


Conflict Resolution and Peace Education

9780230620636_01_prex.indd   i9780230620636_01_prex.indd   i 4/16/2010   7:27:33 PM4/16/2010   7:27:33 PM

10.1057/9780230107830 - Conflict Resolution and Peace Education, Edited by Candice C. Carter

C
o

p
yr

ig
h

t 
m

at
er

ia
l f

ro
m

 w
w

w
.p

al
g

ra
ve

co
n

n
ec

t.
co

m
 -

 li
ce

n
se

d
 t

o
 T

ai
w

an
 e

B
o

o
k 

C
o

n
so

rt
iu

m
 -

 P
al

g
ra

ve
C

o
n

n
ec

t 
- 

20
11

-0
3-

03



This page intentionally left blank

10.1057/9780230107830 - Conflict Resolution and Peace Education, Edited by Candice C. Carter

C
o

p
yr

ig
h

t 
m

at
er

ia
l f

ro
m

 w
w

w
.p

al
g

ra
ve

co
n

n
ec

t.
co

m
 -

 li
ce

n
se

d
 t

o
 T

ai
w

an
 e

B
o

o
k 

C
o

n
so

rt
iu

m
 -

 P
al

g
ra

ve
C

o
n

n
ec

t 
- 

20
11

-0
3-

03



Conf lict Resolution and Peace 
Education

Transformations across Disciplines

Edit ed  by 
Cand ice C. Ca r ter

9780230620636_01_prex.indd   iii9780230620636_01_prex.indd   iii 4/16/2010   7:27:33 PM4/16/2010   7:27:33 PM

10.1057/9780230107830 - Conflict Resolution and Peace Education, Edited by Candice C. Carter

C
o

p
yr

ig
h

t 
m

at
er

ia
l f

ro
m

 w
w

w
.p

al
g

ra
ve

co
n

n
ec

t.
co

m
 -

 li
ce

n
se

d
 t

o
 T

ai
w

an
 e

B
o

o
k 

C
o

n
so

rt
iu

m
 -

 P
al

g
ra

ve
C

o
n

n
ec

t 
- 

20
11

-0
3-

03



CONFLICT RESOLUTION AND PEACE EDUCATION

Copyright © Candice C. Carter, 2010.

All rights reserved. 

First published in 2010 by
PALGRAVE MACMILLAN®
in the United States—a division of St. Martin’s Press LLC,
175 Fifth Avenue, New York, NY 10010.

Where this book is distributed in the UK, Europe and the rest of the world, 
this is by Palgrave Macmillan, a division of Macmillan Publishers Limited, 
registered in England, company number 785998, of Houndmills, 
Basingstoke, Hampshire RG21 6XS.

Palgrave Macmillan is the global academic imprint of the above companies 
and has companies and representatives throughout the world.

Palgrave® and Macmillan® are registered trademarks in the United States, 
the United Kingdom, Europe and other countries.

ISBN: 978 –0 –230 –62063 –6

Library of Congress Cataloging-in-Publication Data is available from the 
Library of Congress.

A catalogue record of the book is available from the British Library.

Design by Newgen Imaging Systems (P) Ltd., Chennai, India.

First edition: June 2010

10 9 8 7 6 5 4 3 2 1

Printed in the United States of America.

9780230620636_01_prex.indd   iv9780230620636_01_prex.indd   iv 4/16/2010   7:27:33 PM4/16/2010   7:27:33 PM

10.1057/9780230107830 - Conflict Resolution and Peace Education, Edited by Candice C. Carter

C
o

p
yr

ig
h

t 
m

at
er

ia
l f

ro
m

 w
w

w
.p

al
g

ra
ve

co
n

n
ec

t.
co

m
 -

 li
ce

n
se

d
 t

o
 T

ai
w

an
 e

B
o

o
k 

C
o

n
so

rt
iu

m
 -

 P
al

g
ra

ve
C

o
n

n
ec

t 
- 

20
11

-0
3-

03



C O N T E N T S

List of Figures and Tables vii

Acknowledgments ix

Introduction 1
Candice C. Carter

1 Multiculturalism, Conf lict Transformation, 
 and Peacebuilding: Practitioner and Client 
 Working Together 7
  Richmond Wynn, Sharon Tamargo Wilburn, 

  and Cirecie West-Olatunji

2  Analytical Conf lict Transformation and 
Teaching for Peace in Sociology 33

  Casey Welch and Elisabeth Baker

3  Nonprofits Advancing Public Dialogue about 
a “Culture of Peace” 63

  John W. Frank

4  Comprehensive Law: Transformative Responses by the 
Legal Profession 97

  Susan Daicoff

5  Peace Psychology in a Poor World: 
Conf lict Transformation in Response to Poverty 127

  Ma. Teresa Tuason

9780230620636_01_prex.indd   v9780230620636_01_prex.indd   v 4/16/2010   7:27:34 PM4/16/2010   7:27:34 PM

10.1057/9780230107830 - Conflict Resolution and Peace Education, Edited by Candice C. Carter

C
o

p
yr

ig
h

t 
m

at
er

ia
l f

ro
m

 w
w

w
.p

al
g

ra
ve

co
n

n
ec

t.
co

m
 -

 li
ce

n
se

d
 t

o
 T

ai
w

an
 e

B
o

o
k 

C
o

n
so

rt
iu

m
 -

 P
al

g
ra

ve
C

o
n

n
ec

t 
- 

20
11

-0
3-

03



vi Contents

6  Conf lict Transformation Efforts in the 
Southern Philippines 157

  Susan D. Russell and Rey Ty

7  Teacher Preparation for Peace Education 187
  Candice C. Carter

Contributors 207

Name Index 211

Subject Index 217

9780230620636_01_prex.indd   vi9780230620636_01_prex.indd   vi 4/16/2010   7:27:34 PM4/16/2010   7:27:34 PM

10.1057/9780230107830 - Conflict Resolution and Peace Education, Edited by Candice C. Carter

C
o

p
yr

ig
h

t 
m

at
er

ia
l f

ro
m

 w
w

w
.p

al
g

ra
ve

co
n

n
ec

t.
co

m
 -

 li
ce

n
se

d
 t

o
 T

ai
w

an
 e

B
o

o
k 

C
o

n
so

rt
iu

m
 -

 P
al

g
ra

ve
C

o
n

n
ec

t 
- 

20
11

-0
3-

03



F I G U R E S  A N D  T A B L E S

Figures

2.1 Components of a conf lict 40
2.2  The ACT matrix 41
2.3  Induction as a means of identifying general principles 44
3.1  Participant recruitment 77
5.1  Theoretical model for living with poverty 130
5.2  The psychological experience of poverty 132
6.1  Grounded theory of historical and contextual model of 

multitrack promotion of peace 176
7.1  Roots feeding peace education 196

Tables

4.1  Comparison of adversarial and collaborative lawyering 109
4.2  Comparison of traditional and transformed court processes 110
7.1   Curriculum contents in peace education 191

9780230620636_01_prex.indd   vii9780230620636_01_prex.indd   vii 4/16/2010   7:27:34 PM4/16/2010   7:27:34 PM

10.1057/9780230107830 - Conflict Resolution and Peace Education, Edited by Candice C. Carter

C
o

p
yr

ig
h

t 
m

at
er

ia
l f

ro
m

 w
w

w
.p

al
g

ra
ve

co
n

n
ec

t.
co

m
 -

 li
ce

n
se

d
 t

o
 T

ai
w

an
 e

B
o

o
k 

C
o

n
so

rt
iu

m
 -

 P
al

g
ra

ve
C

o
n

n
ec

t 
- 

20
11

-0
3-

03



This page intentionally left blank

10.1057/9780230107830 - Conflict Resolution and Peace Education, Edited by Candice C. Carter

C
o

p
yr

ig
h

t 
m

at
er

ia
l f

ro
m

 w
w

w
.p

al
g

ra
ve

co
n

n
ec

t.
co

m
 -

 li
ce

n
se

d
 t

o
 T

ai
w

an
 e

B
o

o
k 

C
o

n
so

rt
iu

m
 -

 P
al

g
ra

ve
C

o
n

n
ec

t 
- 

20
11

-0
3-

03



A C K N O W L E D G M E N T S

We appreciate many people at the University of North Florida who 
supported the production of this book and the Conf lict Transformation 
Symposium in which we initially shared our research and developments 
from it. We thank the other institutions to which we belong that enable 
our explorations of and engagements with peace education as well as 
conf lict transformation. Our appreciation for our students,  colleagues, 
families, friends, and other peace partners is deep. We honor  everyone 
whose research and developments provided a foundation for our 
work.

9780230620636_01_prex.indd   ix9780230620636_01_prex.indd   ix 4/16/2010   7:27:34 PM4/16/2010   7:27:34 PM

10.1057/9780230107830 - Conflict Resolution and Peace Education, Edited by Candice C. Carter

C
o

p
yr

ig
h

t 
m

at
er

ia
l f

ro
m

 w
w

w
.p

al
g

ra
ve

co
n

n
ec

t.
co

m
 -

 li
ce

n
se

d
 t

o
 T

ai
w

an
 e

B
o

o
k 

C
o

n
so

rt
iu

m
 -

 P
al

g
ra

ve
C

o
n

n
ec

t 
- 

20
11

-0
3-

03



This page intentionally left blank

10.1057/9780230107830 - Conflict Resolution and Peace Education, Edited by Candice C. Carter

C
o

p
yr

ig
h

t 
m

at
er

ia
l f

ro
m

 w
w

w
.p

al
g

ra
ve

co
n

n
ec

t.
co

m
 -

 li
ce

n
se

d
 t

o
 T

ai
w

an
 e

B
o

o
k 

C
o

n
so

rt
iu

m
 -

 P
al

g
ra

ve
C

o
n

n
ec

t 
- 

20
11

-0
3-

03



Introduction

Candice C. Carter

This book supports learning about conf lict. Its multidisciplinary con-
tents explain how the study of conf lict, responses to it, and education 
about it have occurred. Additionally, the book contributes informa-
tion about learning in discipline-based peace education, in formal as 
well as informal contexts. Described here are experiences of adults 
who learned in different situations about conf lict, responses to it, and 
the role of those processes in peace development. University instruc-
tors, the contributors to this book who have been examining conf lict 
transformation in their fields, facilitated the learning processes in their 
discipline-based courses and in community settings.

During September 2007, the book’s contributors met at a symposium 
held by the University of North Florida (UNF) where they shared their 
findings on conf lict transformation. With their expanded awareness 
from the international participation in the symposium, they advanced 
peace education within their various disciplines and in the Conf lict 
Transformation Program at the UNF. In the monthly meetings of the 
UNF Peace Education Partnership, collaboration between faculty and 
community members sustained sharing of information and planning 
for research as well as education about conf lict. These initiatives sup-
ported personal as well as professional growth in two domains of peace 
development.

This book explores two facets of peace development: responding, 
without harm, to conf lict and teaching for peace. Making peace where 
it has been lost and building on its fragile foundation result from care-
ful contemplation about conf lict. Analysis that considers all needs aids 
prevention of new conf licts as well as resolution of existing ones. Such 
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Candice C. Carter2

analysis is crucial for conf lict transformation, which entails consideration 
of past, present, and future relationships as well as conditions. Conf lict 
transformation is a purposeful change process that, like many peace 
accomplishments, entails envisioning. A common construct in that pro-
cess is the absence of violence and other circumstances that uphold well-
being. The latter concept typically includes fulfillment of life-sustaining 
needs. However, more than accomplishment of basic needs for food and 
shelter form the foundation of peace. Other antecedents of conf lict, such 
as social and environmental conditions, are also illustrated in pictures of 
peace development. Examination of conf lict illuminates the multiple 
dimensions where we can bring about deep change.

The diversity of ways in which peace development occurs evidences 
the multidisciplinary nature of education about it. The grafted olive 
tree bearing many types of fruit, depicted on the cover of this book, 
represents ongoing variety in peace education, which is a contextually 
responsive pedagogy throughout the world. Learning about peace is 
as omnipresent as conf lict (McGlynn et al., 2009; Salomon & Nevo, 
2002). Opportunities abound for inclusion of peace as a topic, especially 
with a focus on conf lict. Diverse conceptions of peace reveal contextu-
ally responsive construal of it, which often associates with conf lict. For 
example, notions of peace that incorporate violence, such as peacekeep-
ing with weapons, illuminate fear that underlies force-based responses 
to conf lict. Educating peacekeepers to understand cultural norms is a 
proactive form of peace education within a context of structural vio-
lence (Costa & Canen, 2008). Preparing future leaders and teaching 
current ones strategies of nonviolent conf lict resolution and transfor-
mation is another aid in peace development, especially for cessation of 
structural violence.

Facilitating learning about the sources of structural and other types 
of violence precedes planning for transformation of such conf licts. 
Analyses of conditions that evidence conf lict illuminate needs that can 
be recognized in personal, relational, and structural realities. Often, 
such an analysis occurs informally, outside of schools, in tacit lessons 
about conf lict and peace. However, it commonly occurs unsystemati-
cally with emotions and limited perspectives obscuring observations. 
Formal education, which includes explicit instruction through les-
sons, along with implicit instruction via conscientious interactions, is 
an expanding domain of peace development. While the field of peace 
education continues to grow around the world, we monitor its needs 
with a vision of its optimal development, for all youth whose peaceful 
futures we plan.
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Introduction 3

There are pedagogical and structural needs in the study of con-
f lict and peace education. In the pedagogical realm, there is a need 
for expanded awareness of how processes have supported instructional 
goals. For example, one pedagogical tenet of peace education has been 
personally and culturally responsive instruction, whereby the curricu-
lum ref lects students’ interests and backgrounds. However, more infor-
mation is needed about how this goal has been accomplished within 
schools that prescribe and account for student learning of preidenti-
fied lesson contents and learning modalities. Another tenet has been 
the inclusion of student experience with interactions that contribute 
to peace development. There is a need for more information about 
how students apply, beyond as well as within their schools, the peace-
promoting skills that they learn. Subsequent to students’ initial actions 
in pursuit of peace, how do instructors continue to co-construct the 
curriculum with students for their sustained analysis of and responses to 
ongoing conf licts? Phases of conf lict lessons in peace education include 
the following processes: (1) analysis, (2) goal-formation, (3) critique, 
(4) proposal-making, and (5) action (Galtung, 2008). Information about 
facilitation of each phase of conf lict lessons can be helpful, especially 
for instructors in schools where structural constraints present peda-
gogical challenges.

Much of formal education has been structured as separate subjects to 
be studied in fixed time frames with prescribed curriculum. In higher 
education, the disciplinary divisions of departments and the specialized 
instruction they typically provide had been an impediment for interdis-
ciplinary peace studies. However, recent emphasis on the study of con-
f lict resolution and nonviolence within fields enabled the expansion of 
instruction to include the topics and processes of conf lict transforma-
tion (Deutsch et al., 2006; Weaver & Biesecker-Mast, 2003). The chap-
ters in this book contribute information about such cross-disciplinary 
instruction in higher education. The recent expansion of peace studies 
in university programs throughout the world is a structural transforma-
tion that has been needed (Meyer & Ndura-Ouédraogo, 2009). With 
the contemporary availability of peace as a study topic and professional 
field, cross-disciplinary collaboration by instructors has fertilized the 
roots of peace development. In this new context of conf lict-focused 
peace education, there are several pedagogical questions that need to be 
answered, including the following: What are the variations in conf lict 
analysis across disciplines? What notions underlie responses to conf lict 
in each of the disciplines? In what ways are the same ideas about con-
f lict applied in different fields of work?
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Candice C. Carter4

Expanding beyond the focus on conf lict, identification of the con-
tributions each discipline makes to the field of peace development is a 
learning competency to be included in education. The articulation of 
those contributions illuminates possibilities for their expansion. One aid 
in that process is a review of topics and concepts that have been exam-
ined in peace research by professional societies such as the International 
Peace Research Association and the Peace Education Special Interest 
Group of the American Educational Research Association. The con-
tributors of this book included resources for such a review at the end 
of their chapters. Critical analysis of extant concepts, and missing ones, 
that have been used in research on and scholarship about peace is cru-
cial for continual improvement of peace development. This includes 
examination of notions about education, for children and for adults.

The role of higher education in peace development should be com-
prehensive by including all phases of conf lict lessons in formal instruc-
tion and other appropriate learning components, as well as responsively 
generated ones (Carter, 2008). Administrators, faculty, and all personnel 
in colleges provide informal peace education through their modeling 
of peace processes. With that awareness, self-evaluation as learners and 
developers of peace can be done by all campus participants. University-
sponsored events involving members of the local and global communi-
ties are opportunities for all five phases of peace education and honing 
of peace skills when conf licts occur in their planning and facilitation. 
Research on conf lict and peace development by campus members is 
a crucial contribution to the knowledge base of this field. It is also 
important for use in the formation of local to global policies. Through 
a multidisciplinary lens, the contents of this book inform peace educa-
tion and development.

The contributors to this book describe conf lict and peace education 
in the disciplines in which they provide adult education. Additionally, 
they explain the instruction. In chapter one, Richmond Wynn, Sharon 
Wilburn, and Cirecie West-Olantunji discuss techniques of mental 
health counseling. The cases they present describe culturally sensitive, 
therapeutic, and artistic responses to their clients’ conf licts. Their rec-
ommendations for counselor preparation include intrapersonal work 
for transformation within their field, which is truly important in the 
resolution of many types of conf lict. In chapter two, Casey Welch and 
Elisabeth Baker describe the historical context of justice and systems 
of social control before they present analytical conf lict transforma-
tion and examples of its use in sociology. They highlight the multiple 
points from which conf lict can be analyzed, at any time, and avenues 
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Introduction 5

of inquiry, among other techniques, for use in that process. In chapter 
three, John Frank reviews communication and civic responses to con-
f lict. His examples of public conversations about a “culture of peace” 
illustrate methods of political talk that have been useful in commu-
nity as well as school contexts. In chapter four, Susan Diacoff reviews 
the many vectors of comprehensive law that centers on transformation 
of legal responses to clients’ conf licts. She identifies skills that attor-
neys use in the new non-litigious work with their clients’ conf licts. 
In chapter five, Ma. Teresa Tuason reveals psychological reactions to 
conf lict, including perceptions of its causes. Following a review of 
emotional and coping reactions and transcendence methods, Tuason 
reviews transformation efforts in response to poverty and encourages 
awareness of human resilience along with personal responsibility in 
the change process. In chapter six, Susan Russell and Rey Ty explain 
conf lict work in the fields of anthropology and political science before 
they describe their transformational approaches to conf lict in the same 
region Tuason analyzed. The grounded theory of multitrack peace pro-
motion that Russell and Ty present has applications in civil societies as 
well as in schools that are experiencing interethnic strife. In chapter 
seven, I describe challenges in teacher preparation for peace education 
and needs of teachers who are highly motivated, although unequipped, 
for such instruction. Explained in the chapter are roots of a conf lict in 
the advancement of peace education for children. Ultimately, the cases 
in my chapter and the examples that the other contributors to this book 
present bode well for peace education, regardless of the challenges in 
accomplishing it. The examples of instruction across disciplines that 
this book provides ref lect the growing interest in learning, teaching, 
and working for peace development.
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C H A P T E R  1

Multiculturalism, Conflict Transformation, and 
Peacebuilding: Practitioner and Client 

Working Together

Richmond Wynn, Sharon Tamargo Wilburn, 
and Cirecie West-Olatunji

Conf lict has been a salient aspect of the human experience for ages. 
It has existed globally between nations, locally among various cul-
tural groups, in dyadic relationships, and within individuals. Efforts to 
resolve, rise above, and transform conf lict have been met with a myriad 
of challenges. These challenges are comprised of systemic, cultural, and 
individual variables that must be addressed in order to realize progress. 
The authors believe that transformation of conf lict on an individual 
level creates a foundation for effectively dealing with systemic and cul-
tural issues that evidence conf lict and, in so doing, create opportunities 
for the development of a global culture of sustainable peace. From this 
perspective, peace is more than the absence of war; it involves free-
dom, justice, conf lict resolution, nonviolence, community building, 
and democratization of authority (Olusakin, 2007).

Mental health counseling has a critical role in peace development. 
With training in human development, effective communication, 
and multiculturalism, professional counselors are particularly situ-
ated to assist in conf lict transformation and peacebuilding processes. 
However, while counselors are sufficiently trained to address intra-
personal and interpersonal issues faced by individuals, groups, and 
families, few counselor-preparation programs include preparation for 
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Wynn, Wilburn, and West-Olatunji8

conf lict transformation, and even fewer emphasize peace development. 
Integrating peace as a topic in the counseling curriculum can provide 
counselors with tools for enacting social justice and advocacy.

Counselor preparation for peacemaking and peacebuilding includes 
development of the following knowledge, skills, and dispositions: 
(a) understanding indigenous mental processes and behaviors that sup-
port nonviolent conf lict resolution; (b) mitigating intolerance, margin-
alization, and exclusion; (c) supporting mobilization, empowerment, 
and intercultural dialogue; and (d) facilitating the healing of trauma 
(Brenes & Wessells, 2001; Montiel & Wessells, 2001). To support that 
education, this chapter examines conf lict transformation, at both the 
intrapersonal and interpersonal levels, as one aspect of peacemaking 
and peacebuilding. It provides an overview of a conf lict transforma-
tion model, as it applies to counseling, and case illustrations that show 
its usefulness with culturally diverse clients. Culturally sensitive inter-
ventions are offered with recommendations for practice and future 
research.

Conf lict Transformation

Within the normal contexts of human interaction and development, 
individuals experience both intrapersonal (intrapsychic) and interper-
sonal conf lict. These forms of conf lict can be exacerbated by complex 
cross-cultural and bicultural variables.

The Crisis to Growth Model (Fischler, 2003) provides a framework 
for transforming conf lict that is consistent with the developmental 
perspective typically embraced by counselors. This model includes a 
series of stages, beginning with the occurrence of a crisis and ending 
with a new awareness. The process of stimulating this new awareness 
requires problem identification, confrontation, problem clarification, 
and action-plan development followed by implementation. Conf lict 
can occur during any of these stages and, unless it is detected and man-
aged, transformation potential is reduced. If a new awareness is reached, 
one’s insights and behaviors are more likely to change.

Building on the developmental model of conf lict transformation, 
Halligan (2004) describes this process as a metamorphosis that involves 
natural periods of chaos and order, times of conf lict that underlie the 
movement toward transformation, and developmental shifts that may 
be painful as well as pleasurable. From this perspective, conf lict is 
anticipated as a natural aspect of human development.
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Practitioner and Client Working Together 9

Intrapersonal Conf lict

Intrapersonal conf lict can be described as an internal challenge 
within ourselves. Many people experience this type of conf lict with 
everyday tasks encountered and decisions made. However, when the 
conf lict is not easily or quickly resolved, it can create undue stress, 
limit or cause inappropriate and poor decision-making. Furthermore, 
unresolved intrapersonal conf lict can carry over into interactions 
with others and create a tiered process of conf lict that can signif i-
cantly contribute to negative coping behaviors. Understanding this 
type of conf lict is critical in counseling since it can be the ultimate 
cause of defeat in the therapeutic arena. It is equally important for 
a counselor to remain knowledgeable of intrapersonal conf licts and 
how they can also be projected when working with others (Murphy, 
2005), particularly in conf lict transformation and peacebuilding 
processes.

Intrapersonal conf lict is the internal discord between professional 
and personal values that counselors can experience when working 
with clients whose cultural values are different from their own. This 
is not a conf lict between the counselor and the client, but is one 
experienced within the counselor who is attempting to help resolve 
problems inside the client’s frame of reference or worldview. For 
example, counselors often face intrapersonal conf lict when work-
ing with lesbian, gay, bisexual, and transgender (LGBT) clients or 
clients with different religious values. While they wish to serve their 
clients with unconditional positive regard, their personal value system 
gets in the way. They often articulate feelings of being stuck and not 
being able to offer solutions without bias. The tendency is to refer 
clients to other counselors in lieu of deeper self-ref lection to confront 
their biases.

When a counselor is faced with intrapersonal conf lict regarding 
issues that can impact the therapeutic relationship, it is important to 
assess how value-based personal boundaries are established. If those 
intrapersonal boundaries are rigid on a specif ic issue, it will be more 
diff icult for a counselor to transform the conf lict suff iciently to work 
with a client. On the other hand, if intrapersonal boundaries are too 
f lexible, cultural conf lict cannot be transformed as the counselor is 
likely to lose a sense of self. Ultimately, the culturally skilled coun-
selor is able to support a client to resolve problems in a way that 
may be culturally oppositional to the counselor’s own value system 
(Holaday & Leach, 1994).
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Wynn, Wilburn, and West-Olatunji10

Interpersonal Conf lict

Interpersonal conf lict involves conf lict between two or more par-
ties that may include counselor and client. This conf lict can result 
from cultural differences as well as from unclear communication, 
the pressure of self-consistency, misperceptions, and a lack of empa-
thy. These conf licts can be sustained by a focus on winning, themes 
of dominance and power, and an emphasis on self-preservation 
(McFarland, 1992).

The professional counseling setting is an ideal environment for the 
transformation of intrapersonal and interpersonal conf lict thus creat-
ing opportunities for peacebuilding. By definition, counseling is con-
cerned with positive human change and is focused on the individual 
and the systems in which they live. Counseling reframes conf licts as 
naturally occurring developmental events that are not antithetical to 
personal growth but are clues to the developmental past and provide a 
gateway to the future. In addition, counselors are aware that develop-
mental change occurs within a cultural context, and as such, they are 
sensitive to individual and group differences (Van Hesteren & Ivey, 
1990). This sensitivity, an aspect of multiculturalism, provides a frame-
work for greater depth in understanding differences and enables coun-
selors to participate in the transformation of conf lict with persons from 
varied backgrounds and perspectives.

Counselor Preparation

The Council for Accreditation of Counseling and Related Educational 
Programs (CACREP, 2009) promotes the professional competence of 
counselors and related practitioners. CACREP standards ensure that 
students in counselor preparation programs develop a professional 
counselor identity and master the core counseling competencies that 
equip them with the knowledge and skills to practice in a manner that 
is consistent with the ideal of optimal human development.

Although these competencies provide a solid foundation for counsel-
ing practice, few sufficiently address the transformation of conf lict or 
the promotion of peace (Gerstein & Moeschberger, 2003; Montiel & 
Wessells, 2001; Olusakin, 2007). However, the existing standards on 
human growth and development and sociocultural diversity (CACREP, 
2009) provide a framework for future development of conf lict transfor-
mation and peacebuilding competencies.
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Practitioner and Client Working Together 11

Cultural Competence

Cultural orientations differ between dominant and nondominant indi-
viduals (Atkinson, 2004; Holdstock, 2000; Ibrahim et al., 2001; West-
Olatunji, 2008). For example, affect, communalism, and spirituality 
are dimensions of the culturally diverse whereas individualism, effort 
optimism, and competition are values that are more likely ref lected 
in mainstream, Eurocentric culture ( Jagers et al. as cited in Scott, 
2003). Clients’ adherence to their own cultural orientations affects the 
types of coping strategies employed. As such, counseling interventions 
informed by cultural values can increase effectiveness by purposefully 
adapting to an individual’s coping strategies (Pedersen & Ivey, 1993). 
Emphasizing individualism in human interactions and development, 
Eurocentric values are in contrast with nondominant cultures within 
the United States of America (Kambon, 1996; Sue & Sue, 2008).

Individualism is often thought of as a Western approach. So, the 
degree to which individuals are acculturated into set cultures, their 
degree of individualism will vary. For many individuals the focus is on 
self and immediate families. If one is attempting to provide services, 
it remains important to have a strong sense of family history to deter-
mine if the primary focus is on the individual or if that person operates 
more from the cultural perspective of collectivism. An understand-
ing of these differences can assist in determining how conf lict is seen, 
addressed, and transformed and how peacebuilding practices can be 
initiated. For some individuals the intrapersonal conf lict can be with 
acceptance of the culture itself. For others, it can be in the acceptance 
of the behaviors of different cultures.

In keeping with the other dimensions of potential conf lict, it is 
critical to determine how dominate values are determined and how 
they impact individuals in counseling. Hofstede (1984) uses the com-
parison of masculinity and femininity to discuss these differences. 
However, while characteristics of aggression versus caring for others 
can be depicted as masculine or feminine roles, they are even more 
frequently rooted in family systems and cultural norms. Also, with the 
evolution of change many of these types of roles are becoming shared 
across gender lines, and hence what is seen can be classified more as 
androgynous behaviors. However, if one is struggling with gender 
roles, family norms, or cultural heritage, there is a strong potential 
for both intrapersonal and interpersonal conf licts within and between 
cultures. These types of conf licts can also impact the desire and abil-
ity to create peacebuilding across and within cultures. This can also 
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Wynn, Wilburn, and West-Olatunji12

be a set-up for conf lict between counselor and client, especially if the 
counselor sees behaviors as noncompliance rather than as being rooted 
in intrapersonal cultural conf lict.

Culture-centered psychological theory emerged from the cultur-
ally conscious pedagogy of the 1970s. Counselors and psychologists 
endorsed this theory and postulated that psychological interventions 
must be designed to provide a culture-centered framework for health 
and wellness (Pedersen & Ivey, 1993). Multicultural counseling scholars 
suggest that the expected therapeutic outcomes for culturally diverse 
individuals are culture-bound and that the culturally encapsulated 
diagnoses and interventions enforce hegemony and cultural oppression 
(Kambon, 1996; Nobles, 1986; Pedersen & Ivey, 1993).

Described as the fourth force in counseling (Pedersen, 1991), mul-
ticulturalism calls for a universal approach to counseling that is bal-
anced with culture-specific approaches (Fukyama, 1990). Pedersen 
(1991) defined multiculturalism as “a wide range of multiple groups 
without grading, comparing, or ranking them as better or worse than 
one another and without denying the very distinct and complemen-
tary or even contradictory perspectives that each group brings with it” 
(p. 4). Pedersen’s definition leads to the inclusion of a large number of 
variables, for example, age, sex, place of residence, education, socio-
economic factors, affiliations, nationality, ethnicity, language, and reli-
gion, making multiculturalism generic to all counseling relationships. 
An even broader definition of multiculturalism exists, one that includes 
ability, sexual orientation, and gender identity. Those who fall into 
these categories are often the hidden minority who experience their 
own forms of intrapersonal and interpersonal conf lict (Pope, 1995).

Cultural competence is paramount in understanding and transform-
ing conf lict. The four dimensions of conf lict, that is, power distance, 
uncertainty, avoidance, and individualism, identified by Hofstede 
(1984) form the foundation for conf lictual experiences. Power distance 
can be felt in a therapeutic arena, especially when a person is mandated 
to therapy and the counselor is employed by an institution with its own 
set of regulations and expectations. In this type of situation, the coun-
selor and/or the client can experience conf lict in determining who the 
client really is. Is it the person with whom the counselor is working or 
the agency for whom the counselor works? So while ethno-cultural 
orientation can play a major role in power distance, the culture of an 
organization can also play an impacting role. While ambiguity and 
uncertainty often cause anxiety and fear, the addition of cultural dif-
ferences can create potentially threatening situations. Counselors need 

9780230620636_03_ch01.indd   129780230620636_03_ch01.indd   12 4/16/2010   7:14:13 PM4/16/2010   7:14:13 PM

10.1057/9780230107830 - Conflict Resolution and Peace Education, Edited by Candice C. Carter

C
o

p
yr

ig
h

t 
m

at
er

ia
l f

ro
m

 w
w

w
.p

al
g

ra
ve

co
n

n
ec

t.
co

m
 -

 li
ce

n
se

d
 t

o
 T

ai
w

an
 e

B
o

o
k 

C
o

n
so

rt
iu

m
 -

 P
al

g
ra

ve
C

o
n

n
ec

t 
- 

20
11

-0
3-

03



Practitioner and Client Working Together 13

to be sufficiently astute to recognize levels of discomfort with a client, 
and the seriousness of the situation to avoid interpersonal conf lict with 
a client.

Counselors should be particularly situated to assist in the transfor-
mation of conf lict and in the establishment of peacebuilding awareness 
because of their training in human development and effective commu-
nication, including expression of feelings, stress management, and mul-
ticulturalism. Counselors should be able to facilitate movement from an 
impasse to an evolved relationship. However, not all professional train-
ing adequately addresses multiculturalism, conf lict transformation, or 
peacebuilding; hence professional training alone does not equip coun-
selors with the necessary skills to facilitate this kind of transformation. 
They must invest in their own personal growth and development in 
order to prevent their intrapersonal conf licts from contaminating the 
therapeutic relationship.

Culturally Sensitive Transformation Techniques

Counselors are best known for engaging in talk therapy to assist their 
clients in alleviating a number of uncomfortable life conditions (Wiener, 
1999). This talk enables expression of thoughts and feelings, clarifica-
tion of ideals, and reinforcement of effective coping skills. However, 
talk is just one of the strategies that counselors have at their disposal. 
There are a number of counseling strategies that can be effectively used 
in facilitating a client’s movement to transforming conf lict. Sociodrama 
and narrative therapy are two effective intervention approaches that are 
discussed and demonstrated using two case illustrations.

Sociodrama

Sociodrama has its roots in psychodrama and is a counseling technique 
that combines therapeutic and performance-based methods, typically 
in a group setting (Blatner, 2007; Moreno, 1953; Wiener, 1999). Stein 
and Ingersoll (1995) describe how the use of sociodrama lessens ten-
sions, encourages dialogue, and reduces conf lict. While sociodramatic 
theory assumes that most groups are organized by their social and cul-
tural roles, it also has applications for groups that have no prior connec-
tions. Sociodrama places its greatest value on group themes. It has been 
used to train professionals, help people deal with trauma, and work 
with culturally diverse groups by allowing the development of empathy 
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Wynn, Wilburn, and West-Olatunji14

and identification with those who are different. Sociodrama has three 
components: (a) use of warm-up techniques including didactic, small-
group discussion, theme selection to build intra-group rapport and 
cohesiveness; (b) an action phase that includes simulated role-playing, 
role reversal, doubling, soliloquy and high chair techniques, and cathar-
sis, which moves the group into enactment; and (c) a closure phase that 
addresses de-rolling and sharing, which gives participants the opportu-
nity to express how the enactment affects them.

If the sociodrama process is successful, participants achieve personal 
and group integration. Sociometric tests can be used to help determine 
conf lict in family systems to develop a sociodrama theme. For example, 
in a case study with an alcoholic family, Carvalho and Brito (1995) used 
a sociometric test to unveil family relationships, pinpoint conf licts, and 
facilitate therapeutic confrontations.

Interactive drama creates learning about multicultural issues and 
involves a plot or story line, scenes, characters, and the specific diver-
sity issue that is being addressed. The opening-up process allows the 
director-facilitator to transfer the learning to the audience. The director-
facilitator initiates audience’s questions at the end of each scene. These 
questions vary in content and depth throughout the performance. The 
spontaneity of interactive drama allows genuine emotions to emerge 
from real-life situations. The dialogue between audience and actors on 
any issue raised in the play serves to open a dialogue on difficult or sensi-
tive issues. This type of dialogue is an ideal setting for practicing peace-
building principles. Individuals can increase their awareness of their own 
biases by confronting insensitive characters (Tromski & Dotson, 2003).

Narrative Therapy

Narrative therapy or narrative transformational conversations create a 
shift in individual perspectives of relationships by changing language 
before changing behavior and perception. Problems are not obstacles to 
be overcome; rather they are opportunities for individuals to transform 
their view of themselves in relation to the problem. This transforma-
tion involves deconstructing the problem and shifting language from 
problem-saturated stories to more meaningful action-based ones that 
heal and empower.

The narrative conversation is an externalizing conversation in that it 
helps those within a system understand how the identified problem is 
stabilized, strengthened, or challenged by the social relationships of the 
group. In narrative conversations, the counselor does not operate as the 
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Practitioner and Client Working Together 15

Case 1: Blake

Introduction

Blake was a nineteen-year-old African American college sopho-
more. He presented for individual counseling at his university’s 
counseling center with complaints of depression and anxiety. He 
reported becoming depressed after an alcohol-inf luenced sexual 
encounter with a friend ( J.B.) approximately two months prior. 
Two weeks after the initial encounter, he had another sexual 
experience with J.B. that also involved alcohol. Blake reported 
that his depression had worsened since the second encounter and 
he noticed he had become very self-conscious and anxious when 
in the company of other friends who were not acquainted with 
J.B. His grades had declined and he had begun to isolate. Blake 
stated that he was not coerced into having sex with J.B. and while 
the sexual encounters were not “terrible” he does not want to be 
gay because being “that way” conf licts with his religious beliefs. 
Blake was also concerned about his cultural identity stating that 
it is harder for an African American man to be gay than it is for 
his White counterparts. He believed that the African American 
community in general would not accept him as a gay man and that 
he would lose the support of many of his friends and his family if 
he were gay.

Family History

Blake is the first born of four siblings and was raised by two parents 
whom he described as religious. He reported having good relation-
ships with his parents and stated that his siblings looked up to him. 
He revealed that his parents never made derogatory remarks about 

outside expert; instead, he/she works to create a process whereby the 
unique experiences of the individuals involved redefine and change the 
problem (Witty, 2002).

The use of narrative therapy offers the opportunity for clients to 
process conf licts and how these conf licts impact the process of building 
peace in the larger arena. The following cases illustrate application of 
these recommended approaches.
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gay people and they were generally silent when the issue of homo-
sexuality came up, usually while watching television or discussing 
current events. He states that they consistently reinforced heteronor-
mativity by referring to his potential romantic life only in terms of a 
male/female relationship. Blake assumed from these observations that 
his parents would not approve of him identifying as gay.

Psychosexual History

Blake reported that he experienced a sense of being different from 
others during his childhood. He stated that he did not fit the rigid 
gender roles that he was exposed to and he admitted to having pre-
dominantly homosexual fantasies. He also revealed that while he 
had experienced heterosexual sex on several occasions, most of his 
sexual experimentation during his development had been with other 
males. He admitted to being in continuous conf lict over his sexual 
orientation.

Alcohol and Other Drug History

Blake began drinking during his freshman year in college. He 
admitted to a pattern of binge-drinking of six–eight beers in one 
sitting, usually on the weekends. He reported that his drinking had 
increased over a two-month period to ten–twelve beers in one sitting 
and he had begun to drink during the week, consuming four–five 
beers at least twice weekly. Blake denied experiencing blackouts, but 
did admit to having hangovers regularly. He further denied the use 
of any illicit drugs or the misuse of prescription drugs or over-the-
counter medicines. Blake was not concerned about his alcohol use 
stating, “I can control it.” His primary concern was about control-
ling his sexual behavior.

Treatment Goals

Blake’s initial goals for counseling were to improve his mood and to 
manage his sexual behavior so that he could live as a heterosexual 
man. He also wanted to improve his grades and increase his level of 
comfort with his friends.
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Practitioner and Client Working Together 17

Discussion of Blake’s Case
In Blake’s case, the counselor experienced intrapersonal conf lict related 
to Blake’s behavior, his beliefs, and his current goals for counseling, 
which were in direct contrast to what the counselor believed was best 
for Blake’s health and well-being. The counselor believed that Blake’s 
drinking pattern was abusive, yet Blake did not acknowledge this 
abuse. The counselor also believed that Blake was in denial about his 
sexual orientation and that his goal to live as a heterosexual man would 
comprise his health and well-being. The counselor assessed that Blake’s 
religious beliefs were inhibiting his healthy development; yet Blake was 
committed to reinforcing those beliefs.

Concurrent with a counselor experiencing intrapersonal conf lict, 
clients have experiences that can interfere with the therapeutic arena. 
If these conf licts are not determined, advances in therapy may be hin-
dered, or the relationship may be permanently disrupted.

When visiting Blake’s situation, it was determined that he strug-
gled with confusion in values, which sustained the conf lict between 
his sexual orientation, his cultural values, and his religious beliefs. 
This conf lict had a significant impact on his mood, which was fur-
ther affected by his relationship with alcohol. Blake minimized the 
significance of his relationship with alcohol as well as the negative 
consequences that resulted. Other risk factors included his increas-
ing isolation from his peers and his fear of rejection from his family. 
Blake’s desire to live as a heterosexual man seemed to be motivated 
by shame, and he lacked insight into the interplay of dynamics that 
created his dilemma.

Blake was at a stage in life where his sexuality and desire for intimacy 
was a high priority. He was also in a phase of differentiating from his 
parents, which called into question his overall values, including the 
religious beliefs he inherited from them. Blake was on the verge of 
adulthood where his maladaptive coping skills such as abuse of alcohol 
to deal with emotional difficulty would have greater consequences. He 
also faced a double bind in negotiating his African American identity 
with that of his sexual orientation. This period of chaos in Blake’s life 
was, according to Halligan (2004), a natural phase of development and 
a critical opportunity in his evolution.

In Blake’s case, narrative approaches were used in order to shift his 
problem-saturated story to a more empowering one. He moved from 
believing that being gay is wrong, that African American gays are not 
accepted in the community, and in an inevitable loss of support of 
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Wynn, Wilburn, and West-Olatunji18

family and friends to considering the possibility that if he identified 
as gay, he might not lose the support of significant others and even 
if he did, he would be able to develop an otherwise effective support 
system.

Externalizing conversations were engaged about the role that socie-
tal homophobia and other cultural norms had on his goal to be hetero-
sexual. These conversations also addressed his dichotomous thinking 
about religion, which expanded his understanding of spirituality 
and its role in his life. He acknowledged the double bind he faced in 
attempting to integrate his cultural and sexual orientation identities 
and began to seek out additional support through reading, viewing 
related films, and by accessing online resources that are gay-affirming 
and Afrocentric in nature.

Adapted sociodrama techniques were used to assist Blake in visualiz-
ing significant relationships in his life. In drawing representations of his 
familial relationships and his friendships, themes of disempowerment, 
fear, and isolation emerged. Blake’s proximity to others in his draw-
ings represented the overall emotional distance he was experiencing 
and helped him to understand how this contributed to his feelings of 
depression and anxiety. Blake portrayed his relationship with alcohol 
as close and reliable. However, he was surprised that his drawings also 
identified conf lict in this relationship.

Blake examined how alcohol had interfered with his decision-making 
and use of effective coping skills. However, despite being an “underage 
drinker,” he admitted that he was not committed to abstinence, but was 
motivated to better manage his relationship with alcohol. Therefore, 
harm reductions strategies (Peele, 2006) were employed to assist him 
in obtaining this goal.

Using Fischler’s (2003) Crisis to Growth Model as a framework, 
Blake was able to view his difficulty as an opportunity to confront 
the unresolved issues that were negatively affecting his life. He began 
to examine the behaviors that he found troubling and explored the 
values and beliefs that supported the conf lict he was experiencing. At 
the conclusion of this counseling episode, Blake’s mood had improved 
and his alcohol consumption had decreased to levels that did not pro-
duce negative consequences. He also reported improvement in his 
academic performance. Although he remained ambivalent about his 
sexual orientation and had not discussed these issues with his family or 
his peers, he reported experiencing increased comfort in their presence 
and decreased guilt about his sexual attractions.
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Case 2: Sherri

This case study is of a young woman encountered a number of years 
ago in a public-funded drug treatment facility. Sherri presented for 
treatment as the result of a court order. Most of the areas of her life 
were in some type of conf lict, but her primary goal was to meet the 
terms of her legal status; so transforming conf lict had to take place 
in small increments and over an extended period of time.

Introduction

Sherri is a twenty-four-year-old single parent with four children, aged 
eight, six, four, and two. She is currently pregnant with her fifth child. 
She has been court ordered to treatment for violation of her probation 
for prostitution. Her parole officer is not aware that she is pregnant.

Employment

Sherri did not finish high school, and has had no vocational train-
ing. She has worked as a bartender and as a cashier, but has been 
unemployed for the past two years.

Family History

She lived with her biological parents for her first five years. She is 
bicultural with her mother being of Latino heritage and her father 
Native American. Both parents are alcohol-dependent and were 
accused of physical and sexual child abuse. Sherri was raised by her 
adoptive parents and lived with them for nine years. Both of her 
adoptive parents where Caucasian and did not discuss Sherri’s heri-
tage. She was a ward of the state for two years. She describes her 
adoptive mother as very religious, aggressive, and a good person. 
Her adoptive father was described as easygoing, a good person, but 
away from home a lot. Neither adoptive parent drank alcohol, nor 
did they like or accept her drinking or drug use. Sherri indicated that 
her home life was very religious and strict, and partiality was shown 
toward the other two older children. She ran away from home a lot 
and lived in juvenile shelters on several occasions. She stated that her 
relationship with her family was good, and that she was trying to 
build a relationship with her older sister.
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Alcohol and Other Drug History

Sherri had her first contact with alcohol and her first intoxication 
was at age eight, while her first true drinking experience occurred 
at age ten. By the time she reached nineteen, she had experienced 
relief drinking, first blackout, morning tremors, fighting, and hal-
lucinations. She also regularly used numerous other drugs including 
crack, pot, uppers, and downers. She began using these drugs at age 
twelve, and used crack, pot and alcohol during all of her previous 
pregnancies. Her last drug use was the day before she was admitted 
to treatment. She has had one alcohol related arrest and has been in 
jail two times for nonalcohol related incidents.

Medical History

Sherri has been hospitalized due to withdrawal symptoms and an 
adverse reaction to a combination of alcohol and other drugs. She 
attempted suicide twice at age ten and again at age twelve by taking 
overdoses of sleeping pills. She said her reason for the suicide attempts 
was family problems. She has had two minor surgeries and has been 
treated twice for syphilis. She has never been tested for HIV. She has 
had two miscarriages, with the last miscarriage being just prior to this 
pregnancy. She was recently treated for a bacterial infection. She expe-
riences chest pains and has been coughing up blood periodically for 
several years. She currently smokes two packages of cigarettes a day.

Partnership History

Sherri has had three homosexual relationships, but believes she is 
heterosexual. During her last relationship she was physically abused 
by her significant other, and sexually abused by his brother who is 
HIV positive. She is not sure who fathered her unborn child. To 
make amends for her sexual behavior, Sherri physically abuses her-
self by cutting. She is fearful of being alone, and when not with a 
man, she sleeps with one of her children.

Treatment Goal

Sherri’s initial goal for treatment is to become drug free and to bet-
ter understand her cultural heritage and family system so she can 
become independent.
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Practitioner and Client Working Together 21

Discussion of Sherri’s Case
The counselor who was working with Sherri had her own share of 
intrapersonal issues to address before and during the counseling time 
if she was to be an effective facilitator of transforming conf lict. The 
counselor had a strong sense of responsibility and obligation to her 
family system; and as a single parent herself, she struggled with accept-
ing differences in how child rearing might need to take place. Also, 
although the counselor had a good technical understanding of addic-
tive behaviors, she struggled with the reality of how these behaviors 
really affected a person’s life.

When assessing Sherri’s case, it was determined that she struggled 
with a number of issues, but the initial primary conf lict that needed 
to be addressed was her inability to accept that she would never be 
able to drink socially. In her way of thinking, alcohol was not her 
drug of choice and therefore did not have a negative impact on her 
behavior since she could control her drinking. The internal conf lict 
revolved around her ability to drink with no consequences since only 
“other” drugs caused her problems. This thinking occurred despite 
the fact that she was court ordered to treatment as the result of an 
alcohol related incident. Sherri was also in conf lict about her heri-
tage and acceptance of research that supported a higher propensity for 
drug dependence among individuals of Native American background 
(Gutierres, Russo, & Urbanski, 1994; Hisnanick, 1992; May, 1982; 
May, 1996; Wallace et al., 2003). She was not able to make a connec-
tion between her family system, parental desertion, foster care, highly 
religious adoptive parents, and her current behaviors. When queried, 
it did not appear that Sherri was experiencing intrapersonal conf lict 
regarding her sexuality. She indicated that she understood many ado-
lescents test their sexual identity and that as she moved into her early 
twenties she was comfortable that her initial conf licting thoughts 
about sexuality were unfounded. She believed herself to be hetero-
sexual, and that her conf licts were more about her biological mother 
deserting her at a young age, and her adoptive mother’s high expecta-
tions about her sexual behaviors.

Sherri also experienced conf lict in dealing with family commit-
ment. She wanted to be loved and to be involved with her children and 
her biological and adoptive families; however, whenever they made 
attempts to move into her world, she would back away. Conversely, 
on occasions when she attempted to share her sexuality and the abuse 
she endured, her adoptive mother backed away. Sherri struggled with 
her ability to balance dependence with independence. She considered 
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Wynn, Wilburn, and West-Olatunji22

herself to be self-sufficient, yet when confronted, she accepted the fact 
that many of her self-destructive behaviors were her way of exercising 
an inappropriate type of independence and in reality her dependence 
on drugs was to bring her what people could not effectively give her. In 
individual sessions Sherri would acknowledge self-acceptance, but in a 
group she would find herself in conf lict with others whom she believed 
did not understand her situation, nor did she think they were confront-
ing their own “demons.”

In working with Sherri, narrative therapy was determined to be the 
most effective approach. This type of therapy uses the approach that 
knowledge and stories or narratives originating from a person’s cul-
ture, families, and experiences can actually shape the person (White & 
Epston, 1990). It allows the person to see that he/she is not the problem, 
but rather the problem is the problem. In other words, the client is able 
to externalize the situation, ref lect on its impact, and then rescript it. 
Narrative therapy has been used in drug treatment to assist individuals 
to identify sexual abuse issues (Anderson & Hiersteiner, 2007) as well 
as other traumatic events that have connections to initial and continued 
drug use (Etherington, 2007). Narrative therapy helped Sherri by giving 
her a structured opportunity to ref lect back on her family history and to 
connect with some of her intrapersonal and interpersonal conf licts.

