity development to respond and adapt to the complexity derived from continuous changes 
in the interrelated economic, political, social and technological order 

• closing the digital divide, harnessing new media, promoting critical media and information literacy, 
and fostering digital citizenship in view of notably preparing learners to steer the development of 
technological developments in a direction that supports lasting peace 

• bringing renewed attention to the importance of education for disarmament and de-militarism 
• supporting understanding of how violent ideologies develop and introducing effective educational 

approaches to prevent the spread of violent extremist ideologies 
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What can education concretely (and realistically) do to mitigate 

contemporary threats and foster lasting peace? 
 

Understanding Threats to Peace 
In order to designate effective educational approaches, the nature of the threats to peace (i.e., war, 
inequitable/unsustainable development, exclusion, resource exploitation, climate change, pandemics and 
other threats to health, the rise of violent ideologies, declining democracies, gender-based violence) and 
the various related issues that education seeks to respond to, mitigate, and transform must be 
understood.  Reflecting an evolved understanding over the past half century, global threats are now 
generally understood as interrelated and interdependent.  The 2030 Agenda for Sustainable Development 
further delineates these linkages. For example, the direct violence of war is interdependent with the 
indirect violence1 of inequitable global development and climate change.  Violence also manifests itself in 
structural and cultural forms. Structurally, violence is embodied in unjust laws and institutions that 
perpetuate gender, ethnic and social inequity and unequal access to resources and human rights for the 
most marginalized in human societies.  Structural violence is often rooted in and derived from cultural 
assumptions and beliefs and is shaped by political agendas.  Furthermore, many contemporary threats to 
peace transcend borders, thus requiring a global response rooted in a global mindset. These 
understandings of the interdependence of various threats to peace require the designation of 
comprehensive and holistic educational strategies and approaches to address them.  Context is also an 
important consideration, as the influences of collective histories, cultures, languages, structures and 
institutions shape local conditions and social and political relations.  Thus, transformative education is 
context dependent, and must be responsive and adapted to local needs and realities. 

Key Points 
• Contemporary global threats to peace transcend national borders, are interrelated and 

interdependent, requiring comprehensive and holistic educational strategies and approaches to 
address them. 

• Violence is contextual, requiring culturally, politically and socially relevant educational responses. 

Educational Pathways for Addressing Threats to Peace 
Education is widely accepted as a tool for addressing and transforming threats as well as a pathway to 
sustainable peace, but what are its roles and functions? In seeking to provide evidence for what education 
can concretely (and realistically) do to mitigate contemporary threats and foster lasting peace, this 
technical note starts by identifying generalized educational pathways that have historically shaped 
educational responses. 
 
Educational strategies addressing threats to peace might take one of three generalized pathways. it can, 
or has been historically approached and developed as: 
 

1) a response to a threat, 
2) a tool of prevention, or  
3) a tool of transformation and peacebuilding.  
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Education as a response to threat can be utilized to mitigate threat impacts and promote actions and 
strategies to resolve/transform threats. Education approached as a tool of prevention is key to prevent 
threats and create conditions (norms and institutions) for sustainable peace. Education approached as a 
tool of transformation and peacebuilding supports the transformation of conflict by addressing its root 
causes, including violent political and cultural practices, institutions and ideologies, while supporting the 
establishment of healthy relationships and behaviors, human rights, gender equality, new norms, 
institutions, and mechanisms for nurturing and maintaining a sustainable peace. Some of the generalized 
learning objectives of these three pathways are described in the chart below. These generalized pathways 
are overlapping and interdependent.  While education as a response is critical when threats arise, the 
implementation and institutionalization of education as a form of prevention and transformation is 
strategically vital to the long-term goals of sustainable peace. 
 
 

Education as a “Response to 
Conflict/Crisis” 

Education as a “Tool of Prevention” Education as a “Tool of Transformation 
and Peacebuilding” 

*These learning goals, far from complete, are designated to help indicate some of the generalized goals for each approach. 
Many of the goals are overlapping and interdependent and could be cross-listed amongst the approaches.   
Learning Objectives 
§ provide critical & factual 

knowledge of the nature of the 
threat 

§ counter mis-information and 
worldview assumptions 

§ utilize education as an 
emergency response, tending to 
communities most effected 

§ develop skills and capacities to 
respond to the threat 

§ educate about and for human 
rights 

§ probe history to provide 
analysis of historical contexts 
and conditions that gave rise to 
the threat 

§ address conflict related trauma 
 

Learning Objectives 
§ provide general knowledge of 

violence, health, conflict, peace, and 
human rights 

§ develop understanding and 
awareness of how history and 
historical narratives shape and 
influence conflicts 

§ build skills and nurture nonviolent 
capacities for responding to conflict 

§ develop awareness of 
conflict/violence warning signs  

§ nurture civic responsibility, 
engagement, and global citizenship 

§ develop skills and capacities for 
media and information literacy 

§ promote health and well-being 
§ foster critical thinking and  scientific 

reasoning 

Learning Objectives 
§ strengthen socio-emotional skills that 

are critical for social cohesion and 
integration 

§ nurture critical thinking and analysis, 
skills of imagination, futures thinking 

§ build skills and nurture capacities for 
human agency and fostering social 
responsibility 

§ build skills and nurture capacities for 
institution building and systems 
design to prevent and transform 
conflict  

§ develop knowledge, skills and 
capacities for engagement in 
democratic practices 

§ foster global citizenship  
§ build understanding of the 

relationship between personal and 
collective choices and public health 

§ facilitate ethical, moral and worldview 
reflection in support of personal and 
social change  

 
 
Key Points 

• In addressing threats to peace, education can, and has been historically approached as 1) a 
response, 2) as a tool of prevention, or 3) as a tool of transformation and peacebuilding. 

• Education as a tool of transformation and peacebuilding will incorporate the learning goals of the 
other two pathways, while providing an additional emphasis on futures thinking, institutional 
building (and institutional transformation) and systems design. 
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• The adoption of education as a form of prevention and transformation into formal education is 
strategically vital to the long-term goals of sustainable peace. 