As it turned out, she was an excellent storyteller and with her nar-
ration was able to hone in and ref lect on the abuses and traumas she 
experience during her childhood and adolescence. She recognized that 
the sexual abuses triggered her to question her sexual identity and to 
explore homosexuality with the resolve that her preference was for a 
heterosexual lifestyle. She connected with her biological and adoptive 
families and with the traumas of never feeling secure in a home set-
ting. She was able to depict both of her biological parents through their 
eyes and to experience the bigger picture of their struggles within and 
between their respective cultures. She could transform her conf lict of 
being bicultural with both cultures considered as “lesser than” minori-
ties. In her words, she no longer saw her father as a “drunken Indian” 
and her mother as a “Chicano slut.” In her writing, she was able to 
transfer not only what she had experienced with her parents, but also 
what she had been told by her adoptive family, and many of the institu-
tions she encountered. Narrative therapy also allowed her the oppor-
tunity to script her own life, and in so doing she pictured herself as a 
healthy, sober young lady. Her conf lict of being “ugly,” since she saw 
herself as not meeting the standard Western culture of beauty, played 
a role in her drinking and drugging behaviors as she was using mood 
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Practitioner and Client Working Together 23

altering drugs to self-medicate her self-hatred. Through scripting she 
was able to accept herself for who she was and to transform her personal 
“ugly duckling” persona to one of acceptance that beauty comes in 
many forms and she possessed several of them.

Residential drug treatment allowed for the use of sociodrama appro-
aches. Initially, one-on-one or a mirror technique (Daniel, 2006) 
between Sherri and her therapist allowed her to become more comfort-
able in sharing her internal and external conf licts with others. Sherri 
started spending considerable time with her storytelling, and as she 
started trusting others, she was better prepared to participate in adapted 
sociodrama role-playing sessions. These sessions allowed participation 
of a diverse group of individuals, and Sherri found that her cultural 
identity could be acknowledged without repercussions, and that others 
were accepting her for who she was. With the participation of other 
clients, the series of role plays allowed Sherri to act out and transfer 
her conf lict with both her biological and adoptive parents. Grief often 
accompanies drug use and can interfere with recovery (Dayton, 2005). 
During the course of adopted sociodrama experiences Sherri was able 
to act out her grief and to acknowledge the role it played in her drug 
abuse. With the help of others in the role play, she acknowledged that 
she was self-medicating to hide her true emotions about the multiple 
experiences of loss. She grieved the loss of an intact family and trans-
formed her ability to create a more positive nuclear family with her 
children. She accepted that she would be able to survive by self-love, 
which in turn would make it easier for her to recognize longer term 
commitment and a more growth-oriented love with a partner.

Sherri was able to verbalize self-acceptance and recognize the neg-
ative and positive roles played by her parents and guardians. Before 
Sherri completed treatment, she had accepted her cultural heritage and 
acknowledged its richness. She stopped blaming her biological parents 
for her lack of self-worth and ultimate drug use; she accepted that her 
adoptive parents really did care for her in the best way they could; and 
she began reconnection with her siblings. While attempting reconcili-
ation, Sherri began the process of recovery.

Recommendations

Effective counselor training, particularly in relation to multicultural 
competence, is critical in preparing counselors to facilitate conf lict 
transformation. Arredondo and Arciniega (2001) identify the following 
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Wynn, Wilburn, and West-Olatunji24

grounding principles for the application of multicultural counsel-
ing competencies to systems. (a) Establishing a learning organization 
that develops the ability to question, challenge, and change operat-
ing norms and assumptions. This requires systemic self-ref lection and 
evaluation of existing practices as a preliminary step to revising cur-
ricula. (b) Developing a competency rationale that provides guidelines 
and developmental benchmarks for adaptive cognitive, emotional, and 
behavioral attributes. These principles outline general and specific 
competency domains at three levels: counselor awareness of their own 
cultural values and biases; counselor awareness of client’s worldview; 
and culturally appropriate intervention strategies. Within each domain 
there are three interdependent competency areas: beliefs and attitudes, 
knowledge, and skills. Counselors are expected to identify and confront 
their biased beliefs and attitudes, increase their knowledge of various 
cultures, and hone their skills at facilitating transformational experi-
ences. Counselor educators need to be more active in their inclusion of 
conf lict transformation in training programs.

Experiential learning is useful in development of multicultural coun-
selor competencies. According to Arthur and Achenbach (2002) this 
type of learning includes select exercises that match specific learning 
goals in the knowledge, skills, and self-awareness domains. It addresses 
auditing experiential learning to consider which values are reinforced; 
and reviewing ethical considerations such as faculty competence, safety 
in the learning environment, informed consent, and sufficient time for 
debriefing. Experiential learning encourages avoiding exercises based 
on the simulation of oppression. It incorporates personalizing learning 
exercises to student needs; structuring debriefing to allow students to 
be ref lective about implications of their learning on their multicul-
tural competence; and helping students to identify strategies beyond 
the exercises that will help them incorporate their learning into pro-
fessional practice. Use of experiential learning activities can augment 
counselors’ conf lict transformation skills.

Service learning is another tool that counselor educators can use to 
foster conf lict transformation skills among counselor-trainees. Closely 
aligned to transformational learning, service learning enables students 
to have a direct experience of diverse cultural groups through the pro-
vision of community service (Goodman & West-Olatunji, 2009a). The 
integration of classroom instruction with community service enhances 
the understanding of course content while promoting commitment to 
civic responsibility. This method of learning is based on working with 
the community instead of working for the community by embracing 
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Practitioner and Client Working Together 25

the tenets of mutuality, collaboration, and equality. Students move 
beyond individualized thinking and place themselves in a broader cul-
tural context (Burnett et al., 2004).

The use of games as training within the three dimensions of mul-
ticultural counseling competency has also proven to be effective 
in counselor training. Kim and Lyons (2003) posited that beliefs, 
knowledge, and skills are three areas of training that can be addressed 
through the use of simulations and games. For beliefs and/or atti-
tudes, the use of low-risk games can increase the counselor-trainee’s 
sense of safety and enhance their multicultural awareness. The second 
competency addressed is knowledge where using games can provide 
interesting and enjoyable ways to gain multicultural information. 
From knowledge, counselor educators want trainees to advance to a 
demonstration of skills. Here, games can provide simulated experi-
ences enabling trainees to safely experiment with strategies designed 
to increase competency.

In addition to increasing multicultural competency, counselor educa-
tors can prepare students to successfully create cultures of peace in a vari-
ety of communities by integrating peace education into the curriculum. 
Examples of this pedagogy are observed in teacher preparation programs 
that infuse existing courses with an appreciation for the global connec-
tion of all humanity, an understanding of various cultures and social con-
texts, and a respect for the natural resources on earth (Baker et al., 2008; 
Nation, 2003). A key feature of these programs is that teachers help trans-
form students and school communities, as they themselves are transformed 
(DeMulder et al., 2009). Emergent approaches that ref lect these ideals in 
counseling are the Counselors Without Borders project coordinated by 
Fred Bemak and Rita Chung (Kennedy, 2006) and the Association for 
Multicultural Counseling and Development (AMCD) national and inter-
national outreach endeavors (Goodman & West-Olatunji, 2009b).

Along with a focus on strengths, human potential, adaptive behavior, 
consultation, prevention, and multiculturalism, counselor-trainees must 
be taught peacebuilding strategies in which individual needs are under-
stood within the broader cultural context (Anderson & Christie, 2001; 
Montiel & Wessells, 2001; Olusakin, 2007). They should be exposed to 
concepts from various social sciences as well as non-Western models of 
counseling in order to be prepared to meet the systemic needs of dif-
ferent cultures (Anderson & Christie, 2001; Montiel & Wessells, 2001; 
Olusakin, 2007). By immersing themselves in a culture and by observ-
ing and gathering information from all of the stakeholders, counselor-
 trainees can gain a better understanding and respect for the factors 
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Wynn, Wilburn, and West-Olatunji26

operating within a cultural context. In turn, with this type of train-
ing experience counselor-trainees are better prepared to imbed conf lict 
transformation strategies into professional practice. They can also support 
the empowerment of the members of a culture so that they can develop 
their own peaceful solutions. Counselor-trainees can help to create mul-
tidisciplinary teams interested in building cultures of peace (Anderson & 
Christie, 2001; Montiel & Wessells, 2001; Olusakin, 2007).

Researchers can utilize qualitative methodologies that are more 
descriptive, symbolic, and holistic to engage participants. When using 
these strategies, researchers are better able to understand the norms, 
values, and behaviors of a particular culture. Furthermore, the use of 
indwelling procedures can aid in a better comprehension of tolerance, 
intolerance, and solidarity in a cultural group. By using these approaches, 
research may also be able to identify the psychological, political, eco-
nomic, social, and religious factors that are linked to reconciliation 
(Christie & Dawes, 2001; Gerstein & Moeschberger, 2003).

Conclusion

In sum, counselors are uniquely positioned to assist individuals and 
groups with intrapersonal and interpersonal conf lict transforma-
tion because of their extensive training in effective communication, 
identification and expression of feelings, and multiculturalism. Their 
strengths-based focus, coupled with their developmental perspec-
tive on human events, aids clients in moving from conf lict to greater 
awareness and improved relationships. Counselors need to understand 
how culture inf luences conf lict, and be able to think systemically in 
order to understand individual needs within a broader cultural context. 
Creative therapies are especially effective at promoting introspection 
and creating shifts in thinking that allow individuals to move beyond 
their biases and engage in peaceful interactions with others.

In addition to facilitating peaceful interactions among individuals, 
counselors can assist in promoting cultures of peace by building atti-
tudes and values that support democratization and by promoting social 
justice, nonviolence, and reconciliation (Brenes & Wessells, 2001). 
They can also contribute to the development, implementation, and 
evaluation of public policies that promote and protect peace (Anderson 
& Christie, 2001). In order for their peacebuilding efforts to be effec-
tive, counselors must be able to conceptualize conf lict within a cultural 
context. Thus, counselors must refrain from imposing their own values 
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Practitioner and Client Working Together 27

during the peacebuilding process in order to avoid further marginaliza-
tion and oppression (Brenes & Wessells, 2001).

In today’s fast-changing society, it remains imperative for counselor 
education programs to stay abreast of multicultural concepts along with 
theories of conf lict transformation and peace education. Both coun-
selor educators and counseling researchers can incorporate these tenets 
into their teaching and research agendas. Counselors-in-training need 
to be prepared to become culturally sensitive in the broadest sense of 
the term culture. They need to receive concrete information and expe-
riential learning in the relationship between multiculturalism, conf lict 
transformation, and peace.

Counselors experience their own conf licts that must be transformed 
in order to remain effective in their role. This process should begin in 
preparation programs where counselor-trainees can engage in transfor-
mational learning experiences that support their development into cul-
turally skilled practitioners. It is critical that new knowledge around 
culture, conf lict transformation, and peace be generated so that coun-
selors’ understanding of the values and norms of various cultures can be 
integrated into their working models. Thus, counselors will continue to 
assist individuals and groups transform conf lict, thereby transform lives.

Appendix

Terminology

Acculturation: Adjustments or changes experienced by someone 
in response to contact with a different culture that is typically a 
dominant or majority one. A person who is acculturated has made 
sufficient changes to become part of a different culture, typically a 
more dominate culture.

Androgynous: Neither specifically feminine nor masculine in appear-
ance, attitude, or behavior.

Effort optimism: Belief in the principle that when more effort is used, 
the result will be greater success. This term has been used in reference 
to cultural differences in beliefs about life opportunities.

Self-consistency: Individuals’ behavior that is consistent with how they see 
their own self-image even if the behavior is not satisfactory for them.

Socio-drama techniques: Types of techniques used in counseling sessions 
to assist individuals in creating change that could include transformation 
of conf lict, for example, high-chair technique, role-playing, role 
reversal, doubling, soliloquy, mirror techniques, and catharsis.
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Wynn, Wilburn, and West-Olatunji28

Therapeutic arena: Setting and environment where counseling and 
conf lict transformation take place.

Therapeutic relationship: Rapport or connection between the counselor 
and the counselee (person being counseled).

Therapeutic outcomes: Changes that occur as a result of counseling 
intervention.

Transgender: A term that includes people with different identities who 
are transgressing gender norms in some way.

Questions

1. What are the culturally competent characteristics of peace educa-
tion in counseling? Do these characteristics differ for other pro-
fessions? If so, how are they different?

2. What are the key steps in peace education training for counselors? 
How could these steps be amended for other professions?

3. Describe how socio-drama and narrative therapy might be used 
for one or more types of current relationship conf licts with which 
you are familiar.

4. What cultural sensitivity and cultural-competence skills would 
counselors-in-training need to develop for their work with clients 
in your region who are impacted by social conf licts they encoun-
ter in the society, the workplace, or at home?

5. What are ways in which you have connected, or can connect, 
with populations in your region or communities to apply and/or 
advance peace education in counseling?

Bibliography

Resources

Alliance for Conf lict Transformation: http://www.conf licttransformation.org/.
Conf lict Transformation Program: http://www.unf.edu/~ccarter/ct/.
INCORE guide to Internet sources on Psychology and Conf lict: http://www.incore.ulst.

ac.uk/services/cds/themes/psyc.html.
Institute for Integrative Conf lict Transformation and Peacebuilding: http://www.iicp.at/

about/intro.htm.
Mediator Certif ication (Certif ied Transformative Mediator™): http://www.transformativeme-

diation.org/mediatorcertif ication.php.
National Counseling and Conf lict Resolution Organizations: http://www.familylife.com/

site/c.dnJHKLNnFoG/b.3838249/k.ED3/National_list_of_counseling_organizations.htm.
Peace Psychology Resource Project: http://www.webster.edu/peacepsychology/ppresourceproj-

ect.html.
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Promoting Peaceful Classrooms: http://www.webster.edu/~woolf lm/promotingpeace.html.
Psychologists for Social Responsibility: http://www.psysr.org/.

Suggested Reading

Barkan, E., & Alexander K. (Eds.). (2006). Taking wrongs seriously: Apologies and reconciliation. 
Stanford, CA: Stanford University Press.
This book examines the function and limitations that apology plays in promoting dialogue 
and cooperation between groups confronting one another over past injustices.

Blumberg, H. H., Hare, A. P., & Costin, A. (2007). Peace psychology: A comprehensive introduction. 
New York, NY: Cambridge University Press.
This book focuses on peace psychology research since the end of the Cold War. It covers 
interdisciplinary practice, primary psychological topics, core topics from peace studies, and 
terrorism.

Christie, D. J., Wagner, R. V., & Winter, D. D. (Eds.). (2001). Peace, conf lict, and violence: Peace 
psychology for the 21st century. Upper Saddle River, NJ: Prentice Hall.
This book is rooted in psychology, but includes a wide range of interpersonal, community, 
national, and international contexts, multiple levels of analysis from micro to macro, and 
multidisciplinary perspectives. It ref lects the breadth of the field and captures the main 
intellectual currents in peace psychology.

Cloke, K. (2001). Mediating dangerously: The frontiers of conflict resolution. San Francisco: Jossey-Bass.
This book illustrates how to reach beyond technical and traditional intervention and look 
beneath the surface by challenging comfortable assumptions and addressing issues such as 
dishonesty, denial, apathy, domestic violence, grief, war, and slavery in order to reach a 
deeper level of transformational change.

Cose, E. (2004). Bone to pick: Of forgiveness, reconciliation, reparation, and revenge. New York: Atria 
Books.
An analysis of the process of forgiveness and reconciliation that is central to the human 
experience. This book analyzes Jim Crow racism, apartheid, sexual abuse, the caste system, 
and genocide drawing conclusions about hurt, forgiveness, revenge, and reconciliation that 
are as relevant for individuals as for entire societies.

Deutsch, M., & Coleman, P. (2000). The handbook of conf lict resolution: Theory and practice. 
San Francisco: Jossey Bass.
This book offers an overview of the field of conf lict resolution. It places an emphasis on con-
structive management of conf licts and the search for win-win solutions. These approaches 
are useful for adapting to counseling strategies.

Iram, Y. (2003). Education of minorities and peace education in pluralistic societies. Santa Barbara, CA: 
Praeger Publishers.
This book provides an international viewpoint on minorities and peace and the relation-
ship between these major and interrelated issues and education. It also addresses prevalence 
of political groups that are driven by racial intolerance and the need for peace education to 
reduce some of these issues.

Lederach, J. P. (2003). The little book of conf lict transformation. Intercourse, PA: Good Books.
This book provides a new way to define conf lict transformation, addresses how we develop 
our capacities for implementing conf lict transformation, and also gives strategies for apply-
ing a conf lict transformation framework. These strategies are important in understanding 
multicultural counseling within the context of transforming conf lict.

Long, W., & Brecke, P (2003). War and reconciliation: Reason and emotion in conf lict resolution. 
Cambridge, MD: Cambridge MIT Press.
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Wynn, Wilburn, and West-Olatunji30
This book presents an explanation on social order and how social order is maintained even 
when conf lict and competition abound. From the perspective of social scientists, our capacity 
for conf lict resolution and its transformation is discussed. This type of information is impor-
tant for counselors since the origins of individual behaviors are intertwined with social order.

 McCarthy, C. (2008). I’d rather teach peace. Maryknoll, NY: Orbis Books.
This book is a description of its author’s experiences in teaching peace education in a num-
ber of institutions to a wide range of students. These students include college level to teenage 
offenders. McCarthy’s emphasis is on the strength of nonviolent force being more enduring 
than violent force. In the academic preparation of counselors this book offers encourage-
ment and methods for teaching about nonviolent peacemaking.
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C H A P T E R  2

Analytical Conflict Transformation and Teaching 
for Peace in Sociology

Casey Welch and Elisabeth Baker

Our interest in peace and social movements dates back years, but 
what brought about our work in conf lict transformation (CT) was a 
conference —A Symposium on Conf lict Transformation: Theory and 
Practice for Peace in Troubled Times—organized by Dr. Candice 
Carter and others. Many controversies were circulating on campus, in 
the community, and around the world: strife over religions and athe-
ism, discussions about genocide and war, arguments over environmen-
tal issues and global warming, debates over gun rights and gun control, 
protests and disputes over abortion. The conference afforded us the 
opportunity to develop analytical conf lict transformation (ACT), a 
new approach to CT that strengthens participants’ ability to discuss, 
analyze, and act on controversial topics (Welch & Welch 2007).

Analytical conf lict transformation formalizes the notion that before 
one rushes into a conf lict, he or she should take a step back and evaluate 
the many dimensions of the situation. In such cases, we are well advised 
to gather information, break down complex and emotional ideas into 
their smaller parts, honestly appraise the arguments of our opponents, 
and reevaluate our own position.

In this chapter, we explain the theoretical foundation of ACT, map 
out the formal ACT strategy, and describe how we have introduced 
ACT into the college classroom and how it impacts student outcomes. 
The theoretical foundation of ACT draws from the history of justice, 
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Casey Welch and Elisabeth Baker34

CT, and sociology. The principal idea is that conf lict can usually be 
traced back to the knowledge and interpretation of the parties involved. 
People often enter conf lict because of what they know about the situ-
ation and because they are part of collectively identifying something as 
harmful. After we lay out the foundation, we present an ACT matrix, 
or template, that encourages the systematic analysis of conf lict and 
social problems. In this matrix the parties involved in the situation, the 
knowledge each party espouses, their interpretation of the situation, 
and their actions are explicitly identified. Using inductive and deduc-
tive analysis, the knowledge and interpretations are deconstructed and 
alternative actions are identified. Given its careful and empathetic anal-
ysis of conf lict, ACT ultimately has the capacity to engender purposive 
and humane action. In the final sections, we describe a new course 
assignment, the panel project, that served as a medium to bring ACT 
into the classroom. Using four sources of data—exit surveys from the 
Experimental and Control classes, official student evaluations of the 
courses, a focus group and student papers—we explain student reac-
tions to ACT, the impact of ACT on some student outcomes, and ways 
to improve the use of ACT in peace education.

Devolution and Evolution of Justice-Seeking Rituals

Conf lict transformation is a recent movement that is best understood 
in the context of justice, negotiation, and social order, a history hav-
ing many variations that have emerged, metamorphosed, and waned 
in nonlinear paths. These shifts have sometimes been toward more 
humane systems and sometimes toward more brutal or dehumaniz-
ing systems. For the bulk of human history, social control has been 
an informal, community-based phenomenon. With the emergence of 
stationary societies and later empires, social control became more for-
malized and increasingly centralized, where aloof third parties would 
decide the fate of the often silent accused. The legal systems we have 
today in most countries are still within this stage: the creation of laws 
occurring among a specialized class; adversarial criminal, civil, and 
administrative courts controlled by the state; some operations of the 
justice system operating in secrecy; process and procedures often reign-
ing over ideals of fairness; and the right to punish monopolized by the 
state.1 Other systems of social control—school control over students, 
employer control over workers, religions’ control over adherents, and 
even corporations’ control over communities—ref lect this same trend.
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Analytical Conflict Transformation 35

This prevailing social and legal system of social order has in gen-
eral marginalized alternatives, in particular discourse as a path to peace. 
Examples of the status quo being maintained abound in Western his-
tory, from Roger Williams, the founder of the state of Rhode Island 
who was exiled from Massachusetts for communicating with Native 
Americans in their own language, to Sergio Vieira de Mello, a UN 
envoy who was assailed for negotiating with the Khmer Rouge leaders 
and Serbs,2 to Barack Obama, whom President Bush criticized for offer-
ing “the false comfort of appeasement” by suggesting that the United 
States of America negotiate with Iran and Syria (The Nation, 2008), 
to Phil Donahue, whose Microsoft/National Broadcasting Company 
show was cancelled because he questioned the rush to war in Iraq. In his 
book and documentary Faces of the Enemy (1987), Keen describes how 
not just propaganda but our very language creates hatred, domination, 
and violence. Opposition to discourse, negotiation, and understanding 
is actually embedded in our language coordinate system—words as well 
as the logic of communication in our culture that includes, for example, 
identifying a culpable individual when something negative happens.

Although alternative forms of dispute resolution and social con-
trol were never completely absent—as is apparent in such things as 
diplomacy, treaties, and the early probation systems—in the past sev-
enty years we have seen significant movements to bring elements of 
informal social control to balance formal social control. People and 
organizations have advanced philosophies that favor person-centered, 
collaborative, and community-based social control. Out of these efforts 
we have seen the emergence of new approaches to conf lict, such as 
mediation, peacemaking, restorative justice, community courts and 
community corrections, and conf lict resolution. We have also seen in 
this time the UN’s Universal Declaration of Human Rights and its 
efforts for dialogue as an essential component of multilateralism and 
humanitarianism, peace accords, the Velvet Revolution in Prague, tri-
bunals in South America, Cambodia, Guatemala, the Balkans, Uganda, 
and so on,3 and the Northern Ireland peace process in the early 1990s. 
We have the proliferation of centers, organizations, programs, and 
individuals dedicated to discourse and peace. The Carter Center, for 
instance, has as one of its efforts to establish transparent laws, which 
can be transformative tools in the society (The Associated Press, 2008). 
Doctors without Borders and Greenpeace are advancing discourse as a 
means of moving past disputes and stalemates. New York State repre-
sentative Eric Schneiderman (2008) is calling for a switch from transac-
tional politics, where people get the best possible deal “here and now,” to 
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Casey Welch and Elisabeth Baker36

transformational politics, which “challenge the way people think about 
issues . . . root out assumptions . . . make our lives better” (p. 13). Le Ly 
Hayslip’s memoir (1993) on surviving the brutalities of the Vietnam 
War and transforming the pain into a means of healing her family and 
community has served as an inspiration for many others.4

Many nongovernmental organizations now use purposive communi-
cation to resolve conf licts regarding the environment, legal rights and 
stratification, and so on. Grassroots ecosystem management (GREM), 
for instance, has emerged over recent decades as a means for diverse 
populations to work together to resolve policy problems affecting their 
environment, economy, and communities (E. Weber, 2003). Saleem 
Ali’s collection of articles (2007) examines how environmental conser-
vation can contribute to peace in war zones.5 Similar efforts are taking 
place in law, such as the comprehensive law movement, which seeks 
to train lawyers on how to transform law and the legal system into 
a healing process. Other peace activists are using art, literature, and 
religion to help people understand conf lict. Some groups give chil-
dren cameras so that they can take photos of their community and dis-
play them in public, often with an accompanying poem. Mennonites, 
Jews, and Muslims have started programs and organizations such as 
Eastern Mennonite University’s Justice, Peace and Conf lict Studies. 
Ken Sande, in his book The Peacemaker: A Biblical Guide to Resolving 
Personal Conflict (2004), describes how religion can be harnessed in the 
peace effort. Even employers understand the value of the peace effort 
and are starting to use workplace peer reviews of alleged wrongdoing 
and grievances (Payson & Piazza, 2007).

This is a short account of the profound changes we are seeing in our 
lifetime. Conf lict transformation is part of this larger movement to 
move formal social control away from being an exclusively state-run 
enterprise and to affording the communities and people involved in the 
disputes more agency in resolving issues that impact them.

Conf lict Transformation as a Foundation 
for Peace Education

Conf lict transformation, a philosophy and set of practices developed 
after World War II by Galtung, Lederach, and others, is a process of 
proactively engaging a dispute, social problem, or ideological clash with 
the goals of (1) recasting the conf lict or uncertainty into recognizable 
and realistic components, (2) tempering disputes, (3) guiding disputes 
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Analytical Conflict Transformation 37

through purposive communication, (4) engendering an atmosphere 
of peace not contention, and (5) laying the foundation for resolving 
conf lict. It is part of a “shift from theories of conf lict to theories of 
conf lict-in-context” in order to achieve long-term goals (Miall, 2004, 
pp. 2, 3, 7–8).

This approach to conf lict assumes that diverse needs of people can 
precipitate conf lict, that people can be changed and situations improved, 
and that with discourse, the diverse needs of the participants can be met 
through peaceful processes. It moves participants past the idea of fault 
and recompense and toward long-term solutions.

Johan Galtung’s peace and violence triangles (2004) posits that most 
conf licts have unsatisfactory outcomes, where one party wins and the 
other loses (an everything or nothing outcome and an assumption and 
approach that is embedded in our language, sports, legal system, etc.), 
where there is withdrawal and postponement, or where the parties have 
confused negotiation and compromises that satisfy none of the par-
ties. To transform or “transcend” (the name of his peace organization) 
a conf lict, Galtung encourages participants to begin by understand-
ing, or defining, the harm done by the conf lict. He maps out vio-
lence into a triangle, with the three intersections being direct violence 
(which is visible), structural violence, and cultural violence. With the 
current conditions—which are the opposite of peace, according to 
Galtung—mapped out, the parties can define peaceful outcomes that 
would satisfy their bodily, structural, and cultural needs. Dialogue is 
at the center of all stages of this process, a position emphasized by the 
Ikeda Peace Centre.

Among other efforts, practitioners of CT are advancing the prac-
tice of peace education. Marshall Rosenberg’s center for nonviolent 
communication (NVC) and his PuddleDancer Press publish books that 
instruct teachers on how to incorporate peace education.6 The Grace 
Contrino Abrams Peace Education Foundation (2009) works to “edu-
cate students, parents and teachers on creative and nonviolent methods 
of resolving conf lict [and] develops and disseminates grade-specific 
curricula on nonviolent conf lict resolution and mediation for pre-
school through high school students.” The Human Rights Education 
Associates (HREA) has a similar program. The American Sociological 
Association’s section on peace, war, and social conf lict offers grants 
and gathers and posts syllabi, research and student papers, assignments, 
and so on that are useful for peace education. This is by no means an 
exhaustive list, but merely a sampling of how CT is part of a significant 
shift in pedagogy.
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Casey Welch and Elisabeth Baker38

The Sociological Foundation of Analytical 
Conf lict Transformation

In the preceding sections, we situated ACT within the historical con-
text of justice and systems of social control, and established its peace-
oriented foundation provided by the larger field of CT. The third pillar 
on which ACT rests is sociology. Although many specializations within 
sociology are taught in academics and practiced in the field, there are 
basic sociological principles regarding human society, or the ontology 
of social existence: human behavior is patterned, knowledge is socially 
constructed, systemic agency perpetuates the status quo and inequality, 
and individual people, especially those working with a social move-
ment, can exert agency over social situations and social systems.

As its most fundamental endeavor, sociology maps out and explains 
the profound reach of patterned human behavior. What this means 
is that society is organized and patterned, not random, that such pat-
terns of behavior, attitudes, and beliefs can be objectively observed and 
that our own behaviors tend to conform to and perpetuate these pat-
terns. Early in the development of sociology, Durkheim introduced the 
ideas of the uncontracted contract and social fact to elucidate patterned 
behaviors. Humans, he observed, are born into a “social contract” that 
is “endowed with coercive power”; this means that humans have no 
volition in entering this social arrangement and little power to amend 
it (1984, p. 158; 1938, p. 1). Max Weber, another early sociologist, 
found that we can make sense of these patterns of behavior, even ones 
that appear nonsensical to an outside viewer, if we examine them in 
terms of the logic that is internal to the respective culture. This call for 
understanding, or what is often referred to as Verstehen (Weber, 1962), 
is central to the successful application of ACT.

The second sociological principle that informs ACT is twofold. 
Conf lict in the modern world is rarely pre-discursive or constitutive 
of itself, but emerges from social meaning, or understanding (Foucault, 
1977) and the knowledge that serves as the basis of this understanding 
develops within the social mix of communication, patterned behav-
iors, and interpretations.7 This interpretive nature of reality (Berger 
& Luckmann, 1966; see also Thomas & Thomas, 1929, p. 572, for an 
early formulation of what has become known as the definition of the 
situation) allowed labeling theorists to reconceptualize deviance as the 
process of defining a phenomenon as deviant rather than as a static cat-
egory of behavior (Becker, 1963; Lemert, 1951; Tannenbaum, 1938). 
Interpretations, however, are not just mental processes, but actually 
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Analytical Conflict Transformation 39

shape how we feel and behave. Craig Reinarman (2006), for instance, 
shows that fear of drug epidemics and drug policies are not correlated 
with f luctuations in drug use, scientific findings, or other material 
conditions, but emerge from media coverage and popular discourse.8 
Michael Schwartz’s concept of structured ignorance (1976) shows that 
one’s understanding and explanation of social conditions is based upon 
the available ideas within a limited social context.9 With racism against 
blacks, for instance, structured ignorance leads to blaming the racial 
group for myriad social ills (e.g., unemployment, depressed wages, and 
crime). In turn, people fail to see how the historical context (e.g., slav-
ery, the de jure discrimination of Jim Crow laws and internment, the 
de facto discrimination apparent in government contracts and educa-
tion) impacts black Americans’ life chances and success, and thus they 
support continued discriminatory policies. What may seem irratio-
nal to an outsider has logical order to the adherent. That logic may 
be detached from empirical research and accurate history, but if we 
employ Verstehen and travel from their premise to their conclusion, 
there is an internal logic. Moreover, as incomplete and f lawed as the 
available information may be, structured ignorance can be a tenacious 
mindset because cognitive frames exert inf luence on future think-
ing by categorizing, ordering, and prioritizing our knowledge and 
interpretations.

The third sociological principle we draw from is that social systems 
tend to perpetuate themselves and the inequality therein. The econ-
omy, political system, educational system, military system, religious 
system, and so on, each of these will put forth policies and knowledge 
that support its very existence. Entrenched social conf lict, therefore, 
has at least some of its roots in the information, ideology, and policy 
generated by social institutions.

Insofar as conf lict is inevitable, then too is social change inevitable, 
which brings us to the final sociological principle embodied by ACT, 
that social movements—collective citizen action—contribute to social 
change. Our behaviors may be patterned, our interpretations may con-
form to the social structure, and systems may operate to maintain the 
existing distribution of power, but humans are not powerless pawns 
of these social forces. As stressed by Giddens (1984) and the recently 
developed call for public sociology (Burawoy, 2004), we can change 
the social rules that envelop us. Analytical conf lict transformation sets 
out to make a direct contribution to these types of transitions. If we 
are to move toward the ideal of deliberative democracy—where delib-
eration and diversity of opinion are held to be the essence of healthy 

9780230620636_04_ch02.indd   399780230620636_04_ch02.indd   39 4/16/2010   7:20:20 PM4/16/2010   7:20:20 PM

10.1057/9780230107830 - Conflict Resolution and Peace Education, Edited by Candice C. Carter

C
o

p
yr

ig
h

t 
m

at
er

ia
l f

ro
m

 w
w

w
.p

al
g

ra
ve

co
n

n
ec

t.
co

m
 -

 li
ce

n
se

d
 t

o
 T

ai
w

an
 e

B
o

o
k 

C
o

n
so

rt
iu

m
 -

 P
al

g
ra

ve
C

o
n

n
ec

t 
- 

20
11

-0
3-

03



Casey Welch and Elisabeth Baker40

democracy (Shrader-Frechette, 2007)—then we must educate the pub-
lic on how to effect change, even in the presence of systemic agency 
that may at times operate to muff le critical analysis and hobble social 
change.

Doing Act

Theory and Strategy

Pulling together notions of social control, the basic precepts of CT, and 
sociological theory, ACT adds to the peace process a model that inte-
grates the major components of a conf lict—the conf lict itself, the par-
ties involved in the conf lict, their epistemology, their hermeneutics, an 
inductive and deductive evaluation of their understanding (knowledge 
and interpretation), and actions that each party has taken and can take 
after this formal analysis (see figure 2.1). This framework allows for a 
systematic analysis of conf lict.

Conf licts, as we can see in this model, arise when various parties hold 
competing positions and actions. These positions, though, are not inevi-
table or intractable. They are by-products of knowledge and interpreta-
tions. By approaching the conf lict as a holistic, or dialectic, situation, 
two things become apparent: that the many components of a conf lict are 
interdependent and that to change the conf lict one could intervene at 
any stage in a conf lict. For instance, one could focus on the competing 

Figure 2.1 Components of a conf lict.

Parties Epistemology Hermeneutics Action

Inductive/Deductive
Inquiry

Situation/Conflict
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Analytical Conflict Transformation 41

positions and actions—the ostensibly intractable dispute —and retaliate 
with counteraction (physical, legal, etc.) or seize, arrest, or eliminate the 
other party. Or one can look back to the root of problem —the knowl-
edge and interpretations that led to it—and work to change that, and 
thereby change the action without force.

Because our assumptions are that disputes have epistemological ori-
gins and that analysis of social problems is the bedrock of rational action, 
the core of ACT is the intellectual endeavor of critical thinking. It is a 
deliberative process that employs an explicit matrix (figure 2.2) for iden-
tifying and examining the constitutive nature of disputes. Participants 
in the conf lict can use inductive and deductive logic to develop a more 
complete knowledge of the controversy. In turn, moving from myth, 
emotion, and structured ignorance to knowledge and explicit ethics 
and ideology, they will be better positioned to take humane action. 
Systematic analysis also enables activists to more effectively explain the 
issue to other people and, ideally, motivate them to action. Howard 
Becker (1963) describes this as moral entrepreneurship, in which advo-
cates must “sell” their interpretation and solutions. Though this may 
appear a crass view of the communication of morality, intelligence and 
analysis will not automatically prevail over myth or power.

Because communication is the vehicle of meaning, doing ACT 
is a dialogic effort. Whether inward directed (personal) or outward 
directed (interpersonal, organizational, and systemic), ACT involves 
asking a series of inductive and deductive questions. When inward 
directed, we ask self-ref lexivity questions. “If my position is not uni-
versal—and obviously it is not because people disagree with me—how 
did I develop it?” and “Where did I get the information that led to my 

Figure 2.2 The ACT matrix.

Assertion 1

Imagery 2
Imagery 1
Assertion 2

Idea 2
Idea 1

Information 1
Information 2

Assertion 2

General
Principle/Ideology

Idea 2

In
fo

 2

Ass
er

tio
n 

1 

Id
ea

 1
 

Im
age 1

Info 1

Im
age 2
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Casey Welch and Elisabeth Baker42

embracing this position?” This will encourage us to see our values and 
self as a dependent variable. The independent variables may include 
the media, religion, political speeches, education, interpersonal com-
munication, and even assumptions derived from preexisting cognitive 
frames and prejudices. Doing ACT is principally, however, outward-
oriented discourse intended to investigate and redirect intersubjectiv-
ity. These questions can be presented in dialogue if multiple parties are 
in communication, used to guide research, and also employed in men-
tal experiments where one tries to logically deduce the epistemology, 
hermeneutics, and background of each.

The first step is to frame the conf lict, to thematically label it with a 
short nonpartisan statement, for example, “Whether to prohibit, con-
strain or permit mountain top mining.” This becomes the title of the 
matrix.

The next step is to identify the parties involved or affected. These 
are written in the top row of the matrix. (One may find it useful, 
though, to first brainstorm with a concept map.) Though straightfor-
ward, students are often surprised at how many parties are involved in 
a conf lict. For instance, when discussing pollution in a local river, the 
first two parties identified were “the corporation” and “the public.” As 
we continued discussing it, we found that both groups were diverse. 
The corporation included, as a partial list, multiple corporations (par-
ent companies, subsidiaries, suppliers, distributors, etc.), the boards and 
management, shareholders, and workers and the public included com-
mercial fishermen, recreational users, consumers of the products, local 
environmentalists, national environmentalists, tourist industry, other 
organizations dependent on the corporation, people who live on the 
river, other property owners and residents in the city, and parents. We 
also added “government,” which included regulatory agencies (local, 
state, and federal), mayor, council members, and so on. At this point it 
is apparent that figure 2.2 is a compressed version of the matrix. This 
could at first be expanded to a whole page, and as the information 
gathered on each party becomes more extensive, one may find it useful 
to start a separate page (or folder) for each party. (For our projects, we 
generally narrowed the list to two–four parties.)

We then start working down, and back up, each column. First, what 
information and ideas, whether accurate or false, whether based on 
research or conjecture, do members of each group embrace, endorse, 
and communicate? What knowledge do they exclude from their com-
munications? This is their epistemology, or their knowledge, and it 
can be provided directly by participants in the conf lict, extracted from 
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Analytical Conflict Transformation 43

their own texts (publications, rhetoric, advertisements, internal docu-
ments, etc.), or deduced through available texts and actions. We cannot 
capture all the shards of knowledge (inclusion and exclusion), but we 
can identify patterns.

Epistemology does not stand alone; it has a dialectic relationship with 
hermeneutics. We therefore also want to consider imagery, myths, and 
ideology that are conveyed in the narratives that are used to communi-
cate their information and ideas. For instance, when discussing a dispute 
over welfare, students observed that opponents of means-tested welfare 
did not simply emphasize particular statistics of intergenerational wel-
fare receipt, but conveyed those numbers in narratives that included 
“dependency,” “lazy,” “tax drain,” “coddle,” “abusing the system,” 
“fraud,” “many babies,” “drugs,” “single mothers,” “teen pregnancy,” 
and so on. These are all expressions of how a group explicitly or implic-
itly interprets the dispute over welfare. As we try to understand the 
information people readily access and their subjectivity regarding the 
issue, one thing will become evident quickly, that there is a multiplicity 
of knowledge sets and interpretations.

When we get to the fourth row, deductive and inductive inquiry, we 
start working our way back up to hermeneutics and epistemology. This 
is the crux of ACT, where we: (1) deductively question, evaluate, and 
research the preceding premises, propositions, assertions, suppositions, 
and so on into specific statements (increasing specificity), and (2) move 
inductively from a scattering of statements, images, and interpretations 
to general principles.

The inquiry recommended by ACT uses four sets of questions that 
guide critical analysis. These lines of inquiry—which involve long 
sequences of questions that we call avenues of modulation because they 
can temper conf licting positions—demonstrate the complex root sys-
tem that feeds conf licts and the care and energy that must be exerted 
to investigate and alter epistemology, hermeneutics, and action. Not all 
questions will be relevant to every conf lict and other questions may be 
added. These avenues of inquiry invoke many logical and investigative 
methods, but one that is prominent is critical media literacy (CML), 
which involves identifying agenda-based reporting, ideologically 
framed reporting or imagery, public relations press releases, propaganda 
and persuasion, myth, and so on.10 As Cortes (2000) argues, media is 
the textbook of democracy and therefore needs to be read critically.

The utility of inductive reasoning is visualized in figure 2.3, where 
by organizing disparate statements and images we can identify the gen-
eral principle or ideology that gives rise to these smaller propositions.
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Casey Welch and Elisabeth Baker44

The Inductive Avenue—Moving from Specific Statements to General Premises

 1. What information does each party espouse, cite, and emphasize?
 2. How are terms defined?
 3. What information is excluded or downplayed?
 4. What is the source of the information?
 5. Is the knowledge based on direct and personal experience in the 

conf lict?
 6. Is the knowledge mediated, such as knowledge that is vicarious 

(from conversations with friends and family), intuitive (i.e., cul-
tural), media-based (partisan outlets, news, dramas, reality 
shows, advertisements, etc.), internet-based (blogs, chat rooms, 
mainstream news outlets, etc.), transmitted through education, 
or some other form?

 7. Why was particular information included in these communica-
tion mediums?

 8. Why was particular information excluded?
 9. Who controls or inf luences those sources of information?
10. Why are some narratives (e.g., ones that identify individual “evil 

doers”) more common than others (e.g., policy analysis)? Could 
it be that we hear certain narratives because in our linguistic- 
coordinate systems they are simply easier to tell?

11. What symbolism, imagery, stereotypes, demagoguery, and so on 
frame the common narratives?

12. What do the parties think of the quality of the information they 
have?

13. What evidence backs the statements?
14. How is this body of knowledge interpreted?

Figure 2.3 Induction as a means of identifying general principles.

Parties A B C D

Epistemology

Hermeneutics

Action alternatives

Inductive and
deductive inquiry
(analysis)

The conflict or situation:
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Analytical Conflict Transformation 45

15. Do the current conclusions, positions, or general propositions 
follow from the evidence?

The deductive inquiry, on the other hand, is similar to positivism 
and will encourage us to break down categorical, or general, proposi-
tions (e.g. “Welfare is a waste of money,” “We are fighting a clash of 
civilizations,” or “Regulations destroy capitalism.”) into an array of 
smaller components that compose the larger propositions, are examples 
of it, or will result from it.

The Deductive Avenue—Moving from General Premises to Specific 
Statements

How did the various interpretations or propositions form? What 1. 
is the historical background?
What ethics, values, philosophies, and ideologies lead one to 2. 
emphasize particular facts over others and guide the various 
interpretations?
What imagery supports each position, knowledge set, and 3. 
interpretation?
What assumptions and suppositions does each position rely on 4. 
and invoke?
Do the sources that inform the parties use rhetorical or logical 5. 
sleight of hand, for example, red herrings (the use of immaterial 
information to distract from the central issue, e.g., in a debate 
over pollution to bring up a corporation’s charitable contribu-
tions), straw men (caricatures of an opponent’s position that are 
easy to tear down, e.g., using a false dichotomy of noble envi-
ronmentalists and evil corporations that make it easy to despise 
the corporation categorically), or any of the many propaganda 
techniques, to sway the audience?
What types of f lawed reasoning are evident, for example, false 6. 
dichotomies, ecological fallacies, and other jumping levels of 
analysis, use of the conclusion as a major premise (tautology), and 
conjectured fact (a phrase we use to describe confident statements 
that are ungrounded or in contradiction to other propositions or 
facts)?
When we break down general propositions into component parts, 7. 
how do those statements and facts stand against real world experi-
ences, trends, research, and facts? Do they explain or conform to 
larger trends?
What emotional stakes does each party have in the dispute?8. 
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Casey Welch and Elisabeth Baker46

 9. Do any of the sources that inf luenced the parties’ knowledge 
and interpretations have an agenda of their own?

10. What motivates each of the parties to take the respective 
position?

11. What are the ramifications of the ideology, core idea, or general 
proposition? For instance, what policies might be (or have been) 
justified or undermined by this ideology?

The third line of inquiry, drawing from the inductive and deductive 
efforts, prompts participants to consider the constellation of alternatives 
that will move them past structured ignorance.

Inquiry to Reveal Constellation of Alternatives

Is the information and imagery identified earlier accurate?1. 
What information would contribute to a more accurate or com-2. 
plete knowledge set?
How else can the facts be interpreted or the phenomenon 3. 
explained?
Does the epistemology or hermeneutics of the other parties 4. 
have merit?
Given the answers to all of these questions, what alternative 5. 
position(s) or general proposition(s) is warranted?
Does the best evidence support other positions?6. 

This careful, structured analysis is a great mechanism for inform-
ing and focusing action in peace efforts, civic activism, organizational 
disputes, and so on, which brings us to the final row, action. The par-
ties can now understand and move past previous actions and take intel-
ligent steps toward transforming the foundation and boundaries of the 
conf lict.11

Inquiry to Reorient Actions and Transform the Conflict

Who benefits from the current situation? How?1. 
What groups are disadvantaged or harmed by the current 2. 
situation?
Could the situation be different? What are alternative actions 3. 
or alternatives to the current situation? (How could things be 
different?)
Should the distribution of advantage and disadvantage be 4. 
changed?
How should change be implemented?5. 
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Analytical Conflict Transformation 47

 6. What entities have the capability of handling the proposals and 
can bring about change (Miall, 2004, p. 14)?

 7. How are similar situations handled in other settings? Do other 
organizations or countries deal with it differently (comparative 
analysis)?

 8. Does any party have a particular ethical responsibility, for exam-
ple, to solve problems from which they have benefited (Shrader-
Frechette, 2007)?

 9. What entities should be involved in solving problems for which 
no liability is affixable?

10. Who will definitely benefit from the new actions proposed by 
each party? Who may benefit?

11. Who will definitely be disadvantaged or suffer? Who may suffer?
12. What is the totality of effects?

If action is pursued, it can be contracts, statutes, policies (rules and reg-
ulations), mediation, punishment, tribunals, forgiveness, taxation, trea-
ties, appropriations, boycotts, endorsements, cessation of activity, change 
in operations, and so on. Each of these amounts to a constraint or induce-
ment of a behavior. Analytical conf lict transformation, then, is in part an 
avenue toward deliberative social control. It is, in other words, not neces-
sarily a value neutral or position neutral approach, nor is it essentially about 
being purely objective. One can be partisan—“I want to reduce pollution 
in our river”—while conceptually analyzing the conf lict. This follows 
in the tradition of Miall (2004), who argues that CT should encourage 
“political forms of confrontation [and] constructive conf lict that in turn 
promotes legitimate decision-making capacity” (p. 5).12

The deconstruction and ordering of the competing claims: (1) ren-
ders explicit each party’s knowledge, interpretations, assumptions, 
structured ignorance, fears, and so on; (2) enables the people involved 
to understand the context of various positions and the range of alterna-
tives; and (3) helps participants anticipate the effects of their respective 
position. In the best of cases, this iterative process affords the parties an 
opportunity to revise their own position and temper their actions.

Course Selection, Design, and the Panel Assignment: 
Theory and Practice

When we began to explore CT and how to integrate it into the col-
lege classroom, we had two principle goals: to design a course that 
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Casey Welch and Elisabeth Baker48

would benefit students and to introduce a peace process into the aca-
demic setting. In line with the goal of benefiting students, we drew 
on pedagogical research that shows the advantages of student-centered 
learning, collaborative work, and assignments that help them apply 
course material to the world around them and exposes them to civic 
activity. We also wanted a course design that would afford the profes-
sor formative assessment (Davies et al., 2008; Wiggins and McTighe, 
2000, p. 37).13

The lead author introduced ACT in several guest lecture appearances 
to see what resonated with and what confounded the students. These 
one-shot lectures involved presenting quotes culled from the news, for 
example, “Atheists are taking over America” and “Whites suffer as much 
racism as blacks do,” and completing earlier versions of the matrix. The 
students readily identified the parties, the epistemology and hermeneu-
tics, and the sources of information and logical f laws, for example, basing 
positions on anecdotes while ignoring larger statistical patterns. They 
even demonstrated a good sense of policy implications of the various 
positions. Therefore, with minor adjustments, we were able to redesign 
an entire course, Deviance and Social Control, around ACT.

The study of deviance focuses on explanations of human action, 
social processes that define behaviors as normative or deviant, and 
motivations and efforts to control behavior. Each of these is a central 
concern for CT. Professor Welch has taught deviance courses in the 
popular manner for fifteen years, where he covers the etiological theo-
ries, applies those to various categories and types of deviance, and then 
discusses social reactions and philosophies of punishment. The adop-
tion of CT, and the development of ACT, gave him the opportunity to 
redesign and refocus the entire course.

In the new design, we dedicate the first four weeks to covering the 
basic concepts in deviance studies, the history of social control from 
informal up to bureaucratic regulatory controls and the basics of ACT. 
We then use ACT to understand the class itself, which is a project that 
serves as a focus group. We identify the teacher, students, and admin-
istration as parties and go through the template. Though not a central 
part of the course, and initially used just as a way to practice ACT 
on a small scale and gather students’ reactions, the first time use of 
this drill proved one of the most significant pedagogical events in the 
professor’s career. For seventy-five minutes, the students and teacher 
discussed their respective knowledge and interpretation, we shared 
our intents and limitations, then discussed and implemented alterna-
tives to the course assignments. For the remainder of the semester, 
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Analytical Conflict Transformation 49

we apply ACT to a range of regulatory disputes that involve defining 
organizations as deviant and efforts to establish social control over the 
organizations.

The central assignment in this course redesign is an assessment 
paper and panel presentation that has several stages. At the beginning 
of the semester, each student selects from a list a regulatory dispute, 
such as pollution in the river, mountain top mining, Superfund Sites 
(areas designated by the federal Environmental Protection Agency 
as contaminated by hazardous waste and in need of cleanup because 
of risks to human health and the environment), racial conf lict, voter 
fraud, and a proposal to siphon water from large local river and pump 
it to other cities in the state. Each topic includes a set of questions that 
guides their research, but is designed to facilitate inquiry- and prob-
lem-based learning (Khan & O’Rourke, 2005). There is no single 
correct answer. Rather, the questions are designed to induce learn-
ing through discovery. A common theme in each set of questions 
is to encourage student-researchers to organize their analysis with 
ACT—who is involved and who is impacted, each party’s knowledge 
and interpretation and actions they endorse. At least one week prior 
to their panel presentation and after they have completed substantial 
research, the entire group meets with the professor in a “formal learn-
ing group” (Davis, 1993, p. 147) for a two-hour-long brainstorming 
session. During this session, the professor leans on Bloom’s critical 
thinking model, which is to intentionally assist students in synthesiz-
ing material (Bloom et al., 1956). At least thirty-six hours prior to the 
panel presentation, each student then posts her or his own paper to an 
online discussion board, which all other students are required to read. 
Working together as a collaborative panel (rather than each presenting 
discrete papers), the students give a panel presentation to the entire 
class and then lead a discussion on the subject. Throughout the entire 
process, the panelists collaborate on the brainstorming, research, and 
panel presentation (Kaufman, 2006). Some students even form intel-
lectual partnerships that span several assignments ( Jones, 2006).

The panelists who researched and discussed the siphoning of the 
river, for instance, gathered information from local newspapers, local 
environmental and recreational sports organizations, national envi-
ronmental groups, government agencies, blogs, and course material to 
develop an idea about the many parties and understandings. They found 
that the river has already been altered by technology, that development 
in the state requires water, that the siphoning of the river will possi-
bly harm the ecosystem, and so on. They also found that government 
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Casey Welch and Elisabeth Baker50

regulation is not the enemy of industry, as it is often characterized, but 
is in fact the only source for dealing with this dispute.

Assessment of Analytical Conf lict 
Transformation in the Classroom

Our redesign of the course included four sources of data for assessing 
the impact of the new course assignment and ACT per se. We will pres-
ent a full description of the research findings in a separate publication, 
but in this chapter we summarize the research design and findings. The 
four sources of data were: exit surveys administered to the two exper-
imental classes and the four control classes (Likert scale, open-ended 
questions, and demographic questions), official student evaluations of 
all of the courses (Likert scale and open-ended questions), content anal-
ysis of student papers, and a focus-group discussion on the course and 
ACT. This diversity of data allows us to measure the course’s effect on 
student’s attitudes towards peace, involvement in discourse and collab-
oration, intellectual confidence, and course satisfaction.

Though our research design had some limitations—such as diffi-
culty in separating the effects of the assignment from the effects of 
ACT and some dissimilarity between the Control and Experimental 
Groups—the statistical findings indicate that using panel presentations 
and ACT increase students’ tendency to collaborate with classmates. 
The qualitative data, on the other hand, reveal attitudes toward ACT 
per se, which was overwhelmingly positive. Introducing ACT into the 
college classroom appears to increase the students’ ability to understand 
and engage conf lict. Many described how it helped them in everyday 
thinking and conversation. During the focus group, a common sen-
timent was articulated by one student, who said that ACT provides a 
“safer way to approach a touchy subject.” Students were pleased with 
how ACT gave them a more dynamic understanding of conf lict. One 
student wrote in the official course evaluation, “ACT has helped me 
to see conf licts (of all sizes) from a more open perspective. Focusing 
on ACT is vital in making objective and truly constructive propos-
als.” In analyzing a specific conf lict, the Jena 6 Racism Case, another 
student wrote,

The main goal of the conf lict transformation is to aid in showing 
both sides their own position and the meaning and motives they 
have as well as the positions, meanings, and motives of the other’s. 
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Analytical Conflict Transformation 51

I see that the students may not themselves be racist, but because 
the historically dominant ideals dealing with racism are rewarded 
and not openly sanctioned, it is easy for the community to con-
form to the same ideologies. So if we can transform the dispute 
that on the surface seems highly irrational and without reason or 
focus into a meaningful dialogs with positive progress both sides 
will benefit greatly and so will society as a whole.

The qualitative data, however, also indicates limitations with this 
implementation of ACT. Most important, ACT does not necessarily 
(or at least not immediately) lead students to transcend their vested 
interests. In the panel presentations, for instance, students still tended 
toward partisan filtering of information. Most adopted one position 
and offered a persuasion-oriented presentation, only brief ly (and some-
times insincerely) addressing the hermeneutics of other parties. This 
indicates that when designing a course around ACT (or the pedagogy 
of peace in general), more time needs to be dedicated to explaining the 
principles and stages of ACT.

When bringing together the statistical and qualitative data, we find 
that the independent variable, the use of panel presentation as an assign-
ment and the introduction of ACT as a means to study and engage con-
f lict, has positive effects on students. Of particular importance, they 
identify its utility in understanding and reducing conf lict and they tend 
to participate more in discourse and collaboration.

Discussion

Benefits, Limits, and Applications of Analytical 
Conflict Transformation

Conf lict transformation is a body of philosophies and practices that 
equip people to better understand and resolve conf licts. Out of this 
rich tradition, we developed and implemented ACT in college class-
rooms. This new approach guides people to understand that conf lict 
involves multiple parties with particular knowledge sets and interpre-
tations, and it affords people—both people involved in the conf lict and 
those not—a program for evaluating the positions of the myriad parties. 
Ultimately, ACT’s framework assists in making actions more delibera-
tive, empathetic, and humane.
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Casey Welch and Elisabeth Baker52

To evaluate the strengths and weaknesses of ACT, we integrated 
it into a course that has as its central assignment a panel project in 
which students research current case studies of corporate and govern-
ment deviance and then present the conf licts to the class. We tested 
the impact of this course design on students’ assessment of their own 
learning and the course.

Although the statistical data was hampered by methodological prob-
lems, it did indicate that ACT and the panel assignment increase stu-
dents’ collaborative efforts and confidence in understanding conf licts. 
Because CT holds as central tenets that clear communication and 
understanding are necessary to transform conf lict, this finding indi-
cates a potential advantage of ACT.

The qualitative data, however, illuminates the benefits of ACT more 
clearly. Drawing from official student evaluations, exit surveys, stu-
dent papers, and focus group discussions, we found that students used 
ACT to better understand conf licts. Analytical conf lict transformation 
helped them to increase their factual knowledge of conf licts, and in 
turn they used ACT to understand the impact of information, ideol-
ogy, imagery, and history on social patterns, people involved in con-
f lict, and themselves.

Moving beyond understanding the situation as it is, ACT also served 
as a productive method for teaching students to investigate and chal-
lenge the knowledge, interpretations, and motivations that they and 
others advance and that move people into conf lict. Working in con-
junction with Shrader-Frechette’s Taking Action, Saving Lives, ACT 
appears to have strengthened the public ethics among students and 
moved some of them to work to bring about positive change, especially 
regarding environmental controversies.

The ACT template can be used in primary and secondary schools, 
universities, and other organizations working in diverse settings and 
dealing with diverse issues, ranging from interpersonal and intra-
 organizational discord to environmental racism to war crime tribunals.

Within the university setting, ACT can contribute readily to under-
graduate and graduate classes in sociology, criminology, psychology, 
political science, communications, philosophy, and media studies. 
Courses can be designed around CT, or ACT can be added in rather 
unobtrusive ways, such as using the template when debating political 
issues. On a larger scale, CT and ACT can have a role in academic 
programs, for example, conf lict resolution programs, labor and peace 
studies, as is already in place at schools such as Portland State University 
and the University of North Florida.
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Analytical Conflict Transformation 53

Analytical conf lict transformation is particularly well suited for 
sociology because the discipline has as its principal focus patterns of 
human behavior, which includes linguistics, epistemology, the inter-
pretive nature of social phenomenon, inequality, and social change. 
Subdisciplines of sociology focus on issues such as globalization, war, 
organizations, the criminal justice system, society-environment rela-
tionships, and so on, each of which lends well to the teaching of ACT. 
In sociology and criminology we already have the labeling perspective 
and nonintervention policies (Schur, 1973), peacemaking criminol-
ogy (Fuller, 1998; Pepinsky & Quinney, 1991), restorative justice (Van 
Ness & Strong, 1997), transformative justice based on Quinney’s work 
(Quinney, 1977; Wozniak, 2008), as well as war and genocide courses 
and peace education in sociology. The discipline’s national organiza-
tion, the American Sociological Association, has a section, Peace, War, 
and Social Conf lict, that promotes peace education.

Outside of academia, ACT can be used to train media practitioners 
to investigate the dynamics of unfolding controversies more systemati-
cally. It can be used within social movements in order to help partici-
pants better understand and articulate their position, and it can sustain 
their civic activism by making it more legible and less reliant on ill-
informed or hateful emotions. It can also be used by governments to 
temper conf licts. This is similar to restorative justice and to efforts in 
some cities such as Portland, Oregon, and Jacksonville, Florida, where 
the local government brings together people from various social class, 
racial, and occupational groups to discuss issues such as segregation, 
violence, and gentrification. Government officials and agencies can use 
the principles of ACT in their own activities, as well, such as during 
policy analysis or diplomacy. The principles and strategies of ACT are 
f lexible enough to be lifted from our Deviance classroom and applied 
to any setting where there is conf lict.

As we become increasingly globalized, as international politics 
become increasingly tense, as people in the United States of America 
become increasingly isolated from communities (Putnam, 2001) and 
fearful of conf lict (Glassner, 2000; Hoffman & Oliver-Smith, 2002), 
this program will help students and faculty, business people and work-
ers, politicians and activists, governments and victims to more delib-
eratively and humanely engage conf lict.

Notwithstanding the range of benefits, ACT is constrained by 
potential implications and limitations. It is designed to build a foun-
dation for peace and not to compel one party to prevail or lead one to 
acquiesce. Nonetheless, such negative scenarios need to be considered. 
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Casey Welch and Elisabeth Baker54

Working toward peace through understanding could actually secure 
more power for the parties already in power. This could be the result of 
gaining more information on the operations of other parties involved, 
using duplicity to garner agreements and so on. For instance, after the 
Guatemalan peace accords, the UN brokered an ambitious peace treaty 
between the government and rebels that created strong civil institu-
tions, for example, police and judiciary that were supposed to rebuild a 
democratic country. Yet the government was never purged of the secu-
rity forces, and because the rebels were weakened by agreeing to the 
treaty, the government has continued using torture and has established 
criminal cartels that operate without opposition, according to interna-
tional observers (Kriesberg & Dayton, 2009). Similar bait-and-switches 
have occurred in other conf licts, for example, labor disputes.

Several other conditions or actions can limit or hinder ACT and 
peace efforts. Some hindrances are intrinsic to ACT. It can be time con-
suming, which means it may not be appropriate for some settings, for 
example, a crisis response or a meeting with a set itinerary, and it may 
be difficult to gather information on epistemology and hermeneutics if 
members have changed, records are difficult to locate, and media cov-
erage is scant. Also, it rests on the assumption that the parties are willing 
and able to increase understanding through discourse and to acknowl-
edge their ideologies as relative truth. This assumption also reveals a 
difficult-to-overcome extrinsic barrier: some parties may oppose the 
ACT efforts. Private-interest science, public relations, collusion, media 
manipulation, think tanks, law suits (sometimes called strategic law-
suits against public participation or SLAPPS; Shrader-Frechette, 2007), 
and propaganda (Bennett, 2005; Chomsky & Herman, 2002; Parenti, 
1986 and 1993) can be employed to discredit and undermine efforts to 
gather accurate information and to generate change.

Though such hindrances and opposition can substantially debilitate 
peace efforts, we can see an increasing number of situations where 
people are working against isolation, where people are working toward 
peace and justice. This trend is illustrated in Jurgen Habermas’ vision 
of social democratic utopia, where through solidarity people work with 
fellow citizens to improve the societies in which they live. As men-
tioned earlier, peace efforts can be crafted by nongovernmental or gov-
ernmental organizations. Some organization and affinity groups, such 
as Peace and Justice Works (with coalitions in many states), address 
conf lict and peace directly, in areas such as tension between police 
departments and minority communities, the environmental justice 
movement, and war in Iraq. Other organizations, such as the Gandhi 
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Analytical Conflict Transformation 55

Memorial Society, celebrate the accomplishments of peace efforts. Still 
other groups, such as the Peace Alliance, which is pushing to establish a 
Department of Peace in the United States of America, try to move the 
government itself toward peace.

Governments are not passive in this shift to more peaceful forms of 
social control. Police departments draw on at least the basics of peace 
efforts when setting up community policing programs and training 
officers in de-escalation and negotiation techniques. Developing out 
of restorative justice, Real Justice conferences bring together offenders 
and victim, and their families, to not only work on resolving the prob-
lem of the harm done, but also address other social problems. The facil-
itator follows a script, much like ACT, that is designed to ask a series 
of small questions. Similar efforts can be seen in community courts, 
mediation, drug and youth courts, and reentry programs.

In each of these peace efforts, participants and organizations work 
to increase communication and understanding in response to conf lict. 
Analytical conf lict transformation can support these efforts. It helps 
structure dialogue in order to maximize understanding while mini-
mizing misunderstandings and tension as well as direct actions in more 
peaceful ways. Because most of these organizations and agencies have 
limited resources, the field of sociology is positioned to take a central 
role in peace education and peacebuilding. Eisler and Miller (2004) 
have edited a book of practical articles on teaching peace.14 This chap-
ter demonstrates another approach to teaching peace, one that may 
begin in the classroom but can be carried into conf licts in families, 
workplaces, communities, and nations.

Appendix

Terminology

Agency: The ability to act upon. The study of conf lict transformation 
supports agency.

Analytical conf lict transformation (ACT): A systematic analysis of 
conf lict that involves (1) breaking down a conf lict into its component 
parts—the conf lict itself, the parties involved in the conf lict, their 
epistemology, and their hermeneutics; (2) an inductive and deductive 
evaluation of their understanding (knowledge and interpretation); 
and (3) identifying actions that each party has taken and can take 
after this formal analysis.
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Casey Welch and Elisabeth Baker56

Definition of situation (a.k.a. Thomas theorem): A cornerstone 
principle in sociology that posits that our behaviors are framed by 
how we understand, or interpret, reality. “If people define situations 
as real, they are real in their consequences” (W.I. Thomas, 1929).

Epistemology: Study of knowledge; the bank of knowledge held by a 
person or group.

Hermeneutics: The interpretations embraced and expressed by a person 
or group.

Ontology: The study of being, or what is essential to human existence.
Social movement: Collective and deliberate action to bring about 

specified and enduring social change.
Status quo: The current distribution of power; “the existing state.”

Questions

In what ways is analytical conf lict transformation (ACT) able to 1. 
contribute to peace that traditional means of handling conf lict 
cannot? In what ways are the various approaches similar?
Why would some people refuse to participate in ACT? How can 2. 
these barriers be transcended? What are some ways to persuade 
leaders of parties that are in conf lict to participate?
What is the smallest conf lict that could benefit from ACT? 3. 
What is the largest? In what ways would ACT become a more 
difficult process as the size of the conf lict grows?
How can ACT benefit your own life? How could corporations 4. 
benefit from the use of ACT? How can community organiza-
tions? How can governments?
Do you think conf lict transformation has the potential to replace 5. 
justice-seeking establishments such as the U.S. court system? 

Notes

1. For a more detailed review of stages and changes in law, see chapter four in this book.
2. See, for instance, Power, 2008 and 2003.
3. See Russell and Ty’s ethnographic study of interpersonal, community, and national efforts at 

conf lict transformation in the Philippines (chapter six in this volume).
4. See chapter f ive in this book for an account of transcending and transforming the devastating 

effects of poverty in the Philippines.
5. Massachusetts Institute of Technology (MIT) has a great series on this subject; it includes 

Cohen et al., 2005; Durant et al., 2004; Roos-Collins, 2007; Sabatier et al., 2005.
6. See chapter seven in this book for a succinct and practical guide for moving toward peace 

education.
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Analytical Conflict Transformation 57
 7. For an analysis on the cultural frames of conf lict, see chapter one in this book.
 8. See also Troy Duster, 1970.
 9. See also McVeigh, 2004.
10. See Chomsky & Herman, 2002 and Chomsky, 1997, for a historical and political analysis of 

this, and Bourdieu, 1999, for a rich description of the economic and media imperatives that 
guide news reporting.

11. See chapter three in this book for a thoughtful examination of how activists can use com-
munity dialogue to transform political dialogue.

12. See also Kriesberg and Dayton, 2009, for examples of CT being part of humane social 
control.

13. See Golding, 2000, for a discussion on the importance of starting a course redesign with 
explicit goals.

14. See also Harris and Morrison, 2003.

Bibliography

Resources

The Alliance for Conf lict Transformation: http://www.conf licttransformation.org/.
This group works with organizations and members of communities to promote peace.

American Sociological Association, Peace, War, and Social Conf lict Section: http://www2.
asanet.org/sectionpwsc/.
This section of the national association of sociologists encourages the teaching of peace, lob-
bies to make the Association more responsive to issues of conf lict and peace, and provides 
many useful links to peace resources at http://www2.asanet.org/sectionpwsc/research.htm.

Association for Humanist Sociology: http://www.humanistsociology.org/site/humanist/.
An organization of educators, scholars, and activists that promotes peace, equality, social 
justice, and humanist sociology. Also, the website provides links to its annual meeting and 
journal, Humanity and Society.

Berghof Research Center for Constructive Conf lict Management: http://www.berghof-center.
org/std_page.php?LANG=e&id=13.
This site is very helpful with hundreds of papers, projects, and other resources maintained 
within this one URL.

Beyond Intractability: http://www.beyondintractability.org/index.jsp?nid=1.
Beyond Intractability has various resources on “constructive” instead of “destructive” con-
f licts. Among these sources is a conf lict-resolution network.

The Carter Center: http://www.cartercenter.org/homepage.html.
An international organization that works to bring about peace and health.

The Center for Nonviolent Communication: http://www.cnvc.org/.
The Center, founded by Dr. Marshall B. Rosenberg, is a worldwide effort to establish the 
use of nonviolent communication to understand and de-escalate conf lict.

Conf lict Transformation Program: http://www.unf.edu/~ccarter/ct/.
This program provides certif ication as well as a doctoral cognate in conf lict transformation. 
It is currently advancing an undergraduate minor degree in the subject.

Doctors without Borders/Médecins Sans Frontières: http://doctorswithoutborders.org/.
An international humanitarian organization that brings medical assistance to people suffer-
ing from conf lict or disaster.

The Florida Coalition for Peace and Justice: http://www.fcpj.org/history.htm.
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This group is a collaboration of groups and individuals of a single city promoting and par-
ticipating in local peace activism. Affiliate organizations exist in many cities and states.

Greenpeace: http://www.greenpeace.org/usa/.
An international environmentalist organization that typically uses debates, awareness cam-
paigns, and public confrontation to stop environmental harm.

Human Rights Education Associates (HREA): http://www.hrea.org/index.php.
This international nongovernmental educational and peace organization teaches how to 
secure human rights through education, activism, and online communities. HREA recently 
launched the Global Human Rights Education Network.

Peace Action (formerly SANE and the Freeze): http://www.peace-action.org/.
This is an American grassroots organization promoting peace education and activism. Their 
site is very technology friendly, hosting a blog and twitter.

The Peace Alliance: http://www.thepeacealliance.org/.
This group supports the establishment of a Department of Peace in the United States of 
America.

SIT Graduate Institute: http://www.sit.edu/graduate/7057.htm.
SIT offers a graduate degree as well as professional-developmental courses in conf lict trans-
formation and peacebuilding.

Sociologists without Borders: http://www.sociologistswithoutborders.org/.
Originally founded in Spain, this group commits to “human rights, participatory democ-
racy, equitable economies, peace, and sustainable ecosystems.”

TRANSCEND International: A Network for Peace and Development: http://transcend.org/.
This is a global network of peace-seeking organizations, founded by a prominent figure in 
conf lict transformation, Professor Johan Galtung.

United for Peace and Justice: http://www.unitedforpeace.org/.
This activist group advocates for national and global peace through diplomacy.

Suggested Reading

Barash, D. P. (2000). International law. In D. P. Barash (Ed.), Approaches to peace: A reader in peace 
studies (pp. 106–113). New York: Oxford University Press.

Barash’s contribution to this book examines previously used methods for settling conf lict in an 
international context. It is an interesting evaluation, as well as a great perspective for conf lict 
transformation’s place in the international setting.

Cortes, C. E. (2000). The children are watching: How the media teach about diversity. New York: 
Teachers College Press.

While this book does not address conf lict transformation, it presents a context for use of ACT 
and reveals how common conf licts result from inaccurate information.

Fisher, R., & Ury, W. (2000). Getting to yes. In Barash (Ed.), Approaches to peace (pp. 70–76).
The authors explain negotiation, its utility, and knowledge-based currency. “The method of 
principled negotiations is hard on the merits, soft on the people” (p. 71).

Galtung, J. (1996). Peace by peaceful means: Peace and conflict, development and civilization. Oslo: Sage.
This book looks at peace studies as well as conf lict, development, and civilization theories. 
Galtung’s exploration of the many sides of conf lict and peace is a well-rounded and thought-
ful examination of the context of peace.

Knox, C., & Quirk, P. (2000). Peace building in Northern Ireland, Israel and South Africa: Transition, 
transformation and reconciliation. New York: Macmillan.

Knox and Quirk use Lederach’s model for peace to examine the possibility of conf lict transfor-
mation in these areas.
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Lederach, J. P. (1995). Preparing for peace: Conf lict transformation across cultures. Syracuse, NY: 

Syracuse University Press.
John Paul Lederach is a leading figure in the study and application of conf lict transforma-
tion. In this book, he addresses conf lict transformation training and employment in cultures 
outside of North America.

———. (2003). The little book of conf lict transformation. Intercourse, PA: Good Books.
This book serves as a mini-manual for conf lict transformation. At less than seventy pages 
of text, it is a great source for someone just wanting to get their feet wet, or share conf lict 
transformation with someone with no previous interest in or knowledge of the practice.

Rosenberg, M. B. (2003). Nonviolent communication: A language of life (2nd ed.). CA: Puddle 
Dancer Press.
Focusing on the importance of open-minded communication, this book is an important 
look at a building block in the foundation of successful prevention and diffusing of conf lict. 
Rosenberg’s practices are important in the framework for conf lict transformation.

Zandvliet, L. (2005). Opportunities for synergy: Conf lict transformation and the corporate agenda. 
Retrieved January 29, 2009, at http://www.berghof-handbook.net/uploads/download/
zandvliet_handbook.pdf.

———. (2005). Opportunities for synergy: Conf lict transformation and the corporate agenda. Retrieved 
July 2, 2009, at http://www.berghof-handbook.net/uploads/download/zandvliet_hand-
book.pdf.
This article is a look at conf lict transformation practices in the corporate world. According 
to Zandvliet, conf lict transformation occurs in the business setting quite frequently, but it 
is just regarded as doing “good business.” The article describes conf lict transformation by 
professionals who do not identify its use in their practice.
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C H A P T E R  3

Nonprofits Advancing Public Dialogue about 
a “Culture of Peace”

John W. Frank

This chapter frames peace education within the disciplines of com-
munication, adult education, and the broader discipline of political sci-
ence. It addresses how adult peace education occurs informally in the 
context of nongovernmental institutions, and specifically the role of 
nonprofit organizations that comprise civil society and the third sector 
of the economy.

In particular, the context for this discussion revolves around the 
dynamics of public dialogue (civic talk) and the integral role of that 
discourse in the development of public policy that has the capacity 
to advance peace. At the same time, public civic talk can stimulate 
increased awareness, vibrant democracy, and equality, all of which are 
prerequisites for peaceful transformation of systemic social and political 
conf lict. More specifically, this chapter addresses the responsibility of 
nonprofits for promoting such talk in public space, and how that stimu-
lates informal peace education.

There are four strands of the chapter. First, the discussion begins by 
considering the notion of political talk about peace and why such con-
versation constitutes a legitimate form of political action. Second, the 
chapter considers how public political talk can be a means to advance 
adult civic education. That discussion draws from literature in areas of 
communitarian political theory, adult transformational learning, and 
dialogue practice. In addition, the author draws from his prior research 
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John W. Frank64

on transformational leadership practice vis-à-vis moral talk and applies 
those findings to the emerging role that nonprofits have as conveners 
of public moral conversation (values talk). Third, the chapter includes 
an illustration of a case in the author’s practice, demonstrating how 
a nonprofit organization successfully engaged citizens in collabora-
tive efforts to interpret an emerging agenda for the advancement of a 
“culture of peace.” Finally, the chapter concludes with insights drawn 
from classroom applications and provides recommendations for higher 
education.

Political Talk as Political Action

Nonprofits generally engage the state in two ways. In the first case, 
they may contract with the state for delivery of services or products 
that generally serve social ends. Typically, such work is either educa-
tion or charitable in nature. Though this activity can often improve the 
well being of individuals, it often does not constitute work that pro-
motes conf lict resolution through the systemic transformation needed 
for social, economic, and political peace because it fails to address the 
causes of conf lict. For instance, the education outreaches of most non-
profits typically focus on the development of the individual and equip-
ping the person with skills to succeed in life, without particular regard 
to the dynamics of structural conf licts such as racism encountered in 
a job search. As for the charitable work often undertaken by nonprof-
its, there is a great difference between charity and justice, as the latter 
calls for transformation of structural conf licts that economic prob-
lems evidence. The charitable response is to an immediate need and a 
request for help, typically driven by the benevolent action (power) of 
the donor who acts in response to that need. However, peace education 
calls attention to the need for peacemaking and peacebuilding, through 
systemic change that addresses inequality and other forms of injustice, 
which are antecedents of violence (Galtung, 1985).

Another manner in which nonprofits interface with the state in 
response to conf lict and violence is through forms of advocacy. In that 
work, nonprofits seek to inf luence the development of public policy 
that is fair and equitable, policy that is just and builds peace. Nonprofits 
do more than compensate for market failure, government incapacity, or 
systemic inequity. They have a legitimate role in every aspect of public 
policy (Berry & Arons, 2003; Bryce 2006). A research project by the 
Aspen Institute underscores a critical need for nonprofits to engage that 
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Public Dialogue on a “Culture of Peace” 65

process more actively, suggesting that lobbying by nonprofits needs 
to reclaim a legitimate and ordinary function that gives voice to the 
voiceless (Bass et al., 2007).

When nonprofits do advocate for peace and social justice, they usu-
ally act as advocates for particular public policy positions. If they are 
not involved in the direct inf luence of legislation, they are involved in 
programs of political education that serve their own policy objectives 
to advance peace as they construe it. That is to say, they almost always 
engage their members and the public in forms of political engagement 
that focus on special interests aligned with their organizational mission 
and ideological position. Accordingly, their pedagogical approach to 
political education is commonly purposeful and didactic in that it aims 
to sway policymakers, their organizational constituents, and the public 
to agree with predefined public policy positions that follow from a 
set of “facts” (talking points) about particular issues that are consistent 
with the organization’s strategic (political) objectives. This approach 
to advocacy postures conclusions and policy proposals in efforts to 
promote particular legislation motivated to protect rights and interests 
consistent with the organization’s mission.

Nonprofits can explore another way of engaging citizens in pub-
lic policy issues. Needed are venues for public political talk as advo-
cacy engagement at a more foundational level that has the capacity to 
transform social and economic patterns capable of mitigating conf lict. 
Often missing in typical advocacy approaches is the creation of space 
for the conversation to unfold, where citizens can develop the prac-
tice and discipline of values-based (moral) conversation that not only 
prompts adult learning, but also shapes a more informed and empow-
ered populace. Accordingly, this chapter presents an expanded notion of 
nonprofits’ approaches to advocacy in that it seeks to legitimate politi-
cal talk as a form of political action in itself, thereby demonstrating 
nonprofits’ important contribution to facilitating public participation 
for the advancement of democratic civil societies (Boris & Mosher-
Williams, 1998). By doing so, nonprofits help participants in political 
talk become more conscientized (Freire, 1973), a necessary prerequisite 
for responsible civic action. Without regard to promoting a specific 
policy initiative, nonprofits can nonetheless build social capital, facili-
tate civic participation, and add greater diversity to political discourse 
that informs and eventually shapes public policy. Establishing civic dis-
course as a form of political action is a means toward peacebuilding 
that can not only impact development of public policy for peace, but 
also work toward transformation and eventual resolution of conf lict. 
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John W. Frank66

Accordingly, responsible citizenship is more than participation in elec-
toral politics or direct advocacy. It is far more “f luid and multimodal” 
as it functions in multiple public spheres of discourse (Asen, 2004). 
Political talk is integral to that experience and central to the dynamics 
of democracy itself (Dewey, 1984; Gamson, 1992).

An increasing number of thinkers and practitioners have researched 
the theory and practice of dialogue in organizational, educational, 
and political contexts (Bohm, 1996; Gunnlaugson, 2006; Habermas, 
1984; Isaacs, 1999; Scharmer, 2001; Yankelovich, 1999). Dialogue has 
increased legitimacy as evidenced by the expanding number of profes-
sional and academic organizations that promote education, research, 
and support to practitioners of civic dialogue and deliberation as means 
toward social change (Dessel et al., 2006) Yet, most of the approaches 
taken by these practitioners generally view it as an intervention to 
resolve conf lict between groups holding opposing points of view or as a 
means for the group to adopt some form of a deliberate action. Such an 
approach to political talk is clearly outcome-driven as it seeks to solve 
a problem or put forth a policy initiative. However, what can we say of 
such talk for the sake of dialogue itself? Does it have legitimacy as an 
end in itself, still warranting its classification as political talk? Beyond 
that, can political talk that is neither deliberative nor oriented toward 
problem solving be a legitimate form of political action?

This author contends that the answer to both propositions is a 
resounding “yes.” Non-deliberative public political talk is needed in the 
body politic as an essential precursor to the general political discourse 
that shapes public policy. Yet, there is insufficient evidence about non-
profits engaging advocacy that emphasizes that kind of civic dialogue 
as an end in itself. This may be due to funding protocols that place 
increased demands for measurable (quantifiable) outcomes. Perhaps 
with the exception of a few programs such as Study Circles that bring 
citizens together to dialogue about race relations, nonprofits rarely pro-
mote civic dialogue around themes of social and economic relation-
ships unless they are addressing a particular public policy objective. 
Their educational efforts are more likely to be didactic and take the 
form of lectures and public forums prompted by a panel of experts. 
And even then, such programs are vulnerable to the activist’s charge 
that they fall short of “walking the talk.” What if the conversationalists 
are engaged citizens who are already walking the talk through various 
forms of social/political activism? Is there not a need to come back to 
the table of conversation and “talk the walk” in continued efforts to 
make meaning, build solidarity, and generate ever-expanding visions 
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Public Dialogue on a “Culture of Peace” 67

of action possibility? Though the literature makes passing reference to 
this need for nonprofits to engage the public in forms of civic dialogue 
(rather than seeing political action only as direct lobbying or political 
education), it demonstrates few models for doing it (Bass et al., 2007).

Political talk for the sake of dialogue has merit, regardless of any 
conf lict-resolution or public-policy initiative that may be forthcom-
ing. Political talk is inherently value laden (moral) and it creates a fer-
tile context for the cultivation of shared meaning around politically 
charged concepts that inform the political culture vis-à-vis its response 
to structural conf licts. It also informs our social identity as we come to 
understand the world around us through ideas of how we place our-
selves in relationship to others (Walsh, 2004). Such talk contributes to 
building shared identity and solidarity for an emerging political consen-
sus in an increasingly multicultural society. It has capacity to advance 
social awareness and nurture community through adult education that 
impacts future civic participation. When done constructively, it is a 
hallmark of participatory politics that builds social capital while gen-
erating goodwill, affiliation, and commitment to the common good 
(Barber, 1984). If declining membership in voluntary associations is 
cause to bemoan a loss of social capital (Putnam, 2000), the promotion 
of venues for political talk serves as a much-needed antidote. The out-
comes can significantly inf luence the emergence of new public-policy 
initiatives.

Dialogue as political talk can create openings to new opportunities 
as it spawns creativity, innovation, and empowerment. In dialogue, 
we articulate difference, posture distinctions, and imagine alternatives 
that call forth active response. Our language is not simply a means to 
describe the world, but a means to create it ( Jaworski, 1996). In the 
context of its application to politics that seeks to promote peace, Lakoff 
(2004) challenges us to inject value talk into our political discourse, 
in order to charge our advocacy with moral meaning. The dialogue 
of public moral talk is where that can happen. Public moral discourse 
(political talk) also provides a context to rediscover the language of 
meaning that can engage diverse participants in the public square. The 
viability of democratic society is directly linked to the health of its 
public sphere (Barber, 1984). In the absence of meaningful public moral 
conversation, there is little rationale for the community to determine 
what is in the interest of the public (common) good. The good devolves 
to simply a matter of personal choice, trumped by claims to individual 
rights (Glendon, 1991). Appeals to peace development are hard pressed 
to establish legitimacy in such a vacuum of meaning.

9780230620636_05_ch03.indd   679780230620636_05_ch03.indd   67 4/16/2010   7:21:06 PM4/16/2010   7:21:06 PM

10.1057/9780230107830 - Conflict Resolution and Peace Education, Edited by Candice C. Carter

C
o

p
yr

ig
h

t 
m

at
er

ia
l f

ro
m

 w
w

w
.p

al
g

ra
ve

co
n

n
ec

t.
co

m
 -

 li
ce

n
se

d
 t

o
 T

ai
w

an
 e

B
o

o
k 

C
o

n
so

rt
iu

m
 -

 P
al

g
ra

ve
C

o
n

n
ec

t 
- 

20
11

-0
3-

03



John W. Frank68

Political Dialogue as Transformative Adult Education

As discussed thus far, nonprofits generally approach political educa-
tion in classic forms of pedagogy. Their approach often ref lects the 
traditional methods used to teach children, employing means that are 
didactic and teacher-driven. This approach assumes there is a body 
of information that needs to be cognitively “learned” and passed 
from teacher to student. Such approaches, however, do not ref lect 
how adults learn (andragogy). Adults are self-directed in their learn-
ing, and they assimilate content in a meaningful way by interpret-
ing it within the context of life experience (Hiemstra & Sisco, 1990; 
Knowles, 1984).

Historically, the foundations of adult education were very much 
aligned with the aims of civic education (Lindeman, 1926). David 
Boggs (1991) asserts that the primary purpose of adult civic education 
equips adults with skills and dispositions needed to function as citizens 
in the community and world around them. The formation of civic val-
ues is the central problem for adult civic education. Civic values inform 
moral reasoning and are a means for citizens to examine issues impact-
ing the development of peace.

The problem is that modern practice has largely forsaken the origi-
nal mission of adult education to prepare people for active participation 
in democracy. Today’s emphasis on adult education serves other ends 
when it emphasizes individuality, independence, entrepreneurship, 
personal growth, and development. By default, the political reality of 
adult education represents a status quo approach to politics. The conse-
quence is tragic when adult education fails in its primary responsibility 
to prepare citizens to function in a democracy that serves the com-
mon good. In the context of this chapter, the paramount need is for 
nonprofits to challenge participant-learners to become responsible for 
the whole community, beyond their personal and professional interests. 
Public venues for political talk around themes of peace can accomplish 
that when they are carefully facilitated.

An andragogical approach to public political talk and the critical 
thinking that goes with it has the capacity to be a transformative edu-
cational experience (Freire, 1973; Mezirow, 2003). Education is never 
neutral; it either domesticates by affirming values that sustain the status 
quo and the dominant group, or it liberates through a praxis involving 
the dialectic between action and ref lection, leading to conscientization 
and social change. In effect, “talking the walk” is an essential comple-
ment to “walking the talk.” 
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Public Dialogue on a “Culture of Peace” 69

Transformative learning is inherently adult-oriented as it is con-
cerned with how individuals interpret their deepest values in the con-
text of what they have come to know and understand and how they 
come to use that new knowledge to change themselves and the world 
around them. Jack Mezirow (1991) would describe it as a shift in think-
ing that begins by bringing forth our tacit assumptions and values into 
greater clarity and then critically assessing them, to the point that we 
gain new insight that compels us to act for change.

Transformational learning employs “perspective change” (value 
change) as we become critically aware of how and why our presup-
positions and dispositions frame how we perceive and interpret the 
world. What we know is framed by what we believe and value, such 
that facts and values coalesce into a holistic epistemology grounded in 
the dialectic between “cognitive” and “moral/evaluative” dimensions 
of knowledge (Bellah et al., 1991). In transformational learning, our 
assumptions are suspended and then reformulated in a way that opens 
adults to a more inclusive and integrative perspective that makes sense 
out of disorienting and incongruent dilemmas or experiences that can-
not otherwise be resolved using old frames of thinking.

Curiously, the same dynamics undergird more recent theory regard-
ing the essence of generative dialogue and its application to adult learn-
ing (Gunnlaugson, 2006). Hence, there appears to be a clear connection 
between transformational learning and dialogue. In fact Mezirow (2003) 
claims dialogue in small groups can be a particularly effective means for 
transformative learning by adults. Accordingly, transformational learn-
ing is fundamentally communicative, interactive, and dialogical. It is 
negotiated in the critical discourse where perspectives are contested, 
confirmed, and reconstructed in continued cycles of meaning-making.

Dynamics of the Conversation

Moral discourse is a complex human phenomenon. It is further compli-
cated when applied to the dynamics of political talk. Moral discourse is 
fundamentally dialogic and deals with problems of justice (a necessary 
antecedent of peacebuilding), and occurs in the context of moral edu-
cational situations (Oser, 1986) while attempting to stimulate higher 
stages of moral development (Kohlberg, 1981). We practice moral dis-
course when we express moral concerns in ways that attempt to inf lu-
ence others by posturing reasons that are open to discussion with others 
(Bird, 1996).
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John W. Frank70

Though an adequate discussion is beyond the scope of this chapter, a 
working definition of public moral talk might be postured as follows:

Moral talk (discourse) is a socially interactive process engaging 
participants in conversation that evokes and legitimates values 
talk. Accordingly, it engages not only factual cognitive content, 
but also involves the exchange of participants’ values, beliefs, dis-
positions and intuitions. The purposes of the conversation may 
or may not intend real change. Nonetheless, the character of the 
conversation informs the potential for future deliberative actions, 
whether carried out individually or by the collective. Moral talk 
is inherently political if it is public and engages issues that have 
public policy import. (Frank, 2002)

Scholars of communitarian political philosophy have addressed the 
notion of public moral talk. Among them, Etzioni (1996) argues that if 
civil society is to exercise its function to safeguard the common good 
in democracy, civic discourse must advance to a deeper level of moral 
discourse, to what he calls a “dialogue of conviction.” This requires 
more than a liberal utilitarian capacity to choose one’s own ends while 
respecting others’ rights. Instead, it requires social processes that go 
beyond self-interest and align adult moral commitment with commu-
nity values. Public settings for moral conversation are where that can 
happen, as citizens have the opportunity to ref lect upon their shared 
values.

The roots of postmodern approaches to moral discourse in democ-
racy are grounded in Dewey’s (1916) method of social intelligence 
where moral talk presumes moral pluralism and the context of chang-
ing historical circumstances. The process is fundamentally communi-
cative and experiential. It does not f low from a priori moral theories, 
but rather from the practical urgency posed by the context of real life 
problems, conf licts, circumstances, and events as they unfold in the 
political milieu. Accordingly, public dialogue on themes of peacebuild-
ing should be less grounded in utopian ideals and ideological positions 
and should be framed around real issues, problems, and social phenom-
ena. In other words, the vibrant dialogue is prompted by real events 
and social problems.

The temptation is to attempt to solve problems prematurely, with 
a singular focus on fixing the problem of immediate concern, with-
out dealing with underlying patterns that create the problem in the 
first place. This evokes the important distinction between conf lict 
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resolution (fixing the problem) and the challenge of conf lict trans-
formation that leads toward systemic change (Lederach, 2003). The 
“problem” surfaces a fertile context for unpacking meaning and under-
standing concepts that can frame alternative futures, which can inform 
public policy choice. Accordingly, there is a need to get below the 
surface of the problem in order to get to the level where the conversa-
tion can evoke values, sentiments, beliefs, and dispositions in hopes 
of reframing the problem. Not to be forgotten in the communication 
process is the critical importance of naming the needs of the diverse 
parties in the discourse (Rosenberg, 2003).

In attempting to do this, there is a challenge to create transparent 
conversational venues that are sufficiently heterogeneous. At the same 
time, there is a need to nurture the emergence of a common thread of 
meaning that involves the diversity of conversationalists each of whom 
are in some way impacted by the problem or phenomenon that is the 
focus of their dialogue. All the while, there must be assurance that the 
dialogue is carried out in a way that is honest, caring, and empathic. 
Communicative ethics come into play (Habermas, 1984). Everyone 
who might be impacted by the potential forthcoming deliberations 
need to have access to the table of conversation. The process is fully 
participatory, giving an impartial hearing to all citizens. Reservations 
and criticisms are not only exchanged, but suspended as well, paving 
the way for the emergence of alternative futures that can break through 
the dynamics of synergistic thinking and presencing.

The author’s prior research (Frank, 2002) on leaders’ practice of 
moral discourse evidenced an emerging typology of moral conversa-
tion, much of which informs this discussion of how nonprofits can 
promote public moral talk in civil society. Moral discourse presumes 
the context of a venue that frames the particularity of the conversation, 
giving it place and context. That venue is determined by the conver-
gence of several factors, including the “arena” and “temporal event.” 
The arena is the social setting where the conversation takes places. Data 
from the United States of America and Great Britain show that when 
citizens talk politics, they almost always do it in the social setting of 
family and friends, and to a lesser extent, among coworkers. The prob-
lem, of course, is that such dialogue is not public. It takes place in 
the relative security of private lives. These conversations overwhelm-
ingly take place among like-minded persons in homogeneous settings 
(Bennett et al., 2000). The fact is, then, that public value-laden con-
versation (moral discourse) is a relatively rare experience. That kind of 
discourse requires appropriate public space for the dialogue to unfold; 
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John W. Frank72

yet research indicates that such space is not readily accessible to most 
citizens (Kettering Foundation, 1998).

Some nonprofits do facilitate forms of public political talk (Dessel 
et al., 2006), but their efforts are qualified by a number of limitations. 
Most of these approaches focus on problem-solving with the goal of 
producing a problem-solving action plan. The dialogue is delibera-
tive and seen as a means to such ends. Further, once the action plan is 
adopted, the dialogue process typically ceases and there is subsequent 
shift toward walking the talk via implementation strategies, while 
forsaking the ongoing evaluative dialogue need for talking the walk. 
Though such action plans may be worthy, they tend to undervalue the 
inherent value of political talk as an action and end in itself. With a 
product-focused aim, they tend to shortchange the “process” dimen-
sion of the conversation or see the dialogue as a utilitarian means to 
another end, for instance, the generation of a report with recommenda-
tions for implementation. The conversation may not practice dialogue 
in ways that generate shared meaning below the surface, thereby limit-
ing capacity for creativity. Nor may the dialogue place an overt empha-
sis and value on the more caring and emotive dimensions of the process 
that builds community and social capital (McGregor, 2004).

Concern for process over product will require consideration of vari-
ables impacting the quality of the conversation, including capacity for 
sustained cognitive attention by participants, gender styles, discursive 
competency, power equilibrium, and other factors (Grayson, 2004; 
Kwak et al., 2005; Wilhelmson, 2006). Often lacking in product-
 oriented approaches is the critical step of suspending judgment, which 
can set the stage for generative dialogue. More problematic is the temp-
tation to resort to compromise in a premature attempt to move toward 
action under time constraints. At best, these approaches can lead to 
better understanding of each participant’s perspective or a sense that we 
can agree to disagree. However, the process ends prematurely, miss-
ing the substantive opportunities for genuine valuing, exploration, and 
appreciation of difference. Conversation goes only so far in its preoc-
cupation to come to an expedient solution to fix the problem, as the 
dialogue fails to bring participants to the point where they can begin to 
“walk through” the talk to a point where they can synergistically think 
together (Bohm, 1996; Isaacs, 1999).

Beyond the social setting where the conversation takes place (arena), 
there is the matter of the “temporal event” that precipitates the conver-
sation and frames the circumstance which prompts the conversation in 
the first place. As noted previously, one of the shortcomings of existing 
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Public Dialogue on a “Culture of Peace” 73

practice regarding most public political talk is the fact that it is driven 
by the urgency to act in response to a particular conf lict that needs 
resolution. Such context presents what might be called a “situational” 
temporal event, where the purpose of the conversation addresses a spe-
cific problem, and in a way that is task driven, with an overt need to 
solve the problem and come out of the conversation with an action plan 
of some sort. An alternative approach is to see the venue’s temporal 
context as an “intentional event” where participants voluntarily agree 
to engage in purposeful values talk as a means to gain greater clarity 
about an issue and to identify alternative possibilities, but free from an 
immediacy to act.

Other elements of a typology of moral discourse engage dynamics 
that can inf luence the quality of the conversation both negatively and 
positively. Political talk can be subject to a host of individual, social, 
cultural, and communication dynamics that can impede or stimu-
late conversation. Individual impediments include a concern for effi-
cacy, false assumptions, fears, moral absolutism, and self-doubt. Other 
impediments are more social or cultural. They can be the hegemonous 
nature of the dominant cultural discourse, insufficient social capital or 
the lack of natural communities to sustain commitment to the dialogue 
process, as well as the problem of cultural pluralism if it cannot tran-
scend the confines of polite tolerance of diverse viewpoints. Another 
impediment may be the dualism often encountered between facts and 
values, where there is a predisposition that legitimates the former but 
discounts the relevancy of the latter as an inappropriate display of emo-
tion within the public discourse.

Nonetheless, positive individual dynamics can stimulate the quality 
of the discourse. They include one’s passion and sense of self-mastery, 
risk capacity, and past formative experience. Other stimulants center 
the communication process itself. The conversation advances when it 
happens in safe places that evoke openness and promote shared mean-
ing, empathic listening, and trusting relationships.

Within the context of civil society and participatory democracy, 
other factors can subvert the quality of the conversation. They include 
individualism, an impoverished sense of the common good, failing to 
engage difference out of a “false tolerance” under the guise of honor-
ing diversity, the privatization of the political process, and a misguided 
view that sees politics as messy, distasteful, or inherently corrupt.

A further challenge is the need for venues that are not only public, 
but that also bring together participants with varied life experience. 
Diversity in this sense has less to do with race, ethnicity, gender, sexual 
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John W. Frank74

orientation, or class per se. Rather, it suggests that diverse life experi-
ence will make for a greater exchange of diverse ideas. The logistics 
in arranging for such a mix of persons is a challenge in itself. That is 
complicated by the fact that such heterogeneous groups are likely to 
have varying values and dispositions regarding the meaning of peace. 
Accordingly, it is likely that the more heterogeneous the group, the 
more likely it will demonstrate varying (if not competing) attitudes, 
beliefs, and values about the meaning of a “culture of peace.”

Community Dialogue Project of One 
Nonprofit Organization

What follows frames peace education around the notion of building 
a culture of peace, as promulgated by the United Nations (UN Reso-
lution 53/243, 1999) and defined as “a set of values, attitudes, modes 
of behavior and ways of life” that reject violence and prevent conf licts 
by tackling their root causes to solve problems through dialogue and 
negotiation among individuals, groups, and nations. The following case 
presents a situation where a nonprofit effectively promoted meaningful 
political talk about the meaning of a culture of peace.

For several years this author worked closely with a socially progressive 
statewide nonprofit in the design and implementation of a community 
dialogue project called Mapping a Culture of Peace (Frank, 2005). The 
project’s roots sprang from a planning retreat with the organization’s 
leadership. That process employed Appreciative Inquiry (Whitney & 
Trosten-Bloom, 2003) as a method for the organization to ref lect upon 
its history and to chart a direction for the future. That event served to 
refocus the organization’s core values (positive core) that eventually 
framed a new mission statement and related strategic goals.

Two discoveries in particular surfaced. First, the nonprofit’s leader-
ship claimed that what they valued most about the organization was 
not any particular program, action, or project, but rather the experi-
ence of community that bound members together in mutual commit-
ment to a set of values that framed their commitment to peace and 
social justice. Second, members articulated their tacit knowledge of 
certain core values that served to reframe the mission of the organiza-
tion around what they came to call “an emerging culture of peace.” 
Both of these concepts eventually worked their way into the organiza-
tion’s revised mission statement: “We are a community of persons who 
work together to bring about an emerging culture of peace . . . We do 
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Public Dialogue on a “Culture of Peace” 75

that by educating, empowering and enabling our members to advance 
a more just, humane, nonviolent and sustainable world.”

It became increasingly evident that the notion of culture of peace is 
pregnant with meaning, deeply value laden, and holds great capacity 
to move people in dialogue. To that end, the organization conducted 
a series of community dialogues in nine cities across the state. The 
primary purpose of the dialogues was to engage citizens in vibrant con-
versation about the meaning of a culture of peace. The dialogue process 
posed several key questions:

How do we define a culture of peace?• 
What does it look like?• 
Would we know it if we saw it?• 
How is it evidenced in the context of specific social institutions, • 
practices, and policy choices of a given community?

Dialogue Contents

The dialogue outcomes suggested that peacebuilding must be more 
than simply protesting war or promoting ideological images of peace 
with elusive and ambiguous metaphors of lions dwelling with lambs 
or doves f lying free among clouds. For peace to be real, it must be 
experienced in the concreteness of the dominant culture, not sepa-
rate from it. It must be included in social structures, systems, and 
policies, cutting through overlapping circles of human exchange as 
it impacts education, business, religion, government, the political 
economy, media, family, and all social institutions. It needs to be 
manifested in our relationships, our workplaces, all neighborhoods, 
and across international, national, and subnational levels. The maps 
cut across the fabric of lives, linking one community to another, 
creating a web of relationships that made the global, local . . . and the 
local, global.
The design of the culture of peace dialogues identified the following 
goals:

Unpack the value meaning of culture of peace.1. 
Outreach to persons who may not be perceived either by them-2. 
selves or by others as social activists, but who nonetheless are posi-
tively disposed to the values that underlie a culture of peace.
Begin to map the organizational and institutional infrastructure 3. 
of an emerging culture of peace within a given community, by 
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John W. Frank76

identifying the organizations, constituencies, issues, and practices 
that emulate a culture of peace in that community.
Model dynamics of participatory democracy through practices of 4. 
public civic discourse.
To nurture local networking among socially progressive groups 5. 
involved in a broad range of issues including racial justice, labor 
justice issues, gender equity, environmental justice, the cessation 
of war, and other expressions of peace and justice advocacy.
Solicit input from the grassroots as the leadership of the convening 6. 
statewide organization sought to reinterpret its mission and strate-
gic plan to better ref lect the changing needs and focus of its work.