 
 
Formal Schooling: Concerns, Challenges & Opportunities 
Integrating peace education into formal schools is an essential peacebuilding strategy,2 as formal 
schooling is perhaps the most influential site of cultural production and reproduction in any given society. 
Formal schools not only impart certain predetermined knowledge and skills, but they also shape social 
and cultural values, norms, attitudes and dispositions.3 However, it is well documented4 that certain 
practices, policies and pedagogies utilized in formal schools can be impediments to peace, often 
contributing to the maintenance of cultures of violence and the perpetuation of harmful stereotypes and 
ideologies.  Certain pedagogical approaches can normalize violence, racism and exclusionary practices, 
which have a detrimental impact on learners and their ability to become agents of peace. Many formal 
school systems throughout the world emphasize teacher-centered approaches, knowledge reproduction, 
and reductionist testing that perpetuate individual epistemic assumptions and encourage conforming to 
a narrow view of acceptable forms of knowledge and thought. Some have argued that this is a form of 
epistemological violence that “produces cognitive biases, and is an obstacle to the development of a 
learner’s full human potential, well-being, and flourishing.”5 More generally, in various contexts, and 
throughout history, schools have been utilized to produce social conformity and has also contributed to 
the spread of hateful propaganda, imbued values of militarism6 seen as necessary to advancing the goals 
of the State, and to maintain social stratification.7  
 
The content, form and structure of education8 all have significant influences on learning outcomes within 
schools, and should reflect the needs of the learners and the local context.  The content of the learning 
should be meaningful and relevant to the contexts in which it takes place, rooted in an understanding that 
such needs, while local, are also global in scope. Local social justice concerns, in particular, should be 
reflected in the curricula.  For example, anti-bias, anti-racist, and inter-ethnic/intercultural education are 
particularly relevant to places experiencing migration crises caused by conflict, climate change, health and 
other factors. In countries emerging from protracted violent contexts, disarmament and post-conflict 
peacebuilding education can be utilized to addresses the disproportionate impact of armed conflict on 
children and the disruption to educational activities. Post-conflict peacebuilding education also supports 
processes of reconciliation, truth-telling, and post-conflict justice.9   
 
The form and pedagogy of education must also be relevant and accessible to all. This can imply, for 
example, ensuring when relevant that pedagogies are derived from local cultural and indigenous practices. 
The use of learner-centered pedagogies10 that draw forth and elicit the interests, needs and motivations 
of the students are especially effective and preferred.  A student-centric approach is in contrast with the 
more traditional teacher-centered approach, embracing the autonomy and accountability of the learner 
and supporting more meaningful learning.   
 
The structure of education is also of critical importance.  Factors such as the ways in which knowledge is 
divided into heterogeneous subjects, the scheduling of classes, learning culture, disciplinary practices, the 
surrounding environment, the relations between students, teachers and administrators, and the 
connection between the school and community, singularly and collectively have an influence on learning 
outcomes and can present obstacles to the goals of transformative learning outlined in this technical note.   
Meaningful learning is jeopardized when students receive messages in the classroom that are 
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disconnected from or contradicted by other institutional practices.  Whole school approaches11 are a 
particularly effective strategy for integrating peace values school-wide.  Whole school approaches bring 
integrity and holism between the curriculum, school culture, disciplinary policies, student-teacher 
relations and management practices. Whole school approaches also encourage parent participation in 
learning and integrate the voices and needs of the local community. 
 
Key Points 

• Critical awareness of the ways in which schools can produce and reproduce direct, structural and 
cultural violence must be developed. 

• The content of learning should be contextually relevant, reflecting the needs, cultures, traditions, 
and  interests of the community  in which it takes place, understanding that such local needs are 
also  global in scope. 

• The form and pedagogy of education should be learner-centered, meaningful to the local contexts, 
and derived from local cultural and indigenous practices. 

• Applying a whole school approach is an important strategy for integrating peace values school-
wide and into the local community.   

 
Formal & Non-Formal Education & Lifelong Learning 
While pursuing and institutionalizing peace through formal education is a vital strategy,12 it must also be 
complemented by non-formal and lifelong learning efforts.  Research13 has demonstrated that non-formal 
grassroots education efforts contribute significantly to social, political and cultural change. Non-formal 
education has the ability to challenge the status-quo of formal education and can more adeptly 
circumnavigate political obstacles to educational change. In some contexts, non-formal educational 
interventions conducted by NGOs and grassroots community groups have led to the adoption of 
educational policy and legislation in support of peace education.  These efforts take root in community 
spaces, where their values and learning goals become culturally embraced.14   
 
As explored thru the work of the UNESCO Institute for Lifelong Learning, lifelong learning brings focus to 
adult learning with a particular emphasis “on furthering educational equity for disadvantaged groups and 
in the countries most afflicted by poverty and conflict.”15 By supporting continuing education, lifelong 
learning contributes to equitable and sustainable development.  However, lifelong learning is more than 
vocational training, it is the foundation for an educational cultural shift fostering an ethos of a learning 
society16 that supports learners in achieving their full potential and capacitating them to address threats 
and challenges in an ever-evolving world.17       
 
Key Points 

• Non-formal education plays as vital a role as formal education in fostering social change. 
• Non-formal education can challenge the status quo. 
• Lifelong learning is essential to supporting the full development of the person as well as capacity 

development for respond to emergent threats in a changing world. 
 

Transformative Dimensions of Learning in Responding to Global Threats 
Global threats are complex, and to create lasting peace requires pursuing changes across multiple 
dimensions.  Various scholars and practitioners have identified several broad and overlapping dimensions 
through which transformation must be pursued:18 personal, relational, political, structural, cultural & 
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ecological.  The learning objectives and generalized approaches of each dimension are explored in the 
chart below.  These dimensions of learning are cross-cutting and interrelated, each shaping and informing 
the other.  
 

Dimension Learning objectives Transformative Learning Approaches/Practices 
Personal Develop capacities for managing internal conflicts, 

biases, and ethical/moral decision making; engage in 
critical self-awareness and introspection; nurture 
social-emotional intelligence and creativity; engage 
in worldview reflection; and foster political agency. 