Recruitment of dialogue participants proved to be one of the more 
challenging tasks of the project. By design, these dialogues attempted 
to create venues for conversation that reached across socially progressive 
constituencies and diverse sectors of the local economy. They attempted 
to outreach to include persons who though they may not be activist, 
nonetheless demonstrated in their work and life commitments a predis-
position to “peace culture” values. These dialogues sought to recruit 
information-rich participants who modeled practices and behaviors that 
ref lected a culture of peace unfolding in the community. The belief 
was that such persons, though they might only have tacit knowledge of 
a culture of peace, might nonetheless intuitively bring that knowledge 
forward as shared meaning unfolds within the potential of a synergistic 
and generative dialogue.

The principal means of recruiting participants was through a nomi-
nation process. Identified in each of the cities across one state was a core 
group of four to eight persons who themselves had connections with 
diverse constituencies. In most cases, core group members were previ-
ously unfamiliar with one another. For example, one person was active 
in labor relations, another in race relations, yet another in environmen-
tal work or antiwar activities. Members of the core group were known 
to be community leaders within their respective circles.

That core group in turn surfaced the names of six to ten additional 
persons in yet wider circles of involvement. Together, this larger group 
served as nominators. Thus, there were in all, some ten to eighteen 
nominators for each city. Nominators then submitted names of persons 
across social and economic sectors of the community. Figure 3.1 illus-
trates the recruitment and nomination process:

Nominators identified nominees drawn from the following sectors: 
education, business, government, human/social services, community 
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Public Dialogue on a “Culture of Peace” 77

organizing, religious leadership, media, the arts, race relations, minor-
ity rights, government, environmental engineering, philanthropy, 
labor organizing, agriculture and other practices working with the 
earth, land developers and builders, as well as college-age youth. In 
total, across all nine cities, the organization sent letters of invitation to 
approximately 1200 nominees plus 600 individuals who were regis-
tered members of the organization.

There was no cost to participate in the dialogues. The letter included a 
brochure explaining the purpose of the dialogue and some limited intro-
duction to the notion of a culture of peace in contrast with a “culture of 
violence.” In an effort to frame the invitation so that it might appeal to a 
common ground of interest and urgency among a wide array of partici-
pants, the brochure was titled with the following provocative question: 
What kind of world will we leave our children and grandchildren?

The nomination process was strategic in that it aimed to target a 
diverse body of knowledgeable citizens across diverse sectors. That is to 
say, invitations were sent to persons known to be in some way invested 
in the broadest expressions of what a culture of peace might be, though 
those persons might not have perceived themselves to be so oriented. 
In the final two weeks before each dialogue, organizers promoted the 
event publicly to preclude any misconception that the dialogues were 
closed or elitist. In the end, anyone could attend as long as they were of 
good will and sincerely interested in promoting peace, regardless of 
their party politics or ideological stripes.

Two concerns were paramount in the recruitment process, both 
of which were communicated to nominees and the general public 

Figure 3.1 Participant recruitment.

(C)
Nominees Invited to

Each Dialogue
(150–250 people)

(E)
Focus Group Subset

(4–8 people)

(D)
Attendees at

Each Dialogue
(25–80 people)

(B)
Nominators

(10–18 people)

(A)
Core Group

Host Committee
(4–8 people)
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John W. Frank78

in advance of the dialogues. First, these dialogues did not attempt to 
engage polarized groups; the intent was to move forward on a positive 
level by engaging kindred spirits who were positively disposed to the 
purposes of the dialogue. Second, the process sought to advance politi-
cal moral talk, freed from any overt expectation that called for “results” 
in an action plan per se. Nonetheless, “next steps” would be considered 
in the final part of each dialogue session, with follow-up solely as a 
consequence of indigenous and self-organizing initiatives that might 
come out of the dialogue within a particular given community (as in 
fact happened in most of the dialogues).

Besides the painstaking efforts to recruit a diverse body of good-will 
conversationalists positively disposed to the subject matter, substantial 
effort went into finding safe and neutral public meeting venues for each 
dialogue. Organizers specifically avoided churches or facilities identi-
fied with any particular organization that might be seen as having a 
predisposition on the subject matter of the conversation. Each session 
took place either on the campus of a public university or community 
college, library, museum, or hotel facility.

To keep the space as neutral as possible, organizers requested there be 
no signage, banners, posters, or literature tabling by any organization 
represented by those who participated. The aim here was to under-
score the idea that these dialogues were comprised of individuals who 
though active in one or another organization were not entering into 
the dialogue to represent the interests of any organization or its politi-
cal agenda. Rather, they were to come and participate as individual 
citizens, speaking from their own authenticity.

Each session was facilitated by a team of three persons and scheduled 
for a three and one-half hour period on a Saturday morning or Sunday 
afternoon. Participants were preassigned to round tables of six to eight 
persons. These assignments were based on participants’ responses to 
a pre-dialogue survey used to construct heterogeneous small groups, 
reasonably representative of the larger group’s diversity across gender, 
age, race, occupation, and issue orientation.

The process began with a short input session to provide participants 
with some conceptual frame to interpret the meaning of a culture of 
peace, including an operative definition of the term based on the writ-
ings of Elise Boulding (2000). Her commentary on a culture of peace 
(2000) is particularly instructive. She defines it as:

a culture that promotes peaceable diversity through lifeways, patterns 
of belief, behaviors and accompanying institutional arrangements 
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Public Dialogue on a “Culture of Peace” 79

that promote mutual caring and well-being as well as an equality 
that includes appreciation of difference, stewardship, and equitable 
sharing of the earth’s resources among its members and with all liv-
ing being. (P. 1)

Boulding goes on to describe it as “peaceableness . . . an action concept 
involving a constantly shaping and reshaping of understandings, situa-
tions, and behaviors in a constantly changing lifeworld, to sustain the 
well-being for all” (emphasis in the original).

The process then moved on to a series of table dialogues prompted 
by several questions:

What would a “culture of peace” look like if you saw one?• 
Where do you see it unfolding within the social institutions of • 
your community?
What programs, initiatives, practices, and policies are emerg-• 
ing within these social institutions that serve as harbingers of an 
emerging culture of peace in your community?

The concluding activity of each dialogue took the form of a large 
group circle, where anyone could speak to the significance of the dia-
logue. Once adjourned, a subset of the larger group, including at least 
one member of each of the dialogue tables, participated in a follow-up 
focus group. Members of that group shared a simple meal and then 
reconvened to conduct the focus group for sixty–ninety minutes in an 
adjoining or nearby small conference room.

In all, some five hundred persons participated in the nine commu-
nity dialogues. Women outnumbered men nearly two to one. The age 
distribution mode was in the category of pre-retirement empty-nesters, 
aged fifty-one to sixty-five, perhaps suggesting that this constituency 
(having life experience, historical perspective, and greater availability 
of time) may be the most likely source for “able and willing” leader-
ship development among peace advocacy groups. Those below the age 
of thirty-five comprised only 15 percent of all participants, suggest-
ing that peace advocacy efforts may need to find new ways to reach 
out to young adults, particularly college youth. Participation across 
racial constituencies varied from one city to another. The racial/eth-
nic minority composite was 17.9 percent, less than the state’s figure of 
22 percent. (U.S. Census, 2000), but still demonstrated a fair rate of 
minority involvement, no doubt due to deliberate targeting efforts to 
involve minorities in the first place. There was no basis to determine 
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John W. Frank80

income diversity. Each dialogue event brought together a diversity of 
participants across occupations. Nonetheless, representation from the 
education, religious, and social service sectors was significantly greater 
than from business, government, and the professions.

Well over 80 percent perceived themselves as an activist, yet they were 
fairly evenly split between those who viewed themselves as “activists 
visible within the community” versus those who considered themselves 
“activist, but not in a particularly visible way.” Nearly one in three had 
no prior knowledge of the nonprofit organization that convened the 
dialogues. Another third had heard of the organization, but had no real 
experience with it and the final third had some prior involvement with 
the organization. All this would seem to indicate that the dialogues 
resulted in significant outreach beyond members of the statewide orga-
nization that sponsored the project.

Other observations can be noted for purposes of this discussion. 
These conversations seemed to create appropriate venues for meaning-
ful political talk that allowed free expression of personal values which 
informed the developing politics of the conversationalists (Lakoff, 
2004). Participants seemed quite capable of articulating intelligible 
frames that resonated substantively and passionately among fellow con-
versationalists. Evidence suggests there was movement toward shared 
meaning and that this had an empowering effect on participants. It 
would appear that the articulation of these values served to empower 
and drive advocacy for peacebuilding policy. This was demonstrated by 
individual and collective intent to engage in forms of political action. 
For instance, a number of participants subsequent to the dialogues 
became involved in the campaign to establish a Department of Peace in 
the United States of America.1

Repeatedly, participants expressed new or renewed hope as they 
uncovered the potential that exists in their communities. Most had 
not met before and had remarked that they were surprised to see so 
many new faces who shared their values. Though they were all from 
the same locale and were for the most part involved citizens, they were 
largely operating in silos of involvement having little interaction with 
one another. The inference is that activists for peace and justice tend 
to operate in isolation from others as they work on separate issues with 
distinct agendas. They typically operate within limited spheres of activ-
ity, failing to network with one another despite the fact that they share 
many common values.

Each dialogue was unique to the community in which it occurred. 
In some cities, issues of race were paramount. In others, ending war 
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Public Dialogue on a “Culture of Peace” 81

drove the dialogue, while in yet others, the central themes may have 
focused on the rights of immigrants and farmworkers or concern for 
environmental sustainability. Accordingly, it has become increasingly 
evident that the social movements for peace, economic justice, racial 
justice, and environmental sustainability should be grounded in the 
experience and grassroots actions of local communities. Perhaps this is 
part of a rising tide of participants in a global civil-society movement 
for peace, justice, and sustainability (Korten, 2006; Roche, 2007), where 
the practices and manifestations of an emerging culture of peace are 
unique to each locale and bioregion, ref lecting the diversity of the earth 
community. All this would seem to underscore the need for nonprofits 
to nurture the development of that larger movement by “educating, 
empowering and enabling” the citizenry, as described in the mission 
statement of the nonprofit that convened these community dialogues.

On the matter of diversity, a caveat is warranted. Honoring diversity 
is far more than simply tolerating and respecting difference based on 
race, gender, class, ethnicity, religion, or sexual orientation. Its greater 
challenge is about honoring pluralism, respecting as well as valuing the 
differences, and then engaging that difference through the synthesis of 
new ideas and possibilities.

During these community dialogues, participants were challenged to 
not only visualize how a culture of peace looks, but also to identify where 
they saw it unfolding within their local communities. Consequently, 
one of the most fertile categories of data has been a growing list of con-
crete programs, policies, and procedures that demonstrate a culture of 
peace unfolding within organizational systems in the local communi-
ties where these dialogues took place. As a follow-up to the dialogues, 
the nonprofit that sponsored them subsequently convened a statewide 
convocation where a central element of the program was a series of 
“Best Practice” panels comprised of representatives from a number of 
the local community dialogues. It would seem that in efforts to unpack 
an emerging culture of peace in local communities, these best prac-
tices present fertile context for learning. Nonprofits that are seriously 
invested in peacebuilding may need to not only identify such practices, 
but also celebrate, affirm, and promote their replication.

Another significant finding was the rather surprising discovery that 
90 percent of those who participated in these dialogues indicated that 
their commitment to peacebuilding is to some degree inf luenced by 
their experience of religion or spirituality. That experience, though, 
is quite diverse and framed in a variety of traditions and orientations. 
Nonetheless, there was wide consensus that spirituality substantially 
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John W. Frank82

informs a culture of peace. To ignore that reality would be to miss a 
critical opportunity. This finding poses a challenge to secular-based 
(as opposed to faith-based) nonprofits that they find appropriate means 
to befriend and acknowledge spirituality within their organizational 
culture, as well as to engage religious institutions in ongoing advo-
cacy for peace. That approach will need to be inclusive and respect 
the freedom of conscience of all citizens, including secular humanists 
who may not subscribe to any spiritual or religious sentiment. That 
outreach might address what Lerner (1996) refers to as a “politics of 
meaning,” where he calls for a universal spirituality and ethical frame 
that is not tied to any particular religion, yet foundational to all, with 
“a new bottom line of love, caring and celebration of the sacred in all 
human beings.”

It is evident that the notion of a culture of peace is latent with value 
meaning, but that it must be unpacked in discourse if it is to inspire, 
provoke, and empower. Perhaps more significant than any other find-
ing, the effect of these conversations suggests that dialogue has capacity 
to change those who participate in them. Through meaningful conver-
sation, the give and take of ideas, and the sharing of talk about values, 
participants come to see new meaning and opportunity. The conversa-
tion builds a sustaining community nurtured by the bonds of solidarity 
that can maintain resilience even in times of conf lict.

Our challenge in these conversations is to identify, affirm, and sup-
port new modes of being and action that are rooted in the values that 
undergird a “peace culture” vision, and then to manifest those within 
the dominant culture. The suggestion here is critically important: A 
culture of peace already exists for those who see it—and by “talking” 
it, participants in dialogue can create it ( Jaworski, 1996). Such con-
versations are empowering and motivating. They facilitate networking 
and collaboration that proactively posture and advance an emerging 
culture of peace and offer an important element beyond simply protest-
ing the culture of war and violence.

Finally, all this talk about “talk” might be disconcerting to those 
imbued with a rightful sense of urgency for the need for political action 
on one or another issue affecting peacebuilding. “But what can come 
out of these dialogues?” was an often-asked question. The answer, of 
course, is unique to each dialogue and is ultimately determined by the 
passion and personal action of those who are engaged in the discourse. 
The consequence yields an organic bubbling-up of activity arising out 
of the process. Yet, it is important to remember that the intent of these 
dialogues assumed no particular action agenda. Nonetheless, there was 
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Public Dialogue on a “Culture of Peace” 83

every hope and expectation that the process would spawn action, either 
individually or collectively, which it did in several instances.

While affirming the sponsoring organization’s rich history in forms 
of direct political action, it is apparent that this particular nonprofit 
has discovered a new niche by promoting an idea that is simple, yet 
profound—talk about a culture of peace and keep people talking about 
it! This particular nonprofit can do that by continuing to nurture the 
formative values that underlie this idea and keeping its redefined mis-
sion front-and-center in all that it undertakes as it goes about the task 
of empowering, enabling, and educating the artisans of a culture of 
peace. It will accomplish that by keeping the conversation going, as 
it consistently articulates a vision for an emerging culture of peace, 
inspiring and giving hope to its members, constituencies, and to the 
public at large.

Some Applications for Higher Education

“Students want universities to help them change the world” through 
integrated learning that connects with real life in practical ways, yet 
entrenched university systems typically prevent that from happening 
(Moore & Elverum, 2009, p. A13). Institutions of higher education 
need to become learning organizations that support change by giving 
students the dialogic tools for interdisciplinary learning and the ability 
to clarify values in political discourse. These are vital for vibrant democ-
racy and the advancement of peace education as well as peacebuilding.

In the wake of another student massacre at school, Elavie Ndura 
(2007) gave an impassioned plea for higher education to implement 
more overt strategies of integrating peace education within the uni-
versity culture. To teach peace, we must teach values, and those values 
need more than tacit reference in the statement of a university’s core 
values. They need to be articulated in all dimensions of campus life.

Teachers in higher education are increasingly calling for the advance-
ment of peace education across the curriculum and beyond the silo of 
isolated peace studies and conf lict resolution programs. There is a shift 
in academia that increasingly calls for value-based political education, 
without indoctrination, recognizing that the clarification of values 
can positively impact responsible civic engagement and advance peace 
(Colby et al., 2007; Matchett, 2008). We need to equip students with 
dialogic competency in all disciplines and help learners acquire skills to 
transition from monological to dialogical thinking, and so impact the 
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John W. Frank84

discursive development of college students (Grayson, 2004). Dialogic 
thinking and communication is critical to peacebuilding, as it is

more than a fancy name for verbal participation in class; it is a 
purposeful constructive interchange designed to move students 
toward new knowledge, better understanding, and wiser con-
clusions than they might otherwise reach in thinking on their 
own . . . It cultivates peace (by encouraging) deep understanding 
of others and empathy toward their experience . . . (and) it honors 
democratic principles such as equality and dissent that are central 
to . . . peacebuilding. (Grayson, 2004, p. 52)

Such practice can instill within students the notion that political talk 
is a duty of responsible citizenship as well as a means to educate one 
another, and that transforming our perspectives can be a path toward 
self-discovery and personal growth (Conover et al., 2002).

Institutions of higher learning present a fertile opportunity to prac-
tice political talk among students, particularly in classes that address 
themes of public policy. Such talk can be injected into the classroom 
learning experience in a number of ways. The practice should not be 
confused with the Socratic Method. Though the latter is dialectical 
discourse, it is not dialogical, as it aims to enhance students’ critical 
thinking through rational argumentation (debate) toward a desired end 
and is driven by the instructor’s initiative to pose leading questions. 
Though it may elicit ref lective response from students, the Socratic 
Method is ultimately didactic, as it aims to transfer a prescribed body 
of knowledge from teacher to student.

A more genuine approach consistent with the aims of peace edu-
cation is to foster in the classroom a student-to-student approach to 
dialogue, where the teacher serves primarily as facilitator of the con-
versation, prompting the dialogue with ref lective questions, and then 
allows students to move toward a generative dialogue grounded in their 
own critical thinking.

Both in the classroom and the body politic, conventional “discourse” 
is too often polarizing and fragmenting. Students will often mistake 
the notion of classroom dialogue to be synonymous with debate and 
discussion. Clearly, there are profound differences. In conventional 
parlance, “politics” is all too often viewed as a contentious and com-
petitive practice. In this vein, students often believe that if they verbal-
ize their values in political discourse, they are at a risk of attack, “put 
downs,” and other forms of incivility. Sadly, this sentiment ref lects 
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Public Dialogue on a “Culture of Peace” 85

much contemporary reality in an era of political polarization between 
“red” and “blue” constituencies. Politics as such is viewed as a process 
of power moves, where some impose their aims and values on others. It 
is unfortunate that debates in classrooms are too often framed as oppor-
tunities to prove one’s predispositions in argumentative approaches to 
political discourse.

Without denying that those tactics are unfortunately very real in 
conventional politics, teachers in higher education can give some cre-
dence to the notion of political discourse as dialogue. Through con-
structive conversation with their peers, students can come to see more 
clearly what they value individually and collectively, and what possible 
solutions they might come to discover that inform the development of 
public policy.

An approach that is more dialogical can build clarity of ideas and 
perhaps even consensus on themes that might otherwise by divisive, 
while still valuing difference and respecting the diversity of ideas and 
the intellectual freedom of those who participate. Through dialogi-
cal classroom political discourse, we can model deliberative modes of 
participatory democracy, empowering one another to take responsible 
political action that adds to civil society.

This author makes use of dialogue circles as occasional classroom 
activities. A small group of four to six students are invited to sit in 
a circle of chairs in the middle of the classroom, with other students 
in the outer circle. To participate in the dialogue, students must have 
read the assigned readings, suggesting that our guarantee of free speech 
requires not only access to the table of conversation, but also a reason-
able base of knowledge and experience to engage such. Students are 
reminded of the rules of engagement. These include, among others, a 
need to practice active listening, respecting difference of opinion, and 
sharing “air time” while picking up and connecting with one another’s 
ideas in an attempt to follow the thread of emerging possibility toward 
its generative end. The instructor prompts the conversation by posing a 
question or scenario and then encourages students to make statements 
that evoke a response from others in the circle, reminding them that 
posing questions is a good way to do that.

Students will often find a new point of awareness born of the synergy 
of the conversation. For instance, following a lecture/reading module 
on health policy in the United States of America, students were asked to 
dialogue about the problem of millions of citizens lacking health care. 
The instructor posed the prompting question, “What do you think 
about the prospect for universal health coverage for all citizens?”
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John W. Frank86

Initially, the dialogue demonstrated a predictable split, where most 
students mistakenly perceived “universal” to mean a government spon-
sored single-payer system, akin to socialized medicine. However, in 
the course of conversation, students found an emerging consensus that 
reframed the notion of universal health care to mean that all citizens 
of the United States of America should have access to affordable health 
care, without regard to how that health care is delivered by private, 
nonprofit, or public service providers. Students agreed to that emer-
gent common ground of meaning. The discourse brought forth new 
language embraced by liberal and social conservatives. Students had at 
least framed a public policy goal, and one that was grounded in catego-
ries of social justice.

The dialogue process eventually opens to the remainder of the class 
members who initially function as observers, along with the instruc-
tor. In this stage, there is an effort to identify how the dialogue pro-
cess evokes new meaning and clarity of thought. Students are asked 
to critique not only the content of what is said (logos), but how it is 
said (ethos and pathos).2 These dynamics often lead to a revelation of 
values that underscore the political discourse, and how sharing of val-
ues (moral talk) moves the conversation forward in constructive ways. 
Those who participated in the “inner circle” are asked to ref lect on 
what they experienced as dialoguers. Often these students disclose that 
the dialogue served as a harbinger of new insight and empowerment 
born of their capacity to articulate not only “facts,” but values and 
beliefs as well.

Educators can use these same dynamics as a way to assess students in 
the form of oral exams where students have the opportunity to demon-
strate their verbal and analytic skills at integrating themes and concepts 
relevant to the course. In classroom evaluations of these dynamics, stu-
dents will often state that dialogue gave them the opportunity to not 
only improve their understanding of the issues, but also empowered 
them with a new confidence in being able to talk about issues as a 
citizen-learner of political discourse.

Conclusion

When they do advocate for peace, nonprofits tend to be more comfort-
able in engaging the issues in forms of public demonstration or in the 
arena of formal political bodies (strong publics), such as legislative hear-
ings, town hall meetings, and the like. However, they may need to do 
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Public Dialogue on a “Culture of Peace” 87

more facilitation of political talk within the “weak public” venues of 
civil society. By promoting such talk, nonprofits can contribute to the 
advancement of civil society and more robust forms of democracy.

There is evidence that the practice of moral talk within civic discourse 
can nurture the formation of civic virtue and contribute to more vibrant 
and participatory democracy. It does so by broadening conceptions of 
peace, freedom, and justice in ways that give primacy to the act of par-
ticipation as a counterbalance to the emphasis on rights (individualism) 
and order (social conservatism). The effect builds social capital around 
shared meaning, giving renewed legitimacy to the common good.

Nonprofits can create venues for these conversations that can sub-
stantially contribute to the advancement of peace. Citizens can come 
to a greater recognition and valuing of difference that contributes to 
building resilient bonds of community. This has much significance for 
the ongoing experiment of democracy in an increasingly multicultural 
and global community where value-based (moral) political talk can 
positively engage diverse participants. Community-based nonprofits, 
in particular, have the potential for expanded capacity in facilitating 
this kind of process. The dynamics of political talk that engage citizens 
in moral conversation hold the promise of opening minds and advanc-
ing the human enterprise of peace development. We need to teach 
these practices and expand their application in education.

Appendix

Terminology

Andragogy: The theory of adult learning (Knowles, 1984) explains 
why and how adults learn. The theory stands in marked contrast 
to more traditional kinds of learning that are didactic and teacher-
driven. Adult learning is self-directed and ongoing, and is framed 
in the context of life experience as it builds upon a developing 
knowledge base that continually reinterprets reality.

Appreciative Inquiry: An approach to dialogue, organizational change, 
and strategic planning that has been used successfully in small and 
large change projects with hundreds of organizations worldwide. It 
is based on the simple idea that organizations move in the direction 
of the questions they ask. Appreciative inquiry distinguishes itself 
from other change methodologies by deliberately asking positive 
questions to ignite constructive dialogue and inspired action within 
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John W. Frank88

the organization. For more background, see Whitney & Trosten-
Bloom (2003).

Conscientization: Refers to a process whereby individuals enhance 
their ability to think critically and become conscientized. Critical 
consciousness, the ability to interpret the world more deeply and to 
ask meaningful “why” questions, is at the center of Freire’s theory 
of education for human liberation (1973). Freire developed several 
methods for achieving conscientization including problem-posing 
dialogue, codifications, and generative themes.

Dialectic: The practice of arriving at meaning through the creative 
tension between competing forces and ideas, with a view to the 
resolution of their apparent contradictions.

Dialogical: Manifesting the characteristic of dialogue, characterized 
by the interactive, responsive, and evolving dynamic of human 
communication and “the art of thinking together” (Isaacs, 1999) 
that is increasingly impacting organizational and adult learning; 
contrasted with monological communication processes that are 
authoritarian, didactic, suppress collaborative thinking, and short-
change the educational enterprise.

Dominant Discourse: Often an impediment to public moral talk 
because it constitutes the very legitimacy of the dominant culture 
that often constrains the conversation and is so often antithetical to 
a “culture of peace.” The dominant discourse acts to deter what 
it perceives to be values and perspectives that are contradictory to 
the status quo, discounting the relevancy of those conf licting beliefs 
when they do arise in public discourse. Perhaps its most significant 
manifestation in Western culture, particularly in the United States of 
America, is the adulation of individualism amidst the disparagement 
of the common good.

Generative Dialogue: As defined by the Generative Change Community (see 
Resources), dialogic change processes are generative when participants 
experience a shift in awareness regarding their relationship to others 
and to the issues at hand, and this change enables them to cocreate 
positive outcomes for themselves and the people they represent.

Praxis: Critical thinking without action falls short of transformation 
change. Praxis is the application of theoretical knowledge to practical 
use. In the context described in this chapter, it refers to the dynamic 
movement (dialectic) between ref lection and action to transform the 
world.

Presencing: A term that Scharmer (2001) uses in his model of “generative 
dialogue” to describe the processes by which dialogues advance to a 
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Public Dialogue on a “Culture of Peace” 89

mode of learning that senses and embodies an emerging future, rather 
than continuing to function in a reactive mode to past events.

Questions

Consider the needs and circumstances of your local community. 1. 
Identify an issue or topic in your community and then consider 
the potential role of nonprofits and identify particular organiza-
tions that might play that role. How might they create venues for 
conversation that bring adults together for the purpose of dialogu-
ing about the topic? What outcomes might result?
Construct a model to implement a local community dialogue. 2. 
What conversational approaches might nonprofits consider and 
how might these conversation models be implemented in your 
local community? You might research various formats for civic 
and community dialogues. There are a host of practices to choose 
from. A good place to start is the website of the National Coalition 
for Dialogue and Deliberation. (See Resource list.)
Identify a local nonprofit that may be invested in promoting dia-3. 
logue as a form of civic engagement impacting development of 
public policy. Interview the organization’s leadership about its 
practices and consider how its program may directly or indirectly 
impact peacebuilding via the practice of dialogue. Evaluate the 
organization’s practices in light of the approaches put forth in this 
chapter. What recommendations might you make to such non-
profits in light of that analysis?
If your college or university has a course, certificate program, or 4. 
graduate program in nonprofit management, talk with instruc-
tors and students in that program and inquire in what ways that 
curriculum might address the role of nonprofits to promote civic 
engagement. How does the course or program posture the mean-
ing of civic engagement? In what ways, if any, is the promotion of 
civic dialogue a part of its purview? In what ways does that cur-
riculum address themes that might impact peacebuilding directly 
or indirectly? What recommendations might you make in light 
of this chapter?
Design and implement a classroom dialogue activity on the 5. 
meaning of a “culture of peace.” Incorporate some of the prac-
tices modeled in the case study in this chapter and other practices. 
After the dialogue, follow-up with an evaluative dialogue among 
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John W. Frank90

your classmates and “talk the walk” by considering the signifi-
cance of the activity and its implications for peace education.

Notes

1. For more information on the Campaign for a Department of Peace in the United States, see: 
http://www.thepeacealliance.org/.

2. In his Rhetoric, Aristotle discusses logos, ethos, and pathos as the three components of the art of 
persuasion. For a helpful discussion of how these dynamics impact political discourse, advo-
cacy, and policy analysis, see Barush, 2006.

Bibliography

Resources

America Speaks: http://www.americaspeaks.org.
The mission of this organization is to reinvigorate American democracy by engaging citi-
zens in the public decision-making that most impacts their lives. Among its noteworthy 
projects are Twenty-First-Century Town Meetings, a unique, large-scale dialogue process 
that strives to maintain the values of the traditional New England town meeting while 
addressing the needs of today’s citizens and decision makers.

Canadian Community for Dialogue and Deliberation (C2D2): http://www.c2d2.ca.
C2D2’s vision is a democratic society in which institutions, practices, and culture foster 
constructive dialogue and deliberation in which all people, regardless of income, position, 
background, or education, are able to engage regularly in thoughtful and challenging con-
versations about what really matters in ways that have positive impact.

Fielding University (Santa Barbara, CA.)-Graduate Certif icate in Dialogue, Deliberation and 
Public Engagement: http://www.fielding.edu/programs/ce/ddpe.
This is a cutting-edge certif icate in DDPE that introduces graduate students to a variety 
of approaches to dialogue and public engagement that enable collaboration and promote 
participation in civil society.

Generative Change (GC) Community: http://www.gc-community.net.
Launched in 2005, this is a global community of practice focused on strengthening the 
world’s capacity to address complex challenges collectively through dialogic processes. 
Participants in such processes experience fundamental shifts toward greater self, group, and 
system awareness, and these shifts create collective capacity to achieve greater coordination 
of action as well as understanding.

Ikeda Center for Peace, Learning, and Dialogue: http://www.ikedacenter.org.
This is an institute for peace, learning, and dialogue. The center bases its work on the 
Buddhist concept of soka (value creation) and engaging diverse scholars, activists, and social 
innovators in the search for the ideas and solutions that will assist in the peaceful evolution 
of humanity during the twenty-first century.

International Association of Public Participation (IAP2): http://www.iap2.org.
IAP2 was founded to respond to the rising global interest in public participation. It seeks to pro-
mote and improve the practice of public participation in relation to individuals, governments, 
institutions, and other entities that affect the public interest in nations throughout the world.
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International Institute for Sustained Dialogue: http://www.sustaineddialogue.org.

This research and educational organization based in Washington, DC, promotes Sustained 
Dialogue as a vehicle to transform relationships that undergird entrenched patterns of social 
conf lict.

National Coalition on Dialogue and Deliberation (NCDD): http://www.thataway.org.
NCCD is a U.S.-based community of practitioners, researchers, activists, artists, students, 
and others who are committed to giving people a voice. Its mission is to bring together and 
support people, organizations, and resources in ways that expand the power of dialogue to 
benefit society through challenging conversations that have a positive impact in the world.

Network for Peace through Dialogue: http://www.networkforpeace.com.
This is a nonprofit organization that uses dialogue to connect grassroots communities and 
help them identify and research common issues and solutions in areas of peacemaking and 
peacebuilding.

OrangeBand Initiative: http://www.orangeband.org.
Launched by students of James Madison University (VA) to promote student conversation 
about things that matter on campuses across the United States of America, it has evolved into 
a grassroots project promoting civic dialogue through the practice of intentional listening to 
what is important to others at work and in daily life.

Public Conversations Project: http://www.publicconversations.org.
Though it is issue-focused with an overt aim to resolve conf lict around controversial topics, 
this is an organization with a very respectable track record that places dialogue at the center 
of its efforts to resolve conf lict. A central aim is to facilitate the emergence of shared goals 
and meaning without compromising deeply held values, beliefs, or positions.

Simon Fraser University (Vancouver, BC), Undergraduate Semester in Dialogue: http://www.
sfu.ca/dialogue/undergrad.
This is an innovative program that strives to inspire students with a sense of civic responsi-
bility, and encourages their passion to improve society while developing innovative intel-
lectual tools for problem solving. Each semester develops an original and intensive learning 
experience using dialogue to focus student education on public issues.

Suggested Reading

Asen, R. (2004). A discourse theory of citizenship. The Quarterly Journal of Speech, 90(2), 189(23).
This essay calls for a reorientation in scholarly approaches to civic engagement from asking 
questions of “what” to asking questions of “how.” Assessments of discourse too often regard 
it as prefatory to genuine action, and suggest that talk is cheap. A discourse theory broadens 
conceptions of citizenship as a process, recognizing the f luid, multimodal, and ordinary 
enactments of citizenship in a complex public sphere. Realization of democracy through 
human interaction highlights the role of communication in this process.

Bass, G., Arons, D., Guinane, K., & Carter, M. (2007). Seen but not heard: Strengthening nonprofit 
advocacy. Washington, DC: Aspen Institute.
This book presents research about the scope of nonprofit advocacy while also detailing the 
barriers and incentives for nonprofits to engage in various types of policy activities, though 
the focus is lobbying. The findings are grounded in survey research, focus groups, and inter-
views with nonprofit executives and board members. Though there is limited reference to 
the role that nonprofits can play in advancing civic dialogue that informs public policy, the 
book nonetheless underscores a shift that gives increased legitimacy to nonprofits to engage 
in the policy-making process.
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Bohm, D. (1996). On dialogue. New York, NY: Routledge.

This is an important work that illustrates the creative potential for dialogue to facilitate new 
thinking that can contribute to peacebuilding. In facilitated dialogue, participants suspend 
their thoughts, motives, impulses, and judgments as they explore and attempt to “think 
together.” Through dialogue that is not constrained without an objective or agenda, the 
process creates free space for something new to happen.

Boris, E., & Mosher-Williams, R. (1998). Nonprofit advocacy organizations: Assessing the def-
initions, classif ications and data. Nonprofit and Voluntary Sector Quarterly, 27(Dec), 488–506.
This article argues that research on nonprofit organizations has traditionally defined advo-
cacy and its function in the public policy process as rights-based expression and association 
and suggests the usefulness of an expanded definition. Nonprofits participate in a variety of 
public decisions at different points in the policy cycle. The authors argue that building social 
capital, facilitating civic participation, and providing public voice are activities central to an 
analysis of the interaction of nonprofits and public policy in democratic civil society.

Boulding, E. (2001). Building a culture of peace: Some priorities. NWSA Journal, 13(2), 55–59. 
Dialogue is the embodiment of a culture of peace, creating the space for listening, and that 
can lead to creative problem-solving. Boulding argues for mounting a nationwide peace-
building dialogue-action process, built around meetings in every town, and posing a simple 
question: “Where does security come from?” She suggests that such dialogue will surface 
the hidden longing for peace shared by most people.

Bryce, H. J. (2006). Nonprofits as social capital and agents in the public policy process: Toward 
a new paradigm. Nonprofit and Voluntary Sector Quarterly, 35( June), 311–318.
This article postures a new approach to understanding the performance and purpose of non-
profits. The author envisions the nonprofit as a social capital asset in a specific relationship to the 
public. The public policy arena is the nonprofit’s analogy of the firm’s marketplace. Nonprofits 
do more than fill in for market or government failures. They regulate, facilitate, assist, and 
modify markets, playing a significant role in every aspect of the public policy process.

Gastil, J., & Levine, P. (2005). The deliberative democracy handbook: Strategies for effective civic engage-
ment in the twenty-first century. (1st Ed.). San Francisco: Jossey-Bass.
This is an excellent resource for democratic practitioners and theorists alike. The book com-
bines case study material from many cities and types of institutional settings with careful 
ref lection on core principles. Tempered with critical scholarship and political realism, the 
book gives focus to the innovations of citizens in the United States of America and around 
the world and shows how the varied practices of dialogue and deliberative democracy can be 
part of a larger renewal of civil society.

Grayson, K. (2004). Dialogical competence as a pedagogy for peace. Transformations, XV(2), 51.
Evoking themes from Freire’s critique of Western schooling, the author argues that tra d itional 
monological approaches to learning suppress dialogical thinking and bankrupt education. 
He speaks from his experience in college classrooms and models several approaches for 
facilitating dialogical learning in higher education.

Gunnlaugson, O. (2006). Generative dialogue as a transformative learning practice in adult and 
higher education settings. Journal of Adult Continuing Education, 12(1), 2–19.
This article explores Scharmer’s account of generative dialogue, which followed from 
Bohmian dialogue in the 1980s and Isaacs’ research with the MIT Dialogue Project in the 
early 1990s. It presents the author’s view that generative dialogue offers a useful theoreti-
cal framework and effective means for facilitating transformative learning processes within 
adult and higher education group settings.

Pruitt, B., & Thomas, P. (2007). Democratic dialogue: A handbook for practitioners. Institute for 
Democracy and Electoral Assistance, Canadian International Development Agency, 
Organization of American States and United Nations Development Program.
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Public Dialogue on a “Culture of Peace” 93
This Handbook ref lects current practice in the field of dialogue and draws on concrete 
experiences of practitioners in various regions. It seeks to consolidate emerging learning, 
both in terms of the conceptual framework supporting dialogue, as well as practical experi-
ences in the design, facilitation, and assessment of such processes.
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C H A P T E R  4

Comprehensive Law: Transformative 
Responses by the Legal Profession

Susan Daicoff

Conf lict has long been associated with the legal profession. Many 
believe that the main purpose of laws and legal systems is to resolve 
interpersonal conf lict as well as conf lict between groups or organi-
zations within society. However, lawyers, particularly in the United 
States of America, have become frequently associated with the escala-
tion of conf lict, as the common perception is that lawyers’ involvement 
in a conf lict will make it much more contentious. Despite the rise of 
other methods of conf lict resolution, such as alternative dispute resolu-
tion, mediation, and arbitration, as alternatives to traditional litigation 
and court adjudication, law and lawyers are still viewed in this light.

In response in part to these concerns, a number of alternative, non-
contentious forms of dispute resolution have begun to emerge, begin-
ning explicitly around 1990. These forms acknowledge that conf lict 
resolution can be more effectively accomplished through a greater 
appreciation of the social sciences, morality, interpersonal dynamics, 
and other nonlegal disciplines. Productive transformative processes 
have included: therapeutic jurisprudence, preventive law, holistic jus-
tice, procedural justice, creative problem-solving, collaborative law, 
restorative justice, transformative mediation, problem-solving courts, 
and other approaches (Stolle et al., 2000). These emerging vectors 
comprise an overall movement in the legal profession toward law as a 
healing profession, which I have called a “comprehensive law move-
ment” (Daicoff, 2006a).
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Susan Daicoff98

The historical background, philosophical underpinnings, and defini-
tion of these vectors of the comprehensive law movement will be dis-
cussed. Currently debated issues in the development of this movement 
will be evaluated. Methods for and challenges in training lawyers, judges, 
and other legal personnel to conduct these forms of conf lict resolution 
will be explored. Finally, the promise of the comprehensive law move-
ment for improved conf lict resolution in the future will be discussed.

The Comprehensive Law Movement

Since 1990, a number of similar movements, disciplines or vectors, have 
simultaneously and independently emerged in disparate fields. These 
include: preventive law, therapeutic jurisprudence, procedural jus-
tice, holistic justice, restorative justice, transformative mediation, col-
laborative law, creative problem-solving, and problem-solving courts 
(including mental health courts, drug treatment courts, unified family 
courts, and other specialized, interdisciplinary courts; Daicoff, 2006a). 
These vectors mainly address the resolution of interpersonal conf licts, 
but some of the vectors address methods to resolve conf licts between 
groups within society and conf licts of individuals with larger entities, 
such as the state or government.

The impetus for the growth of these vectors has been tripartite dis-
satisfaction: (1) societal dissatisfaction with law, lawyers, and the legal 
system; (2) lawyers’ and judges’ dissatisfaction with their work and psy-
chic distress; and (3) clients’ dissatisfaction with lawyers and the legal 
system (Daicoff, 1997). In response, lawyers and judges began to imag-
ine and attempt to develop more satisfactory ways of lawyering and 
resolving criminal and civil matters (Hora et al., 1999; Webb & Ousky, 
2006). At the same time, certain philosophical shifts in thinking may 
also have spurred the development of these vectors. For example, 
society has begun to recognize the value of global interdependence, 
which translates into greater human interdependence and community 
(Barton, 1998) as well as the importance of matters such as forgiveness 
and apology in conf lict resolution (Cohen, 2000a,b,c, 1999a,b).

Two Common Characteristics

Professor Bruce Winick, one of the two cofounders of therapeutic juris-
prudence, explains the relationship between these movements with an 
analogy to members of a family; the casual observer can detect the 
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Comprehensive Law 99

family resemblances, but each member has his or her own individual, 
unique qualities. No two are just alike.

Many share some common features with one or two other vectors, but 
all share two common characteristics. These two universal characteristics 
are that they explicitly: (1) seek to optimize human well-being in legal 
matters, whether that well-being is defined as psychological functioning, 
harmony, health, reconciliation, or moral growth; and (2) focus on more 
than legal rights, so they include the individuals’ values, beliefs, morals, 
ethics, needs, resources, goals, relationships, communities, psychologi-
cal state of mind, and other concerns in the analysis of how to approach 
the legal matter at hand. Several of the vectors also are collaborative, 
nonlitigative, nonhierarchical, therapeutic, interdisciplinary, or explicitly 
consonant with the lawyers’ morals, but not all share these features.

Organizational Chart of the Movement

Professor David Wexler, the other cofounder of therapeutic jurisprudence, 
has explained that some of the vectors function as lenses through which 
one might view a legal matter or problem, while other vectors provide 
processes for actual resolution of legal matters or disputes (Wexler & 
Winick, 1993). For example, preventive law, therapeutic jurisprudence, 
holistic justice, procedural justice, and creative problem solving are all 
broad, theoretical lenses through which one might view or analyze a 
client’s legal problem. Collaborative law, transformative mediation, 
restorative justice and problem-solving courts are all processes by which 
disputes can be resolved, often outside the traditional court process.

Before these approaches emerged, the lawyer’s typical perspective 
was a dichotomous choice between win and lose, often responding 
to conf lict with adversarial, litigation techniques. The comprehensive 
law movement thus adds more tools to the lawyer’s toolkit. Previously, 
the lawyer’s tools were limited to litigation, negotiation and settle-
ment, arbitration, mediation, and private trials. The comprehensive law 
movement greatly enhances the lawyer’s options for ways to view, ana-
lyze, and respond to clients’ problems.

The Vectors of the Comprehensive Law Movement

Restorative Justice

One evening in July 1998 Terri Carlson was walking home 
with her husband from the annual community festival in Byron, 
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Susan Daicoff100

Minnesota, when a four-wheel-drive pickup swerved into the gut-
ter and slammed into them at 55 mph. Terri was thrown 150 feet 
and survived. Her husband died instantly. Even four hours after 
the accident, the driver, Eric, a 25-year-old deputy county sheriff, 
had a blood alcohol content 50% over the minimum for drunk 
driving. Yet Terri later discovered she couldn’t hate the driver. 
For one thing, she, too, had occasionally driven after drinking 
a little too much. “He was only 25,” she says. “Just a baby. He 
had lost everything he’d committed to in his profession.” She 
requested that Eric receive 10 years’ probation and community 
outreach, but the county attorney refused and sentenced Eric to 
44 months. Terri felt further violated. She packed up her three 
children and moved to Oregon, but upon finding out about restor-
ative justice, she and Eric began a process designed to reconcile 
and resolve what had happened. It took a year of preparation and 
individual meetings with the mediator before they were ready 
to meet together with the mediator. In that meeting, “they had 
a warm and honest talk, even laced with laughter, and reached 
an agreement.” Terri promised to help Eric reintegrate himself 
back into the Byron community. They agreed to speak jointly to 
schools, community groups, and the city council about how to 
prevent what happened. And they agreed that Eric should speak 
to Terri’s three children about the death of their father. (Stahura, 
2001, p. 43)

This is an example of restorative justice (RJ) at work. It has been used 
more frequently with teenage offenders, but as this story illustrates, it 
is equally useful to bring healing between victims of serious crimes, 
their offenders, and the communities in which they live. In the United 
States of America, restorative justice is most often a post-sentencing 
process designed to bring about reconciliation between the victim, the 
offender, and the community, resolution for all and reintegration of the 
offender into the community. However, in other legal systems, such as 
in Native American and aboriginal settings, restorative justice is used 
even for sentencing. These “circle sentencing conferences” are used to 
discuss the event, air feelings, and sentence the offender via a collab-
orative, community-wide process including the offender, victim, their 
friends and families, and their surrounding communities. Forms of RJ 
in the United States of America include victim offender mediation and 
reparative probation programs. Restorative justice allows the victim to 
ask questions, express feelings, and reach resolution about the event and 
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Comprehensive Law 101

the offender to accept appropriate personal responsibility for his or her 
actions, thus perhaps leading to changed behavior (Zehr, 2002).

Transformative Mediation

Professors Bush and Folger (1994) give this example of transforma-
tive mediation: Four people show up to the mediation: the media-
tor, the teenaged victim Jerome, his father Regis, and the offender 
Charles. Charles had chased and attacked Jerome and his friends several 
times over the past month. Fed up, Regis went after him and warned 
him, then pressed assault charges. Regis enters mediation visibly angry, 
while Charles appears undefensive, quiet, even cowed.

The mediator asks Regis and Charles to take turns describing what 
happened. Charles is a young, slight, African American man who walks 
with a limp. He routinely cut through Jerome’s neighborhood on his way 
from the bus stop to see his girlfriend, and Jerome and his friends rou-
tinely razzed Charles as he passed. But, one day, Jerome took it a bit far 
with his verbal insults and Charles physically assaulted Jerome. Through 
this mediation, Regis realizes that his son Jerome and his friends had 
been making fun of Charles’ physical disability and that, finally, Charles 
couldn’t take it anymore. Charles explains that all he wants to do is see 
his girlfriend and he is happy to walk a different route through the neigh-
borhood. By subtly focusing on Charles’ physical condition, the con-
tent of the verbal interactions between Charles and Jerome pre-assault 
and by focusing on how each party’s comments in the mediation had 
affected the other, the mediator was able to elicit what transformative 
mediation (TM) calls “recognition,” a sort of empathy or standing in the 
other’s shoes, from both Charles and Regis. Each was able to appreciate 
the other’s feelings and motivations. Then, by having the parties jointly 
develop the solution to the problem, the mediator facilitated what TM 
calls empowerment, meaning the parties grew in maturity by owning 
their own solution. Transformative mediation appears to resemble tra-
ditional facilitative mediation at first, until one realizes that it explicitly 
works toward these two goals, empowerment and recognition, instead of 
focusing on resolving the dispute (Bush & Folger, 1994 & 2005).

Collaborative Law

Early on, founder Stewart Webb and attorney Pauline Tesler used this 
hypothetical in their collaborative law training programs: Henry and 
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Susan Daicoff102

Ruth have been married for twenty years and have one seventeen-year-
old son, Justin, who is currently being treated in an in-patient setting 
for drug and alcohol abuse. Ruth, a former homemaker, has moved out 
of the house into her own apartment and begun working part time. 
Henry is providing her with monthly support that is below the statu-
tory guidelines in amount. Because they have seen so many of their 
friends go through agonizing, lengthy, costly divorces, they elect to use 
collaborative law (CL) attorneys for theirs. Henry and Ruth, despite 
their differences, some distrust, and a bit of hostility, both agree that 
for Justin’s sake this process needs to be as amicable and cooperative as 
possible. In a series of four-way conferences involving Henry, Ruth, 
and their respective attorneys, they are able to resolve the issues, divide 
their property, develop a plan for Justin, and agree on spousal and child 
support. The process takes four months and costs about a fourth of what 
a traditional uncontested divorce would cost in terms of legal fees and 
costs. At the end of the process, the parties attach their signed agree-
ment to their petition for dissolution, file it, and are promptly divorced. 
The attorneys and the spouses agree at the outset to honor the specific 
guidelines of the CL process, which includes a contractual undertaking 
by the attorneys to withdraw from representation if the process breaks 
down and the parties end up litigating the issues. Neutral third-party 
evaluators are agreed to, engaged, and used for the psychological and 
financial issues involved in Henry and Ruth’s lives. Full and honest 
disclosure of assets and financial matters is required. Between the four-
ways, the attorneys and their clients talk, the two clients may talk, and 
the two attorneys talk. In the four-ways, communication f lows in six 
directions, between all members of the four-party conference (Tesler & 
Thompson, 2006; Tesler, 2001).

Collaborative law offers the opportunity for divorcing spouses to 
dissolve their marriages with less anger, hostility, cost, time, and nega-
tive emotion than result from most litigation processes. Through the 
CL process, they can also begin to develop a workable, cooperative 
post-divorce relationship that may be useful if they must continue to 
co-parent children in the future. The main features distinguishing 
CL from simple mediation or negotiation, however, are the six-way 
communication, the parties’ commitment to the process, and binding 
the attorneys to withdraw if the parties go to court. The last feature 
aligns the attorneys’ financial interests with their clients’, and greatly 
incentivizes the attorneys to work toward creative solutions to the out-
standing issues. Without this, the attorneys can easily lapse into “Why 
worry if my client is misbehaving or the clients aren’t agreeing? I get 
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Comprehensive Law 103

paid either way.” Proponents of CL maintain that this feature produces 
unprecedented creativity and resolutionary energy in both attorneys 
and clients (Tesler, 2001; Webb & Ousky, 2006).

Holistic Law

Holistic law or holistic justice (HJ) is hard to define because it refers 
to an inclusive coalition of practicing lawyers in the United States of 
America who embody a rather diverse set of approaches. Most see 
themselves as healers and peacemakers, but others focus more expressly 
on spiritual principles. The website of the International Alliance of 
Holistic Lawyers states that HJ seeks to:

promote peaceful advocacy and holistic legal principles; encour-
age compassion, reconciliation, forgiveness, and healing; advocate 
the need for a humane legal process; contribute to peace build-
ing at all levels; enjoy the practice of law; listen intentionally and 
deeply in order to gain complete understanding; acknowledge the 
opportunity in conf lict; and wholly honor and respect the dignity 
and integrity of each individual.

Some of its practitioners see legal disputes as an opportunity for per-
sonal or spiritual growth and focus on the lessons or gifts inherent in 
the process of resolving the matter.

Arnie Herz does not identify himself as a holistic lawyer, but the way 
he approached one of his clients, John, is a good example of holistic 
lawyering because he elicited the client’s deepest needs and goals and 
engaged him in a dialogue about them that led the lawyer and client 
toward a legal course of action and ultimately a good result (on many 
levels). In the course of representing John in a business and employment 
dispute with the new owners of a business he had recently sold, Arnie 
cut through John’s bitterness and anger to ask what John really wanted 
to be doing six months from now. Did he see himself embroiled in 
this dispute with these other individuals or would he rather be doing 
something else? The client responded at first that Arnie was too soft, 
not aggressive enough to be his lawyer, and began to leave Arnie’s 
office. Arnie then challenged John to evaluate whether anger had been 
a stumbling block to him in the past and John, though surprised by the 
challenge, ultimately agreed that it had. Viewing and evaluating his 
anger in this way allowed John to eventually make a reasoned decision 
about whether to sue or settle this dispute and move on with doing 
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Susan Daicoff104

what he really wanted to do with his life, which was to make money 
(Daicoff, 2003, 2006a).

Therapeutic Jurisprudence

Therapeutic jurisprudence (TJ) is one of the most well-known and well-
established vectors of the movement. Since 1990, it has seen phenom-
enal growth in application and notoriety. Therapeutic jurisprudence 
acknowledges that law has inescapable psychological consequences for 
people and it asks whether legal rules, practices, and procedures pro-
mote or harm the psychological and physical well-being of the people 
involved (Slobogin, 1995). It then tries to maximize therapeutic results 
and minimize nontherapeutic effects of the law (Stolle et al., 1997).

When its founders, Professors David Wexler and Bruce Winick, inte-
grated it with concepts from preventive law, therapeutic jurisprudence 
asked lawyers to look for psycho-legal soft spots, which are areas “in 
which certain legal issues, procedures, or interventions may produce or 
reduce anxiety, distress, anger, depression, hard or hurt feelings, and 
other dimensions of [emotional] well-being” (Winick, 1999, p. 1040).  
They give these examples (Stolle et al., 1997): for example, elderly clients 
may present developmental, end-of-life, health, and family relation-
ship concerns. Clients with terminal cancer or HIV/AIDS may present 
needs relating to the dying process, the emotional stages of grief, and 
family relationships. Personal injury clients may display anger, depres-
sion, and a desire for revenge. Their anger can be misdirected onto the 
lawyer. They may need the opportunity to tell their story and be heard. 
They may need to hear an apology from the defendant or need help 
to not get “stuck” in the grief process. Domestic violence victims may 
need extra understanding and support, suffer from low self-esteem, and 
have ambivalent feelings toward the offender. A lawyer or judge who 
insists that the victim be completely finished with the relationship, or, 
at the other extreme, one who buys into the victim’s denial and jus-
tification can be counter-therapeutic. For example, one lawyer told a 
victim that the perpetrator was behaving poorly because he still loves 
you, at a time when she said she most needed to hear, “You don’t 
have to put up with that behavior” (Paradine, 2000, p. 44). Alcohol or 
drug dependent clients are likely to display denial, rationalization, and 
resistance and may relapse. A TJ lawyer considers the effects of these 
potential issues, includes them in lawyer-client discussions and consid-
ers them in developing, with the client, a course of action that is most 
likely to have the desired legal and therapeutic outcome.
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Comprehensive Law 105

Therapeutic jurisprudence is quick to point out that therapeutic con-
cerns never trump legal rights and that pursuing a particular course of 
action is always ultimately the client’s decision. However, where two 
courses of action would yield the same legal result, TJ will choose the 
action with the better psychological outcome.

Therapeutic jurisprudence recognizes the often devastating effects of 
protracted, costly, and adversarial litigation as a psycho-legal soft spot 
and would probably seek nonlitigation alternatives for those clients. For 
example, it is a well-known phenomenon that doctors are more likely 
to either malpractice or have another malpractice action filed against 
them in the six months following the filing of a malpractice suit against 
them. It is almost as if their confidence is shaken and they are more 
prone to mistakes (Dauer et al., 1999). For this reason, a TJ defense 
lawyer might prefer a nonlitigated, immediate settlement of the first 
malpractice case to minimize the effect of this phenomenon.

In cases in which ongoing relationships are key, a nonlitigated settle-
ment may preserve the interpersonal relationships between the parties 
and lead to a better overall outcome. For example, in a case in which a 
tenured law professor is suing his or her school for gender discrimina-
tion, the professor expects to continue working there, post-lawsuit. A 
nonlitigated resolution might preserve a better working relationship for 
employee and employer in the future.

Litigation itself, however, can be therapeutic. In cases where there 
is a significant power imbalance between the parties, such as a sexual 
harassment suit where the employer is intractable, arrogant, and self-
righteous and where the employee has a long history of victimiza-
tion, litigation may be the most therapeutic recourse for both parties. It 
would allow the plaintiff to assert themselves, perhaps for the first time. 
It would also give the employer a high level of awareness, which might 
cause reassessment of employee treatment and then change.

Preventive Law

Preventive law (PL), the oldest vector, has been around for about fifty 
years. Like preventive medicine, it seeks to put legal structures in place 
to prevent lawsuits before they occur. For example, an employment law 
attorney might assess a corporate client’s employee policies and proce-
dures manual and practices in order to assess whether the corporation 
has any potential exposure to harassment or discrimination suits. Then, 
the PL lawyer would put into place policies and procedures, perhaps 
including some in-service training, if any legal soft spots emerged as a 
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Susan Daicoff106

result of the lawyer’s audit. Periodic checkups would be done with the 
client to intervene proactively with any troubled employee/employer 
situations (Hardaway, 1997).

As noted earlier, PL techniques were integrated with TJ approaches, 
so that lawyers could foresee psycho-legal soft spots in legal matters 
and take action to prevent situations from occurring that were trou-
blesome both legally and from an emotional health viewpoint (Stolle 
et al., 1997).

Procedural Justice

Procedural justice (PJ) refers to Tom Tyler’s social science findings that 
litigants’ satisfaction with the litigation process is related more to three 
nonmonetary factors than it is to the actual outcome (win/lose) or 
amount of monetary award. These are: the right to be heard, being 
treated with dignity by the judge, and the litigant’s perception that the 
judge is trustworthy. These depend in turn on how much the decision 
maker explains the basis for his or her decision. Procedural justice sug-
gests that litigation in itself is not necessarily what people want from 
the law; they want a voice, an opportunity to tell their story, to be 
treated with respect by the authority figures, and to have the decision 
(if made by a third party) explained to them (Tyler, 1996).

For example, suppose a female sexual harassment plaintiff brings a 
lawsuit against her former employer and ultimately receives back pay 
and a medium-sized damage award, but is poorly treated by the judge, 
the attorneys, and the employer’s representatives throughout the pro-
ceeding. The glow of the win fades substantially. She feels as if she was 
not given an opportunity to tell her story due to the restrictions placed 
on witness testimony and her credibility and character were impugned 
during cross-examination. Hence, it also leads to her feeling totally 
decimated afterward and she gets the impression that the judge does not 
want her to speak freely either. She is likely to feel violated by the whole 
process rather than vindicated. Procedural justice suggests that she will 
feel less satisfied or even be unhappy with the outcome under these cir-
cumstances even if she wins and gets a reasonable monetary award.

These ideas are closely related to the significance of a defendant’s 
apology, which is becoming more and more evident in the law (Cohen, 
1999a,b, 2000a,b,c, 2002). The plaintiffs in the 1998 film A Civil Action 
demonstrate this by their dismay at the news of the financial outcome 
of the case. They say, “All we wanted was an apology.” They did not 
get a verbal apology. Their lawyer has explained to them that money 
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Comprehensive Law 107

is how defendants apologize in the law. At the end, the plaintiffs then 
grumble about the amount because, in their eyes, this apology wasn’t 
emotionally enough.

Creative Problem Solving

Creative problem solving (CPS) refers to a broad approach to lawyering 
and legal problems that takes into account a wide variety of nonlegal 
issues and concerns and then seeks creative solutions to otherwise win/
lose scenarios. Morton (1998) gives this example: a situation in which 
the client has been sued by a neighbor who is claiming adverse posses-
sion. Analysis of legal doctrine focuses on whether the use was permis-
sive. “Are there sufficient use of the premises to constitute ownership 
through adverse possession?” They may come up with a legal answer to 
who is right and who is wrong. However, the analysis does not end 
there; CPS also evaluates the needs and interests of the neighbors: Is 
this just a case of neighbor hostility? Or land acquisition? What does 
the client really want? What can he or she afford? What are the client’s 
values or needs in competition with those of others involved? It then 
asks: What other disciplines should be consulted (psychology)? How 
could this have been prevented or how can further problems between 
these neighbors be prevented? Should the client sell the property, or 
can this be resolved through negotiation, mediation, or more informal 
talks? And, finally: What is the best solution here? What effects will it 
have and on whom?

Janeen Kerper (1998) gives an excellent illustration of the difference 
between straight legal analysis and a creative problem-solving, broad, 
interdisciplinary, free-of-traditional-constraints approach. She com-
pares and contrasts how the two approaches view the famous Palsgraf 
explosion-on-the-railroad-station case, taught in virtually every first-
year torts class. In the case, Mrs. Palsgraf ultimately loses her personal 
injury lawsuit against a railroad because the court essentially draws a 
line in the sand beyond which a defendant is not legally liable. From 
a traditional perspective, Kerper (1998) says the opinion is a “brilliant 
piece of legal reasoning”, because of its elegant line-drawing; from a 
CPS perspective, once you know the actual situation of the plaintiff, 
her needs, her goals, and her resources, Kerper says it is “an example of 
particularly bad lawyering.”

The accident had left Mrs. Palsgraf mute, thus impairing her ability 
to function as a single, working-class, immigrant parent. All she wanted 
was to be able to take care of her daughters, communicate with them, 
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Susan Daicoff108

and improve her earning ability. She lost the lawsuit and ended up hav-
ing to pay all of her attorney’s fees and costs. Financially, she ended up 
poorer as a result of the lawsuit and achieved none of her nonlegal goals. 
The lawsuit actually left her worse than she was before she filed it.

Like TJ and holistic law, CPS is a broad approach to law and law-
yering that could really encompass many of the other vectors. A TJ, 
holistic, or CPS lawyer might well decide to use a collaborative law, 
restorative justice, or transformative mediation process or a preventive 
law technique in a particular case.

Traditional versus Comprehensive Lawyering

Table 4.1 was developed by Pauline Tesler in 1999, based on a similar 
table developed by William Van Zyverden, to distinguish collabora-
tive law and holistic justice from traditional law, but it is an excellent 
comparison of traditional adversarial lawyering and comprehensive 
law dispute resolution. Here, it is reprinted, with slight revisions, by 
permission.

Problem-Solving Courts

A parallel shift has occurred in the court system, mainly due to judges’ 
interest in therapeutic jurisprudence. A number of specialized, prob-
lem-solving courts have been established on TJ principles. Examples 
are drug treatment courts, mental health courts, and domestic violence 
and unified family courts, which focus on resolving the interpersonal 
issues underlying the legal problems rather than on punishing defen-
dants or assigning fault. They take a long-term, relational, interdis-
ciplinary, healing approach to judging. Table 4.2 by Roger Warren 
compares traditional litigation with the approach taken by these prob-
lem-solving courts.

Applying the Vectors

Some of the vectors are more practical, concrete, and tangible while 
others are more broad and theoretical. David Wexler has described the 
more theory-oriented ones as being like lenses through which the other, 
more concrete vectors can be evaluated. The more concrete vectors 
provide processes for resolving legal matters. For example, if dispute 
resolution is viewed as a collection of dispute resolution alternatives, 
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Comprehensive Law 109
Table 4.1 Comparison of adversarial and collaborative lawyering

Adversarial Collaborative

Limited time for client; emphasis on getting 
the legal work done

Time with client central to process

Focus on legal analysis: facts, law, cases Focus on client and other party
Aligns with client’s view of the facts Understands the client’s inevitable coloring 

of the facts
Q&A of client for eff icient retrieval of 
essential elements of case

Active listening for clear comprehension of 
situation: history, goals, priorities, fears

Asks close-ended questions to fit facts 
into legal framework

Asks open-ended questions to elicit full 
understanding

Views emotions and feelings as distractions 
from the “real work”

Views emotions and feelings as important 
elements of process that need to be 
acknowledged and appropriately managed

Supports client in his/her beliefs—including 
negative ones—about others

Encourages respect for all participants

Supports client’s self-concept as victim Aims to foster personal responsibility
Takes directions that may arise from 
client’s anger, fear, or grief

Separates client’s true interests from 
emotion-based impulses and reactions

May foster or disregard client’s unrealistic 
or illusory perceptions

Counsels and challenges client to transform 
understanding of what is real and what is not

May support client’s desire for revenge and 
undue advantage

Encourages compassion and enlightened 
self-interest

May support client’s shifting of responsibility 
for actions toward others 

Educates client to accept personal 
responsibility for consequences that 
naturally follow actions

Insists on control over all contacts with 
client related to case

Values team approach, including mental 
health and financial professionals

Tells client what game plan is Presents options for strategy and tactics
The law is for lawyers Invites client to understand the law
Fears that the other professionals will 
compromise the lawyer’s ability to “win 
big”

Works collaboratively with all retained 
professionals to achieve the overall best 
outcome for the client

Tries to control advice and conclusions of 
other professionals involved with client

Values sound input from other disciplines as 
aid to providing high-quality legal 
assistance; respects potential contribution of 
other disciplines in problem-solving effort

Considers the work of other professionals in 
the process ancillary to the main task: 
legal work

Considers the legal issues to be only a 
portion of a larger, longer, and more 
complex process of conf lict resolution 
between parties

including litigation, arbitration, mediation, negotiation, and other 
alternatives, then collaborative law, restorative justice and transforma-
tive mediation are clearly part of this collection. Collaborative law, 
restorative justice, transformative mediation, and preventive law give 
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Susan Daicoff110
Table 4.2 Comparison of traditional and transformed court processes

Traditional process Transformed process

Dispute resolution Problem-solving dispute avoidance
Legal outcome Therapeutic outcome
Adversarial process Collaborative process
Claim- or case-oriented People-oriented
Rights-based Interest- or needs-based
Emphasis placed on adjudication Emphasis placed on post-adjudication and 

alternative dispute resolution
Interpretation and application of law Interpretation and application of social science
Judge as arbiter Judge as coach
Backward looking Forward looking
Precedent-based Planning-based
Few participants and stakeholders Wide range of participants and stakeholders
Individualistic Interdependent
Legalistic Common-sensical
Formal Informal
Efficient Effective

us new processes and techniques to add to our toolkits. The other vec-
tors, such as TJ, procedural justice, holistic justice, and CPS are ways 
that a lawyer might look at a particular legal problem, and then evaluate 
and assess the likely consequences, outcomes, viability, and desirability 
of each process in that legal matter. For example, each of the legal pro-
cesses can be viewed from a TJ (Is this process therapeutic or not? How 
could it be made so?), holistic (How does this process take into account 
the healing of the client and the lawyer?), procedural justice (How will 
this process affect the participants psychologically?), or CPS perspec-
tive (Does this process allow for the broadest, most creative approach 
to solving the problem?). A related lens might be religious lawyering (Is 
this process consistent with the lawyer’s and client’s religious beliefs?).

Example

Suppose the client comes to the lawyer with a disgruntled employee 
who is on the brink of suing the client, her employer. Formerly, the 
lawyer could advise the client to do nothing or to sue and then either 
settle, arbitrate, mediate, or proceed to trial. Now the lawyer can, with 
the client, view the matter preventively (Are there other disgruntled 
employees; should the client revamp his personnel procedures?), holis-
tically (What is the relationship between the client and his employee, 
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Comprehensive Law 111

and how does the client’s values relate to the matter?), therapeutically 
(What is best for the client’s well-being, and does he need some asser-
tiveness training or human relations training), from a procedural justice 
standpoint (Does the employee need a voice to participate in the resolu-
tion of the matter?), or via creative problem solving (Should the lawyer 
and client brainstorm options, or think outside the box?). The lawyer 
can also offer more options to the client for resolution: (1) collabora-
tive law, where each client has his/her own lawyer and all four parties 
meet in a series of four-ways to resolve the dispute, and the lawyers 
withdraw if the process breaks down and the parties go to court; or 
(2) transformative mediation, where the mediator focuses explicitly on 
the moral growth of the parties—by encouraging them to find their 
own solutions and to stand in each other’s shoes (empathy)—rather than 
on finding a solution to the dispute.

Training in the Comprehensive Law Vectors

Lawyers who were trained to practice law in the traditional man-
ner may require a bit of new training in order to feel proficient in 
practicing the comprehensive law approaches. Training programs are 
regularly available in collaborative law, restorative justice, and transfor-
mative mediation through their individual websites. Conferences on 
therapeutic jurisprudence, preventive law, holistic justice, and creative 
problem solving are typically available annually. Cutting edge law and 
The Renaissance Lawyer Society are clearing houses that network law-
yers and provide information about training programs and coaching in 
the comprehensive law movement generally.

A number of law school courses (Silver, 2007) and lawyer training 
programs have been developed to teach the vectors of the comprehen-
sive law movement. As these courses and programs have emerged, a set 
of basic competencies has also emerged as being necessary for one to 
practice law and adjudicate in a healing fashion. These competencies 
fall into four categories: (1) intrapersonal skills; (2) interpersonal skills; 
(3) decision-making skills; and (4) dispute resolution and judging skills.

Intrapersonal Skills

To practice law comprehensively, the lawyer or judge must first have 
excellent intrapersonal or self-awareness skills. This is the ability to 
inventory one’s own emotions, motivations, drives, impulses, biases, and 
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Susan Daicoff112

behavior, and make adjustments. Marjorie Silver (1999) has written at 
length about the phenomenon of counter-transference in the lawyer-
client relationship and how important it is for the lawyer to be aware of 
and manage his or her automatic responses to the client, whether overly 
positive or negative. The lawyer or judge also must be able to manage 
the interpersonal boundaries between himself and herself and the cli-
ent or litigant. This means knowing “where I stop and you begin,” or 
what issues are mine to deal with and which are yours. In other words, 
which decisions are the lawyer’s and which are the client’s, which obli-
gations are the lawyer’s and which the client’s, and then not muddying 
or crossing those lines. Linda Mills (2000) also writes about the use of 
appropriate self-disclosure by the lawyer in order to create trust and a 
bond in the lawyer-client relationship. While it is a delicate balance to 
use this appropriately, it can be useful in lawyering comprehensively, 
where an open, trusting lawyer-client relationship is often needed in 
cases involving emotionally laden issues.

Interpersonal Skills

The comprehensive lawyer or judge also needs excellent interpersonal 
skills, including the ability to communicate well with other lawyers, 
judges, and clients (Brooks, 2006; Dauer, 2005), the ability to listen, 
and the ability to put into place processes that will give others proce-
dural justice (Tyler, 1996). Procedural justice informs the lawyer that 
litigants need voice, to be treated with respect and dignity by those in 
authority, and to have a chance to participate in decision-making, and, 
if possible, to maximize their buy-in to the decision and compliance 
therewith (Tyler, 1996). An appreciation of the value of apology in 
resolving legal disputes and the ability to foster opportunities for apolo-
gies to emerge are also important skills (Cohen, 1999a,b, 2000a,b,c, 
2002; Schma et al., 2005). Finally, training in problem-solving skills 
is required; creative problem solving provides a variety of methods by 
which this skill can be acquired (Kerper, 1998).

Decision-Making Skills

The comprehensive lawyer’s decision-making is also expanded. When 
deciding how to accomplish the client’s goals, the lawyer may also take 
into account and identify psycho-legal soft spots or places where psy-
chology and law intersect to create an opportunity or need for preven-
tive action by the lawyer (Stolle et al., 1997). The lawyer may employ 
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Comprehensive Law 113

an ethic of care or rehabilitative or interdisciplinary focus in crimi-
nal cases (Wexler & Winick, 2006; Wexler, 1991; Winick, 2006). For 
example, a criminal lawyer might strategize about the value of a con-
fession in a criminal case (Ronner, 2006), or a judge might utilize PJ 
and treatment compliance concepts in planning a sentencing process so 
that a defendant is more likely to comply with the court’s order (Stolle 
et al., 2000; Wexler, 1991).

Dispute Resolution and Judging Skills

In addition, as stated earlier, the lawyer’s toolkit is also expanded with 
additional lenses and processes of the movement. For example, disputes 
might be resolved via the restorative justice models of a circle process, 
where all involved parties in the community meet and each is given an 
opportunity to speak about how the event affected him or her and then 
reach consensus on what should be done.

Finally, judges may require training in order to adjudicate and func-
tion in new ways, whether in traditional courts or in problem-solving 
ones, where their roles are quite different from those of traditional 
courts. These new judging skills may include interdisciplinary com-
petence, collaboration, and the ability to mete out tough love. This 
form of judging has been described as judging with an interdisciplin-
ary, problem-solving, collaborative, bold, engaged, and action-oriented 
approach, instead of a more traditional one of restraint, disinterest, and 
modesty (Boldt & Singer, 2006).

Challenges Facing the Comprehensive Law Movement

Obstacles to Growth

There are at least four sources of challenge for therapeutic jurispru-
dence and the other vectors of the comprehensive law movement. The 
challenges come from legal education, the current climate of private 
law firms, lawyers’ and judges’ perceptions of the legal ethics code, and 
some personality attributes of attorneys.

For example, legal education has empirically been shown to empha-
size extrinsic rewards, such as grades, awards, and the esteem of others, 
rather than intrinsic ones, such as community, connectedness, service, 
or making a difference (Sheldon & Krieger, 2004). Comprehensive law 
and therapeutic jurisprudence, in contrast, emphasize intrinsic values, 
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Susan Daicoff114

such as healing individuals, improving their well-being or relationships, 
and restoring harmony to communities (Daicoff, 2006a). Therefore, 
legal education may unwittingly steer lawyers away from focusing on 
the values prominent in a comprehensive or therapeutic law practice. 
Sheldon and Krieger (2004) also empirically demonstrated that to the 
extent that law students shifted from an intrinsic value system to an 
external one, their own well-being decreased, so it is not necessarily 
adaptive to the law that legal education fosters this focus. Therefore, 
while legal education may need to learn how to help students preserve 
their intrinsic value system, during law school, in order to maintain 
their psychological well-being, this is also likely to assist them in pre-
paring to practice law comprehensively.

Traditional legal education also claims that it trains individuals to 
“think like a lawyer” (Saunders & Levine, 1994). This often means sift-
ing out only the legally relevant facts in a case. To the extent that this 
means ignoring the emotions, relationships, psychological dynamics, 
needs, morals, and mental well-being of the individuals involved in a 
particular legal matter, it tends to work against excellent, comprehen-
sive law practice. Therefore, some retraining often needs to occur to 
assist lawyers in learning how to integrate a sensitivity to these factors 
into their overall decision-making skills, which include an ability to 
sort out what is legally relevant from what is not.

The current climate of private law firms may work against compre-
hensive law approaches, with its emphasis on billable hours and col-
lected legal fees (Schiltz, 1999). It does not tend to encourage lawyers 
to experiment with new forms of lawyering without proven, lucrative 
results.

One of the most controversial issues currently has been the legal 
ethics codes. Lawyers’ and judges’ perceptions of the legal ethics code 
is often an obstacle to the growth of comprehensive law approaches. 
There is a perception that a duty of zealous advocacy prohibits lawyers 
from suggesting any resolution to the client’s case that is not what 
the clients explicitly say they want. For example, suppose a crimi-
nal defense client comes to a lawyer for her third driving-under-the-
inf luence charge. She says “Get me off. I want the lightest sentence 
possible. I did it but I can’t afford jail time because I have two chil-
dren to take care of.” If zealous advocacy means that the lawyer 
unquestioningly accepts the client’s directions as to the ends of the 
legal representation and proceeds forward, then it ignores the eth-
ics code’s blessing of the lawyer’s role as advisor, and the lawyer and 
the client may miss out on a significant opportunity for this client’s 
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Comprehensive Law 115

life to change. Suppose the client is a drug-dependent mother. She 
qualifies for either drug dependency court (a specialized, diversionary, 
problem-solving court focusing on rehabilitation) or a general thera-
peutic jurisprudence approach utilizing drug rehabilitation treatment 
while awaiting traditional court sentencing on the criminal charge. If 
through gentle exploration by the lawyer, or through referral of the 
client to a mental health counselor the lawyer and the client together 
determine that the client really wants to change and kick her drug 
habit, then the comprehensive or therapeutically oriented lawyer can 
suggest these options. When this is done properly, without paternalism 
and coercion of the client, but with sensitivity and empathy, excellent 
results for the client can occur. The client could successfully complete 
rehabilitation, become drug-free, and go on to mother her children in 
a much better way (Stolle et al., 2000). This is a dramatic example, but 
similar opportunities exist in many cases in the lawyer’s office; often, 
a lawyer is the only professional that some people will ever see. The 
ethics code clearly encourages both the lawyer as zealous advocate and 
the lawyer as advisor, yet sometimes the latter role is overlooked.

Coercion and conf licts of interest must be watched for, however. 
Lawyers and judges must be sure that they are not so enamored of 
therapeutic jurisprudence and other comprehensive law approaches that 
they push their own agenda ahead of the clients’ or there is a conf lict of 
interest under the ethics code requiring withdrawal.

Finally, the personality attributes of many attorneys in the legal 
profession today may impede the rapid growth of therapeutic juris-
prudence and the comprehensive law movements generally, as lawyers 
tend to deemphasize interpersonal relationships and emotions in their 
decision- making. As a group, they are overwhelmingly “Thinkers” on 
the Myers-Briggs Type Indicator, a popular personality test, as com-
pared to “Feelers,” meaning that they tend to value logic, analysis, 
rights, duties, and obligations over interpersonal harmony, mercy, or 
harm to others, when making decisions (Richard, 2002; Weissman, 
1994). This suggests that many lawyers and judges may not naturally be 
attuned to matters relevant to comprehensive law approaches.

In addition, there is evidence that many pre-law students were often 
internally uncomfortable and felt awkward and insecure in social situa-
tions, even though they preferred to be viewed as dominant and socially 
ascendant (Reich, 1976a & b). These qualities explain why a cerebral, 
left-brained profession such as the law might have attracted them, but 
it also suggests that as these individuals enter law practice they may 
need some additional training in order to have excellent interpersonal 
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Susan Daicoff116

competence and sensitivity. Many individuals in the legal profession 
may not naturally tend to have high competencies or interest in emo-
tional or interpersonal matters, which may impede the growth of com-
prehensive law approaches.

Overcoming Obstacles to Integration

Efforts can be made, however, to overcome each of the foregoing obsta-
cles. First, and perhaps most importantly, therapeutic jurisprudence and 
the other vectors of the comprehensive law movement may be necessary 
to the continued vitality of the legal system. Clients, society, judges, and 
lawyers are dissatisfied with the current legal system; the comprehensive 
law movement has emerged in response to calls for reform (Hora et al., 
1999). It will be helpful to continue to collect and report outcome data 
on the results of comprehensive approaches, such as: the efficacy and 
recidivism rates of drug treatment courts, the rates of compliance with 
court orders when procedural justice concepts are utilized in the court 
process, and satisfaction data for clients when comprehensive approaches 
are used. This data can be used to adjust and refine comprehensive law 
institutions, such as collaborative law processes, drug treatment courts, 
mental health courts, unified family courts, using interdisciplinary 
approaches in legal work [e.g., identifying and addressing psycho-legal 
soft spots (Stolle et al., 1997) and others].

Continued exploration of the ethical issues involved in interdisci-
plinary law practice and in innovative dispute resolution processes will 
also refine and develop those practices and processes. Conf lict over the 
ethical issues presented should eventually sharpen the edges of what 
is, and is not, appropriate for lawyers in a comprehensive law practice, 
which will be helpful guidance.

The public, the judiciary, and the legal profession as a whole need to 
be educated about the availability and efficacy of comprehensive law 
approaches, so that informed choices can be made. Those working in 
and researching the vectors of the comprehensive law movement may 
want to be conscious and explicit about their intentions for the growth 
of the movement, whether they believe it should be mainstreamed or 
parallel to traditional law.

Finally, and perhaps most importantly, therapeutic jurisprudence 
and the other comprehensive law vectors should be recast as simply 
best lawyering practices, excellent legal advising, or leadership. These 
approaches are useful and appropriate in many cases. It is simply good 
lawyering in many situations to approach the case from a comprehensive 
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Comprehensive Law 117

viewpoint, taking into account all the new knowledge, skills, and pro-
cesses now available to lawyers and judges as a result of the growth of 
the movement in the last almost two decades. While many lawyers 
may not choose to practice in this way due to some of the obstacles 
noted earlier, they can still appreciate its relevance and perhaps employ 
a comprehensive lawyer in their firm to whom they can refer appropri-
ate clients, much as transactional lawyers send their clients in litigation 
to the litigators in their firm. This recasting can help overcome resis-
tance in the legal profession to comprehensive law approaches.

Interestingly, however, some of the obstacles explored earlier and this 
proposal, together, tend to suggest that a hybrid integration/specializa-
tion of the comprehensive law movement into the legal profession is most 
appropriate. Some of the obstacles suggest that, indeed, many lawyers 
may continue to choose to practice law traditionally. However, all law-
yers can be made aware of comprehensive law approaches, just as all are 
aware of litigation. Some may choose to do it (like litigation) as well as 
practice law more traditionally, while others may choose to refer those 
clients to a lawyer who specializes in a comprehensive form of practice.

What is important for proponents of therapeutic jurisprudence and 
comprehensive law, however, is that this choice of hybridization be 
made explicit, as the movement grows. In this way, perhaps the dangers 
of both integration and specialization, such as misuse, paternalism, and 
coercion by untrained legal personnel, lack of access to comprehensive 
services, and marginalization of comprehensive law approaches, can be 
openly discussed and avoided (Daicoff, 2008).

Conclusion

The future of the legal profession is encouraging; whereas in the last 
two decades, the results of traditional criminal trials and the securi-
ties scandals cast doubt on the legal system and on lawyers generally, 
the promise of a better way of resolving legal matters and disputes 
exists. The vectors of the comprehensive law movement provide that 
promise.
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Susan Daicoff118

This chapter is a reprint of several previous publications of the 
author that are here reprinted by permission. It has been adapted from 
and reprints the following previous pieces published by the author: 
a magazine article, Resolution Without Litigation: Are Courtrooms 
Battlegrounds For Losers? GPSolo 44–50 (October/November 2003) 
[republished as Susan Daicoff, “The Comprehensive Law Movement: 
An Emerging Approach to Legal Problems,” in Peter Wahlgren, ed., 
A Proactive Approach, 49 Scandinavian Studies in Law 109–129 (2006); 
republication, with revisions, of 2003 GPSolo article] and two law 
review articles published by the author as Law as a Healing Profession: 
The “Comprehensive Law Movement,” Pepperdine Dispute Resolution 
Law Journal 6:1 (2006), 1–61; and Growing Pains: The Integration 
vs. Specialization Question For Therapeutic Jurisprudence And Other 
Comprehensive Law Approaches, 30 Thomas Jefferson Law Review (2008), 
551–574. In addition, it draws from, reiterates ideas in, and summarizes 
a number of previously published articles and book chapters by the 
author, including: Collaborative Law: A New Tool for the Lawyer’s 
Toolkit,” University of Florida, Journal of Law & Public Policy J. L. 20:1 
(2009), 113–145; Lawyer Personality Traits and their Relationship to 
Various Approaches to Lawyering (invited book chapter), in Marjorie 
A. Silver, ed., The Affective Assistance of Counsel (Carolina Academic 
Press, 2007); The Comprehensive Law Movement, 19 Touro Law 
Review 825 (2004) (transcript of speech); Lawyer, Know Thyself: A 
Psychological Analysis of Personality Strengths and Weaknesses (final 
chapter) (American Psychological Association Books, 2004); with 
David B. Wexler, Chapter 26: Therapeutic Jurisprudence, in, Alan 
M. Goldstein, ed., Comprehensive Handbook of Psychology: Volume 11: 
Forensic Psychology ( John Wiley & Sons, Inc., 2003); Afterword: The 
Role of Therapeutic Jurisprudence Within the Comprehensive Law 
Movement, in Dennis P. Stolle, David B. Wexler, and Bruce J. Winick, 
eds., Practicing Therapeutic Jurisprudence (Carolina Academic Press, 2001); 
and Making Law Therapeutic For Lawyers: Therapeutic Jurisprudence, 
Preventive Law, and the Psychology of Lawyers, 5 Psychology, Public 
Policy and Law 811 (1999).

Appendix

Terminology

Collaborative law: This is a, collaborative process employed mainly in 
divorce law, where the spouses and their respective attorneys resolve 
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Comprehensive Law 119

the issues outside of court in a series of conferences. No litigation 
is usually instituted until settlement is reached and the attorneys 
are forbidden from representing their clients in court should the 
agreement process break down.

Creative problem-solving: This is associated with the McGill Center 
at California Western School of Law and is explicitly humanistic, 
interdisciplinary, creative, and preventive in its approach to legal 
problems. It seeks to find solutions in a broader approach than is 
traditionally associated with legal work. From the Center’s website: 
“This is the first program in San Diego specifically dedicated to 
scholarly research and objective practical training in problem solving, 
dispute resolution and preventative law. As an institutional focal 
point for the school’s overall mission of educating creative problem 
solvers, the Center explores the processes used by the law to address 
human and social problems, identify and describe competencies 
required to help individual, organizations and communities solve 
their problems effectively, and educates law students, lawyers and 
others in the skills and techniques of creative problem solving. For 
students, the Center is a teaching institution for learning the theory 
and practice of problem solving and conf lict resolution. For the 
academic community, the Center is a vehicle for the production and 
dissemination of research on conf lict theory, dispute resolution and 
problem solving. For the local and national community, the Center 
provides a forum for training and dialogue about the resolution of 
complex socio-legal problems and preventative law.”

Holistic law: It “acknowledge[s] the need for a humane legal process 
with the highest level of satisfaction for all participants; honor[s] and 
respect[s] the dignity and integrity of each individual; promote[s] 
peaceful advocacy and holistic legal principles; value[s] responsibility, 
connection and inclusion; encourage[s] compassion, reconciliation, 
forgiveness and healing; practice[s] deep listening, understand[s] and 
recognize[s] the importance of voice; contributes[s[ to peace building 
at all levels of society; recognize[s] the opportunity in conf lict; 
draw[s] upon ancient intuitive wisdom of diverse cultures and 
traditions; and [encourages the lawyer to] enjoy the practice of law” 
(from the website of the International Alliance of Holistic Lawyers). 
It is explicitly interdisciplinary, allows the lawyer to incorporate his 
or her own morals and values into client representation, seeks to “do 
the right thing” for the lawyer, clients, and others involved, and to 
find solutions to legal matters in a broader, more holistic approach 
than is traditionally associated with lawyers, like holistic medicine.
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Susan Daicoff120

Preventive law: This seeks to explicitly intervene in legal matters 
before disputes arise and advocates proactive intervention to head 
off litigation and other conf licts. It emphasizes the lawyer-client 
relationship, relationships in general, and planning and is a long-
standing, harm-averse movement.

Problem-solving courts: This refers to the rapid rise of specialized, 
interdisciplinary, therapeutic-jurisprudence courts such as drug 
treatment courts, mental health courts, unified family courts, domestic 
violence courts, and the 2000 joint resolution of the Conference of 
Chief Justices and the Conference of State Court Administrators 
explicitly encouraging the development of problem-solving courts.

Procedural justice: This refers to social scientist Tom Tyler’s empirical 
findings that, in judicial process, litigants’ satisfaction depends more 
on being treated with respect and dignity, being heard, having an 
opportunity to speak and participate, and how trustworthy the 
authorities appear/behave than they do about the actual outcome 
(e.g., winning versus losing) of the legal matter.

Restorative justice: This refers to a movement apparently employed 
most often in Australia, Canada, and the United Kingdom in which 
criminal justice and criminal sentencing are done by the community, 
victim, and offender in a collaborative process with all players present, 
focusing on the relationships between the offender, the victim, and 
the community. It is the antithesis of a top-down, hierarchical system 
where the judge (up) imposes a sentence on the defendant (down).

Therapeutic jurisprudence: This focuses on the therapeutic or counter-
therapeutic consequences of the law and legal procedures on the 
individuals involved, including the clients, their families, friends, 
lawyers, judges, and community. It attempts to reform law and legal 
processes in order to promote the psychological well-being of the 
people they affect. From the website of the International Network on 
Therapeutic Jurisprudence: “Therapeutic Jurisprudence concentrates 
on the law’s impact on emotional life and psychological well-being. 
It is a perspective that regards the law (rules of law, legal procedures, 
and roles of legal actors) itself as a social force that often produces 
therapeutic or anti-therapeutic consequences. It does not suggest that 
therapeutic concerns are more important than other consequences or 
factors, but it does suggest that the law’s role as a potential therapeutic 
agent should be recognized and systematically studied.”

Transformative mediation: As described in Bush and Folger’s book 
The Promise of Mediation (2005), in this process, the procedure and the 
players are dynamic. The parties are moved toward two goals: that 
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Comprehensive Law 121

of recognition of the other and that of empowerment of self through 
enhanced moral growth. It may also foster one’s ability to relate to 
others. It does not focus on resolution of a dispute but instead on the 
process of resolution.

Questions

1. Compare and contrast the traditional practice of law with a com-
prehensive or peacebuilding form of law practice.

2. Compare and contrast traditional courts and judges’ roles with 
problem-solving courts and judges.

3. Compare and contrast traditional dispute resolution with a more 
comprehensive or peacebuilding form of dispute resolution.

4. How does the “comprehensive law movement” fit within the 
current legal profession (e.g., does it replace the current practice 
of law or supplement it)?

5. What are the benefits to peacebuilding of a comprehensive 
approach to dispute resolution?
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This book contains articles by various authors on how to practice law therapeutically in 
criminal law, family law, client interviewing and counseling, and other areas of the law. The 
final chapter discusses the comprehensive law movement.

———. (2004). Lawyer, know thyself: A psychological analysis of personality strengths and weaknesses. 
Washington D.C.: American Psychological Association Books.
This book reports on and synthesizes forty years of empirical research on the personality 
traits, preferences, decision-making styles and characteristics of lawyers, and then relates 
these findings to the state of the legal profession. The final chapter discusses the compre-
hensive law movement.

Legal Profession Generally and New Forms of Law Practice
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Phillips, B. A. (2001). The mediation field guide: Transcending litigation and resolving conf licts in your 
business or organization. San Francisco: Jossey-Bass.
This book covers changes in the area of mediation toward a more holistic practice.

Therapeutic Jurisprudence
Stolle, D. P., Wexler, D. B., & Winick, B. J. (Eds.). (2000). Practicing therapeutic jurisprudence: Law 

as a helping profession. Durham, NC: Carolina Academic Press.
This book is intended for practicing lawyers as a guide to practicing law therapeutically.

Wexler, D. B., & Winick, B. J. (1990). Therapeutic jurisprudence: The law as a therapeutic agent. 
Durham, NC: Carolina Academic Press.
This book introduced the concept of therapeutic jurisprudence.

———. (1991). Essays in therapeutic jurisprudence. Durham, NC: Carolina Academic Press.
This is a collection of essays on how therapeutic jurisprudence can be applied in a variety 
of areas of the law.

———. (1996). Law in a therapeutic key: Developments in therapeutic jurisprudence. Durham, NC: 
Carolina Academic Press.
This collection of essays adds to the 1991 collection and extends the application of therapeu-
tic jurisprudence to new areas, such as employment law.

Collaborative Law
Tesler, P. H. (2001). Collaborative law: Achieving effective resolution in divorce without litigation. 

Chicago: American Bar Association.
This book is authored by a pioneer and trainer in the collaborative law field, speaking pri-
marily to lawyers who wish to become collaborative lawyers.
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This book is authored by two pioneers and trainers in the collaborative law field, dealing primar-
ily with the interdisciplinary, team-oriented collaborative divorce model of collaborative law.

Webb, S. G., & Ousky, R. D. (2006). How the collaborative divorce method offers less stress, lower cost, 
and happier kids without going to court: The smart divorce. New York: Hudson Street Press.
This book is coauthored by the founder of collaborative law, Stewart Webb, and is primarily 
intended to speak to potential clients of collaborative lawyers.

Transformative Mediation
Bush, R. A., & Folger, J. P. (2005). The promise of mediation (1st ed. 1994; 2nd ed.). San Francisco: 

Jossey-Bass.
This book is the primary resource for understanding transformative mediation, written for 
mediators.

Preventive Law
Hardaway, R. M. (1997). Preventive law: Materials on a non adversarial legal process. Cincinnati, OH: 

Anderson Publishing Co.
This book is a revision and update of preventive law founder Louis Brown’s classic textbook 
on preventive law.

Restorative Justice
Zehr, H. (2002). The little book of restorative justice. Intercourse, PA: Good Books.

This small book, by one of the leaders in the field, gives a good overview of the various 
forms of and theories behind restorative justice.

Johnstone, G., & Van Ness, D.W. (Eds.). (2007). Handbook of restorative justice. Portland, OR: 
Willan Publishing.
This comprehensive work covers the theory, practice, applications and social context of 
modern restorative justice.

Spirituality and Law
Hall, D., (2005). The spiritual revitalization of the legal profession: A search for sacred rivers. Lewiston, 

NY: Edwin Mellen Press.
This book, written by law dean and university president David Hall, examines the need for 
a spiritual base in the practice of law.
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C H A P T E R  5

Peace Psychology in a Poor World: Conflict 
Transformation in Response to Poverty

Ma. Teresa Tuason

What kinds of conf licts do individuals, communities, and countries go 
through under debilitating conditions that are exacerbated by poverty? 
How can peace be attained in circumstances of economic hardship? 
The answers to these questions will be discussed in the analyses of 
a Southeast Asian country, the Philippines, where there is persistent 
poverty and protracted conf lict in the political, military, religious, 
and ethnic arenas, which, consequently, has led to further strife and 
socioeconomic inequalities. Micro-conf licts (intrapersonal and inter-
personal) and meso-conf licts will be discussed, specifically in the psy-
chological experience of the struggle. Efforts to transform and transcend 
will be reviewed, as well as peacebuilding and peace education.

Economic Strife

Poverty is a problem that concerns more than 60 percent of the world 
population and affects people’s lives in an all-encompassing way. In 
any part of the world, conf lict resulting from poverty can be found 
within the individual, the family and/or society, or even between 
nations—at the global level. Asia and the Pacific are the home of almost 
two-thirds of the world’s chronically undernourished and hungry peo-
ple, approximately 515 million Asians (United Nations Economic and 
Social Commission for Asia and the Pacific, 2002). The Philippines, 
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Ma. Teresa Tuason128

located in southeast Asia, has a high incidence of poverty. In 2000, 
40 percent of the Philippine population, about thirty-two million peo-
ple, was poor (National Statistics Office, 2000). A survey taken by Social 
Weather Stations, Inc. showed poverty incidence in the Philippines 
increased to 59 percent the first quarter of 2001 from 56 percent the 
last quarter of 2000 (“Hunger,” 2001). Compared to industrialized 
countries, the prevalence of poverty in developing countries, such as 
the Philippines, is powerful and intense because the hunger rate, the 
household incidence of food insecurity, is high, too. The indicators of 
poverty’s significant inf luence in the Philippines are increased popula-
tion, insufficient health care and mental health concerns due to socio-
economic deprivation, illiteracy, corruption, and social injustice.

This discussion offers a salient and meaningful framework of the 
experience of poverty in a third-world country, the Philippines, using 
the perspectives of psychology, conf lict transformation, and peacebuild-
ing. Psychology, a discipline that is both academic and applied, involves 
the study of mental processes and behavior. Extant research, however, 
has not focused on the psychological experience of poverty or on pov-
erty in developing countries (Tuason, 2008). Conf lict transformation 
is the process of constructive change (Lederach, 2003). Lederach (2003) 
describes conf lict transformation as: a way to envision and respond to 
the ebb and f low of social conf lict as life-giving opportunities for cre-
ating constructive change processes that reduce violence, increase jus-
tice in direct interaction and social structures, and respond to real-life 
problems in human relationships.

Specifically in contexts of oppression, injustice, violence, and war, 
peace education programs can powerfully transform worldviews 
from conf lict orientation to peace orientation (Clarke-Habibi, 2005). 
Although the common trends in peace education include: conf lict 
resolution training, democracy education and human rights awareness 
training, Clarke-Habibi (2005) proposes an integrated perspective that 
the culture of peace is attained only from an authentic process of trans-
formation, for both the individual and the collective.

A culture of peace is defined by the United Nations Educational, 
Scientific and Cultural Organization (UNESCO; 1995) as “a set of val-
ues, attitudes and modes of behavior based on non-violence and respect 
for the fundamental rights and freedom of all people.” To promote 
cultures of peace, the General Assembly of UNESCO (1999) voted for 
a program of action to create global peace and passed this resolution for 
states, organizations, and individuals (UN resolution A/53/243). Joseph 
de Rivera (2004) suggests that there are four dimensions to a culture 
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Peace Psychology in a Poor World 129

of peace. These are: liberal development (i.e., extent of democracy, 
human rights, literacy, gender quality), equality (i.e., low discrepancies 
in distribution of wealth and low homicide rates), state nonviolence 
(i.e., infrequent use of military threats and low military spending), and 
nurturance (i.e., amount spent on education and acceptance of refugees). 
Although all four dimensions could illuminate the lack of peace in the 
Philippines, the current study will elaborate mainly on one dimension, 
equality, or economic violence that inequality evidences.

The American Psychological Association’s mission (2009) espouses, 
“to advance the creation, communication and application of psycho-
logical knowledge to benefit society and improve people’s lives.” The 
betterment of people’s well-being is at the heart of the field of psy-
chology, which thereby provides a foundation for peace. Because of 
the Cold War, a group of psychologists formed the Division of Peace 
Psychology within the American Psychological Association (Wessells, 
1996). Although peace psychology as a discipline emerged only in the 
1980s, many psychologists (e.g., William James, Gordon Allport, Hadley 
Cantril, Otto Klineberg, Richard Wagner, Jerome Frank, Ralph White, 
Morton Deutsch) and publications (e.g., Peace and Conflict, Journal of Peace 
Psychology, Journal of Conflict Resolution, Journal of Social Issues) have done 
monumental work in the perspective of promoting peace and not war 
or fear. After the Cold War, what ensued were divisions and conf licts 
not so much between states, but due to differences in ethnicity, religion, 
economic well-being, and so on (Klare, 1998). Peace psychology in the 
twenty-first century is necessarily international in nature and grounded 
in a multicultural framework (Christie et al., 2001). Morton Deutsch 
(1993) advocates education for a peaceful world and furthers the practice 
and theory of conf lict resolution (Deutsch et al., 2006). Christie et al. 
(2001) further define peace psychology as seeking to develop theories 
and practices with the objective of prevention and mitigation of direct 
and structural violence, and to promote peacemaking, that is, the non-
violent management of conf lict, and peacebuilding, that is, the pursuit 
of social justice. This current work, therefore, elaborates on how peace 
psychologists construe the system of violence (direct and structural vio-
lence) and their advocacy for systems of peace (peacemaking and peace-
building; Christie et al., 2001). This current work is also an illustration 
of the framework for action that specifies the venues by which psy-
chologists continue to make a difference in sensitization, consultation, 
activism, and policy work (Wessells et al., 2001). In the year 2000, the 
APA adopted the Resolution on Poverty and Socioeconomic Status, 
a product of concerned psychologists defining advocacies in research, 
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Ma. Teresa Tuason130

practice, training, and public policy to serve the people who are poor, 
encouraging psychologists to examine their responsibility for the social 
issues of economic disparity, power inequality, and poverty.

Qualitative Research on Poverty in the Philippines

The model to be presented is based on an empirical study of the expe-
rience of poverty in the Philippines (Tuason, 2008). This qualitative 
research (Tuason) was guided by constructivist (Lincoln & Guba, 1985) 

Figure 5.1 Theoretical model for living with poverty.

CULTURALLY UNIQUE FACTORS
• Debt of gratitude (utang na loob)
• Letting go (bahala na)
• Perseverance (pagpupunyagi)
• Reliance on others (pakikipagkapwa)
• Strong family ties

EMOTIONAL MOVEMENTS
• Hurt, loneliness, fear
• Envy, insecurity, self-pity
• Anger
• Less positive emotions

PSYCHOLOGICAL
EXPERIENCE
• Experience of depriviation
• Less positive self-descriptions
• Few dreams for self
• Reliance on children
• Resignation/acceptance

PERCEIVED CAUSES
• Personal
• Familial
• Socio-cultural

WAYS OF COPING
• Ask help
• Give help
• Marriage
• Pray to God
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Peace Psychology in a Poor World 131

and critical (Kincheloe & McLaren, 1994) theories as the research para-
digms, and grounded theory (Charmaz, 2000; Corbin & Strauss, 1990) 
as the methodology. Although the original study (Tuason) involved 
twenty-five Filipino participants who were born poor, only thirteen, 
those who remained poor, will be discussed in this chapter. That group 
(those who remained poor) included seven females and six males, with a 
mean age of forty-three (SD = 12.20). Three of these participants were 
single and ten were married; all identified as Roman Catholics. Their 
families of origin had a mean of seven children (SD = 1.87) and the 
respondents were usually fourth in birth order (M = 4.15; SD = 2.27) 
and had four–five children of their own (M = 4.54; SD = 3.82). Of 
the group of thirteen people, four had monthly incomes of P6,250 
Philippine pesos (US$125), three of P3,125 (US$62.50), another three 
of P1,000 (US$20), and the remaining three of P100 (US$2).