§ self-reflection 
§ ethical/moral reflection 
§ journaling  
§ perspective taking 
§ critical thinking 
§ social-emotional learning 

 
Relational Develop empathy and understanding of others, as 

well as appreciation of cultural, ethnic and national 
differences; foster global citizenship, developing 
awareness of interdependence & interconnection 
across cultures and amongst and between members 
of nation states; understand the relationship 
between personal choices,  behaviors and health; 
and develop skills and capacities for resolving & 
transforming conflicts without violence. 

§ social-emotional learning 
§ conflict transformation and resolution 
§ reflective listening 
§ dialogue  
§ education for health and well-being 
§ cooperative & collaborative learning 
§ restorative and circle processes 
§ peer mediation 

 
 

Political Develop understanding of basic principles of rights 
and responsibilities; foster civic engagement, 
political agency and develop advocacy skills; 
experience and practice collective and democratic 
decision-making processes; and learn to dialogue 
across differences.   

§ critical thinking 
§ cooperative & collaborative learning (working 

toward common goals) 
§ dialogue and deliberation 
§ experiential and place-based learning 
§ nonviolent direct action 
§ human rights learning 

 
Structural Develop awareness of the systems in which 

relationships are embedded and the institutions 
through which norms and values are established and 
maintained; develop awareness of structural 
violence (the conditions, processes, and root causes 
that give rise to direct violence); understand equity 
and justice and how to pursue them; engage in 
systems and institutional analysis & design. 

§ restorative justice 
§ history education (exploring history and 

historical narratives) 
§ futures thinking 
§ systems thinking 
§ critical/analytic thinking 
§ designing institutions & systems 

 
Cultural Develop awareness of the cultural roots of 

knowledge creation and meaning construction; 
cultural assumptions related to communication, 
expression of emotion, ways of settling differences, 
& approaches to dialogue; nurture appreciation of 
cultural differences and develop intercultural 
competencies; and explore cultures of peace. 

§ experience different cultures 
§ cross-cultural and intercultural dialogue 
§ global citizenship education 
§ creative thinking and expression 

Ecological Nurture respect for all life and ecological thinking 
and awareness; foster systems and future thinking in 
support of sustainability; develop awareness of 
interdependence and interconnection amongst and 
between peoples and the broader web of life; and 
nurture ecological responsibility; develop awareness 
of relationship of self to others and all living systems.   

§ systems thinking 
§ futures thinking 
§ education for sustainable development 
§ experiencing nature 
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Key Points 

• Transformative education requires holistic learning that pursues the development of knowledge, 
skills, attitudes, values and behaviors required for change from the personal to the ecological. 

 

Transformative Frameworks & Approaches 
Global Citizenship Education (GCED), Education for Sustainable Development (ESD) and Education for 
Health and Well-being (EHW), three of the most prominent normative educational frameworks pursued 
by the UN and UNESCO in the 21st century, comprise holistic educational agendas and pedagogies 
particularly suited to respond to global challenges. While GCED, ESD and EHW, and the above passages 
identify the breadth and scope of the transformative educational task, the following pedagogical 
frameworks are offered as examples that can be utilized to organize intentional, transformative learning 
for peace in multiple contexts. 
 
The Peaceable Teaching-Learning Process 
Loreta Castro and Jasmin Nario-Galace describe a peaceable 
teaching-learning process19 developed and utilized in multiple 
contexts in the Philippines. Their approach is transformative and 
holistic, incorporating cognitive, affective (social and emotional), 
and active dimensions of learning.   The cognitive dimension 
explores the roots of conflict, fosters critical awareness of social 
and political reality, and explores alternatives.  The social and 
emotional dimension asks learners to reflect upon and consider 
values, engage in perspective taking, and nurtures empathy for 
others, and fosters agency.  The active dimension invites learners 
to consider practical personal and social action to pursue change. 
 
Learning from and reflecting upon experience20 is foundational to all transformative learning processes.  
Brazilian popular educator Paulo Freire21 framed transformative learning as a praxis: a cycle of theory, 
action and reflection.  “Theory” is drawn forth from the students’ experiences of their world, inviting them 
to consider what they know, feel, and believe, and helps them to find ways and means to express and 
articulate their experience (theorizing an understanding of their reality). Learning from experience is both 
cognitive and social and emotional.  It is learning that emphasizes meaning making, and when 
accompanied by action, may lead to human agency (see also below). 
 
5 Pillars of Education  
The International Commission on Education for the Twenty-first Century22 put forth a vision of education 
as taking place inside and outside of the classroom, and as a lifelong process.  Their report suggests that 
“education must…simultaneously provide maps of a complex world in constant turmoil and the compass 
that will enable people to find their way in it” (p. 85). More recently, UNESCO’s International Commission 
on the Futures of Education23, emphasized that “education must aim to unite us around collective 
endeavors and provide the knowledge, science, and innovation needed to shape sustainable futures for 
all anchored in social, economic, and environmental justice.  It must redress past injustices while preparing 
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us for environmental, technological, and social changes on the horizon” (p. 11). Together, these reportsiii 
establish five pillars of education that may serve as holistic, foundational elements of a transformative 
approach.   
 
Pillar 1: Learning to Know 
Learning to know emphasizes acquiring a relevant body of knowledge, learning to learn, and nurturing a 
capacity for lifelong learning.  Learning to learn entails the development of capacities of knowledge 
retention, reflection, critical thought, and curiosity.  Learning to learn should lead to the desire of learning 
as a “never-ending process… [which] can be enriched by all forms of experience” (p. 88).Error! Bookmark 
not defined.  
 
Pillar 2: Learning to Do  
“Learning to do” expands the aims of education from skill development to the development of 
competencies.  Competencies, understood as the ability to apply knowledge and skills, may even be too 
limiting a frame.  Alternatively, Betty Reardon emphasizes the development of capacities, understood as 
innate qualities that can be drawn forth and nurtured in the learner.  As Reardon frames it, “the purpose 
of learning…is transformative, drawing from within learners’ capacities to envision and affect change and 
helping them develop the capacity to transform that existing system…The most influential factor in 
transformative learning is the conscious, reflective experience of the learner”24 (p. 159). “Learning to do” 
emphasizes the action component of the peaceable teaching-learning process and Freire’s praxis.  While 
Freire refers to direct social and political action to change our world, in the classroom action can be 
pursued by providing opportunities for students to try out new skills, test theories, apply new knowledge, 
model new political and institutional arrangements, and exercise new ways of expressing themselves, 
their beliefs, values and questions. 
 