Figure 5.1 illustrates the theoretical model for living with poverty, 
outlining the psychological constructs of perceived causes of poverty; 
the experiences of poverty, which are inf luenced by emotional move-
ments; coping mechanisms, also inf luenced by emotional movements; 
and the culturally unique factors in the Philippines. These findings 
on poverty will necessarily include the personal, relational, structural, 
and cultural dimensions (Lederach, 2003) of the conf licts embedded in 
poverty and structural violence.

Perceived Causes

Filipinos attribute their poverty to three types of perceived causes 
that result in different experiences of poverty: (a) personal conditions, 
(b) familial conditions, and (c) sociocultural conditions. Personal condi-
tions included statements that elaborated on causes of poverty for which 
the interviewees felt responsible. Respondents reported the inability to 
finish school, obtaining only low levels of education, receiving low 
salaries, and having taken jobs that were unstable and without security. 
They talked about not having money for school because the money 
they had earned from work was used to help feed their families. They 
said that not attaining higher levels of education had led to unemploy-
ment, the inability to find stable jobs, marrying early, and having many 
children who were then reliant on them for help. Familial causes dis-
cussed included the inability of the respondents’ parents to send their 
children to school, their parents’ lack of education and unemployment, 
and, sometimes, parents’ vices, such as alcohol, drugs, and gambling. 
Familial causes mentioned also included parents marrying young, being 
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Ma. Teresa Tuason132

unfaithful to each other, and having many children. Additional familial 
and personal conditions cited were death in the family and infidelity 
in respondents’ own relationships. The third class of perceived causes 
consisted of that which the participants believed was not within their 
immediate and proximate control. These included government graft 
and corruption, lack of available jobs, the very high rate of unemploy-
ment, and high inf lation. Sociocultural conditions were the govern-
ment’s inability to provide for housing, social security benefits, jobs, 
decentralization of jobs, and economic stability.

The Psychological Experience of Poverty

Figure 5.2 describes the cyclical nature of the experience of poverty 
and illustrates the coping process that goes on in individuals inter-
nally. The stages outlined are cyclical as people usually go through 
one stage to another and come back several times depending on life 
circumstances and triggers. The psychological experience of poverty 
includes the experience of deprivation, which leads to the experience 
of negative emotions such as anger, hurt, and pain, which, in turn, 

Negative
Emotions

Rely on
children to get

them out of
poverty

Experience of

Deprivation

Pay to God to

survive
Resignation

Positive EmotionsPositive Self-descriptions
Dreams

Figure 5.2 The psychological experience of poverty.
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Peace Psychology in a Poor World 133

negatively impact their ability to feel positive emotions, describe them-
selves in positive terms, and have dreams or aspirations for themselves. 
They cope by praying to God to help them survive, and by relying on 
their children to get them out of poverty. Ultimately, those who are 
impoverished may experience resignation about their circumstances of 
material deprivation.

Experience of Deprivation
Material deprivation means not having basic needs met such as clothes, 
food, and shelter. While growing up, interviewees reported having 
only old or “hand-me-down” clothes and no shoes. Food was rationed, 
with only a small amount allotted to each family member, and respon-
dents ate only once a day and spoke of experiencing hunger pangs. 
They also discussed using food extenders to try to feel full (e.g., sweet 
potatoes, potatoes, rice, and instant ramen noodles), or using small 
amounts of tasty or salty food as viands to which they added rice (usu-
ally these were oil, salt, salted shrimp, dried fish, or sardines). In terms 
of shelter, they rented or lived in very small shanties on land that usu-
ally was not their own, essentially as squatters, with limited space and 
no privacy. For example, a family of four might have only one room 
in which to sleep. It was very likely that respondents had experienced 
extended periods in their lives when money was tight and, as a result, 
had lived without electricity, water, television, or telephone. Needless 
to say, as children they had little to play with and envied other children 
who had more or better toys. When they had attended school, they 
reported they had insufficient supplies, for example, no pencils with 
which to write. Some participants had stopped going to school when 
they realized their parents did not have enough money for tuition and 
fees for all their children. Instead of going to school themselves, they 
had worked to earn money for the family or to help a sibling continue 
through school.

Few Positive Self-descriptions
Despite the stories they narrated about their efforts to survive their 
diff icult circumstances, the individuals who were poor were less 
likely to describe themselves positively. In their lives and in the values 
to which they ascribed, perseverance and resourcefulness were com-
mon themes: unceasing work, continuing efforts to f ind a job, and 
withstanding diff icult labor. Seeking help from relatives, approaching 
people about jobs, negotiating for more work hours for more money, 
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Ma. Teresa Tuason134

and learning from other’s mistakes evidenced resourcefulness. At an 
early age, many respondents had learned to sell things, and to substi-
tute for what they did not have. They said that working hard was the 
way to persuade those with more power to provide the opportunities 
or jobs that would make their lives better and allow them to meet 
their needs. Although it was clear that these individuals were strong-
willed and resourceful, they did not describe themselves in such posi-
tive terms.

Few Dreams or Aspirations
Their dreams and ambitions, which were not many, had to do with 
being able to survive, such as being able to eat three times a day, not 
getting sick, and obtaining money for a house, car, store, tricycle, or 
jeepney or with which to establish their own business. Uppermost in 
their wishes was the desire to earn enough money to survive, to be 
able to eat, to see them through the hard times, or through an illness. 
Their aspirations were to marry someone who could survive poverty 
or to be able to leave their provinces for work in Manila, where they 
believed there were more opportunities. The specific plans they spoke 
of for reaching these desires included budgeting their money and not 
spending much on extravagant or delicious food.

Reliance on their Children
The participants’ strong desires and expectations were for their chil-
dren to finish school, find good-paying jobs, and help get the family 
out of poverty. Additionally, they expressed the hope that their chil-
dren could live good lives and that their family could be together, 
despite the difficulties.

Resignation and Acceptance
Participants described poverty as their destiny. They expressed accep-
tance of their circumstances and resignation to the conditions in their 
lives. They reported this tolerance of dire circumstances as being the 
result of conditioning that occurred from the time of their earliest 
memories. They were used to deprivation, having experienced it 
since their births, and felt that there was nothing they could do about 
it. For individuals who are poor, resignation to poverty becomes pro-
tective: acceptance of their situation will not lead to further aspira-
tions or changes that will only result in later hurt and disappointment 
anyway.
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Peace Psychology in a Poor World 135

Ways of Coping

The people who remained poor in this study coped with poverty by ask-
ing for and receiving help, giving help, marriage, and praying to God.

Asking for and Receiving Help
Respondents asked for help from relatives or friends (aunt, uncle, 
grandparent, and neighbor). They asked for or borrowed money for 
food, children’s school expenses, and health needs when someone in 
their family was sick. Many times they asked for places to stay for them-
selves and their children. Often, however, they offered their labor in 
exchange for this financial help.

Giving Help
Participants gave help to those close to them who needed their help, 
that is, their parents, siblings, other relatives, or neighbors, and so on. 
It was not unusual for respondents to give money to their parents when 
they had some to spare. They also provided for their siblings by sup-
porting them through school. Though they did not have much space, 
they willingly opened their homes to relatives in need of a roof over 
their heads. They related that their practice of giving help had to do 
with their own security: should they need help in the future, those 
they had helped would not be able to refuse them. Such was their trust 
in and reliance on each other that although there was so little to spare, 
they still would give to each other.

Marriage
All the female participants, for example, seven of thirteen, spoke about 
their marriages not being deliberate choices. They expressed that get-
ting married had just happened to them and some expressed that they 
had not had any choice in the matter. In addition, they also talked 
about not having any control over the number of children they had. 
There was no family planning and not much knowledge about artifi-
cial birth control. Though there certainly was a lack of education with 
regard to using artificial birth control, apparently of greater importance 
was the conf lict they saw between the use of birth control and their 
religion and belief in God. For instance, one woman with ten kids 
might express the belief that God wanted her to have many children. 
Since women could not work once they had children, they usually 
augmented their husband’s income by selling fish, cigarettes, or snacks, 
or by doing laundry and ironing for someone.
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Ma. Teresa Tuason136

Praying to God
There were frequent expressions of reliance on powers the participants 
felt were greater than they were: on God, on luck (suwerte), and on fate 
or destiny. They prayed to God for His help, imploring His pity and put-
ting their trust and confidence in His power, mercy, and omnipotence. 
They prayed that they would be taken out of poverty. Respondents had 
hope, as they believed they would be rewarded by God for their hard 
work. The individuals who were poor often prayed that God would 
help them survive, give them something to eat, keep sickness away, and 
bless them with wealth. They also believed that only God knew of their 
plight. Luck was mentioned as something good that might happen to 
them, to alleviate their poverty, usually as a result of God’s pity on them 
or rare good fortune. Their prayers were for God’s help to survive, resil-
ience, and provision for their present and future needs.

Culturally Unique Factors

The Filipino participants ascribed to a set of beliefs, norms, and values 
to help them cope with poverty. Recurring among these were: debt of 
gratitude (utang na loob), letting go (bahala na), perseverance (pagpupu-
nyagi), reliance on others (pakikipag-kapwa), and strong family ties.

Debt of Gratitude
The respondents who were poor felt indebted to those who had helped 
them and tried to return the favor. Their gratitude also could be 
expressed through helping others whenever an opportunity to do so 
was presented. They felt an emotional obligation, debt of gratitude, 
utang na loob, to give back the help they had received in some way.

Letting Go
Letting go, bahala na, is another attribution to fate that is culturally 
defined. This saying used in relation to individuals who remained poor 
refers to belief, and acceptance—and through them consolation—that 
being poor was their destiny, that they did not have control or power 
over poverty and change. To the people who were poor, bahala na was 
letting go of resistance to their circumstances in order to survive with 
poverty, meaning the realization that they had survived hard situations 
before and trust that they would survive their current predicament. 
Thus, they felt resigned to being poor and believed that they could not 
change, expect much, or spend time dreaming of what they could not 
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Peace Psychology in a Poor World 137

have. This capitulation to fate or to God shows their spirituality and the 
role of faith in their endeavors to survive poverty.

Perseverance
Respondents spoke of working very hard to improve their dire con-
ditions. They tried perseverance, pagpupunyagi, at work and took any 
job (peddling f lowers, selling newspapers or cigarettes, cooking local 
Filipino snacks and selling them, doing laundry, fetching water) in 
order to get enough money to survive. They attempted to save and 
set aside money for a rainy day. Persistence and perseverance included 
being able to live with what God gave, to rely on His pity, but also 
being f lexible and resilient in the deprived situation. They had grown 
skilled at living without much. They worked hard, did physical labor, 
and were f lexible and tolerant of difficult life circumstances. For them, 
resilience meant being able to continue to live with, accept, and survive 
painful everyday experiences. The ability to suffer and survive, not to 
desire for more, was inherent, allowing them to protect themselves 
from further disappointment.

Reliance on Others and Relationship Security
For participants, strong interpersonal relationships with family, relatives, 
and friends were crucial given respondents’ reliance (pakikipagkapwa) on 
their help in the past, present, and future. They expressed a sense of 
security in social relationships such that people felt confident enough to 
reach out and help as they believed they would also be helped in return 
when the time came, even if there were few resources to share.

Strong Family Ties
Family is an important part of the Filipino culture and was an essen-
tial inf luence in the lives of the participants. In their stories, there was 
always mention of family and of contribution to the household through 
chores, financial provisions, and emotional resources, even from an 
early age. They frequently talked about having worked to sell news-
papers or candies to add to their parents’ income. They spoke of not 
having time to play, for instance, because they had to care for an ail-
ing parent or of giving up their studies so money could be used for 
a sibling’s illness or for food. Some left their province for the city in 
order to find better jobs. If they did not earn money or were not in a 
position to help their families, they were ashamed or embarrassed and 
refused to go back home. As children, they had learned to work hard 
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Ma. Teresa Tuason138

and to accept responsibility for helping to provide for their families. 
The respondents valued togetherness and they related that there was a 
strong sense of caretaking among siblings and parents.

Emotional Movements

For the respondents who lived in poverty, there was meaningful expres-
sion of emotions such as hurt, envy, fear, self-pity, and anger.

Hurt, Loneliness, and Fear
The participants from the group who remained poor mentioned peri-
ods in their lives when they felt much pain and emptiness and said 
they had cried often. They expressed feelings of loneliness, referring to 
periods when they had been left out or when they had isolated them-
selves from people who had more material resources because they were 
feeling sorry for themselves. They experienced fear, for example, about 
applying for scholarships, seeking work in Manila or abroad, or taking 
risks that had to do with business such as borrowing money for startup 
capital for a small business. There were also feelings of shame, embar-
rassment, and hurt pride in receiving help from others.

Envy, Insecurity, and Self-pity
Participants expressed envy toward people who had much more in life 
than they did, like those who ate better food, had more toys, better 
clothes, and better home appliances and furniture, and those who were 
able to afford a house or a car. Insecurity had to do with what they did 
and did not own, their lack of opportunities, and the circumscription 
of their feelings due to the poverty. They felt pity toward their parents 
and themselves about not having enough and about not being enough.

Anger
Participants talked about their feelings of anger, resentment, and hatred 
toward their situation in general, toward themselves for being poor 
(such as thinking of poverty as a curse), and toward their parents and 
siblings. Usually, there was blame directed at their parents for not hav-
ing resources, for having too many children, for marrying too early, 
or for not thinking of how to provide for their children. Some were 
angry with siblings who did not work hard, began abusing drugs, and 
did not finish school or who they perceived as having given up on 
trying to create a better life. There were also times when anger was 
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Peace Psychology in a Poor World 139

not directed at anything except the fact of their poverty. Anger could 
be aimed toward the world in general, as well—to the rich for having 
more, and to everyone else for not working hard enough to correct an 
unfair situation. Respondents spoke of hatred and resentment toward 
themselves for being poor and for being born into a family that was 
poor. There was anger toward others who wasted time or resources 
(their own and others’), those who bragged and f launted their wealth, 
those who seemed to feel superior toward others based on their wealth, 
and toward those who didn’t keep their word.

Few Expressions of Positive Emotions
Participants talked about their enjoyment of life, of work, and of 
their children, and of humor related to their plight. However, though 
humor could have helped them cope with poverty, allowing laugh-
ter to lighten their difficulties, such positive expressions of emotions 
were not prevalent in their stories. For the people who remained poor, 
impending problems, recurring needs, sudden events, or emergencies 
for which no contingencies were in place triggered emotions of hurt, 
anger, and self-pity. These were the internal experiences of poverty—
feeling worn down by the daily struggles resulting from poverty, fran-
tic thinking about what to do and where to get money as one idea 
after another must be discarded as unworkable or impossible, and, ulti-
mately, hopelessness.

Analyses of Conf licts

The micro-conf lict (Galtung, 2004), specifically within people in pov-
erty, that Lederach (2003) termed as personal is characterized by the 
constant fight against hopelessness, dismay, self-pity, insecurity, and 
anger; tolerance for suffering; and fortitude to keep pushing forward to 
survive rather than dwelling on poverty’s inherent injustices of being 
put down, shortchanged, deprived, or dealt with unfairly. The par-
ticipants lived in deprived circumstances, thus their intrapersonal con-
f licts were mostly transformed through reliance on God to take away 
the sources of additional suffering, to provide for their urgent needs 
and to give them tolerance and resilience that they might persevere 
through rather be destroyed by the grinding everyday circumstances 
of poverty.

The micro-conf lict (Galtung, 2004) between people in poverty, 
which Lederach (2003) labeled as relational, involved family rifts 

9780230620636_07_ch05.indd   1399780230620636_07_ch05.indd   139 4/16/2010   7:56:18 PM4/16/2010   7:56:18 PM

10.1057/9780230107830 - Conflict Resolution and Peace Education, Edited by Candice C. Carter

C
o

p
yr

ig
h

t 
m

at
er

ia
l f

ro
m

 w
w

w
.p

al
g

ra
ve

co
n

n
ec

t.
co

m
 -

 li
ce

n
se

d
 t

o
 T

ai
w

an
 e

B
o

o
k 

C
o

n
so

rt
iu

m
 -

 P
al

g
ra

ve
C

o
n

n
ec

t 
- 

20
11

-0
3-

03



Ma. Teresa Tuason140

between spouses, with parents, with siblings, and with relatives. The 
sources of conf lict were mostly similar to those of individuals who 
were not in poverty, with a major primary difference—survival and the 
provision of basic needs in these conf licts was always at the fore. These 
conditions are characterized by Galtung as violent because of the assault 
on basic needs. This is in line with the notion that a culture of peace 
refers to the meeting of these human needs, as opposed to the absence 
of war (Kimmel, 1985; Wagner, 1988; White, 1988). Because, for those 
who are poor, the last resort for emergency needs are often relatives and 
neighbors, there is much expectation and reliance on each other—that 
then creates a sense of social security (Tuason, 2008), or, alternately, 
becomes a source of conf lict when another cannot provide assistance in 
the time of need. These conf licts include feelings of disappointment, 
anger, animosity, and bitterness. The nature of the impoverished exis-
tence so many of the Filipino people are born into serves to create and 
enforce a state of helplessness in the life-worlds of adults, children, and 
the family unit (Rabow et al., 1983). This validates de Rivera et al.’s 
results (2007) that emphasize the impact of social class in the individu-
als’ personal feelings of security and confidence, more than the nation 
they belong to.

These findings on the intrapersonal conf licts borne out of poverty 
are similar to those of a study on Philippine poverty that was con-
ducted more than thirty years ago. Two hundred low-income Filipinos 
expressed despair and disillusionment with the economic, social, and 
political conditions in the country, yet still had belief in their power 
to change conditions using peaceful means. They had few aspirations 
for themselves, yet held high hopes for their children’s futures and edu-
cational attainment. They relied on chance or luck, yet understood 
the role of education; they were half-hopeless, yet half-optimistic 
(Guerrero, 1973).

Noneconomic Strife: Civil, Political, and Military Unrest

In developing countries such as the Philippines, economic strug-
gle is very much tied with the deep structure (Galtung, 2004) of the 
civil, political, and military conf licts that lead to structural violence. 
Structural violence is defined as constraint and devastation on human 
potential caused by economic and political structures (Galtung, 1969). 
Structural violence consists of systematic and long-standing ways in 
which social structures injure people by preventing them from meeting 
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Peace Psychology in a Poor World 141

their basic needs. Ultimately, the worst consequence of the dramatic 
inequalities and injustices that result when resources are contained 
among privileged groups of people is mortality to people in developing 
nations. Hunger and poverty are two main examples of structural vio-
lence, that is, physical and psychological harm that results from exploit-
ive and oppressive social, political, and economic systems (Gilman, 
1983). The emotional climate (de Rivera & Paez, 2007) in this society 
involves collective anger and despair due to the corruption and perva-
sive inadequacy of social structures, human insecurity due to the lack of 
attention to human rights and needs, and a deep yearning for a culture 
of peace. Some studies (e.g., Bar-Tal et al., 2007; Lykes et al., 2007) 
reiterate that violence, whether political or social, threatens the exis-
tence of justice that then creates an emotional climate of fear, sadness 
and insecurity. Some studies (e.g., Basabe & Valencia, 2007) highlight 
the relationship between violent inequalities or the huge discrepancies 
in income distribution, with human rights violations and political cor-
ruption. Another study (e.g., Diener & Tov, 2007) shows how nations 
characterized by high rates of crime with violent economic inequality 
tend to have their citizens favor strong leadership and military rule, 
thus possibly perpetuating a lack of peace.

Economic strife in the Philippines is exacerbated by unstable govern-
ment leadership and deeply ingrained graft and corruption in govern-
ment institutions. The Philippine government and politics have been 
characterized by considerable structural conf lict: corruption, bribery, 
and fragmentation, which in itself lead to the nation’s political and 
economic instability. For instance, the administration of the current 
president, Gloria Macapagal Arroyo, has repeatedly been questioned 
because of accusations of electoral fraud (e.g., Akwani, 2008). The pre-
vious president, Joseph Estrada, allegedly pocketed millions of pesos 
in excise taxes and bribes from illegal gambling syndicates (e.g., Rufo, 
2007). Additionally, the Philippine military, which plays a crucial role 
in who comes into power, has also been fragmented and unpredictable. 
For instance, there have been several coups staged in the span of the last 
three decades and, ultimately, the military dictated who got into power 
(e.g., BBC News, 2006). Consequently, the military’s loyalty has not 
been to the greater majority of Filipinos, but to specific politicians—
and military loyalties change quickly.

Civil strife is another source of conf lict exacerbating poverty. Spec-
ifically, communist insurgents—more commonly known as the New 
People’s Army (NPA)—have rebelled against the government because 
of experienced unfairness, graft and corruption, social injustices, and 
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Ma. Teresa Tuason142

economic inequities. The NPA is another combatant for the Philippine 
government, and a source of strife in the country. Another enemy to the 
Philippine government is the Moro Islamic Liberation Front (MILF). 
A group of Muslims from the southern Philippines formed the MILF 
and have been fighting for their autonomy from the government. In 
more recent years, the MILF appears to have solidified and strength-
ened due to relations with groups such as the Abu Sayyaf and Jemaah 
Islamiyah (Puerto, 2005). Incidences of violence are provoked by the 
military, by the NPA, and by the MILF, and these attacks destabilize 
the country further and relegate the people to even deeper poverty. 
For instance, in October 2007, eight people were killed and as many 
as one hundred and thirty others wounded due to a powerful explo-
sion in a shopping mall in Makati city, the country’s financial district 
(Conde, 2007). In a statement subsequent to this tragedy, President 
Arroyo warned her political opponents, who had been accusing her of 
corruption and asking for her resignation, not to exploit this incident 
and exacerbate the situation (Conde, 2007). Although the suspects for 
the attack were not immediately known, Islamic extremists previously 
had been blamed for a bomb explosion that killed four people in a bus 
near the mall in February 2005 (Albert, 2007). Also, militants alleg-
edly firebombed a ferry on Manila Bay in 2006, killing more than one 
hundred innocent people (Alberto, 2007). In these instances, innocent 
civilians became the pawns of warring parties. It is easy to imagine the 
ensuing fears, insecurities, and hopelessness that would result among an 
already downtrodden populace in response to such violent instability.

The consequences of structural conf lict (Galtung, 2004) are intense—
the people who are poor become poorer, the individuals in need do not 
have access to education and health care, and the government fails to 
provide even the basic infrastructure necessary for progress. Graft and 
corruption have been steadily institutionalized so that those in poverty 
continue to be powerless, neglected, and robbed of their right to live 
decently. Moreover, a staggering number of Filipinos, twelve million of 
the Philippines’ eighty million people, work overseas, resulting in a brain 
drain and an exodus of the working middle class. Working overseas has 
become a solution encouraged by the government to alleviate poverty 
and those working abroad are hailed by the government as “modern 
day heroes” (Abrera-Mangahas, 1998). While working overseas may 
transform intra- and interpersonal conf licts of some people in poverty—
those with family working overseas—it does not do much, if anything, 
to transform the structural conf lict affecting poverty. Moreover, work-
ing overseas is a possibility only for Filipinos from the middle class; those 
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who are extremely poor are unlikely to have the resources required to 
obtain employment abroad such as money for a passport, a visa, a trans-
portation ticket, or an application to an agency, not to mention an educa-
tion that would provide a skill desired by a potential employer.

The Peace Orientation

Social, political, and economic structures of society are very much 
interconnected to the extent that the society experiences peace, specifi-
cally through individuals’ subjective well-being (Diener & Tov, 2007). 
To foster a culture of peace there needs to be an encouragement of 
harmony and economic equality, and the human security of all nations 
(Basabe & Valencia, 2007). Peace educators and peace psychologists 
offer a worldview that does not perpetuate cultures of conf lict, but 
instead recognizes the human potential in its power to carry out peace-
ful action. By doing so, they are reformers or revolutionaries by choice, 
as they enhance teaching and learning practices, transform intercom-
munity relationships, initiate a culture of healing, and create local-
international bonds (e.g., in Bosnia and Herzegovina; Clarke-Habibi, 
2005). Martin Luther King (1964), a great builder of peace, emphasizes 
this peace orientation in his words:

We shall not have the will, the courage, and the insight to deal with 
such matters [as the achievement of peace] unless in this field we 
are prepared to undergo a mental and spiritual re-evaluation . . . It 
is necessary to love peace and sacrifice for it. We must concentrate 
not merely on the negative expulsion of war, but on the positive 
affirmation of peace. (P.1)

The Five-Point Transcendence Method

Galtung’s (2004) method for transformation and transcendence may 
be applied as a way to deal with poverty as a conf lict. Galtung’s peace 
diagonal proposed the creation of five solutions to any conf lict accord-
ing to the following model: a solution validating each of the two 
extreme interests (the poor win, the rich win), neither/nor (neither the 
poor nor the rich win), and/or both (the poor and the rich win), and a 
combination of any of those four solutions.
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In the first solution, one of the two extremes, the poor individuals win. 
This solution gives the poor people the advantage, meaning that their 
plight, concerns, and needs are heard and addressed. They are no lon-
ger neglected, but are instead made a priority by the government, busi-
ness organizations, employers, and private institutions. This first solution 
includes the transformation of their intra- and interpersonal conf licts 
and necessarily consists of the transformation of structural conf lict. This 
may seem an impossible task as it necessitates help not just from the poor 
people themselves, but especially from those who are rich and powerful 
in terms of changing structures that may be in their own favor. This is 
the same philosophy that Martin Luther King (1964) talked about in his 
acceptance speech while receiving the Nobel Peace prize:

The time has come for an all-out world war against poverty. The 
rich nations must use their vast resources of wealth to develop 
the underdeveloped, school the unschooled and feed the unfed. 
Ultimately a great nation is a compassionate nation. No individual 
or nation can be great if it does not have a concern for “the least 
of these.” Deeply etched in the fiber of our religious tradition is 
the conviction that men are made in the image of God and that 
they are souls of infinite metaphysical value, the heirs of a legacy 
of dignity and worth. If we feel this as a profound moral fact, we 
cannot be content to see men hungry, to see men victimized with 
starvation and ill health when we have the means to help them. 
The wealthy nations must go all out to bridge the gulf between 
the rich minority and the poor majority. (P.1)

The second solution is the other extreme, where the rich people are 
at an advantage and the concerns of people who are poor are aban-
doned or minimized. This scenario puts the interest of the wealthy 
and powerful people to the fore, thereby making it possible for the rich 
to get even richer, thus perpetuating the intrapersonal, interpersonal, 
and structural conf licts borne out of poverty. In this solution, only the 
rich are attended to, providing them with even more resources, more 
benefits such as tax cuts, and even more power. This scenario may seem 
tragic and devastating, but it may be the reality of some countries, such 
as the Philippines, with high rates of poverty.

The third solution, neither/nor, is when neither the interests of 
the people who are poor nor of those who are rich are addressed, but 
instead, another issue receives the primary focus. In this scenario, it is 
very likely that another concern, such as going to war, is prioritized. It 
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is noteworthy, however, that even when the concerns of both the rich 
and poor go unattended, it is still the people who are poor who are 
likely to be most adversely affected. For instance, when a society spends 
most of their money on warfare, the people who are rich may be mini-
mally affected, but the people who are poor are largely affected because 
there are fewer resources left for public education, health care, and 
infrastructures such as transportation, safety, order, sanitation, emer-
gency management, and disaster planning.

The fourth solution, and/or both, is when the interests of both the 
people who are poor and those who are rich are taken into consid-
eration. When the interests of both groups are attended to, there is 
greater likelihood for the rich to continue to gain wealth and power, 
but means are also put in place to allow the people who are poor to live 
in better circumstances. This scenario would be likely to occur in a 
society with a well-functioning social welfare system and provision by 
the government for most of the citizens’ basic needs. In such a society, 
the gap between those who are rich and those who are poor is not wide 
and may steadily decrease, allowing for a larger middle class.

The fifth solution is the creative combination of any of the preced-
ing four solutions, which may well be the more realistic and optimal 
resolution to poverty. Since poverty encompasses intrapersonal, inter-
personal, and structural conf licts, and is enduring and protracted in 
a country such as the Philippines, it needs to be addressed not just by 
the government, but by any or all citizens of the country. The fifth 
solution may be a combination of the first solution (where the people 
who are poor are given priority) and the fourth (where both the poor 
and the rich are attended to). Or, it may be a combination of the first 
solution (where the poor win) and the third (where neither the rich nor 
the poor are considered), with a primary focus on education, which, 
ultimately, would still alleviate the circumstances of people who are 
poor. Some of these creative solutions would be interventions such as 
creating infrastructure (transportation, communication) and increasing 
access to health care and education to not only reduce poverty, but also 
foster an environment of security and progress.

Change Efforts that Combine Poverty Alleviation with
 Conf lict Transformation

Civic and private organizations (e.g., women’s organizations, the 
church, Rotary Club, Lion’s Club, educational institutions, businesses, 
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Ma. Teresa Tuason146

foundations) could champion the work of alleviating poverty (the first 
solution) and focus on resolving a specific war (the third solution). For 
example, the Mindanao Commission on Women has worked with the 
government and the MILF peace negotiators to speed up the sign-
ing of the peace agreement, which will not only lessen violence but 
also significantly lessen the extensive suffering of people who are poor. 
Another example of the fifth solution is the partnership of Mirant 
Philippines (private power producer in the Philippines) and the Asian 
Institute of Management (a business school in the Philippines) at the La 
Frutera’s banana plantation, a business project mainly providing live-
lihoods for local residents, but which later allowed for dialogue on 
peace, social justice, and development (Synergos, 2004). The La Frutera 
business gave jobs to about two thousand residents and also offered an 
opportunity for two different cultural groups, Muslim and Christian, 
to work together, coexist, and resolve their conf licts. This partnership 
came about when a foreign investor proposed the creation of a major 
banana plantation to the mayor of Datu Paglas, who then convinced 
the MILF chairman to pull his soldiers out of the town. The plantation 
is now creating substantial revenue for the residents of Datu Paglas, 
which not only alleviates poverty but also enables MILF members or 
supporters to leave the armed struggle (Synergos, 2004).

Another example of the fifth solution can be found in the work 
of alumni associations focused on creating a name for their universi-
ties and raising funds for the purpose of helping their home countries. 
Alumni associations of universities outside the Philippines, in particu-
lar, have used their earning capacity to contribute to efforts to alleviate 
poverty there. For instance, using social events and fundraisers, these 
associations have provided scholarships to underprivileged students and 
have projects that help cover the basic needs of families that are poor, 
for example, the Gawad Kalinga project, which provides land, homes, 
and food for those who do not have them in an effort to offer dignity 
and peace to every Filipino. Universities within the Philippines, espe-
cially those that cater to students who come from aff luent families, 
provide experiences that immerse and educate their students about the 
country’s poverty and the conf licts entrenched within it. There are stu-
dent organizations, such as the Student Catholic Action and the Jesuit 
Volunteers of the Philippines, who do outreach in the poorest parts of 
the country tutoring public school students, teaching life skills to those 
who are not in school, providing some medical care, and guidance and 
counseling to both children and adults. As a result, the students learn 
about the concerns and issues of those who are not as fortunate as they 
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are, while those who are poor benefit from the opportunities that may 
open up to them because of these relationships.

Another example of a combination of the first and second solutions, 
where both the rich and the poor win, can be found in the media 
industry. For instance, a Filipino television and radio station, the ABS-
CBN, developed the ABS-CBN Foundation that has programs geared 
toward helping underprivileged children. These programs are aimed 
at providing assistance and prevention to children who have survived 
abuse, fostering care of the environment and advocating for sustain-
able development, empowering families that are poor through provid-
ing opportunities for socioeconomic development, and providing relief 
operations, medical care, and basic needs (e.g., clean water) to areas that 
are disaster-prone and at highest risk (ABS-CBN Foundation, n.d.).

Another solution, a combination of the first (poor win) and the fourth 
(and/or both win), that alleviates poverty and transforms conf lict is 
cooperatives. Cooperatives, for instance, have programs that help the 
people who are poor reclaim power over their financial lives such as 
funds for emergencies, education in financial management, credit assis-
tance to finance small businesses (Raposas, 2000), or affordable housing 
assistance. Cooperatives can create training programs for intrapersonal 
concerns such as taking responsibility for one’s own life and educa-
tion on topics such as family planning, health care, and child care, 
and for interpersonal concerns such as leadership and organizational 
management skills (Raposas, 2000). Cooperatives can also provide lit-
eracy classes and opportunities for social support. Cooperatives such as 
these help people who are poor increase their self-efficacy, advocate for 
empowerment, create networks of support to help them during crises, 
support their children’s education, facilitate vocational and livelihood 
aspirations, and transform intra- and interpersonal conf licts.

These are examples of people’s transformative efforts in the context of 
deep poverty. All and more have been done, yet the conf lict of poverty 
has not been transcended. It still remains that in societies such as the 
Philippines, many basic needs are not met, such as physical nurturance, 
integrity, autonomy, interdependence, celebration, spiritual commu-
nion, and play (Rosenberg, 2005). The end of poverty’s conf licts may 
not happen in the near future, but there must be persistent, consistent, 
and resilient efforts to work on the peace diagonal. The future vision 
for transforming poverty’s stark reality is plain: to meet the basic needs 
of each of the world’s citizens. This can only happen with concerted, 
creative, persistent fifth solutions—when the people who are rich and 
powerful can give to those who are not, when those who are poor and 
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Ma. Teresa Tuason148

helpless can be empowered, and when the government takes respon-
sibility for serving its citizens. The progress of conf lict transformation 
in an impoverished place becomes more hopeful with the synergy and 
concerted effort of all who are willing and available for change. Such 
efforts serve as reminders not to underestimate the resilience of people, 
their ability to fight against poverty and to dream, and the generosity 
of those who are in a position to intervene.

Teaching Conf lict Transformation and Peace in 
Higher Education

When teaching about conf lict transformation and poverty, the biggest 
and most daunting challenge is to get the students actively involved in 
these topics, as if conf lict were engaging and as if poverty were just 
next door. The teacher’s complicated task is to take students out of 
their passivity and detachment to greater awareness and acceptance of 
responsibility for their own growth. Conf lict transformation and pov-
erty, because of their nature, are harder for students to connect with. 
Students in the United States of America, particularly, have very limited 
knowledge about issues and conf licts happening in other parts of the 
world, have inadequate exposures to other places, and have restricted 
experiences about people in other countries.

In a sense, the challenge I have experienced in teaching these classes 
is to engage students beyond the intellectual level and get them deeply 
occupied in the transformation of conf lict embedded in the deep struc-
ture of poverty. A way that I have found to be effective in doing so 
is to create activities that allow students to ref lect on the conf licts in 
their lives and, thus, through ref lecting on their own experiences, their 
empathy for others is awakened. For instance, we had involved dis-
cussions on the invisibility of privilege (McIntosh, 1989) and specific 
characteristics and deprivations of people if the world were composed 
of only one hundred people (Meadows, 1990, 2005). These activities 
have had great impact, particularly in relation to students’ processes of 
owning their privileges, acknowledging their ignorance and their guilt, 
and accepting their responsibilities for the conf licts in their lives and 
their power to transform them.

In the class I just taught, I witnessed students’ own transformative 
processes as the result of activities requiring them to ref lect on their 
conf licts, journal about their reactions, practice compassionate commu-
nication, and identify needs, feelings, and requests. They became more 
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open and involved in the plight of others and quite concerned about their 
own and others’ conf licts. While engaging in these activities, students 
interacted with others, participating in people’s processes and witnessing 
each others’ transformations. In a sense, students not only increased their 
own efficacy in their skills of conf lict transformation, but also owned the 
transformative process. In students’ individual presentations of books or 
literature they read describing an intervention or a concept, they were 
empowered to inf luence others and to share what they had learned.

One class requirement, for example, was that the students tape a con-
versation with someone in their lives with whom they have had con-
f lict. An additional codicil was that the students must have sufficiently 
worked through the conf lict intrapersonally before they could attempt 
to transform it. For instance, a student interviewed an estranged ex-
spouse who the student had not talked to about the conf lict in six 
years; another student mustered the courage to talk to a spouse about a 
recurrent, unresolved stressor; and a couple of students talked to their 
roommates about specific concerns that would have been left ignored. 
In each of the interviews, the students expressed intense anxiety before 
the conversations and consolation and relief after them. Most, if not 
all of the students, worked to create transcendence in the conf lict or 
a transformation that was sufficient and meaningful enough to clarify 
the future of the relationship. The project validated their skills and 
their insight into these relationships—but most of all, it helped them 
feel happier and more accountable in their relationships.

Of all the activities we did in class, this was the one that students felt 
had made a major impact on their lives. As it was built on the preced-
ing class activities in which we practiced individual skills, it encour-
aged students to take a chance and apply what they had learned in 
class to a real, personal, and very inf luential conf lict in their lives. It 
offered a rewarding experience of the benefits of conf lict transforma-
tion. Despite the disheartening complexity of conf lict and poverty, the 
conf lict transformation class most certainly taught students to hope—
they learned to embrace conf licts as opportunities for growth. Their 
candid comments about the class unequivocally indicated the need for 
more opportunities to create a global society of understanding.

Conclusion

In developing countries such as the Philippines, where levels of pov-
erty are extremely high and paralyzing, peacebuilding and peace making 
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Ma. Teresa Tuason150

necessarily involve an extensive understanding of the direct and struc-
tural violence to basic needs (Galtung, 2004). The consequences of pov-
erty to the psyche of human beings, that is, perceived causes, ways of 
coping, emotions, dreams, and hopes (Tuason, 2008), are paralyzing 
because they are cyclical and vicious. Peace efforts, therefore, do not 
only include the empowerment of the poor. Most especially, they need to 
engage the rich and the powerful in creating opportunities for structural 
change. In essence, the challenge for us is to be creators of opportunities 
and stewards of peace, to be responsible for the world—even when it is 
to inf luence one life at a time, one community at a time, or one country 
at a time.

Appendix

Terminology

Constructivist theory: Constructivism is a psychological theory of 
knowledge, a paradigm that recognizes the existence of many possible 
realities and explores their meanings (Guba & Lincoln, 1989).

Critical theory: This is a paradigm that constructs reality within a 
social-historical context and is vigilant about existing power relations 
(Kincheloe & McLaren, 1994). A goal of critical research is to 
empower people (Kincheloe & McLaren, 1994) and engage those who 
are oppressed in discussion about their experiences and perspectives 
of privilege and oppression (Denzin, 2003).

Grounded theory: This is a systematic qualitative research methodology 
in the social sciences that enables the development of a well-integrated 
set of concepts that provides a comprehensive explanation (Corbin & 
Strauss, 1990) of a phenomena and its process of change.

Reframing: This changes how we view the situation to relieve 
intrapersonal conf lict. To reframe is to have a different perspective, 
that is, change in cognition that leads to a more positive and peaceful 
outlook, emotion, or behavior.

Questions

1. What do you know about your INTRAPERSONAL (feelings 
and thoughts within) history that may inf luence your ability to 
transform conf lict? What are your unmet basic needs? What are 
your stories of conf lict, trauma, and peace?

9780230620636_07_ch05.indd   1509780230620636_07_ch05.indd   150 4/16/2010   7:56:19 PM4/16/2010   7:56:19 PM

10.1057/9780230107830 - Conflict Resolution and Peace Education, Edited by Candice C. Carter

C
o

p
yr

ig
h

t 
m

at
er

ia
l f

ro
m

 w
w

w
.p

al
g

ra
ve

co
n

n
ec

t.
co

m
 -

 li
ce

n
se

d
 t

o
 T

ai
w

an
 e

B
o

o
k 

C
o

n
so

rt
iu

m
 -

 P
al

g
ra

ve
C

o
n

n
ec

t 
- 

20
11

-0
3-

03



Peace Psychology in a Poor World 151

2. What do you know about your INTERPERSONAL (relation-
ship) history that may inf luence your ability to encourage cultures 
of peace? What relational patterns of behavior and interaction 
have you learned from your mother or your father?

3. How do you see yourself with regard to your INTERPERSONAL 
history? What do you feel about yourself with regard to your 
INTRAPERSONAL past? What changes could you make in 
your life now to make you feel liberated and peaceful?

4. What is your experience of poverty? How does this experience 
inf luence your view of psychological, emotional, or economic 
deprivation? How does this inf luence your understanding of 
other people’s poverty?

5. Why is it your responsibility to be aware of poverty situations in 
inner-city communities, in areas where minority populations live, 
and in developing countries? How can you proactively respond to 
suffering from economic inequality by people who are far from 
you (distance- and experience-wise)?
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Book.html.

de Rivera, J. (Ed.). (2009). Handbook on building cultures of peace. New York: Springer Science.
This book specifies the necessary elements to creating cultures of peace. Using an inter-
national and interdisciplinary perspective and involving developed and developing worlds, 
this handbook illustrates using peace-based values on the individual, community, national, 
and global levels.

Hubble, M. A., Duncan, B. L., & Miller, S. D. (1999). The heart and soul of change. Washington, 
D.C.: American Psychological Association.
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change to happen in people’s lives. The book covers empirical foundations, the four classes 
of “common factors” responsible for therapeutic outcome, special applications of the com-
mon factors, and their f inancial and practical implications for the field of psychotherapy.
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MacNair, R. M., & Psychologists for Social Responsibility. (2006). Working for peace: A handbook 
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This book explores the psychological aspects of peace and is a guidebook to social activism. 
It offers detailed practical guidance on getting yourself together, maintaining an effective 
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This book examines the social construction of race, class, gender, and sexuality and the 
institutional bases for these relations. It is a discussion of how such systems of stratif ication 
are formed and perpetuated, how they are interconnected, and how we may be involved in 
this perpetuation.

Ramsbotham, O., Woodhouse, T., & Miall, H. (2005). Contemporary conf lict resolution: The pre-
vention, management and transformation of deadly conf licts. Cambridge, UK: Polity.
This book narrates the development of the field from its pioneers to its contemporary pro-
ponents and identif ies the achievements and challenges it faces in today’s environment. The 
authors argue that a new form of conf lict resolution is emerging, which offers a hopeful 
means for human societies to transcend and celebrate their differences.

Rosenberg, M. B. (2005). Speak peace in a world of conf lict: What you say next will change the world. 
Encinitas, CA: PuddleDancer.
This book deepens one’s understanding of mediation by offering practical strategies in trans-
forming conf lict. The book includes the mechanics of speaking peace, applying nonviolent 
communication, and speaking peace for social change.
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C H A P T E R  6

Conflict Transformation Efforts in the Southern 
Philippines

Susan D. Russell and Rey Ty

This chapter provides insights into how the disciplines of anthropology 
and political science offer important ethnographic, cross-cultural, and 
holistic perspectives on conf lict resolution and peace education. The 
elicitive approaches of both Paulo Freire and John Paul Lederach and 
their perspectives on conf lict resolution and transformation techniques 
closely resonate with our project approaches. We illustrate these per-
spectives by offering examples from collaborative efforts that Northern 
Illinois University has undertaken in two capacity-building projects 
within civil society in the war-torn region of the southern Philippines. 
Our chapter reviews the state of conf lict resolution within the broader 
field of anthropology and political science, how these frameworks are 
enacted in our programs, and their implications for peace education in 
higher education.

The Asia Pacific region is home to 3.3 billion people and is an area 
of vast ethnic, cultural, linguistic, and religious diversity (Garcia, 
2004). It is also home to the greatest number of intrastate armed con-
f licts and “intractable” ethno-political conf licts in the world (Reilly 
& Graham, 2004, p. 10). One of these intractable conf licts is in the 
southern Philippines where indigenous Muslim (often referred to both 
by themselves and others as “Moro”) peoples have fought for centuries 
to defend their sovereignty and territory in the Spanish colonial period, 
for their independence in the early American period, and again since 
1970 with the Philippine government. Although periods of relative 
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Susan D. Russell and Rey Ty158

peace have coexisted throughout this four-hundred-year period, the 
Mindanao conf lict is considered “the second oldest internal conf lict 
in the world,” with Sudan being the oldest (Schiavo-Campo & Judd, 
2005, p. 1).

The Republic of the Philippines has over seven thousand islands 
with significant ethnic and linguistic diversity. Although it is an over-
whelmingly Christian (primarily Roman Catholic) country, Muslim 
and indigenous peoples are present throughout the islands. Mindanao 
and the Sulu Archipelago in the southern Philippines are one of the 
most diverse areas of the country. There are thirteen Muslim ethno-
linguistic groups and at least sixteen indigenous peoples, some of whom 
are Christian or Muslim, and some of whom retain traditional univer-
salist religions. While Muslim peoples in the Philippines are a distinct 
minority of only 5 percent of the national population, they compose 
about 18–20 percent of the population of Mindanao and the Sulu 
Archipelago, owing to massive immigration of Christian ethnic groups 
from northern and central Philippines during the twentieth century. In 
this process, many Moro and indigenous peoples lost or failed to title 
their lands, and today 80 percent of Moro peoples are landless (Bacani, 
2005, p. 3).

This chapter presents two case studies involving peace programs in 
which Northern Illinois University has been involved.1 We recognize 
that ready-made formulas in peace education are least responsive to the 
actual needs of participants. Consequently, we assert that facilitators and 
participants are treated as co-learners in the educational process. In our 
experiences we observed that dialogic or elicitive approaches, instead 
of the top-down lecture model, provide optimal learning opportuni-
ties. Guided by the barefoot-facilitator model, participants engage in 
bottom-up interactive education that prepares them for engagement in 
social transformation. It also helps set their expectations, look at their 
own social and personal contexts, lay down their preplanned mission, 
learn lessons on conf lict response as well as develop, implement, and 
evaluate their individual and regional action plans.

This qualitative research used multiple methods examining how the 
elicitive approach to conf lict resolution occurred in two training pro-
grams that we conducted for youth and adult leaders from Mindanao. 
Field research, ethnography, and grounded theory were tools employed 
to conduct the two case studies. Data were collected by means of docu-
ment analysis and participant observation. Interviews of key informants 
were also used to analyze the root causes of the “Mindanao problem” 
and armed conf lict in Mindanao. In this inductive study, we do not use 
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Conflict Transformation 159

a specific theory. Rather we engage in theory building that is grounded 
on the empirical evidence we observed, collected, and analyzed. Based 
on the findings of our existing research, this chapter specifically 
advances a grounded theory of conf lict transformation for promoting 
just and durable peace. Crucial to peace is awareness of perspective.

Perspectives

There are at least four ways by which human relations can be viewed: 
(1) structural functionalism, (2) a conf lict perspective, (3) symbolic 
interactionism, and (4) holism. These perspectives are not mutually 
exclusive. Rather, they provide different ways by which to view social 
reality. The first is the functionalist perspective. From this perspec-
tive, conf lict is not desirable, as everyone in society—regardless of their 
ethnicity, sex, status, or other differences—is expected to conform to 
all social and political norms. The functionalist perspective treats non-
conformists, such as human rights and peace activists, as deviants who 
cause trouble and upset the equilibrium of society’s institutions.

Second, from the conf lict-theory perspective, conf lict is not unde-
sirable. Some underlying issues come to the surface, which need to 
be addressed and confronted. Conf lict, therefore, is an opportunity to 
resolve problems. However, skills and methods are needed in conf lict 
resolution. Both anthropology and political science provide some tools 
for such an endeavor. From the conf lict-theory point of view, individ-
uals and groups that clamor for change are not troublemakers, but are 
actors for positive change. Antagonisms need to be settled in order to 
bring about social transformation. Some of these antagonisms include 
sexism, racism, ageism, and other forms of discrimination. From the 
conf lict perspective, human rights and peace activists are treated as 
agents who help bring about positive change (Carter & Kumar, 2010). 
Knowledge and application of conf lict-resolution methods are cru-
cial elements in the conf lict perspective. We discuss these methods in 
another section.

Third, interactionism is the study of interactions among individu-
als. From this perspective, actions depend on interpreting each other’s 
behavior. Hence, constant negotiations are needed in order to under-
stand each other’s actions and reactions. In addition, individual, gender, 
age, ethnic, religious, and other differences must be interpreted and 
understood so that a correspondingly proper action or reaction could 
be initiated. In the two case studies presented in this chapter, we deal 
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Susan D. Russell and Rey Ty160

with peace activists who had diverse ethnicities, religions, genders, ages, 
and other differences. Interactionism provided the lens through which 
individual differences have been taken into account in the research.

Last is holism, which is also known as the integrative perspec-
tive. In anthropology generally, all of the first three ways of view-
ing social relations have played a key role in its history while holism 
and the ethnographic, participant-observation methods have remained 
central methodologies. Holism can be defined as the interconnected 
dimensions of social reality that can also vary independently, includ-
ing the macrosocial (such as political, economic, or kinship structures), 
the microsocial (families, neighborhoods, friendships, and classes, e.g., 
“local versions” or the macrosocial reality), and the psychocultural 
dimensions (the ideas, beliefs, and values that sustain the two levels 
of social structure and through which individuals culturally construct 
their actions, schemas, and symbols) (Eller, 2006, p. 6). This study 
investigates the interconnectedness of social, economic, political, and 
cultural causes and consequences of the conf lict in the Philippines.

Conf lict Resolution

Anthropology

Leslie Sponsel and Thomas Gregor (1994, p. 15) have argued that the 
anthropological approach to conf lict resolution and peace studies is in 
many ways in its infancy, noting that a 1988 bibliography of the anthro-
pology of conf lict has only 4 of 366 pages of references that are devoted 
to peace studies. Even today, far more anthropological work is focused 
on analyzing violence and trauma than on the social institutions, prac-
tices, and attitudes that help societies recover from war (e.g., Eller, 
2006; Robben & Suarez-Orozco, 2000; Scheper-Hughes & Bourgois, 
2004; Schmidt & Schroder, 2001). Part of the overly dominant focus on 
violence and war stems from anthropology’s history where anthropolo-
gists initially worked closely with the American government in study-
ing Native American cultural groups in order to assist in administering 
and controlling them. European anthropologists also performed similar 
roles in other continents during the colonial period (Sponsel & Gregor, 
1994, p. 12). In the United States of America alone, many anthro-
pologists have worked directly or with government funding during 
World War II, the Vietnam War, and currently with the controver-
sial Human Terrain Systems approach of the American military.2 A 
second, more significant reason is that because many anthropologists 
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Conflict Transformation 161

work outside of their home countries, they often conduct fieldwork 
in regions caught up in conf lict and become committed to exposing 
structural violence and other causes of war and trauma. As Mahmood 
(2003) observes, these experiences have led recently to a much stronger 
disciplinary interest in war and peace, which she argues should build a 
closer bridge between cultural anthropology and policymakers as well 
as other disciplines such as political science and international relations. 
Anthropologists often also become committed advocates for particular 
groups by exposing the real effects of violence, poverty, racism, and 
fear on local peoples.

There have been passionate calls for anthropology to become more 
focused on peace and conf lict-resolution issues. Alvin Wolfe and 
Honggang Yang (1996) appealed for an agenda of applied anthropo-
logical research on conf lict resolution so as to publicize the large body 
of ethnography of social institutions and socialization processes that 
characterize peaceful societies and to enhance understanding among 
policymakers of how Western and non-Western societies differ in 
resolving conf licts. Leslie Sponsel and Gregor (1994) more specifi-
cally point out the relevance of anthropology for peace studies, noting 
the rise in ethnic and religious conf licts and the enormous structural 
violence that Galtung (1969) observed, including ethnocentrism, rac-
ism, sexism, ageism, nationalism, poverty, malnutrition, and disease. 
Douglas Fry (2007) more recently conducted a review of anthropologi-
cal research on the everyday practices and actions historically and today 
in human societies that create conf lict-resolution measures and pro-
motes peace. He provides detailed ethnography illustrating that while 
conf lict abounds in human societies, most disputes are handled without 
violence, and cultures rely on a great diversity of conf lict prevention 
and management techniques. These procedures include warfare as a 
form of group-level self-redress, but also include avoidance, toleration, 
negotiation, and third-party settlement procedures (ibid., p. 227).

Introductory anthropology textbooks have long included specific 
chapters on indigenous methods of conf lict resolution as well as struc-
tural violence in the world. As anthropologists have become more 
activist-oriented and passionate advocates for local peoples experienc-
ing poverty, racism, violence, and all manner of problems, introduc-
tory textbooks also highlight these actions. There are infra-legal, legal, 
and extra-legal approaches to dispute resolution (Spradley & McCurdy, 
2000). Infra-legal methods refer to the bilateral settlement of disputes 
without resorting to persons with special authority. Legal methods 
denote the resort to law, such as customary law or even human rights 
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Susan D. Russell and Rey Ty162

law. Here, anthropology and political science intersect, especially when 
the state lays down the law, such as laws that protect indigenous peo-
ples. Extra-legal methods take place when infra-legal disputes, which 
occur outside the law, escalate into violence.

Anthropology has rich contributions to the understanding of cus-
tomary settlement of conf lict that takes place in communal, egalitar-
ian, and tribal societies. In these societies, community members are 
expected to follow norms and observe customs and traditions in order 
to have harmonious relations. However, when minor conf licts arise, 
villagers typically resort to avoidance, which is physical separation until 
disputants “cool down” (Ember & Ember, 2007). If the conf lict esca-
lates, they have recourse to the mobilization of public opinion, such as 
Netsilik song contests. The purpose is to seek the support of extended 
family members and their friends in order to press claims and counter-
claims. Sometimes, shamans, whose aim is to conserve group unity, 
intervene and decide who the culprits are and determine appropriate 
redress (Harris & Johnson, 2000). Other than the shamans, oracles and 
chiefs also may be called on to intervene (Scupin & Decorse, 2001). In 
villages and societies where there are no authoritarian leaders, a group or 
a whole community engages in community action to resolve conf licts 
(Ember & Ember, 2007). On other occasions, moots are informally 
created. Moots are informal community meetings where conf licts are 
aired (Spradley & McCurdy, 2000). In moots, relatives and neighbors 
gather around a mutually respected mediator in order to negotiate and 
resolve problems (Coleman & Watson, 1990).

Failing that, contenders resort to self-redress. The wronged persons 
have the right to settle matters themselves. Another conf lict-resolution 
method in communal societies is the ordeal. The accused is subjected to 
painful or dangerous test under supernatural control. In other instances, 
they engage in “contests,” in which disputants may use physical combat, 
or sometimes mental ones, in order to settle disputes. Nevertheless, the 
parties to a conf lict could talk to a go-between, that is a trusted third 
person who negotiates with each side, until a settlement is achieved. 
When everything is said and done, disputants recite an oath, which is 
a ritual vow wherein the wrongdoer promises not to repeat the action 
henceforth. Alternately, parties to a conf lict can achieve restoration by 
symbolically getting back together or participating in rituals.

Tribal councils are composed of village elders who collectively 
make decisions for the whole community. In societies where there 
are headpersons, usually male, they are not absolute rulers who rule 
over the community and settle conf licts, but they may try to persuade 
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Conflict Transformation 163

individuals, families, or groups to resolve their differences (Harris & 
Johnson, 2000).

Political Science

The second field that is central to this chapter is political science, which 
includes international relations and public international law. There has 
been a distinction between the approaches of peace studies and conf lict 
resolution in general. Peace studies tend to have a social focus, although 
they also include psychological components, including conf lict resolu-
tion as one element of peace (Goldstein & Pevehouse, 2009). Conf lict 
resolution, on the other hand, tends to be more psychological in its 
focus, although there is a potentiality for the field to expand to include 
more social components. Conf lict transformation is comprehensive, 
with proactive methods that are used when conf licts do not yet exist to 
reactive methods that are used when conf licts already occur. Proactive 
efforts are important in poverty-stricken and war-torn societies, such 
as the Philippines, so that people who are not directly affected by 
the armed conf lict can learn to live in harmony with one another. 
As explained later, non-Western communities tend to engage in social 
conf lict resolution, while Western societies tend to engage in very per-
sonal, individualistic, and psychologically based conf lict resolution. 
Methods for the resolution of conf lict fall under the following catego-
ries: (1) nonjudicial, (2) quasi-judicial, and (3) judicial (Buergenthal & 
Murphy, 2002; Goldstein & Pevehouse, 2009; Weigall, 2002).

According to Buergenthal and Murphy (2002), nonjudicial methods 
of dispute settlement include negotiation, inquiry, mediation and concil-
iation; quasi-judicial methods include arbitration and adjudication; and 
judicial methods involve the resort to presenting cases before a court. In 
political science, negotiations refer to the process of formal bargaining, 
usually with the parties talking back and forth at a table (Goldstein & 
Pevehouse, 2009). Negotiation involves direct bilateral or multilateral 
dialogue to resolve differences between parties in person or through cor-
respondence. Inquiry refers to the designation of a group of individu-
als or an institution to act as an impartial fact-finding or investigatory 
body (Buergenthal & Murphy, 2002). Mediation means the use of a third 
party (or parties) in conf lict resolution (Goldstein & Pevehouse, 2009). 
Mediators are neutral and may also actively propose solutions based on an 
assessment of each side’s demands and interests (Goldstein & Pevehouse, 
2009). Conciliation requires an agreement by the parties to dispute refer-
ring the controversy to a group of individuals or to an institution that 
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Susan D. Russell and Rey Ty164

will receive the views of the parties and then issue a report containing 
recommendations for resolution of the disputants, which can be accepted 
or rejected (Buergenthal & Murphy, 2002).

In reality, many actual conf lict resolution efforts are a combination 
of different methods. An arbitration tribunal or panel is an ad-hoc judi-
cial body whose composition, jurisdiction, and the rules of procedure 
it applies must be agreed upon by the parties (p. 70). Adjudication is 
a judicial conf lict resolution that “takes place in a permanent court, 
which has a fixed composition and operates under preexisting juris-
dictional standards and rules of procedure” (p. 71). Finally, judicial 
methods resort to bringing cases to local, regional, national, continen-
tal, or international courts, with varying degrees of enforcement and 
sanctions.

Conflict Resolution in Anthropology and Political Science

In summary, there are similar and different methods of conf lict reso-
lution in anthropology and political science. The differences lie in the 
levels of analysis. Customary conf lict-resolution methods in anthropol-
ogy include the following: avoidance, the use of norms, self-redress, 
contests, go-betweens, oaths, ordeals, restoration, mobilization of pub-
lic opinions, shamans, oracles, community action, moots, headper-
sons, and tribal councils. Political science uses the following methods: 
negotiation, enquiry, mediation, conciliation, arbitration, adjudication, 
regional courts, and international courts.

Instead of viewing these conf lict methods as mutually exclusive, they 
must be viewed as stretching across a continuum. Anthropology focuses 
more on the micro-analytic level, but not to the exclusion of meso- and 
macro-analytic levels. Political science deals with the macro-analytic 
level more than, but not to the exclusion of, micro- and meso-analytic 
levels. On the surface, the Philippines taken as a whole is a unified 
country that has the characteristics of a modern society, and there-
fore all the macro-analytic conf lict-resolution methods would apply. 
However, upon a closer anthropological scrutiny of the country, one 
realizes that there are micro- and meso-communities that are to some 
degree autonomous. In the tribal, feudal, and peasant communities, 
different forms of conf lict resolution methods are used. In indigenous 
communities, there are datus (or local leaders) and councils of elders 
who take the lead in conf lict resolution. In Islamized communities in 
Mindanao, the sultans in some areas still play a critical role in intra- and 
inter-ethnic conf licts (Torres III, 2007).
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Conflict Transformation 165

The Multiple Causes of Conf lict in Mindanao

The roots of the most recent conf lict in Mindanao, now in its fourth 
decade, are manifold: historical, social, economic, political, territorial, 
and cultural (e.g., Abinales, 2000; Gowing & McAmis, 1974; Majul, 
1985; McKenna, 1998; Vitug & Gloria, 2000). Historically, the period 
from the 1500s to the end of the nineteenth century witnessed the 
development of powerful precolonial trading states centered around 
two Muslim sultanates in the southern Philippines located in Sulu 
and Cotabato, respectively (Hayase, 2007; Warren, 1981, 2002), and a 
third multicentric “federated estate” in Lanao (Madale, 2002, 2003). 
Coastal sultanates maintained strong linkages and alliances with inte-
rior groups of agricultural peoples and other seafaring peoples. A clas-
sic Malay trading- raiding-slaving complex fueled the growth of these 
political forms into powerful multiethnic states that alternately entered 
into international trading alliances with other Malay kingdoms and 
early European and Chinese trading ventures, or fought them fiercely 
in battles to control their sea lanes and commerce (e.g., Warren, 
1981, 2002).

In 1898, at the end of the Spanish-American War, Spain ceded the 
Philippines to the United States of America under the Treaty of Paris. 
Although they were never effectively part of Spain’s colony in the 
Philippines, Mindanao and Sulu were included in this treaty. Muslim 
Filipinos (or Moros as they often prefer to be called today) in the 
south objected to this act on the grounds that they were independent 
states, and then U.S. military forces became heavily engaged in battles 
to defeat armed resistance up until 1913. During American colonial 
rule, the U.S. military categorized and administered the Moro and 
other indigenous peoples of Mindanao separately from the mainstream 
Philippines. American efforts to integrate these peoples into the larger 
Philippine Hispanized and Roman Catholic society focused on edu-
cation, but various Moro groups continued to periodically engage in 
armed resistance throughout the American colonial period.

In the late 1960s, Nur Misuari formed the Moro National Liberation 
Front (MNLF) and full-scale armed rebellion against the independent 
Philippine state broke out in Mindanao. The causes of this rebellion 
have been numerous, but have much to do with desires to reacquire the 
status of a separate, independent state, or Bangsa Moro, wherein Muslim 
Filipinos would have greater access to and control over social services. 
Then they could benefit from economic development in Mindanao. 
They also wanted to protect and regain their ancestral lands that were 
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Susan D. Russell and Rey Ty166

being taken over by in-migrating Christian Filipinos along with mul-
tinational corporations, and establish an Islamic way of life. By the 
time the rebellion broke out, the immigration of Christian Filipinos 
to Mindanao that started in the American era had created a lopsided 
social landscape wherein Moro Filipinos and other indigenous tribal 
Filipinos (collectively referred to as Lumad) had become minorities in 
their own homeland.

In 1976, after years of fierce fighting, thousands of deaths and inter-
nally displaced people, huge casualties, and atrocities, Kuwait and 
Libya accused the Philippine government of a campaign of genocide 
against its minority Muslim population (Bentley, 1981; Busran-Lao, 
2005). International pressure and fear of widening international sup-
port for the MNLF helped compel President Marcos to sit at the peace-
 negotiating table. In 1976, the Tripoli Agreement was signed in Libya 
between the Philippine government and the MNLF. It provided for 
political autonomy for the thirteen provinces of Mindanao, Sulu, and 
southern Palawan, which Moro Filipinos saw as their traditional home-
land or sphere of inf luence. However, the failure to implement all of 
the aspects of the agreement set the stage for what later became four 
failed peace agreements.

A breakaway faction from the MNLF known as the Moro Islamic 
Liberation Front (MILF) and headed by Hashim Salamat led to all-out 
war with the Philippine government in 2000, and again in 2003. Since 
2003, the MILF and the Philippine government have been engaged 
in periodic informal peace talks, brokered by Malaysia, with renewed 
war-like activity displacing six hundred thousand people during 2008–
2009. The Armed Forces of the Philippines (AFP) is also engaged in 
Mindanao with the militant Abu Sayyaf Group.3 The Abu Sayyaf Group 
engages in atrocities against civilian and military targets, including 
beheadings, bombings, wide-scale violence, and kidnap-for-ransom 
activities. The U.S. military provides noncombat intelligence, strategic 
advice, and military equipment for the Philippine forces engaged in 
fighting the Abu Sayyaf Group. The New People’s Army, or the armed 
wing of the National Democratic Front, a communist and left-wing 
party, is also active in Mindanao.

Mochtar Matuan4 summarizes the Mindanao problem as an intercon-
nected problem set involving: poverty, inequality, and environmental 
destruction; political corruption; negative images held by Christians, 
Moro, and Lumad (indigenous) peoples of each other; failure of the 
national government to integrate Moro peoples into a national Filipino 
identity; the economic exploitation of Mindanao’s resources and the 
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Conflict Transformation 167

migration of Filipinos from the north that led to a loss of ancestral 
lands; and the Moro struggle and longing for self-rule. The outcome is 
that many Moro and Lumad Filipinos are economically marginalized, 
have experienced massive poverty and social injustices, are politically 
marginalized and not well-represented in the national polity, and feel 
they lack national recognition and respect for their unique cultural and 
religious identities.

The effects of war and discrimination have left what is currently 
the Autonomous Region of Muslim Mindanao (ARMM) with the 
highest poverty incidence in the Philippines (73.9 percent poor, com-
pared to 40 percent for the country as a whole) and the United Nations 
Development Program (UNDP) Human Development Report in 2005 
ranked four of the five ARMM provinces as comparable to that of the 
world’s poorest countries located in Africa.5 A recent Pulse Asia survey 
in 2005 indicated that 47 percent of Filipinos think Muslims are ter-
rorists or extremists and the U.S. State Department Country Report 
on Human Rights documents discrimination against Muslims in hous-
ing and employment.6 Since 1970, more than one hundred and twenty 
thousand people have died in the war in Mindanao, with over fifty 
thousand wounded and millions displaced. There is also the problem of 
poor schools, massive firearms and weapons proliferation, clan violence 
related to politics and land feuds, general criminality and kidnap-for-
ransom gangs, and ongoing “pocket wars” between the MILF and the 
AFP despite the presence of an international peace monitoring mission 
(Cook & Collier, 2006). More Filipinos have died from attacks linked to 
the Southeast Asian militant group Jemaah Islamiyah than in any other 
country, including Indonesia, thus making the region an international 
security concern for foreign countries (Human Rights Watch, 2007). 
Since 2000, violent Islamist groups in the Philippines have killed or 
injured more than seventeen hundred people—mostly perpetrated by 
the Abu Sayyaf Group and the Rajah Solaiman Movement—a number 
that exceeds the number of people killed or injured in the same period 
in Indonesia and far more than those killed and injured in Morocco, 
Spain, Turkey, or the United Kingdom (ibid).

Peace Efforts and Education in Mindanao

Abubakar (2007) observes that there are a number of challenges to 
resolving the demands for Moro self-determination and independence. 
First, the nature of democracy in the Philippines makes it difficult 
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Susan D. Russell and Rey Ty168

for the government to garner enough support to decide on the inde-
pendence demand of armed separatist movements among the Muslim 
minority. The Philippines has a history of political turbulence and cor-
ruption, with only one president having entered and left office through 
a regular democratic process in the last four decades (ibid., p. 35). 
Second, radical Islamic homegrown militancy in the Philippines is 
firmly situated in the midst of a protracted and violent intrastate con-
f lict. Determining appropriate resolution mechanisms to the secession-
ist rebellion is complicated by the strategies used to counter local and 
international extremism.

Given that minority groups such as the Moros and non-Muslim 
indigenous peoples have limited inf luence in national politics, civil 
society organizations are extremely important in the Mindanao peace-
building process. Abubakar (2007) groups peacebuilding initiatives in 
Mindanao into nine categories: (1) peace movements and alliances, 
(2) peace education and research, (3) relief, rehabilitation, and recon-
struction, (4) truth commissions and investigative missions, (5) grass-
roots ceasefire monitoring, (6) peace journalism, (7) dialogue and 
consultations, (8) interfaith dialogue, and (9) arts and culture for peace 
advocacy (p. 39).

The efforts of civil society groups, religious organizations and alli-
ances, academic institutions, people’s organizations, and the media are 
ongoing in Mindanao, which has a very strong and increasingly out-
spoken set of efforts to help enforce cease-fires, assist in emergency 
preparedness for evacuations of civilians from war-torn regions, and 
exert pressure on both sides to return to the peace negotiating table 
(e.g., Jorolan, 2008). Civil society groups also play a role in the estab-
lishment of “zones of peace” where combatants are requested to stay out 
of a particular locality; these have met with some limited success but are 
few in number (Rood, 2005). Numerous international donors involved 
in development assistance in Mindanao play a similar if more behind-
the-scenes role in pressuring the Philippine government to return to 
the peace negotiations that collapsed in 2008 and led to renewed war.

In a summary of peace education in Mindanao, Bacani (2005) 
describes its role in conf lict resolution and promotion of better 
Christian-Muslim relations amidst the ongoing war between secession-
ist Muslim groups and the Philippine government. He notes that peace 
education has been present not just in the schools, colleges, and univer-
sities in Mindanao, but also in grass-roots community peacebuilding. 
Peace education has also been integrated into efforts of international aid 
organizations to develop post-conf lict human resource development in 
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Conflict Transformation 169

the region. He points out that while there has been a lack of empirical 
evidence for the effectiveness of peace education programs, the overall 
focus is on Muslim, Christian, and indigenous youth so as to promote 
a new generation of people who can actively engage with members of 
different ethnicities, cultures, and religions.

More generally, guided by the framework of the United Nations 
University for Peace, peace education in Mindanao has focused on pro-
moting a holistic framework of education for a culture of peace with 
six crucial issues. They are (1) dismantling the culture of war; (2) living 
with justice and compassion; (3) building cultural respect, reconcilia-
tion, and solidarity; (4) promoting human rights and responsibilities; 
(5) living in harmony with the earth; and (6) cultivating inner peace. 
The framework also adopts four pedagogical principles: holism where 
issues of peace and violence are considered dynamically interrelated; 
centrality of values formation, where justice, compassion, caring for 
life, spirituality, “one world orientation,” and active nonviolence are 
promoted; dialogue through active teaching and learning strategies, 
and conscientious ref lection, where the active and critical conscious-
ness of learners is formed, empowering them in the process to be cata-
lysts for social change (Bacani, 2005, p. 1).

In his conclusion, Bacani recognizes that in seemingly intractable 
conf licts, such as that in Mindanao, the older generation basically has 
had few role models for religious tolerance. Hence, the emphasis on 
peace education is teaching tolerance and respect for diversity to the 
young generation. There are efforts to teach the Islamic conceptual-
ization of peace, and introduce peace education into the madrassahs 
as well. Nonetheless, while massive efforts are ongoing in Mindanao 
to make peace education a stable offering in the schools, he notes that 
there are coordination problems among these programs, a severe short-
age of books and resources in some areas, and tension between peace 
educators and practitioners in civil society.

The programs and much of the content of peace education in 
Mindanao parallel that of the programs we have been running with 
grant funding from the Youth Exchange Division and the Office 
of Citizen Exchanges, Bureau of Educational and Cultural Affairs, 
Department of State in the United States of America. Since 2004, we 
always refer to the same dimensions of peace that Bacani refers to in all 
our training programs and in our publications (e.g., Russell et al., 2008; 
Ty, 2008). In the following section, we brief ly describe two of our 
projects, the general concepts of conf lict resolution and transformation 
that we rely on, and then present examples of specific workshops we 
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Susan D. Russell and Rey Ty170

use that resonate with the six peace education themes that are being 
practiced in Mindanao.

Education for Peace: Two Case Studies

ACCESS Philippines Project

Since 2003, together with Dr. Lina Davide-Ong, director of 
International Training at Northern Illinois University (NIU), we have 
been conducting projects for youth and adults who work with youth 
in the southern Philippines.7 These projects are designed to help build 
peace in the conf lict-ridden areas of Mindanao, Basilan, and Sulu 
through capacity-building and empowerment of Muslim, Christian, 
and indigenous youth and adult leaders in the areas of inter-ethnic and 
inter-faith dialogue, conf lict resolution, and collaborative network-
ing. The Access to Community and Civic Enrichment (ACCESS) for 
Students Philippines project is currently in its sixth year of funding 
from the Bureau of Educational and Cultural Affairs, Department 
of State in the United States of America.8 Our in-country partners 
include Dr. Nagasura Madale at Capitol University in Cagayan de Oro 
in Mindanao, the International Visitors Program-Philippines Alumni 
Foundation, Inc., and the Public Affairs Office of the U.S. Embassy in 
Manila.

From 2003 to the present, we have trained over 130 Muslim, 
Christian, and indigenous youth and adults in an annual series of one- 
month training workshops at our university entitled “Bridging the 
Gap: Engaging a New Generation in the Southern Philippines in 
Inter-ethnic Dialogue and Conf lict Resolution.” The major goals of 
the NIU Institute are to (1) advance a dialogue and promote greater 
mutual understanding between Muslim and non-Muslim youth; (2) 
create a cadre of leaders that will work toward an enduring peace-
ful coexistence among all groups in Mindanao when they return 
home; and (3) promote a better understanding of the United States of 
America—its  people, culture, values, tolerance, and civic institutions. 
The NIU Institute focuses on four teaching emphases: (1) volunteerism 
and civil society, emphasizing particularly the institutions and organi-
zations that  mediate between the national government and individuals; 
(2)  contemporary American institutions in state and civil society that 
support ethnic diversity,  affirmative action, and religious pluralism; 
(3) the underlying premises and practices of conf lict resolution; and 
(4) leadership. The youth  participants are fifteen–seventeen years of age 
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Conflict Transformation 171

and are recruited by means of a competitive application and interview 
process in the Autonomous Region of Muslim Mindanao, where most 
of the conf lict and war is occurring.9

The project incorporates two-week home-stays with American fam-
ilies for participants; a variety of field trips to religious and peace activ-
ist organizations in the diverse Chicago region, Springfield, Illinois, 
and Indiana; and an array of national and international speakers. The 
participants are expected to design action plans to implement in their 
schools and communities upon their return to Mindanao, and we 
then sponsor a “follow-on” activity in Mindanao some months after 
the NIU Institute program. Each year, we produce a booklet about the 
project, the participants and collaborating institutions, the lesson plans, 
action plans, and essays from the participants. The booklet includes an 
overview of global issues of cultural diversity and conf lict that empha-
sizes the need to address the root causes of hostilities in the world, with 
specific attention paid to the causes of conf lict in Mindanao, histori-
cally and currently. It also contains an overview of theoretical frame-
works for the study of conf lict, conf lict transformation, and the work 
for peace, as well as a tool kit for “barefoot facilitators” to use when 
they conduct peace programs.10

The Autonomous Region of Muslim Mindanao, Education, 
Community, and Political-Process Project

The Autonomous Region of Muslim Mindanao (ARMM) project 
focused on training in majority-minority political relations, solutions 
and problems; inter-ethnic dialogue and conf lict resolution; and capacity 
building for NGO, government, academic, and Muslim and Christian 
religious leaders with established networks of support so as to empower 
civil society in the ARMM in ways that would assist in a larger rehabil-
itation effort.11 The three-week NIU Institute in 2006 was specifically 
designed to foster the development of sustainable community networks 
and dialogue among local communities for the purpose of strengthen-
ing stability and promoting peace. This project trained twelve, mostly 
Muslim, adult leaders but otherwise operated in the same way as the 
ACCESS project. Participants were provided an enhanced understand-
ing of how religion, education, community, and political leaders inter-
act in the United States of America, as well as core skills and tools in 
peace leadership, community activism, human rights and social justice, 
civic participation, and building linkages. We also offered them study 
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Susan D. Russell and Rey Ty172

tours and visits to Salt Lake City in Utah (where a minority religion 
is the majority government, e.g., the Church of Latter-Day Saints of 
Jesus Christ); Chicago, St. Louis, and Springfield. The field trip to 
Utah specifically was requested by one of our project coordinators in 
the Philippines who, as a Muslim, was impressed with a previous trip to 
the region and felt it would provide participants with interesting view-
points relevant to the future governance of the ARMM. The field trips 
included a visit to an Amish community, which is also a very popular 
segment of the ACCESS project. The participants also designed action 
plans to carry out when they returned home.

The final twelve high-profile ARMM leaders that attended the pro-
gram at NIU in the summer of 2006 ref lect the rich diversity of com-
munities from Mindanao: one is a ranking MNLF leader who heads 
the oldest and best-known Bangsamoro Women’s organization and 
has been the recipient of major awards; two lawyers; a chancellor of 
Mindanao State University in Maguindanao; a regional legislator; a 
deputy-governor for indigenous peoples in the ARMM; a vice-mayor; 
NGO leaders (including a former MNLF field commander); a provin-
cial mufti (Islamic religious scholar); several university professors; and a 
Catholic priest. Most had never been to the United States of America, 
but are deeply and actively involved in community activities and pas-
sionately committed to peacebuilding and development.

These two projects cited earlier are part of Department of State, 
United States of America, initiatives focused on helping civil society 
and government and youth leaders gain the opportunity to spend an 
intensive, month-long experiential training program in Illinois, far 
from the war-torn region where so many similar activities take place. 
Being removed from their normal surroundings where the conf licts 
are occurring offers the participants a chance to learn and discuss the 
prejudices, distrust, and hostility that they experience in Mindanao 
in the neutral, safe environment of a large Midwestern university in 
a small town. In many ways, the one-month experience involves par-
ticipants in a three-step process of reframing the conf lict (Block & 
Maimonides, 2008). The first step is to decenter the conf lict away from 
the self, enabling participants to focus on the problems rather than on 
their own negative feelings about the “other” groups. The second step 
can then proceed, which involves shifting to different cultural experi-
ences, learning about ethnic and religious diversity in the United States 
of America, and comparing it to their situation in their communities in 
Mindanao. An important part of this step is the development of empa-
thy and compassion for the other groups through facilitated discussions 
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Conflict Transformation 173

and personal expressions—as well as through cooperative activities. 
The final step is resolution, meaning thinking about the needs of their 
communities and how young people can make a difference through 
planning and carrying out community service projects.

Approaches

The type of approach in our training programs is the dialogic and elici-
tive methodology of both Paulo Freire (1970, 1973, 1994, 1998) and 
John Paul Lederach (1995, 2005), as opposed to a purely prescriptive 
approach. Elicitive approaches or “integrated” approaches recognize 
that there are distinctive cultural ways of understanding conf lict and 
its resolution. In this approach, people are key resources rather than 
recipients of a facilitator, indigenous knowledge is a pipeline to dis-
covery and appropriate action and empowerment emerges from having 
participants name and discover appropriate responses to their identified 
needs and problems (Maiese, 2004). The Freireian-inspired framework 
on which our training program is based is explained in chapter three 
of our book for our participants in April 2006 (Russell et al., 2007). 
Education must be contextual, historical, and respond to actual social 
needs. In addition, for concrete changes to take place at the grassroots 
level, the learning experience ought to be participatory. For this pur-
pose, interactive workshops provide opportunities for critical, ref lec-
tive, and creative thinking that advance both individual and societal 
transformation as well as emancipation. Our barefoot facilitators con-
duct training that encourages inter-ethnic dialogue and promotes con-
f lict resolution. Rey Ty (2008) defines barefoot facilitators as popular 
educators and trainers:

who, depending on the historico-social contexts, use whatever 
resources and methodologies are available, from chalk talk to high-
tech gadgets, and engage in open dialogic exchanges that help indi-
viduals and groups raise their consciousness and build structures 
from below that respond to the problems and needs of the poor, 
oppressed, deprived and exploited in civil society. (P. 17)

Both the barefoot facilitators and participants are critically ref lec-
tive colearners in the educational process. Through an empowering 
learning process, they learn together about concrete situations of social 
inequality and injustice that cause conf lict. By planning together and 
engaging in visioning exercises, they work together to construct a more 
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Susan D. Russell and Rey Ty174

equal and just society here and now. Endowed with a social commit-
ment and passion for justice, colearners together deal with issues related 
to class, ethnicity, religion, gender, and other differences in their efforts 
to advance the cause of social justice and peace.

Content and process are both important in the learning sessions. 
The substantive elements of workshops must focus on different issues 
involving human rights, social justice, and sustainable peace. While 
both substance and form are vital to the success of a workshop, interac-
tion and fun alone are only a means and not the objective per se. If the 
activities are fun and interactive, but no substantive message is con-
veyed, then the workshop essentially is a failure. Along the same lines, 
a boring and top-down lecture by a speaker who simply talks about 
abstract concepts such as conf lict resolution that are not rooted in the 
context on the ground is also a dismal failure. The role of the barefoot 
facilitator is to strike a balance between process and content, making 
sure that dialogue leads to concrete action on the ground for positive 
social change.

This elicitive approach resonates with the anthropological approach 
to ethnography and a social constructionist approach that recognizes 
that social conf lict emerges according to the meaning and interpreta-
tions people attach to events and actions. It does not assume that cul-
tural difference is a secondary aspect of conf lict resolution, but a critical 
aspect (Lederach, 1995). The elicitive approach likewise resonates with 
the grassroots political organizing and participation approaches, which 
empower people at the grassroots level as their contexts and ideas are 
taken into account in political work.

While Lederach has shifted the focus of his peacebuilding from 
conf lict resolution to conf lict transformation, he also notes that his 
approach resonates with a creative tension between the two themes 
(Lederach, 2003). Whereas much of the conf lict resolution literature 
focuses on immediate solutions, and hence on negotiation techniques, 
transformation techniques focus attention on the context of relation-
ship patterns. The key question is not of how we end something not 
desired, but of how we build something we do desire? John Paul 
Lederach explains.

Conf lict transformation is to envision and respond to the ebb 
and f low of social conf lict as life-giving opportunities for creat-
ing constructive change processes that reduce violence, increase 
justice in direct interaction and social structures, and respond to 
real-life problems in human relationships. (P. 14)
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Conflict Transformation 175

The NIU training itself consists of a combination of mini-lectures 
and hands-on interactive workshops. The content of our training pro-
grams is in consonance with the United Nations’ definitions of human 
rights and peace, which serve as guiding frameworks. During the 
introductory substantive sessions, we discuss the elements of human 
rights and peace. In fact, as early as during our very first program 
in 2004, we had a workshop specifically on civil society and human 
rights (Russell et al., 2004). As a handy reference tool, the dimensions 
of peace are also listed in our training manuals and annual publications 
(Russell et al., 2008, p. 27; Ty, 2007). In addition, there are different 
workshops on peace efforts (such as peacemaking, keeping, and build-
ing), the different dynamics of conf lict (such as conf lict prevention, 
resolution, and transformation), the different strategies of conf lict 
management (such as avoidance, competition, compromise, accom-
modation, and collaboration), and conf lict resolution methods (such 
as negotiation, enquiry, conciliation, arbitration, judicial decision, and 
good offices; Ty, 2009). Aside from the United Nations’ frameworks 
for human rights and peace, there are other themes specific to our 
peace programs that help our participants deal with and have a deeper 
understanding of the causes of conf lict in the southern Philippines in 
order for them to be able to work on conf lict transformation. Some 
of these themes include inter-ethnic dialogue, diversity, and leader-
ship training. Furthermore, for them to have first-hand knowledge, 
the participants are engaged in volunteer community service while in 
the United States of America so that when they return back to their 
communities in the Philippines they will already have some hands-on 
experience.

We have data on the impact of our activities on the participants of 
our peace education programs. Using pre-test and post-test data, we are 
able to confirm positive changes in the knowledge, values, and skills of 
our alumni with respect to inter-ethnic dialogue and conf lict resolu-
tion. For instance, in our survey questionnaires for our 2009 alumni, 
only 17.39 percent indicated that they had a great deal of knowledge 
about inter-ethnic dialogue prior to attending the program. However, 
78.26 percent said they had a great deal of knowledge about inter- ethnic 
dialogue after they attended the peace education program. Note, how-
ever, that we still need to conduct a community impact assessment in 
order to find out the short- and long-term impacts as well as outcomes 
of our programs. Furthermore, we have not yet examined the long-
term impact of the programs on the participants themselves—a critical 
issue for these kinds of projects (Hammack, 2009).
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Susan D. Russell and Rey Ty176

Summary

We have three observations. One, there are historical, social, economic, 
political, territorial, and cultural root causes of the Mindanao problem 
and armed conf lict in the southern Philippines. Two, because of these 
societal problems, many rebel groups emerged to struggle against these 
injustices, among whom were the MNLF and MILF, both of which are 
engaged in political and revolutionary struggles, and the Abu Sayyaf 
Group, which is an extremist militant group. Three, there are three-
pronged approaches to conf lict resolution in the southern Philippines. 
Track 1 has high-level negotiations, track 2 has middle-level conf lict 
transformation programs, and track 3 has grassroots initiatives. Our 
findings contribute to the literature on peace in general and to theory 
building in particular by presenting here a grounded theory of conf lict 
transformation for the promotion of just and sustainable peace, based 
on the findings of this research (see figure 6.1).

Historical, Social,
Economic, Political,

Territorial and
Cultural Roots of the

Conflict

People’s
Organizations and

All Kinds of Grassroots
Organizations

Academic 
Institutions,

Peace Movement
and Mass Media

Government-Rebel
Peace Negotiations

Track 1:
Top-Level

Peace Negotiations

Track 2:
Mid-Level Conflict

Transformation
Activities

Armed Resistance

Track 3: 
Grassroots Peace- 
Building Activities 

Figure 6.1 Grounded theory of historical and contextual model of multitrack promotion of 
peace.
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Conflict Transformation 177

Both anthropology and political science play a crucial role in peace 
education and peacebuilding. Anthropology provides tools that are 
useful in the conduct of research at the community and village level. 
Among the research methods in anthropology are field research, 
ethnography, and thick description. They provide rich data that aid 
anthropologists in their efforts in peace education and peacebuilding. 
Political science resorts to a set of methods in conf lict resolution as well 
as relies on the efforts of the state and civil society in peacebuilding. 
Hence, anthropology and political science complement each other in 
peace work.

Conclusion

The southern Philippine region with its many different ethno- linguistic 
and religious groups, high poverty levels, ongoing counterinsurgency 
operations, along with diverse rebel and extremist groups poses signif-
icant challenges to peacebuilding efforts, peace negotiators, and con-
f lict transformation. The civil society groups active in peacebuilding 
or interfaith dialogue in the region are also divided by goals, strat-
egies, and ethnic or religious membership. While recent years have 
seen efforts to consolidate these networks, there is still much work 
that needs to be done. Our capacity-building projects are designed to 
empower Muslim leaders with established networks of support (the 
ARMM project) and to help them and former combatants forge stron-
ger ties with the major national constituencies. The ACCESS project 
focuses on bringing young Muslim, Christian, and other indigenous 
youth together in positive interactions that will develop more globally 
aware, informed, and activist leaders for this region in the future.

Certain facts continue to offer much hope for the outcome and after-
math of the peace discussions. First, many international donor organi-
zations and countries such as the United States of America, Australia, 
the European Union, Japan, Canada, and other Muslim countries such 
as Saudi Arabia, Libya, and Malaysia have pledged to provide aid once 
a peace agreement is signed. The World Bank and the United Nations 
Development Program, among others, also have set up a rehabilitation 
plan for Mindanao in the future. Second, the leadership of the MILF 
and the Philippine government have indicated a strong commitment 
to the peace process. Third, the substantive issues of the peace discus-
sions pointedly include key concerns that were never resolved after 
the 1996 peace agreement with the MNLF, but which must be dealt 
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Susan D. Russell and Rey Ty178

with if a lasting peace is to occur. Foremost among these issues is the 
one concerning territorial domain and the ancestral lands of the Moro 
and Lumad peoples—and the Philippines has one of the most progres-
sive agendas on the rights of indigenous peoples to ancestral lands. A 
final, very positive development in support of the long-term prospects 
for peace is the presence of a much more active civil society sector in 
Mindanao that has arisen since 1996 (Bacani, 2005). The presence of 
new civil society groupings and the active involvement of universities 
with peace programs in Mindanao help provide oversight to prevent 
the repetition of earlier mistakes and also help keep both the Philippine 
government and established rebel groups focused on attaining a socially 
just and sustainable peace agreement.

A stable peace in Mindanao will require the energy and commitment 
of all official and unofficial actors, and hence “multitrack” approaches 
are necessary. Jim Wake (2004) argues that the “beauty of multi-track 
approaches is that they afford an opportunity for anyone, at any level, to 
contribute to the peacebuilding process with the means that they have 
available to them” (p. 127). The projects that we are pursuing are but a 
few of those dedicated to creating a new generation of empowered youth 
and adult leaders from all religions and ethnic groups in the southern 
Philippines who desire to make a sustained peace a reality. We anticipate 
that as we continue to collaborate with ongoing local efforts to build a 
network of youth in Mindanao dedicated to sharing their experiences 
in peacebuilding, dialogue, and conf lict resolution, a brighter future 
will surely follow. Dialogue remains one of the most common forms of 
informal peacebuilding and conf lict resolution in the world today, and 
the goal of dialogue in conf lict resolution or peacebuilding is to gener-
ate increased understanding and trust between opposing parties (Fisher, 
1997). It is also a critical component to multitrack approaches in that it 
enables all parties to explore ways of working together.

Douglas Fry (2007) argues that humans have a much stronger capac-
ity for getting along peacefully even as they are very capable of engag-
ing in warfare. Peace-promoting possibilities include “enhancing 
crosscutting relations; recognizing interdependence; promoting new 
values, attitudes, and beliefs; implementing overarching levels of gov-
ernance; and expanding the use of conf lict management mechanisms” 
(pp. 247–248). J. Kenneth Smail (1985, found in Fry, 2007, p. 215) 
notes that international citizen exchange programs, whether focused 
on transferring academics, students, businesspeople, military person-
nel, artists, or others, help reduce tensions, expand understanding and 
awareness, and represent an appropriate way of transforming attitudes.
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Implications

This chapter has policy, social action, and further research implications. 
On the top-policy level (track 1), governments and rebel groups must 
continue to explore all avenues in coming to an understanding on the 
causes of and solutions to the societal problems with which inhabitants 
of Mindanao are confronted. On the grassroots level (track 3), civil soci-
ety likewise needs to embark on inter-ethnic and interfaith dialogue as 
a means for conf lict transformation. Last, but not least, on the middle 
level (track 2), academics can do their part in promoting peace. The 
direct involvement of faculty, staff, and students at Northern Illinois 
University (and many other universities here and abroad) in concrete 
projects for conf lict transformation demonstrates the ability and impact 
of the academic community in doing its share in getting parties to a 
conf lict to come into a dialogic circle wherein meaningful, collabora-
tive, transformative learning and action planning can help bring about 
conditions that promote a just peace. The challenge for academics in 
times of armed conf lict still remains, however, to dialectically link 
peace theories with practice in ways that actually promote sustainable 
peace (Kupermintz & Salomon, 2005). That challenge is equally as 
relevant for promoting peace internally within nations as it is between 
nations. In terms of research, academics can go one step further by 
doing empirical research that actually measures the impact of collab-
orative-peace education programs, among others, on (1) learning those 
values that promote peace, (2) personal transformation, (3) organiza-
tional transformation, and (4) social transformation. Insofar as higher 
education is concerned, our experience in peace-education programs 
indicate that dialogic and elicitive approaches—rather than top-down 
traditional lecture approaches—provide the best means for both facili-
tators and participants as co-learners to raise consciousness and to work 
for social transformation that will lead to a durable and just peace.

While we have data on the impact of the program on our alumni, we 
still need to conduct a community impact assessment, using both survey 
methods and focus-group discussions. We also need to do an evaluation 
of the long-term impact of the program on the participants’ attitudes. 
Questions for further research include, among others, the following. 
Based on the empirical evidence, what are the lessons learned in imple-
menting peace programs? What makes a peace program successful? In 
short, what are inductively derived (not predetermined) indicators of 
success? What are the best practices? What issues are involved in the 
question of the relationship between specific historical-social contexts 
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Susan D. Russell and Rey Ty180

and transferability of lessons learned and best practices? To what extent 
are programs with established peace and conf lict organizations more 
capable and successful at engaging in sustainable peace promotion than 
those without organizational structures? With these questions, our 
search and work for peace continues unabated.

Appendix

Terminology

Abu Sayyaf Group (ASG): A militant group in the southern Philippines.
ACCESS: Access to Community and Civic Enrichment for Students. 

This is the official name of the Philippine peace education program 
from 2003 to 2006.

AFP: Armed Forces of the Philippines.
Conf lict Transformation: A peaceful process of eliminating violence that 

addresses the problems and the pathways to a desired transformation.
Jemaah Islamiyah: A Southeast Asian militant group seeking to 

establish an Islamic caliphate in the region.
Lumad: The collective term for indigenous peoples in the southern 

Philippines.
MILF: Moro Islamic Liberation Front.
Mindanao: The name of the major island in the southern Philippines. 

Aside from the main island called Mindanao, we include in our usage 
the outlying island groups of Sulu, Basilan, and Tawi-Tawi.

MNLF: Moro National Liberation Front.
Moro People: People of different ethnicities in the southern Philippines 

who are Muslims.
PYLP: Philippines Youth Leadership Project. This is the new official 

name of the Philippine peace education program from 2006 to 2009.
Rajah Solaiman Movement: A movement of Christian converts 

to Islam that is linked to the Abu Sayyaf Group and the Jemaah 
Islamiya.

Questions

1. How do the disciplines of anthropology and political science dif-
fer in their approaches to conf lict resolution, and what are those 
differences?

2. What are the multiple causes of conf lict in Mindanao?
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Conflict Transformation 181

3. What are the various forms of peace efforts ongoing in Mindanao’s 
civil society?

4. What is the dialogic approach of Paulo Freire to peace education, 
and what is the elicitive approach of John Paul Lederach?

5. Describe a real multitrack approach to conf lict in your region and 
the real or possible role of peace education in it.

Notes

 1. Acknowledgment: The projects discussed here are part of an international collaborative 
effort involving many American and Philippine professionals, too numerous to name 
but who contribute a great deal to the success of our mutual projects. We would like to 
acknowledge specif ically a few: Russell’s co-project investigator, Dr. Lina Ong, director 
of international training at Northern Illinois University and the administrative direc-
tor of all of these projects; Dr. Nagasura Madale, Capitol University in the Philippines; 
Attorney Marilen Ramiro, executive director of the International Visitors Program—
Philippines Alumni Foundation in Manila; Attorney and Professor Suharto Ambolodto, 
Notre Dame University of Cotabato; Dr. Susana Anayatin, ARMM Department of 
Trade and Industry and Notre Dame University of Cotabato; Dr. Domingo Aranal of 
the Silsilah Dialogue Institute in Zamboanga City; Dr. Edilberta Bala of Central Escolar 
University in Manila; Dr. Thomas Kral and Dr. Bruce Armstrong, former cultural affairs 
off icers of the U.S. Embassy in Manila; Carolyn Lantz at the Youth Exchange Division 
of the Bureau of Educational and Cultural Affairs, U.S. Department of State; and April 
Rica Gonzalez, one of our many talented and committed graduate students on these 
projects.

 2. See Omidian (2009) for an ethnographically grounded discussion of the recent controversy 
within anthropology regarding the Human Terrain System.

 3. Under the Visiting Forces Agreement between the United States and the Republic of the 
Philippines, the former is not allowed to establish bases on Philippine soil or enter combat, 
except in self-defense.

 4. Matuan, Mochtar, 2004, unpublished lecture delivered at Capitol University in Cagayan de 
Oro, Philippines, for the ACCESS Philippines project of Northern Illinois University.

 5. Philippine Human Development Report, 2005. See: http://hdn.org.ph/2005-philippine-
human-development-report-peace-human-security-and-human-development/, retrieved 
on June 5, 2009.

 6. See Philippine Country Report of Human Rights Practices 2007, Bureau of Democracy, 
Human Rights and Labor, U.S. Department of State: http://www.state.gov/g/drl/rls/
hrrpt/2006/78788.htm, retrieved on June 5, 2009.

 7. The project website is at http://wwww.cseas.niu.edu/PhilAccess/default.htm.
 8. This project was renamed by the U.S. State Department in 2006 as the Philippine Youth 

Leadership Project, although we continue to refer to it as ACCESS Philippines.
 9. Youth of this age span are developing social consciousness and their enthusiastic involve-

ment in peacebuilding can have a vital multiplier effect, as they can mobilize support among 
other youth and collaborate with nongovernmental organizations, local government offi-
cials, and other school or community leaders.

10. Rey Ty, a human rights activist and current doctoral candidate in Couseling, Adult and 
Higher Education at Northern Illinois University, is the author of much of this work.

11. The project website is at http://www.cseas.niu.edu/ARMM/.
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Bibliography

Resources

Citizens for Global Solutions: http://www.globalsolutions.org.
This is a site dedicated to a global mission of protecting human rights, abolishing war, and 
tackling problems that require nation-states to work together. It also supports democratic 
institutions and the rule of law in ways that respect the diversity and autonomy of national 
and local communities.

Cultural Survival : http://www.cs.org.
Many indigenous peoples around the globe struggle for human rights, social justice, and sur-
vival. This site has numerous resources for those who are interested to support their struggle 
or to know more about these issues.

International Training Centre for Human Rights and Peace Teaching: http://www.cifedhop.
org/En/Training/index.htm.
The International Training Centre for Human Rights and Peace Education (CIFEDHOP) 
is a foundation created in 1987 under Swiss law by the World Association for the School as 
an Instrument of Peace (EIP), an international nongovernmental organization with consul-
tative status with ECOSOC, UNESCO, the ILO, the Council of Europe, and the African 
Commission on Human and People’s Rights. CIFEDHOP is a multidisciplinary research 
and training center whose work is directed toward teachers and other professionals, educa-
tors, and researchers from both formal and nonformal educational sectors.

Philippine Youth Leadership Program Publications: http://www.cseas.niu.edu/PhilAccess/
PYLPPublications.htm.
The International Training Office and the Center for Southeast Asian Studies of Northern 
Illinois University has been implementing an annual peace education program focusing on 
inter-ethnic dialogue and conf lict resolution since academic year 2003–2004. This link is a 
repository of its program-related publications.

United States Institute of Peace: http://www.usip.org/.
This organization provides analysis, training, and tools to help prevent, manage, and end 
violent international conf licts, promote stability, and professionalize the field of peacebuild-
ing. Many of its resources are archived and downloadable by the public.

University for Peace: http://www.upeace.org/.
The University for Peace is a United Nations mandated Graduate School of Peace and 
Conf lict Studies. This website provides information about its course offerings as well as the 
conceptual and operational definitions of peace in the different disciplines.

Worldwatch Institute: http://www.worldwatch.org.
The Worldwatch Institute is dedicated to ideas that empower policymakers to create an envi-
ronmentally sustainable society that meets human needs. The site contains resources related 
to the challenges of climate change, resource degradation, population growth, and poverty.

Suggested Reading

Buergenthal, T., & Murphy, S. D. (2002). Public international law. St. Paul, MN: West Group. 
Conf lict resolution is a main concern of political science and law. This book discusses the 
application, relevance, and sources of international law, illustrating that international human 
rights standards provide the framework for attaining justice and peace in the world.

Freire, P. (1970). Pedagogy of the oppressed. New York: The Seabury Press.
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This is Freire’s best-known book. He opposed the culture of silence in a regular classroom 
setting. Freire criticized the “banking” method of education in which the all-knowing 
teacher deposits data in students who are treated as vaults where knowledge accumulates. 
His alternative is problem-solving education that helps students develop their critical con-
sciousness as co-learners with teachers in efforts to work collectively for social change.