Competencies and capacities particularly relevant to nurturing sustainable peace include learning to 
cooperate and collaborate toward the achievement of common goals, self-reflection, reflection on action, 
adaptability, skills of communication and reflective listening, conflict resolution & transformation.   
 
Pillar 3: Learning to Live Together  
“Learning to live together” has been the foundation of most efforts of UN, UNESCO, and international 
education. It invites education to foster empathy, interdependence, and mutual understanding and is 
rooted in and supports values of pluralism and peace. It is presumed that developing these as formative 
values and capacities in early childhood development will support their application throughout life. This 
pillar is the leitmotiv of the 1974 Recommendation.  
 
Pillar 4: Learning to Be  
“Learning to be” refers to the development of the whole person: mind, body and spirit. It acknowledges 
humans as autonomous beings, worth of dignity, well-being and flourishing. This pillar, connecting most 
closely with the affective dimension of the peaceable teaching-learning process, supports learners in 
engaging in moral and ethical reflection, nurtures social-emotional intelligence and personal peace 

 
iii  “Learning: The treasure within,” the report of the International Commission on Education for the Twenty-first Century, 
designated the first four pillars, while the International Commission on the Futures of Education establishes an implied fifth 
pillar: learning to become.  
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practices, and the development of critical and ethical capacities seen as necessary for worldview 
consideration and change.   
 
Social emotional learning (SEL) is foundational to the development of the whole person.  Several research 
studies have demonstrated that SEL programs improve “students’ social-emotional skills, attitudes about 
self and others, connection to school, positive social behavior, and academic performance; they also 
reduced students’ conduct problems and emotional distress.”25  SEL, combined with cognitive and action 
oriented learning, supports the development of 5 fundamental competencies: self-awareness, self-
management, social awareness, relationship skills, and responsible decision-making.26 SEL has long-term 
impacts, with evidence showing higher levels of well-being throughout life.27   
 
Pillar 5: Learning to Become with the World 
This new pillar, a cornerstone of the recent “Futures of Education” Report,23 addresses the urgency of 
human and planetary survival derived from the universal threats of climate change and the global 
coronavirus pandemic.  “Learning to become with the world” calls for inculcating planetary awareness 
rooted in the premise that “human and planetary sustainability is one and the same thing” (p. 1).28 
“Learning to become” requires education to foster awareness and agency rooted in an understanding of 
humans as interdependent with the Earth and other living systems. It is particularly futures oriented.  It 
further calls for a dramatic “paradigm shift: from learning about the world in order to act upon it, to 
learning to become with the world around us.” This shift is supported by the normative educational 
frameworks of Global Citizenship Education (GCED), Education for Sustainable Development (ESD) and 
Education for Health and Well-being (EHW).     
 
Transformative Learning for Human Agency 
As noted above, one of the primary aims of 
transformative learning is to nurture learners’ 
motivation to contribute to the building of a more just 
world. Theory suggests that learning must provide 
opportunities for reflection on the interdependence 
between personal and political realities for it to lead to 
human agency29. Such reflection is the foundation of a 
transformative learning process.  The research of 
educational sociologist Jack Mezirow30, pioneer of 
transformative learning theory, suggests that worldview 
transformation that leads to human agency is pursued 
through four stages. A transformative approach begins 
by 1) centering the experience of the learner.  Their 
experience provides the basis of the subject matter and 
the learning. 2) Critical self-reflection of experience 
follows.  This is the internalized processes of meaning 
making. Following internal reflection, 3) learners engage 
in rational discourse with others. Dialogue with others 
supports social validation in the process of worldview 
transformation. 4) Transformation is then finalized 
through various forms of responsive action, which 
establish new ways of being in the world.  The integration of transformative education across the 

experience

critical self 
reflection

rational 
discourse (social 

validation)

responsive 
action

Mezirow's stages of worldview transformation  
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education sector was one of the final recommendations of the recently concluded “5th UNESCO Forum 
on transformative education for sustainable development, global citizenship, health and well-being.”31  
 
Key Points 

• Transformative learning is holistic, incorporating cognitive, social and emotional, and active 
dimensions 

• Learning should be directed toward the full development and empowerment of the human person 
• Learning from and reflecting upon experience is foundational to all transformative learning and is 

essential to fostering human agency 
• Transformative learning is both a personal and social process - internalized learning is validated 

through social learning, linking the personal to the political 
 

Examining the Evidence: Education Mitigating and/or Transforming Contemporary Threats 
and Fostering Lasting Peace 
Evaluation of educational interventions yields mixed results.  Several studies generally substantiate the 
effectiveness of short-term formal peace education efforts.32  Research by Nevo and Brem, analyzing 79 
studies of peace education programs in relatively tranquil States from 1981-2000, “found that 80-90% 
were effective or at least partially effective.”33 Other research has shown similar positive effects, 
particularly related to sense of self, attitudinal, and behavior change.34  Participants are generally able to 
apply the knowledge and skills they learn in their daily lives.  However, it is undetermined if short-term 
interventions are able to “affect deeply held cultural convictions” (p. 188)35 or transform worldview 
assumptions, particularly in contexts of intractable and enduring conflict.  In other words, short term 
interventions are observed to be generally effective at transmitting fundamental knowledge and 
developing relational and conflict skills, yet may fall short of achieving enduring behavioral change and 
the more longitudinal and transformative relational, structural and cultural changes that result from 
human agency.  Furthermore, efforts designated to support personal and interpersonal change may be 
ineffective in contexts of enduring direct and structural violence, where inter-group relations should be 
given greater priority.36 Many theorize that deeper social and cultural transformation is not possible 
without the comprehensive and sustained integration of context specific educational interventions into 
the whole of society, through formal, non-formal and lifelong learning efforts. Such an integrative 
approach leads to the legitimization and acceptance of new ideas, norms and values by the general 
society.37 Similarly, as explored above, whole school approaches that integrate peace values into the 
curricula, school culture, institutional and disciplinary practices, and community generally yield more 
effective outcomes.   
 
Beyond measuring the outcome of the extent to which students learn new knowledge and skills, and 
change their attitudes and behaviors, is the question of efficacy. “How does the learning contribute to 
social change? What actions do participants take due to their new learning and experiences?”38 These 
outcomes are much more difficult to measure as they are less easily observable, more longitudinal in 
nature, and are impacted by culture, collective histories and traumas, as well as concurrent and evolving 
social, political and cultural realities.  The previous sections on transformative learning and human agency 
establish theoretical, yet well-tested pedagogical bridges for linking the more observable personal and 
relational transformations to social, structural, political and cultural transformations.  Future efforts 
should seek to design methodologies and evaluative frameworks to examine the impact of transformative 
pedagogical methods upon learner outcomes.   
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While the research may be less than conclusive, hope can be found in an ever-increasing body of 
qualitative research conducted in nearly all world regions evaluating the impacts of peace education 
contributing to lasting peace.  An index of peer-reviewed research and reports, representing a sample 
from all world regions, can be found at the end of this technical note. 
 
Key Points 

• Short-term programs generally yield positive, measurable results related to the development of a 
sense of self, and attitudinal and behavior change, but may fall short of transforming deeply held 
beliefs and fostering the human agency necessary for pursuing structural and social change if not 
articulated with accompanying long-term goals, approaches and strategies. 

• Whole school approaches, and the comprehensive and sustained integration of educational 
interventions into the whole of society, through formal, non-formal and lifelong learning efforts 
are likely to yield more transformative results. 

• The effectiveness of educational interventions are context dependent.  
• Transformative pedagogies establish strong theoretical links between personal change and social 

and structural change. 
 

Implications for the 1974 Recommendation: What does this review of evidence imply in 
terms of the revision of the 1974 Recommendation?  
 
The preceding review suggests several opportunities for revisions, updates and additions to strengthen 
the 1974 Recommendation.  
 
Re-prioritize Human Rights-based Approaches 
Human rights are the ethical and normative core of a just and peaceful social, political and economic order 
and establish the guiding principles for equitable and sustainable development.  While human rights 
receive significant emphasis in the 1974 Recommendation, its importance must be reiterated.  Member 
States should take appropriate steps to assure the full adoption of normative human rights declarations 
and conventions, including the Universal Declaration of Human Rights, and the International Covenant on 
Economic, Social and Cultural Rights. The United Nations Declaration on Human Rights Education and 
Training39 further establishes a guiding framework for human rights education (HRE), where HRE is 
understood as education about, through, and for human rights, pursued as a lifelong learning process, and 
taking place in all parts of society.   
 
Introduce & Emphasize Global Citizenship Education 
“International education,” with its focus on fostering peaceful relations between peoples and States, is 
the primary descriptive expression used in the 1974 Recommendation (I.1.b, III.4.a.c,f).  While this framing 
remains relevant, it may not fully encapsulate the transformative educational needs of the 21st century.  
Global Citizenship Education (GCED)40, already well ensconced within UN and UNESCO agendas, may offer 
a more inclusive framework capable of addressing the interrelated and interdependent nature of global 
threats of the 21st century that supersede national boundaries. 
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Strategically Prioritize Lifelong Learning 
“Lifelong learning fosters people’s capacity to deal with change and to build the future they want” (p. 
10).41 As envisioned and articulated by expert consultants working with UIL, lifelong learning offers a 
strategic pathway for changing the culture of learning and for nurturing learning societies more capable 
of responding to emerging threats. Lifelong learning should be included as a priority concern for national 
policy planning (IV.7) and should be addressed more directly as a strategy (VI. Action in various sectors of 
education).  
 
Nurture Strong Partnerships between Formal and Non-formal Education 
In the pursuit of lasting peace, formal and non-formal education must be seen as symbiotic partners. While 
institutionalized education can formally prescribe social learning goals, non-formal and grassroots 
education often challenge and extend the aims of education.  Non-formal education can also be viewed 
as complementary, helping to legitimize educational aims and support social and cultural adoption.  States 
should consider providing increased support for non-formal education efforts, and should pursue 
opportunities to bring non-formal learning into formal spaces, and vice versa.  Non-formal education 
should be addressed more directly in the revised Recommendation (VI. Action in various sectors of 
education).  
 
Prioritize Education for Sustainable Development (ESD) 
The global climate crisis represents one of the greatest threats to peace. Environmental integrity, justice, 
peace, and economic viability are deeply intertwined. ESD42 provides a holistic framework and educational 
approach for just and sustainable social, economic, and ecological development essential for achievement 
on the 2030 Agenda for Sustainable Development, while supporting learning that balances present needs 
with those of future generations. ESD is already an integral component of UNESCO’s Future of Education 
Initiative, and should be incorporated as a fundamental component in the revised Recommendation 
(incorporated within “V. Particular aspects of learning, training and action).   
 
Intensify Support to Countries on Education for Health and Well-being 
The COVID-19 crisis has been a wake-up call to the fact that schools are more than just places of learning, 
and better awareness that schools can make substantial contributions towards the health and well-being 
of learners.  The inter-connectedness of health and education are well-recognized, and countries 
understand that healthy learners learn better, and that education is key towards nurturing healthier 
societies.  EHW is a foundational element of SDG4 with strong links to the other SDGs.  School health and 
nutrition plays a key and increasing role in ensuring the education system and the learners it serves will 
be strong and resilient for the future. 
 
Prioritize Gender Equality and Equity in and throughout Education 
Gender inequality and gender-based violence43 are a significant threat to global peace.  It is well 
documented that more gender equal States are both more peaceful and more stable.44 As such, gender 
and gender-based violence should comprise a fundamental component of education for peace.  Localized 
education efforts on the implementation of UN Security Council Resolutions 1325 and 1820 have 
empowered women, promoting their knowledge, wisdom and experience as peacebuilders, and making 
their lives more secure.45 Gender disparities in education present additional obstacles to equitable and 
just social, economic, and ecological development.  The revised recommendation should prioritize 
education about gender (and gender-based violence), as well as gender transformative education, and 
promote gender equality and equity in education46 as fundamental strategies for pursuing lasting peace.   



 15 

 
Emphasize Youth Engagement, Participation and Empowerment 
“Investing in the capacity, agency and leadership of young peacebuilders can strengthen their ability to 
collaboratively lead peace efforts, and to use their skills to tackle other challenges that affect them,” (p. 
x).47  Youth are generally seen as the recipients of education, but their concerns are rarely part of the 
education agenda.48  For education to be transformative, it must be learner-centered and prioritize the 
concerns and motivations of youth.49   Youth should have a say in matters that affect them, particularly in 
the context of their formal educational experiences and the content of their learning. Their participation 
in all public affairs should also be encouraged.  Furthermore, the revised Recommendation should center 
content supporting the UN Youth, Peace and Security Agenda (UNSCR 2250 in particular).   
 
Provide Increased Support and Autonomy for Higher Education 
Higher Education (addressed in the 74 Recommendation: VI 25, 26, 27) has been deeply impacted by the 
global economic order.  Reductions in State funding, and the increased corporatization and privatization 
of higher education has turned education into a product to be consumed and has shifted curricular 
agendas away from social benefit.50  For higher education to contribute to a peace agenda, it must 
maintain academic freedom and remain independent of corporate and State influences in determining its 
curricular agenda, and should receive renewed support from the State.  Free access to higher education 
should also be considered for its public benefit and as a contribution to the establishment of a lifelong 
learning culture. Given the nature of contemporary global threats, research within higher education 
should also adopt an “open science” approach, increasing communication, sharing, and making scientific 
knowledge more accessible for the benefit of human and planetary survival.51 
 
Support Teacher Participation, Development, Preparation and Training in Transformative Pedagogies 
New knowledge and awareness of transformative pedagogies should be incorporated into pre- and in-
service teacher training.  Transformative pedagogies are the essential building blocks of the majority of 
pedagogies that support peace.  Teacher participation in the design of teacher policies at the system and 
school level is critical. Educators should have a direct role in the development of transformative 
pedagogies as their pedagogies shape learner outcomes.  Educational policy and legislation efforts not 
accompanied by teacher training are generally ineffective.   
 
Pursue Context and Culture Specific Content and Pedagogies 
While this technical note advances several guiding principles that may be applicable in a large number of 
contexts, they may also need to be contextualized.  Transformative education is context specific, and its 
content and pedagogies should resonate with local concerns and practices.  The few pedagogies 
specifically advocated for in this note (ESD, GCED, HRE, Gender, SEL, PVE-E) are emphasized as they 
address urgent and emergent global threats.  Other peace contributing pedagogies, of which there are 
many, should be advocated and pursued where relevant.  For an overview of pedagogical themes and 
approaches, see the ongoing list developed by the Mapping Peace Education project.52 Furthermore, 
these themes and pedagogies should be seen as complementary and intersectional.  For example, GCED, 
ESD, and Human Rights Education (HRE) are all critical components of an educational approach fostering 
human and planetary rights, duties and responsibilities for present and future generations, which begin 
with the building and strengthening of social ties at the family and community levels.  When and where 
possible, teacher training should introduce a wide array of pedagogical frameworks, emphasizing their 
complementarities and intersectionalities for the development of a strong sense of belonging to 
humanity. 
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Close the Digital Divide, Harness New Media, Promote Critical Media and Information Literacy, and Foster 
Digital Citizenship 
Technology now connects every corner of the globe in a digital web and presents the possibility of being 
a great equalizer. However, the COVID-19 pandemic has revealed a great divide in access to emergent 
digital technologies.  The world’s most marginalized populations have the least access to the technologies 
that have the potential to benefit their development.  Furthermore, social media, which now connects 
approximately half the world’s population, has established a space for sharing and connection.  However, 
social media platforms have commodified individual and collective data, prioritizing profits over public 
benefit.  This structural violence is further propagated by social media algorithms that herd people into 
digital echo chambers (leading to increased offline polarization), resulting in the spread of hate and 
misinformation, ultimately eroding cultures of democracy and civic dialogue. 
 
During the global pandemic, where available, learning rapidly shifted to online platforms. The online 
digital learning landscape has evolved rapidly and has emerged as a powerful tool particularly effective at 
spreading information.  However, its rapid rise was achieved without training educators in transformative 
digital pedagogies.  Furthermore, the rapid digitization of education has been driven by corporate 
agendas, many of which may be counterproductive to the aims of education underlying the 
Recommendation. 
 
Component “VIII. Educational equipment and materials” of the 1974 Recommendation should be 
completely revised to address the new media and digital landscape.  Several specific concerns should be 
addressed: 1) providing equitable and universal access to digital technologies; 2) providing teacher 
training in online pedagogies and experimenting in designing and applying transformative pedagogies in 
the digital space; 3) establishing access to lifelong and vocational learning focused on preparing learners 
to use digital technologies as a necessity for active democratic participation in shaping and transforming 
future societies (ie. “digital citizenship”); and 4) prioritizing critical media literacy to counter 
misinformation and hate-speech campaigns.    
 
Support education to prevent the spread of violent extremist ideologies and bring renewed emphasis to 
education for disarmament and de-militarism 
The rise of violent extremism around the globe presents threats from the local to the global. While violent 
extremism has long existed, in recent years digital media has rapidly sped its spread, making many 
formerly domestic extremist movements now transnational in nature. The global pandemic has further 
exacerbated the problem, as many efforts to contain COVID have added to the structural conditions that 
typically fuel extremism.53 This particular threat requires that educators develop an awareness of how 
violent ideologies are developed and sustained, as well as an understanding of effective pedagogical 
approaches that might strengthen the resilience of learners in the face of the push and pull factors that 
drive violent extremism. The adoption of radical, violent extremist ideologies is a nonlinear, dynamic 
individualized process influenced by individual psychological vulnerability (seeking a need to belong, loss 
of dignity, being caught in a cycle of violence); the influence of social and group dynamics; push factors 
such as enduring experiences of direct, structural or cultural violence; and pull factors, such as recruiting 
messages.54  Education for the prevention of violent extremism (PVE-E) provides a framework to address 
these dynamics through social-emotional learning, programming that addresses the push and pull factors, 
and, most important, creating inclusive learning spaces where students can safely explore and engage in 
dialogue on sensitive political and religious topics.55  Fundamentally, it’s also important to view violent 
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extremism in a broader context.  Militarism, the socially accepted use of force by the State, legitimizes 
violence, thereby providing justification for violent extremism.  “The effort to rein in and prevent violent 
extremism is therefore inseparable from the effort to challenge militarism more broadly” (p. 5).56 Thus, 
the revised Recommendation should bring increased attention to the importance of education for 
disarmament and de-militarism, as well as support the inclusion of learning objectives of PVE-E and 
accompanying teacher training.   
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Regional Evidence 
 
Below is a sampling, from all world regions, of evidence and analysis of the impacts of education in 
addressing various threats to peace and building lasting peace.57  
 
Sub-Saharan Africa 

• Jenkins, K. & Jenkins, B. (2010). Cooperative learning: a dialogic approach to constructing a locally relevant peace 
education programme for Bougainville, Journal of Peace Education, 7:2, 185-
203, DOI: 10.1080/17400201.2010.502371 

• Mainlehwon Vonhm Benda, E. (2010). Activity report: peace education in Liberia, Journal of Peace 
Education, 7:2, 221-222, DOI: 10.1080/17400201.2010.498989 

• Maxwell, A., Enslin, P. & Maxwell, T. (2004). Educating for peace in the midst of violence: a South African 
experience, Journal of Peace Education, 1:1, 103-121, DOI: 10.1080/1740020032000178339 

• Mercy Corps. (2016). Assessing the effects of education and civic engagement on Somali youths’ propensity towards 
violence. Mercy Corps.  

• Ndura-Ouédraogo, E. (2009) The role of education in peace-building in the African Great Lakes region: educators’ 
perspectives, Journal of Peace Education, 6:1, 37-49, DOI: 10.1080/17400200802655130 

• Taka, M. (2020) The role of education in peacebuilding: learner narratives from Rwanda, Journal of Peace 
Education, 17:1, 107-122, DOI: 10.1080/17400201.2019.1669146 

• Laura Quaynor (2015) ‘I do not have the means to speak:’ educating youth for citizenship in post-conflict 
Liberia, Journal of Peace Education, 12:1, 15-36, DOI: 10.1080/17400201.2014.931277 

 
Northern Africa and Western Asia 
Northern Africa 

• Roberts, N. & van Bignen, M. (2019). Education: A stepping stone to peace in Egypt.  Global Partnership for the 
Prevention of Armed Conflict.   

• UNOY Peacebuilders. (2018). Beyond dividing lines: The reality of youth-led peacebuilding in Afghanistan, Colombia, 
Libya and Sierra Leone. The Hague: Netherlands. 

• Vanner, C., Akseer, S. & Kovinthan, T. (2017). Learning peace (and conflict): the role of primary learning materials in 
peacebuilding in post-war Afghanistan, South Sudan and Sri Lanka, Journal of Peace Education, 14:1, 32-
53, DOI: 10.1080/17400201.2016.1213710 

Western Asia 
• Abu-Nimer, M. (2004). Education for coexistence and Arab-Jewish encounters in Israel: Potential and challenges. 

Journal of Social Issues, Vol. 60, No. 2, pp. 405—422 
• Abu-Nimer, M. (2000). Peace building in postsettlement: Challenges for Israeli and Palestinian peace 

educators. Peace and Conflict: Journal of Peace Psychology, 6(1), 1–
21. https://doi.org/10.1207/S15327949PAC0601_1 

• Alnufaishan, S. (2020). Peace education reconstructed: developing a Kuwaiti approach to peace education 
(KAPE), Journal of Peace Education, 17:1, 83-106, DOI: 10.1080/17400201.2019.1627516 

• Batton, J. (2019). Armenia’s Peace & Conflict Resolution Education in Schools Program. The Global Partnership for 
the Prevention of Armed Conflict. https://gppac.net/files/2019-
08/PEWG%20Armenia%20Case%20Study_July%202019.pdf  

• Johnson L.S. (2007). Moving from piecemeal to systemic approaches to peace education in divided societies: 
Comparative efforts in Northern Ireland and Cyprus. In: Bekerman Z., McGlynn C. (eds) Addressing Ethnic Conflict 
through Peace Education. Palgrave Macmillan, New York. 

• Kotob, M., & Antippa, V. (2020). Peace Education: A Case Study of a Montessori School in 
Lebanon. Millennium Journal of Humanities and Social Sciences, 44-68. doi:10.47340/mjhss.v1i3.4.2020 

• Serap Akgun & Arzu Araz (2014) The effects of conflict resolution education on conflict resolution skills, social 
competence, and aggression in Turkish elementary school students, Journal of Peace Education, 11:1, 30-
45, DOI: 10.1080/17400201.2013.777898 
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• Zembylas, M., & Loukaidis, L. (2021). Affective practices, difficult histories and peace education: An analysis of 
teachers’ affective dilemmas in ethnically divided Cyprus. Teaching and Teacher Education,97. 
doi:10.1016/j.tate.2020.103225 

 
Central and Southern Asia 
Central Asia 

• Aladysheva, A., Asylbek Kyzy, G., Brück, T., Esenaliev, D., Karabaeva, J., Leung, W., & Nillesen, L. (2018). Impact 
evaluation: Peacebuilding education in Kyrgyzstan. International Initiative for Impact Evaluation. 

Southern Asia 
• Corboz J, Siddiq W, Hemat O, Chirwa ED, Jewkes R (2019) What works to prevent violence against children in 

Afghanistan? Findings of an interrupted time series evaluation of a school based peace education and community 
social norms change intervention in Afghanistan. PLoS ONE 14(8): e0220614. https://doi.org/10.1371/ 
journal.pone.0220614 

• Dhungana, R. K. (2021). Peace education initiative in Nepal: Redressing the value of ‘celebrating diversity’.  Journal of 
Contemporary Issues in Education, 2021, 16(1), pp.3-22. DOI: https://doi.org/10.20355/jcie29434 

• Kovinthan Levi, T. (2019). Incremental Transformations: Education for Resiliency in Post-War Sri Lanka, Education 
Sciences 9, no. 1: 11. https://doi.org/10.3390/educsci9010011 

• Shahab Ahmed, Z. (2017). Peace education in Pakistan. United States Institute of Peace. 
 
Eastern and South-Eastern Asia 
Eastern Asia 

• Kang, S. (2018). The limit and possibilities of unification education as peace education beyond division in South 
Korea. The Asian Journal of Peacebuilding, 6, 1. 

South-eastern Asia 
• Higgins, S., Maber, E., Lopes Cardozo, M., & Shah, R. (2016). The role of education in peacebuilding: country report: 

Myanmar: Executive Summary. Research Consortium Education and Peacebuilding. 
• Lopes Cardozo, M.T.A & Maber E.J.T (2019). Sustainable peacebuilding and social justice in times of transition: 

Findings on the role of education in Myanmar. Springer. 
• Nario-Galace, J. (2020). Peace Education in the Philippines: Measuring impact, The Journal of Social Encounters: Vol. 

4: Iss. 2, 96-102. 
• Pascua-Valenzuala, E.A., Soliven-De Guzman, S.F., Chua-Balderama, H.S., & Basman, T. (2017). Peace and human 

rghts education through education for sustainable development: Lesson from four case studies in the Philippines. 
APCEIU. 

• SHAPE-SEA & AUN-HRE. (2019). The remapping and analysis of human rights and peace education in 
ASEAN/Southeast Asia. Strengthening Human Rights and Peace Research/Education in ASEAN/ Southeast Asia 
Programme (SHAPE-SEA) and the ASEAN University Network-Human Rights Education Theme (AUN-HRE). 
http://shapesea.com/wp-content/uploads/2019/11/Final-Revised-HRPE-Report.pdf  

 
Latin America and the Caribbean 
Caribbean 

• Yudkin Suliveres, A. (2021). Educating in and for human rights and peace: Principles emerging from the work of the 
UNESCO Chair of Education for Peace, in Yudkin Suliveres, A. & Pascual Morán, A. (Eds.), Descolonizar la paz: 
Entramado de saberes, resistnecias y posibilidades, pp. 1-16. UNESCO Chair for Peace Education: University of Puerto 
Rico. 

• Williams, H. (2016). Lingering colonialities as blockades to peace education: School violence in Trinidad. In Bajaj, M. 
& Hantzopoulos, M. (Eds.), Peace education: International perspectives. Bloomsbury, 

Central America 
• Brenes, A. & Ito, T. (1994). Peace education: Perspectives from Costa Rica and Japan, Peace Education Miniprints No. 

62. Malmo School of Education. 
• Kertyzia, H. & Standish, K. (2019). Looking for peace in the national curriculum of Mexico, International Journal of 

Development Education and Global Learning, (11)1, pp. 50-67. 
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South America 
• Fernandez, M. (2016). Hyman rights education in Argentina.  Notes on the process of incorporating human rights in 

educational contexts, Latin American Journal of Human Rights, 27:1, DOI: 10.15359/rldh.27-1.7 
• Ballesteros De Valderrama, B. P., Novoa-Gomez, M. M., & Sacipa-Rodriguez, S. (2009). Practicas culturales de paz en 

jovenes adscritos y no adscritos a la red de jovenes por la paz. Universitas Psychologica, 683-701. [Colombia] 
• Diazgranados, S., Noonan, J., Brion-Meisels, S., Saldarriaga, L., Daza, B., Chávez, M. & Antonellis, 

I. (2014). Transformative peace education with teachers: lessons from Juegos de Paz in rural Colombia, Journal of 
Peace Education, 11:2, 150-161, DOI: 10.1080/17400201.2014.898627 

• Gittins, P. (2020), Developing context-specific peace education initiatives with local communities: lessons from 
Bolivia. Compare: A Journal of Comparative and International Education, DOI: 10.1080/03057925.2019.1702502 

 
Oceania 

• Page, J. (2008). Co-ordinating peace research and education in Australia: A report on the Canberra Forum of 2 May, 
2008, International Review of Education 55, pp. 303-306. https://doi.org/10.1007/s11159-008-9120-1  

• Standish, K. (2016). Looking for peace in national curriculum: the PECA Project in New Zealand, Journal of Peace 
Education, 13:1, 18-40, DOI: 10.1080/17400201.2015.1100110 

 
Europe and Northern America 

• Čorkalo, D. (2002). Croatia: for peace education in new democracies.  In Salomon, G. & Nevo, B (Eds.), Peace 
education: the concepts, principles, and practices around the world (177-186).  Lawrence Erlbaum Associates. 

• Danau, D. & Pauly, F. (2019). Challenges and good practices related to promoting citizenship and values of freedom, 
tolerance and non-discrimination through education. EU Convince Project Research Report. European Trade Union 
Committee for Education.  

• Danesh, H.B. (2015). Education for peace in Bosnia and Herzegovina: How do we know it’s working? In Del Felice, C., 
Karako, A. & Wisler, A. (Eds.), Peace education evaluation: Learning from experience and exploring prospects. 
Information Age Press. 

• Grau, R. & García-Raga, L. (2017) .Learning to live together: a challenge for schools located in contexts of social 
vulnerability, Journal of Peace Education, 14:2, 137-154, DOI: 10.1080/17400201.2017.1291417[Spain] 

• McGlynn, C., Niens, U., Cairns, E., & Hewstone, M. (2004). Moving out of conflict: the contribution of integrated 
schools in Northern Ireland to identity, attitudes, forgiveness and reconciliation, Journal of Peace 
Education, 1:2, 147-163, DOI: 10.1080/1740020042000253712 

• Popović, T. & Šarengaća, D. (2015). Education for peace: Experiences from practice. Nansen Dialogue Center. [Serbia 
and Montenegro] 

• Tomovska Misoska, A. & Loader, R. (2021). The role of school-based contact in reducing social distance: qualitative 
insights from Northern Ireland and the Republic of North Macedonia, Journal of Peace Education, 18:2, 182-
208, DOI: 10.1080/17400201.2021.1927685 

• Zwart, D. (2019). Peace education: Making the case. Quaker Council for European Affairs.  
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