———. (1973). Education for critical consciousness. New York: Seabury Press.
In this book, Freire described the different levels of consciousness: from the lowest level 
(naïveté), where people cannot understand problems beyond their basic needs for food and 
shelter, to critical consciousness, where people have awakened understanding of the causes 
of their problems, while they interrogate, and work collectively for social change. Popular 
education plays an important role in raising consciousness.

———. (1994). Pedagogy of hope. New York: Continuum.
This book presents Freire’s reconception of Pedagogy of the Oppressed using Gramcis’s concept 
of organic intellectuals who are not in ivory towers but are closely connected with their 
communities or groups. They help raise the consciousness of the people so that they them-
selves can work for changes people want to see.

Goldstein, J. (2003). International relations. New York: Longman.
The author posits that peace does not only consist of the absence of war or nonviolence, but 
more importantly, it involves addressing the causes of armed conf lict, such as poverty and 
injustice. In addition, peace movements play an important role in conf lict resolution and 
transformation.

Heijmans, A., Simmonds, N., & van de Veen, H. (Eds.). (2004). Searching for peace in Asia Pacific: 
An overview of conf lict prevention and peacebuilding activities. Boulder, CO: Lynne Rienner.
This collection of essays provides a comprehensive overview of political violence in the 
region as well as the prospects for its management, resolution, or transformation.

Lederach, J. P. (1995). Preparing for peace: Conf lict transformation across cultures. Syracuse, NY: 
Syracuse University Press.
In this book, Lederach provides his framework for conf lict transformation and specifically 
reviews his elicitive model.

Sponsel, L., and Gregor, T. (Eds.). (1994). The anthropology of peace and nonviolence. Boulder, CO: 
Lynne Rienner.
This book is a very useful introduction to the mutual relevance of anthropology and peace 
studies, focusing on the institutions in local societies that help contain violence.

Torres III, W. M. (Ed.). (2007). Rido: Clan feuding and conf lict management in Mindanao. Manila: 
The Asia Foundation.
This book presents in-depth, real case studies of violent conf lict in Mindanao, focusing on 
the dynamics of feuding and revenge killings as well as inter-tribal warfare. It also docu-
ments the myriad ways that diverse ethnic groups resolve (or fail to resolve) violence, so that 
effective and strategic intervention efforts can be designed.

Wolfe, A. W., & Yang, H. (Eds.). (1996). Anthropological contributions to conf lict resolution. Athens, 
GA: University of Georgia Press.
The essays in this book specifically focus on the contributions of anthropology to conf lict 
resolution and present a compelling agenda for more applied research.
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C H A P T E R  7

Teacher Preparation for Peace Education

Candice C. Carter

Educating for peace is crucial due to the normalization of violence 
and its inf luence on well-being. As a human right, students must learn 
about how a healthy life, for everyone, can be sustained without vio-
lence as a response to conf lict. In peace education lessons about the 
sources of and responses to conf lict, students analyze current problems 
and how they can be avoided, as well as responsibly managed. They 
need a vision of a peaceful future as a foundation for peacemaking and 
skills for constructing it. Youth lacking such expectations and capa-
bilities, as well as all who associate with them, have been at risk for 
engagement in violence and many losses from its destructive outcomes. 
In most nations, federal and state governments have provided limited 
support for peace-focused education. Due to a deficiency of curricula 
for such instruction, teachers have a large responsibility for creating the 
lessons and curriculum that facilitate their lessons about peace develop-
ment. Consequently, they need preparation for the design and provi-
sion of peace education. Where do they develop such readiness?

Incorporation of peace competencies is new, where extant, in gov-
ernment-funded education for children and teenagers. While denomi-
national education has provided spiritual orientations to peace, there 
are few comprehensive programs for peace education in state- sponsored 
universities. The colleges that do have corresponding mission state-
ments for peace education attract enrollment from students whose local 
offerings lack such a focus. It is apparent that knowledge about and 
skills for peace development, as well as dispositions that support them, 
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Candice C. Carter188

need to be more available in education at all levels, including programs 
for the preparation of teachers.

This chapter addresses the need for peace-focused teacher education 
and it describes recent practices that have been used. The intention is 
increasing awareness about avenues to peace that educators have been 
taking in response to the conf lict of pervasive violence.

Peace Education

A central goal of peace educators is conversion of instruction that fails 
to proactively address violence. Including the concept of peace across 
subjects and contexts in schools conveys the importance of learning 
how peace occurs and how it can be sustained. Maintaining the con-
cept of peace provides a heuristic for analyzing all aspects of life, espe-
cially the domains in which peace has been needed. The scope of 
peace contexts in a school includes use of the facility and its physical 
resources, implicit instruction through interactions of its participants, 
as well as explicit lessons teachers provide. For example, teaching the 
history of peace processes, identifying current variations of them, and 
knowing which are developmentally appropriate for use with students 
are knowledge bases of instructors (Setalvad, 2010; Yogev, 2010). 
The skills teachers hone demonstrate use of peace processes, such 
as multiple-perspective analysis and compassionate communication. 
Developing the dispositions that support such instruction, and efficacy 
with it, are other challenges that need to be met in teacher preparation 
for peace education.

Implicit and Explicit Instruction

Comprehensive instruction about peace enables students to identify the 
roots of violence (Burns & Aspeslagh, 1996; Harris & Morrison, 2003). 
Such analysis is a precursor to identification of unmet needs for suste-
nance of life; the core of peace. Depending on the developmental readi-
ness of students, they learn about three types of violence and strategies for 
its transformation to peace: intrapersonal, interpersonal, and systemic. In 
the intrapersonal domain, their focus is on the inner life of humans and 
how it contributes to and manages conf lict. Development of personal 
responsibility for self-awareness and other processes are goals of learning 
about intrapersonal peace. Students also learn about interpersonal human 
interactions that have been effective in peacemaking and peacebuilding. 
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Teacher Preparation for Peace Education 189

Where violence characterizes a conf lict, peacemaking is a goal. Where 
violence is missing, the pursuit of peacebuilding entails the transforma-
tion of conf licts without harm. In learning about systemic or structural 
violence, students recognize how widespread conf licts have been pro-
actively addressed without resorting to violence as a reaction (Forcey & 
Harris, 1999). In this expanding-environment approach, teachers enable 
recognition of personal and group responsibility for continually working 
on peaceful conf lict transformation.

Policy that supports peace education varies globally, typically depend-
ing on government-funded mandates and programs (Carter, 2004a). In 
the United States of America, adopted policy for peace is very limited, 
where it has existed (Stomfay-Stitz, 1993). The provision of the Peace 
Day Policy in Hawaii provides support for initiatives in peace educa-
tion within that state (Peace Day Hawaii, 2008) while adoption of stan-
dards for peace education has yet to occur in most of the states in the 
United States of America, and government-supported curricula that 
has peace competencies is very limited. Nearly all instructional support 
can be found as products that organizations with limited funding have 
produced (Brunson, Conte & Masar et al., 2002).

Explicit standards for peace education have been voluntary, with-
out the support of government adoption or funding. Researchers and 
practitioners in the field of peace education produced the standards 
that explicitly recommend educational practices focused on peace. The 
writers of the Voluntary Standards for Peace Education (Carter, 2008) 
are members of professional organizations that engage in research: the 
Peace Education Special Interest Group of the American Educational 
Research Association and the Peace Education Commission of the 
International Peace Research Association. The recommendations 
for peace education in the Voluntary Standards have a foundation in 
methodological investigations of instructional practices. Other policies 
that have supported peace education in the United States of America 
have been produced by professional organizations that focus on one 
component of the field. For example, the Resolution for Peace (2003) 
that the National Association for Multicultural Education (NAME) 
developed demonstrates the importance of peace as a process as well 
as a theme. With a focus of intercultural relations, NAME’s resolution 
highlights the importance of alternatives to violence in the trans-
formation of interethnic conf licts and education that supports those 
processes. The Earth Charter is an international initiative and con-
sensus statement about peace through sustainability (Earth Charter 
Organization, 2009). It has been a foundation of consumption 
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Candice C. Carter190

conversion along with other physical practices in schools. The Earth 
Charter advances an educational ethos of preservation and creative 
reuse of resources.

Philosophies and Principles

The philosophical roots of peace education extend around the planet 
from spiritual traditions. Peace is a topic and behavioral goal across 
religions, regardless of whether or not such aims have been maintained 
by users of violence who have identif ied with particular religions. 
Beyond spirituality, secular philosophies throughout human history 
have also advanced notions about peace and processes humans can 
use for achieving it in the midst of conf lict. For example, Buddhism 
provides recommendations for the achievement of inner peace as 
essential for peace outside the self (Soka Gakkai International, 2009). 
Henry David Thoreau advanced the notion of self-responsibility 
through engagement in civil disobedience as resistance to policies 
and practices that sustain violence (Thomas, 1966). George Counts 
(1932) challenged the schools to build the foundation of a new social 
order. Educator John Dewey (1916) incorporated this notion of pur-
poseful engagement with conf licts in society as part of the instruc-
tional program that teachers design for relevant education their 
students needed to succeed in society. In peace education, students 
learn several historical examples of how thinkers in different cultures 
produced guidelines for human pursuits of peace (Boulding, 2000). 
In more modern times, Maria Montessori’s (1992) description of the 
role of education in fostering peace inf luenced more than the ped-
agogy she advanced. Montessori’s advocacy of educating the whole 
child, including nondenominational spirituality through awareness of 
peace, as well as appreciation and capacities for peace, has been incor-
porated in other pedagogies such as holistic education (Miller, 1999). 
“Wide-awakeness” identif ied by Maxine Greene (1973) is a notion 
of purposeful awareness through observation and ref lection, which is 
key in analysis of conf lict. Active peace work involves awareness of 
the conditions to which peace development responds (Francis, 2002). 
Paulo Freire (1998) demonstrated the importance of courage, espe-
cially in the practice of transformative education. Visions of better life 
conditions are catalysts to conf lict transformation (Lederach, 2005). 
Louise Diamond (2000) explains the importance of commitment 
to facilitating peace, along with courage for accomplishing it and a 
vision of it.
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Teacher Preparation for Peace Education 191

Different conceptions of peace and how it occurs share a common 
strand of hope. Recognizable in the work of famous as well as uncel-
ebrated people, who accomplished peacemaking and advanced peace 
education, was their anticipation of peace. A vision of peace has been 
crucial to its manifestation. The visions have not always entailed pro-
cesses (Nagler, 2004). Outcomes result from steadfast visions and open-
ness to ways of accomplishing them. Johan Galtung (2004) recognized 
the value of creativity in thinking when working to meet needs of 
everyone involved in a conf lict. The successful efforts that bring about 
the condition of peace are contextually responsive. They occur in many 
domains, with variations that respond to extant norms and needs.

Domains of Peace Education

Teachers facilitate the development of students’ knowledge, skills, and 
dispositions that have been recognized as useful in preventing vio-
lence in response to conf lict (Goldstein & Selby, 2000; Wenden, 2004). 
Table 7.1 lists the competencies that have been foci of peace education 
in the United States of America during the last decade.

Recognizable as an outcome of instruction for such student compe-
tence has been their ability to prevent conf lict, as well as proactively 
respond to it. For example, students with skills of discourse analysis 
transform their language usage to eliminate violent metaphors and alien-
ating responses to the expression of need through emotional language 
by a person who is experiencing a conf lict (Carter & Vandeyar, 2009; 
Rosenberg, 2000). In this educator’s observations,  teachers-in-training 

Table 7.1 Curriculum contents in peace education

Competencies Components

Knowledge Inclusive history, sources of conf lict, human rights, peace 
history, and strategies

Pluralistic acceptance Multicultural participation and cooperation
Ethno relativism Accommodation of and adaptation to different cultural norms
Self-management Awareness and control of personal reactions to conf lict
Peaceful discourse Analysis of language for characteristics of violence or compassion
Proactive involvement Participation in local to global conf lict transformation
Restoration Engagement in restorative human interactions
Stewardship Responsibility for environmental preservation and 

reconstruction
Envisioning Picturing a peaceful society in the present and the future
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192 Candice C. Carter

have shared how their peaceful discourse, especially compassionate 
communication, positively affected their lives at home as well as in 
their workplace. Hence, peace education is relevant in teacher training 
as preparation for success in their relations beyond, as well as in, their 
careers. Evidencing the need for thorough preparation has been the 
dilemmas teachers faced in their new practice of peace education.

Insufficient Experience, Curriculum, and Policy

When they lack prior experience with peace competencies cultivated 
in their own education, teachers feel very challenged to accomplish the 
new instructional goals set before them. Either unfamiliarity with the 
instructional content, or lack of efficacy for teaching it, if not both, 
undermines teacher success with any topic. Compounding this con-
f lict is a dearth of curriculum in schools for supporting instruction of 
several strands of peace education. Major publishing companies from 
which most school districts purchase curriculum fail to include many 
of the contents that support peace education. Consequently, there is 
a tri-part conf lict that unprepared and under-supported teachers face; 
lack of experience and insufficient curricula with no policy support or 
government-sponsored guidelines.

The cases in this presentation were real situations, described here 
with pseudonyms, that were observed by this writer during the 

Case 1: Primary School

Ms. Primary was a teacher of newcomer pupils; those who were 
immigrants to the nation. Her students had a range of ages and 
developing abilities to speak, read, and write English, which was 
a new language for all of them. Ms. Primary had undergraduate 
degrees in education as well as in international studies. She had trav-
eled the world at her own expense to analyze problems associated 
with hunger, and how different regions worked to transform that 
widespread conf lict, such as affordable pricing of food. Regardless of 
her formal and informal education, she experienced impediments to 
teaching children about economics and human consumption. The 
following excerpt from her ref lection journal illustrates a common 
trend in teacher behavior—redirecting the focus of instruction due 
to a lack of curricula to support development of a skill or topic.
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Journal

We began using the [Voluntary] Peace Standards in January.
I wanted to start with Consumerism, and my idea was to 

read books to them [her pupils] from the library on the sub-
ject, but I could not find any [related] books in our library, so 
I started with Environmental Stewardship: “Explain rationale 
for ecological care of the physical environment.” I checked out 
lots of books on the rain forest. For two weeks we read and 
re-read the books and on the second week, we began using 
what we had learned to do report writing. The children were 
fascinated by all of the different animals and plants. A few of 
the books mentioned irresponsible treatment of the rainforest 
and that was enough to spark discussion so that their writing 
included concern for conservation.

This particular foray into the peace standards was also very 
easily tied into the science standards and writing standards.

Using the Voluntary Standards for Peace Education, combined with 
government standards for science and writing, Ms. Primary had found 
success in facilitating education with the children about stewardship. 
However, the lack of curriculum and library books she could find for 
use in her lessons caused her to skip over the knowledge and skills 
that were identified in a peace education standard for Consumerism, 
which addresses socially and environmentally responsible acquisition 
of goods.

Compounding her dilemma was a lack of similar government 
standards for instruction on that topic.

implementation of peace education in government-funded schools. 
The teachers were highly motivated to facilitate peace education.

At this writing, although there is advocacy for them, government stan-
dards supporting consumerism awareness are still not available to teachers 
of children and there is a lack of curriculum for it (Amnesty Interntional, 
2007; United Students for Fair Trade, 2010). Besides the lack of that 
content in current standards, which many schools currently require pri-
mary teachers to use for instructional planning, there are also no official 
requirements for teaching analysis of intrapersonal and structural conf lict 
and peaceful methods of responding to them. Most recommendations, 
where they exist, focus on interpersonal relations.

193Teacher Preparation for Peace Education
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Case 2: Secondary School 

Ms. Secondary taught in a high school several sections of one course 
in which she decided to include peace as a focus theme. Her charge 
at the school was preparation of the students for occupations that 
would require their competence in use of technology; especially for 
creation of media productions. Regional occupational programs, to 
which Ms. Secondary was assigned, provide government-sponsored 
preparation of students for employment. As a former Montessori 
directress, Ms. Secondary expanded that goal to include prepara-
tion of the student for life, beyond employment. Congruent with 
the Montessori philosophy, she decided in her new position as a 
regional occupational teacher to include peacemaking as a practical 
life skill to be explored in her course. This expansion of the course, 
in which students would use their new technology and media skills 
to document peace processes they could identify in all aspects of 
their lives and in the world, was unusual in the new region to which 
Ms. Secondary had relocated. Hence, she had no mentors to assist 
her and no extant curriculum at the high school.

In the process of planning her lessons and developing curriculum, 
Ms. Secondary felt unsure about how to accomplish her goal. She 
continually wrote in her ref lection journal about her dilemma of 
teaching peace to her high school students, many of whom had been 
experiencing social injustice and other forms of oppression. The 
local community had rapidly changed with the inf lux of middle 
class commuters who bought affordable homes on the former farm-
land of the region. Long-time residents of the area had been dislo-
cated to expensive, for them, rentals while they faced discrimination 
in the regional job market. The economic strife increased social and 
tensions in the region. Those conf licts were pervasive in the minds 
of the students, which their discourse and media productions evi-
denced. However, the focus of their peace awareness was intergroup 
relations. Structural violence and its causes were not evident in their 
assignments to identify peace and illustrate processes that bring it 
about. In response to this situation, Ms. Secondary explained that 
she was not aware of how structural violence could be illustrated to 
students through, and documented by them in, media productions. 
Their models in media to which she had access as curriculum did 
not demonstrate proactive responses to structural violence. Clearly, 
Ms. Secondary felt unequipped to teach about the roots of oppression 
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Efficacy results from experience that builds confidence. The cases 
shared here illustrate the pervasive problem of instructional limitations 
that are associated with lack of experience and support. Although Ms. 
Primary and Ms. Secondary were highly motivated to provide peace 
education, they had incomplete foundations for accomplishing it. 
While they had extensive pedagogical preparation, it was nevertheless 
insufficient because it had no requirements for learning how to teach 
about peace and processes that bring it about. Although Montessori 
education addressed peace indirectly through classroom manage-
ment approaches that depart from the typical domination model of 
teaching, its curriculum does not infuse the topic of injustice and 
the cultivation of responses to it. The teachers in the two cases here 
lacked the capacity to fully transform the instructional programs with 
which they were charged. Insufficient curriculum was one root of 
the conf lict, while lack of peace education policy was another source. 
Inexperience that undermines or prevents efficacy was the third root 
of the conf lict. Figure 7.1 depicts these roots of peace education that 
need nourishment.

Regardless of the current challenges in teacher facilitation of peace 
education, it does occur through addressing all three roots of the identi-
fied conf lict. However, transformation of the situation to enable highly 
motivated teachers who want to provide peace education regardless 
of these challenges has occurred through fulfillment of one common 

and how people have proactively transformed it. Her educational 
training lacked such competencies. Without any provided support 
in her school, her own education, and lacking guidelines for such 
instruction, she could not accomplish it. She rationalized the situ-
ation with identification of limitations that she concluded she and 
her students had. One was her self-identified lack of comprehensive 
awareness about structural violence. The second was her belief that 
teenagers are focused on conf licts in their social world, not struc-
tural violence. This analysis is not uncommon among teachers—
demeaned self-efficacy and perceived incapability of students when 
they lack experience with and support for instructional topics or 
methods that are new to them. As a result of her intrapersonal work, 
Ms. Secondary ultimately did feel successful with student learning 
about media production and consideration of how peace can occur 
in their social lives.

195Teacher Preparation for Peace Education
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Candice C. Carter196

need: efficacy. Teachers who have been prepared for instruction of top-
ics, and who have developed in their training programs some degree 
of confidence through experiential learning, can go on to create cur-
riculum where it is needed (Salomon & Nevo, 2002). For example, Ms. 
Secondary did develop, through partnership with her students in the 
Montessori approach, curriculum that focused on interpersonal vio-
lence and strategies for transforming it. That engagement evidenced 
her confidence with teaching about the type of violence that she 
understood and immediately saw her students needing to avoid. Her 
professionalism in that accomplishment was positively recognized in 
her school and replicated in other classes of her arts department after its 
members experienced the training in peace education that they sought 
and received for that facilitation.

One characteristic of educational professionalism is instruction that 
responds to students’ and their society’s needs. Crucial support for peace 
education is a valuable experience for teachers-in-training during their 
preparation programs (De Paul, 2010; Jenkins, 2008). In all fields and 
their associated functions, including peace development, experiential 
learning is important for cultivation of skills and the confidence to use 
them beyond educational settings (Dewey, 1916). As conf lict is a topic 

Policy
Experience Curriculum

Figure 7.1 Roots feeding peace education.

9780230620636_09_ch07.indd   1969780230620636_09_ch07.indd   196 4/16/2010   7:24:57 PM4/16/2010   7:24:57 PM

10.1057/9780230107830 - Conflict Resolution and Peace Education, Edited by Candice C. Carter

C
o

p
yr

ig
h

t 
m

at
er

ia
l f

ro
m

 w
w

w
.p

al
g

ra
ve

co
n

n
ec

t.
co

m
 -

 li
ce

n
se

d
 t

o
 T

ai
w

an
 e

B
o

o
k 

C
o

n
so

rt
iu

m
 -

 P
al

g
ra

ve
C

o
n

n
ec

t 
- 

20
11

-0
3-

03



Teacher Preparation for Peace Education 197

in every discipline, skills of peaceful conf lict transformation need to be 
included competencies, along with examples of how that has occurred 
in professional practice. Described here are methods of doing that in 
teacher education.

Teacher Preparation

University-based preparation programs for teachers, like other dis-
ciplines, engage students in development of knowledge and capaci-
ties that are currently considered crucial in their f ield (Baker et al., 
2008; Shaklee, 2009; Whang & Nash, 2005). Strongly inf luencing 
the selection of those capacities are government licensing require-
ments, accreditation criteria, guidelines from professional soci-
eties, and research. To variable degrees, the mission statements of 
the preparation programs and corresponding foci, as well as research 
in the field of education, also inf luence what is provided as teacher 
preparation. This chapter reviews teacher preparation in universities 
wherein all of those inf luences have shaped the practice of peace-
related instruction.

Learning Conflict Transformation

Foremost in skill development is recognition of conf licts. This is not as 
easy as it can seem. Teacher candidates, and everyone, have constraints 
in their ability to perceive problems they have not analyzed. Cultural 
privileges can obscure awareness of how others lack such advantages. 
Beyond the economic advantages teachers often have, in comparison 
to the increasing poverty that many children endure, social-identity 
group membership, ableness, and ascribed authority easily hinder per-
ception of realities which are unfamiliar to educators. Consequently, 
their wide-awakeness to the realities of their students is a constant chal-
lenge (Howard, 1999). For example, advantages associated with physi-
cal characteristics a teacher has, such as skin shade, are often taken 
for granted by teacher candidates who lack personal experience with 
political, social, and economic injustice that are outcomes of colorism: 
discrimination (Bekerman & McGlynn, 2007; Carter, 2002b, 2007). 
In another example, gender privileges are typically invisible to male 
teacher candidates who have yet to see the effects of the glass ceiling in 
schools: faster promotion of males than females into authority positions 
and administration (Reardon, 2001). Presentations of information, 
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Candice C. Carter198

discussions between students, and requirements for observation and 
documentation of such conf licts are strategies that have prepared 
teacher candidates for the next step in learning conf lict transformation 
(Cross, 1993). Before moving on, it is important to point out that the 
process of recognizing conf licts is not the same for everyone. It can be 
more difficult to see, beyond one’s own privileges, the conf licts that 
others who do not have those advantages experience.

Recognition of conf licts opens the door to change, if the need for 
it is felt. Hence, dispositions that support change are crucial. Concern, 
empathy, responsibility, courage, and commitment to working for 
change are all attitudes that enable teachers to engage in difficult prob-
lem-solving (Smylie et al., 1999). Also important is the sense of belong-
ing; community (Carter, 2002a; Schofield, 2004; Sergiovanni, 1994). 
Those who feel alienated from a group can have excessive challenges 
in development of peace-promoting attitudes (Koshmanova et al., 
2004). While such experiences may have facilitated sensitivity, which 
can be a foundation for empathy, they are counterproductive for peace 
development.

Dispositions are most easily affected in education through obser-
vation and interaction. Although it is unclear what happens first, the 
behavioral or the cognitive change that facilitates intercultural peace, 
positive and sustained interaction can inf luence its development 
(McCauley, 2002). Valuable are activities that allow learners to see and 
hear how conf licts occur and are variably perceived as well as how they 
are peacefully transformed. Modeling prosocial and proactive response 
to conf lict enables concrete learning of skills while cultivating disposi-
tions (Eisler & Miller, 2004). In this instructor’s classes, teachers-in-
training have identified the need for more role models who can describe 
to them, or demonstrate, methods of peaceful conf lict transformation. 
Such observations became the responsive curriculum to fulfill that 
learning need. Incorporated curriculum has included guest speakers, 
documentaries, nonfiction accounts, field observations, and descrip-
tions of the instructor’s responses to school-based, community, and 
global conf licts (Canfield et al., 2005; Carter, 2006). Demonstrating 
across disciplines where peace education can occur positively affects 
confidence to accomplish it (Carter, 2004b; Coghlan, 2000). The arts 
provide especially valuable cross-curricular learning opportunities that 
communicate to students about peace processes (Brunson et al., 2002; 
Carter, 2003, 2007; Pirtle, 1998).

Knowledge of peaceful conf lict transformation strategies that have 
worked, as well as not worked, is crucial. In the field of social education, 
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Teacher Preparation for Peace Education 199

too often children and teenagers are focused on the history of armed 
conf lict with a favorable perspective of its “victorious” culmination. 
In the United States of America, violence is normalized in formal cur-
riculum in addition to games for all ages, including preschool. Hence, 
peace education infuses learning about conf lict transformation with-
out the use of violence, and the cessation of it as a problem response 
(Boulding, 2000). While informal methods of interpersonal coopera-
tion are commonly facilitated, revisionist and inclusive history is not as 
available in government-funded curriculum for children and teenagers. 
Hence, peace educators typically purchase and create curriculum that 
fills that gap (Rethinking Schools, 2009). Preparation for that accom-
plishment begins in teacher education.

Teacher candidates learn in peace education to identify the present 
and missing perspectives of conf lict, including renditions of history. 
For example, in a state-mandated course about human diversity, they 
read and respond to revisionist history that provides perspectives of 
those who have not been members of dominant culture in their soci-
ety. The additional information that students find in revisionist history 
enhances their understanding of all three forms of violence in the past 
and present (Takaki, 1993; Zinn, 2003). Comprehension of conf licts 
in any time period is challenging, especially where commercial media 
distributes oversimplified, if accurate, information.

Analysis of conf lict is complex. Therefore, simplified representations 
of it that fail to reveal all interests and needs which underlie a con-
f lict have limited value for teaching critical literary, whereby students 
learn to recognize what they do and do not know from a presentation 
of information. Typically found from media, in short sound and print 
presentations, are dichotomies that present those experiencing a con-
f lict as entrenched in competing oppositions. Students learn in peace 
education to recognize the multiple domains of a conf lict and possibil-
ities for addressing all of them. Consequently, dichotomous thinking 
is a habit that peace educators help students overcome. Changing such 
habits is a component of intrapersonal peace; examining our thoughts 
of others and what labels are evident for describing those in a conf lict. 
For example, teachers-in-training and their students learn to exam-
ine situations and diagram all interests and needs in a conf lict. This is 
done from three or more perspectives. Looking from the perspective 
of someone who has an unmet need helps students avoid succumbing 
to enmity; labeling as an enemy. Practice with diagramming of unmet 
needs, along the peace diagonal that Galtung (2004) recommends and 
other representations of conf licts, builds confidence with their analysis 
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Candice C. Carter200

skills. Efficacy with transforming conf lict results from education and 
experience.

Conclusion

Optimally, preparation of teachers for peace education occurs through-
out their entire training program (Reardon, 1999). Integrating the 
theme of peace in program policy and courses enables compre-
hensive education of teacher candidates and returning teachers 
who advance their formal education. Policy beyond their immedi-
ate programs attracts needed support as rationale and funding to 
train the trainers in schools. Where they exist, mission statements, 
professional guidelines, and government policy are foundations 
for the practice of peace education by teachers. The uptake of the 
policy for provision of the Education for Mutual Understanding 
in Northern Ireland evidenced the extent from primary schools to 
university that a government endorsement of peace education can 
have (Carter, 2004a). Where there is a dearth of government policy 
for peace education, which is currently the situation in the United 
States of America, teachers and their educators have found recom-
mendations from professional education societies that support their 
practice. They also read literature, some of which is noncommer-
cial, that report research on peace education ( Johnson & Johnson, 
1995; Journal of Stellar Peacemaking, 2009).

While it is still a challenge to find peace-focused teacher preparation 
programs in state universities of the United States of America, training 
can be purchased from professional organizations (Education for Peace, 
2009). Thus, additional costs present a challenge in learning skills of 
peace education. That financial burden, coupled with filling the gap of 
curriculum provided in the schools that supports peace education, con-
tinues to present a challenge in teacher preparation. Nevertheless, there 
is evidence in efforts by highly motivated teachers, who have developed 
through experience and shared-practice networks, that peace educa-
tion occurs where efficacy exists. As motivated teachers find support 
for peace education in their preparation programs and sites of practice 
or communities, they do overcome challenges they face and they serve 
as needed role models for their students. Hence, peace workers in every 
community should find how they can connect with schools to support 
peace education.
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Teacher Preparation for Peace Education 201

Appendix

Terminology

Colorism: Concern for the color of human skin in prejudicial thinking 
that is often evident in social discrimination.

Consumerism: Acquiring products, especially unneeded ones, through 
trade or purchase.

Domination model: Focus on teacher power and authority to control 
student thinking and behaviors in their learning process.

Environmental stewardship: Concern for and care of the ecological 
environment.

Glass ceiling: A metaphor for the unofficial and transparent constraint 
on the career advancement of members in an organization.

Peace competencies: Skills and capabilities for peace maintenance and 
peace development.

Peace education: Contextually responsive instruction that promotes 
understanding and analysis of conf lict, its causes, and ways of res-
ponding to it without harm.

Self-efficacy: A feeling of self-confidence associated with accom-
plishment of a goal.

Structural violence: Widespread and systemic conf lict with harmful 
responses such as social injustice and environmental damage.

Voluntary standards for peace education: A list of recommended 
knowledge, skills, and dispositions for students, teachers, school 
administrators, and teacher educators. The list is dynamic with 
continued contributions from peace educators of different world 
regions.

Questions

1. Describe the scope of peace contexts in a school and the types of 
instruction that occur in those contexts.

2. What does inclusion of peace information and skills in school 
subjects and contexts convey? How?

3. Which competencies of peace education have been most and least 
evident in formal and informal school lessons? Why?

4. Explain effects of policy, and the lack of it, for provision of peace edu-
cation. How is education policy in your region changed?
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Candice C. Carter202

5. Describe resources teachers and teacher educators can use to 
 develop informal- as well as formal-learning experiences that 
 develop peace-oriented knowledge, skills, and dispositions.

Bibliography
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TRANSCEND Peace University: www.transcend.org/tpu/.
United Nations International Children’s Emergency Fund: www.unicef.org/.
United Nations Educational, Scientif ic and Cultural Organization: www.unesco.org.

Suggested Reading

Bajaj, M. (Ed.). (2008). Encyclopedia of peace education. Charlotte, NC: Information Age.
Along with the foundations, history, and core concepts of peace education, the authors 
describe recent frameworks of and additional directions for peace pedagogy. The contents 
are available on the Internet at http://www.tc.edu/centers/epe/entries.html.
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Chapters describe educational responses to interethnic conf licts in several regions of the 
world.

Eisler, R., & Miller, R. (Eds.). (2004). Educating for a culture of peace. Portsmouth, NH: 
Heinemann.
Contributors from different regions provide descriptions of their peace pedagogy that often 
incorporates partnership education and compassionate communication.

Harris, I. M., & Morrison, M. L. (2003). Peace education (2nd ed.). Jefferson, NC: McFarland.
Along with their explanation of peace education, the authors describe challenges such as 
inclusion of sensitive issues in the curriculum.

McGlynn, C., Zemblas, M., Bekerman, Z., & Gallgher, A. (Eds.). (2009). Peace education and 
post-conf lict societies: Comparative perspectives. New York: Palgrave Macmillan.
The contributors describe comparative studies of many regions where there are educational 
responses to conf licts and violence.

Reardon, B. A. (2001). Education for a culture of peace in a gender perspective. Paris: United Nationals 
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Clarif ied and described in this book is the crucial examination of gender experiences in 
violence and peace development as peace education.

Rosenberg, M. (2003). Life-enriching education. Encinitas, CA: PuddleDancer.
This short book describes important interaction skills for educators, and everyone, as formal 
and informal peace education.

Weaver, J. D., & Biesecker-Mast, G. (Eds.). (2003). Teaching peace: Nonviolence and the liberal arts. 
New York: Rowman and Littlefield.
Through a religious perspective and in several disciplines, the contributors analyze violence 
and discuss responses to it, including peaceful transformation of conf lict.
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Paez, D., 141
Parenti, M., 54, 60
Peace Action, 58
Peace Brigades International, 151
Peace Day Hawaii, 189
Peace Day Policy, 189
Peace Education Commission, 189
Peace Education Special Interest Group, 

4, 189
Pedersen, P. B., 11, 12
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S U B J E C T  I N D E X

ACT, 33, 55, 56
acceptance of circumstances, 134
acculturation, 27
across disciplines, 3, 5, 198
active peace work, 190
adult education, see education
advance peace, 28, 63, 65, 83
advocacy, 8, 31, 64, 65, 66, 67, 

76, 79, 80, 82, 90, 91, 92, 93, 
103, 114, 119, 129, 168, 
190, 193

advocate for peace, 65, 86
alternative dispute resolution, 

97, 110
alternatives to traditional litigation, 97
andragogical, 68
andragogy, 68
androgynous, 11, 27
anger, 29, 102, 103, 104, 109, 117, 

130, 132, 138, 139, 140, 141, 162, 
185, 204

antagonisms, 159
anthropology, 5, 60, 157, 159, 160, 161, 

162, 164, 177, 180, 181, 183, 184, 
185, 186, 208

and political science, 5, 157, 159, 164, 
177, 180

peace studies, 161
appreciative inquiry, 74, 87, 95
arbitration, 97, 109, 163, 164, 175
assumptions suspended and 

reformulated, 69

attitude(s), 24, 25, 26, 27, 38, 50, 74, 
128, 160, 178, 179, 184, 198

avoidance, 12, 110, 161, 162, 164, 175

barefoot facilitators, see facilitator
behaviors, 8, 9, 11, 12, 18, 21, 22, 26, 

30, 38, 39, 48, 56, 76, 78, 79, 201
best practice, 81, 179, 180
better understanding, 25, 72, 84, 170
bicultural, 8, 19, 22

variables, 8
see also multi-cultural

campus life, 83
causes, 5, 64, 74, 130, 131, 132, 150, 

152, 158, 160, 161, 165, 171, 175, 
176, 179, 180, 183, 185, 194, 201

of conf lict, 175
perceived, 130, 131, 132, 150
root, 74, 158, 171, 176

certificate, 89
change

using peaceful means, 140
the world, 83, 153

children, 4, 5, 19, 20, 21, 23, 30, 36, 58, 
68, 77, 100, 102, 114, 115, 130–147, 
187–202

citizens, 54, 64, 65, 66, 68, 70, 71, 72, 
77, 78, 80, 82, 84, 85, 86, 87, 90, 
91, 92, 93, 94, 141, 145, 147, 148, 
182, 207

collaborative efforts, 64
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Subject Index218
citizens —Continued

engaged, 64, 66
engaging, 65, 90

citizenship, responsible, 66, 84
civic dialogue, 66, 67, 89, 91

and deliberation as means toward 
social change, 66

civic discourse, 65, 70, 76
civic talk, 63
civil disobedience, 190, 205
civil societies, 5, 65
civil strife, 141
civil, political, and military unrest, 140
collaborative efforts, 52, 64, 157
collaborative law, 97, 98, 99, 101, 102, 

108, 109, 111, 116, 118, 121, 122, 
123, 124, 125, 126

commitment, 21, 23, 24, 31, 67, 70, 73, 
74, 76, 81, 102, 126, 174, 177, 178, 
190, 198, 203

commitment to peace, 74, 81
common good, 30, 67, 68, 70, 73, 87, 88
communal, egalitarian, and tribal 

societies, 162
communication, 5, 7, 10, 13, 26, 35

compassionate, 148, 188, 192, 202
nonviolent, 37, 57, 59, 94, 153, 155, 

205
purposive, 37

communicative ethics, 71
communitarian political philosophy, 70
community action, 162, 164
comparative analysis, 47
competencies, 10, 24, 30, 111, 116, 119, 

187, 189, 191, 192, 195, 197, 201
foci of peace education, 191

comprehensive instruction, 188
comprehensive law, 5, 36, 97–125, 207
comprehensive law movement, 36, 

97–99, 111, 113, 115–118, 121–125
conciliation, 23, 26, 29, 58, 99, 100, 

103, 119, 122, 163, 164, 169
condition of peace, 191
conf lict

analysis of, 34, 190

between groups or organizations, 
97, 98

distinction between, 70
entrenched social, 39
ethno-political, 157
in the political, military, religious, 

and ethnic arenas, 127
interethnic, 189
interpersonal, 10, 11, 97, 98, 144
intrapersonal, 9, 13, 21, 31, 139
lessons, 3
micro-conf lict, 139
perspective, 159
phases of conf lict lessons, 3, 4
prevent, 74
protracted, 127
recognition of, 198
resolve, 51, 98
structural, 64
see also causes; response

conf lict resolution
promotes, 64
through the systemic transformation, 

64
conf lict transformation

analytical, 33, 35, 37, 39, 41, 43, 45, 
47, 49, 51, 53, 55, 56, 57, 59, 61

interethnic, 189
program, 1, 176
symposium on, 33
see also learning

conscientization and social change, 68
constructivist theory, 150
consumerism, 193, 201 
cooperative activities, 173
coping reactions, 5
core values, 74, 83
counseling, 4, 7, 8, 9, 10, 11, 12, 13, 15, 

16, 17, 18, 21, 24, 25, 27, 28, 29, 
30, 31, 32, 123, 146, 155, 208, 209

mental health, 4, 7
multicultural competencies, 24, 30
professional setting, 10

counselor preparation, 4, 8, 10
counselor-preparation programs, 7
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Subject Index 219
courage, 5, 13, 24, 30, 34–57, 85, 

91–119, 142, 143, 149, 151, 173, 
190, 198, 204

importance of, 190
crisis to growth model, 8, 18
critical analysis, 4, 40, 43
critical media literacy, 43
critical theory, 150, 154
cross-cultural, 8, 157, 184
cultural

anthropology, 161, 184
competence, 11, 12, 23, 24, 28
pluralism, 73
violence, 37

culturally
sensitive transformation techniques, 13
unique factors, 130, 131, 136

culture of peace, 5, 31, 60–95, 128, 140, 
141, 143, 151, 153, 154, 155, 169, 
202, 204, 205

defined, 128, 140
mapping a, 74

culture-centered psychological theory, 12
curricula, 24, 37, 187, 189, 192, 198
curriculum, 3, 8, 25, 83, 89, 94, 187, 

191, 192, 193, 194, 195, 196, 198, 
199, 200, 202, 204

deductive analysis, 34
deficiency of curricula, 187
define peace psychology, 129
democracy, 39, 40, 43, 58, 63, 66, 68, 

70, 73, 76, 83, 85, 87, 90, 91, 92, 
93, 128, 129, 167, 181, 186, 204

in the Philippines, 167
see also education

deprivation, 128, 132, 133, 134, 148
deprivation means, 133
development, 1, 2, 3, 4, 5, 7, 8, 10, 11, 

13, 16, 17, 24, 25, 26, 27, 30, 31, 
32, 38, 48, 49, 58, 63, 64, 65, 67, 
68, 69, 79, 81, 84, 85, 87, 89, 92, 
94, 98, 104, 120, 123, 126, 129, 
146, 147, 150, 151, 153, 155, 165, 
167, 168, 169, 171, 172, 177, 178, 

181, 184, 185, 187, 188, 190, 191, 
192, 196, 197, 198, 201, 203, 207, 
208

development of peace, 68, 198
development of public policy, 63, 64, 

65, 85, 89
development of the individual, 64
developmental model, 8
developmental readiness, 188
developmental readiness of students, 188
deviance, 38, 48, 52, 53, 61
dialectical discourse, 84
dialogic, 41, 69, 83, 84, 85, 88, 90, 92, 

94, 158, 173, 179, 181
dialogic or elicitive approaches, 158
dialogue

as political talk, 67
in organizational, educational, and 

political contexts, 66
not public, 71
of conviction, 70
undergraduate semester in dialogue, 

91
dilemma, 17, 59, 69, 126, 153, 192, 193, 

194
dimensions to a culture, 128
discourse, 35, 37, 39, 42, 50, 51, 54, 63, 

65, 66, 67, 69, 70, 71, 73, 76, 82, 
84, 85, 86, 88, 90, 91, 93, 94, 191, 
192, 194, 204

discourse analysis, 191
discrimination, 32, 39, 105, 159, 167, 

197, 201
disillusionment, 140
dispute resolution, 35, 97, 108, 110, 

111, 113, 116, 118, 119, 121, 124, 
125, 161

diversity, 2, 14, 39, 50, 58, 65, 71, 73, 78, 
80, 81, 85, 153, 157, 158, 161, 169, 
170, 171, 172, 175, 182, 199, 203

dominant cultural, 73
dominant culture, 88, 199
dreams

and ambitions, 134
or aspirations, 133, 134
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Subject Index220
dynamics of democracy, 66
dynamics of the conversation, 69

economic, 12, 26, 57, 64, 65, 66, 76, 81, 
127, 128, 129, 130, 132, 140, 141, 
142, 143, 147, 151, 152, 155, 160, 
165, 166, 167, 176, 184, 192, 194, 
197, 203, 208

economic struggle, 140
education, 131, 135

adult, 4, 63, 67, 68, 94, 95
adult civic, 63, 68, 93
adult education foundations, 68
democracy, 128
denominational, 187
facilitating with the children, 193
higher education, 3, 4, 64, 83, 85, 92, 

94, 148, 157, 179, 181, 185, 208
professional societies, 200
see also competencies; framework; 

peace education; political education
educational attainment, 140
efficacy, 73, 116, 147, 149, 192, 195, 196, 

200, 201
efficacy for teaching, 192
efficacy, false assumptions, fears, moral 

absolutism, 73
effort optimism, 11, 27
elicitive, 157, 158, 173, 174, 179, 181, 

183, 185
emotions, 2, 14, 23, 53, 109, 111, 114, 115, 

130, 132, 133, 138, 139, 150, 153
negative emotions, 132
positive, 130, 132, 133, 139

empathy, 10, 13, 84, 101, 111, 115, 148, 
172, 198

empowering, 17, 75, 80, 81, 82, 83, 85, 
147, 169, 173, 184

empowerment, 8, 18, 26, 67, 86, 101, 
121, 147, 150, 170, 173, 203

entrepreneurship, 41, 68
environment, 2, 10, 24, 28, 33, 36, 42, 

45, 49, 52, 53, 54, 58, 59, 60, 61, 
76, 77, 81, 145, 147, 152, 153, 166, 
172, 182, 189, 191, 193, 201, 204

environmental, 2, 33, 36, 42, 45, 49, 
52, 54, 58, 59, 60, 61, 76, 77, 
81, 152, 166, 182, 191, 193, 
201, 204

environmental conditions, 2
environmental protection agency, 49
environmental sustainability, 81
epistemology, 40, 42, 43, 44, 46, 48, 53, 

54, 55, 56, 69
equality, 25, 38, 39, 53, 57, 63, 64, 79, 

84, 129, 130, 141, 143, 151, 152, 
166, 173, 203

ethical frame, 82
ethics, 41, 45, 52, 71, 93, 94, 99, 113, 

114, 115, 204
ethnic and linguistic diversity, 158
ethno-political, 157
ethnographic, 56, 157, 160, 181

perspectives, 157
evaluative dialogue, 72, 89, 208
expanding-environment, 189
expanding-environment approach, 189
experience

of deprivation, 132, 133
of poverty, 128, 130, 132, 139, 151

experiential
learning, 24, 27, 30, 196
training, 172

explicit lessons, 188

facilitating peace, 26, 190
facilitator

barefoot, 158, 171–173
as co-learner, 158
of conversation, 84
director-facilitator, 14
effective, 21
following script, 55

faith-based, 82
false assumptions, 73
false tolerance, 73
family ties, 130, 136, 137
fears, 47, 73, 109, 142
five-point transcendence method, 143
force-based, 2
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Subject Index 221
formal social control, 35, 36
fostering peace, 30, 190
foundation for peacemaking, 187
framework,

frames of thinking, 69
holistic of education, 169
multicultural, 129

generative dialogue, 69, 72, 76, 84, 88, 
92, 94

glass ceiling, 197, 201
global policies, 4
go-between, 162, 164
goal of peace educators, 188
goal-formation, 3
government licensing, 197
government policy, 200
government-funded mandates and 

programs, 189
grassroots ecosystem management, 

36, 61
grounded theory, 5, 131, 153, 154, 158, 

159, 176
groups or organizations within 

society, 97

hatred, 23, 35, 138, 139
health care, 85, 86, 128, 142, 145, 147
help

asking for and receiving, 135
giving, 135

helplessness, state of, 140
hermeneutics, 40, 42, 43, 44, 46, 48, 51, 

54, 55, 56
higher education, see education
holism, 31, 159, 160, 169
holistic

education, 190
justice, 97, 98, 99, 103, 108, 110, 

111, 122
law, 103, 108, 119, 122
perspectives, 157

honoring
diversity, 73, 81
pluralism, 81

human diversity, 199
human pursuits of peace, 190
human rights, 35, 37, 58, 128, 129, 141, 

159–184, 191, 208
awareness, 128
lack of attention to, 141

humanitarianism, 35

impoverished sense of the common 
good, 73

independence, 21, 22, 68, 157, 167, 168
indigenous peoples, 158, 162, 165, 168, 

172, 178, 180, 182
individual dynamics, 73
individuality, 68
inductive inquiry, 43
inequalities, 127, 141
inequality, 38, 39, 53, 64, 129, 130, 141, 

151, 152, 166, 173
informal social control, 35
injustice, 29, 64, 128, 139, 141, 

167, 173, 176, 183, 194, 195, 
197, 201

inner peace, 169, 190
insecurity, 128, 130, 138, 139, 141
instruction, 2, 3, 4, 5, 24, 94, 187, 

188, 189, 190, 191, 192, 193, 195, 
196, 197, 201, 203, 207

explicit, 188
implicit, 2, 188

instructional practices, 189
instructors, 1, 3, 89, 188
insufficient experience, curriculum, and 

policy, 192
interactionism, 159, 160
interactive drama, 14, 32
intercultural

peace, 198
relations, 189

interdependent competency areas, 24
interdisciplinary courts, 98
integrative perspective, see holism
interpersonal

dynamics, 97
see also conf lict
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Subject Index222
intervention, 8, 11, 12, 13, 24, 28, 29, 

53, 61, 66, 104, 120, 145, 149, 183
intractability, 57, 122
intrapersonal

peace, 199
see also conf lict

intrapsychic, 8
inward directed, 41

justice, 4, 7, 8, 26, 29, 33–61, 64–94, 
97–126, 128, 129, 139, 141, 154, 
167–186, 194–208

advocate for social justice, 65
charity and, 64
increase justice, 128, 174
procedural, 97, 98, 99, 106, 110, 111, 

112, 116, 120
restorative justice, 35, 53, 55, 97–126
see also holistic

language of meaning, 67
lawyers, 36, 97, 98, 99, 103, 104, 106, 109, 

111, 112, 113, 114, 115, 116, 117, 118, 
119, 120, 121, 122, 123, 124, 125, 172

learning
competency, 4
conf lict transformation, 197
cross-curricular, 198
experience, 27, 84, 91, 173, 202
experiential, 24, 27, 30, 196
interdisciplinary, 83, 151
participatory, 173
modalities, 3

legal profession, 97, 115, 116, 117, 121, 
123, 124, 207

legal systems, 34, 97, 100
lesbian, gay, bisexual, and transgender 

(LGBT), 9
lessons, 2, 3, 4, 103, 152, 158, 179, 180, 

185, 186, 187, 188, 193, 194, 201
loneliness, 130, 138
long-term solutions, 37

making peace, 1
marginalized

economically, 167
politically, 167

mediation, 28, 35, 37, 47, 55, 97, 98, 99, 
100, 101, 102, 107, 108, 109, 111, 
120, 122, 123, 124, 125, 153, 163, 
164

mental processes, 8, 38, 128
mental processes and behaviors, 8
military, 39, 127, 129, 140, 141, 142, 

160, 165, 166, 178
mirror technique, 23, 27
Montessori philosophy, 194
moots, 162, 164
moral absolutism, 73
moral discourse, 67, 69, 70, 71, 73, 93
moral entrepreneurship, 41
moral talk, 64, 67, 70, 71, 86, 88
moral talk (discourse), 70
moral theories, 70
morality, 41, 60, 93, 97
multicultural counseling competencies, 

24, 30
multiculturalism, 7, 10, 12, 13, 25, 26, 

27, 32, 209
multidisciplinary, 1, 2, 4, 26, 29, 182
multitrack peace promotion, 5
mutual understanding, 170, 200

narrative conversation, 14
narrative therapy, 13, 14, 15, 22, 28, 32
narrative transformational, 14
needs

basic, 2, 133, 140, 141, 145, 146, 147, 
150, 183

identify, 148
lack of attention to, 141
meeting of human needs, 140
naming, 71
of the diverse parties, 71
unmet, 188, 199

negotiation, 34, 35, 37, 55, 58, 74, 99, 
102, 107, 109, 159, 161, 163, 164, 
168, 174, 175, 176

new social order, 190, 204
non-deliberative public political talk, 66
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Subject Index 223
noneconomic strife, 140
nongovernmental institutions, 63
nonlegal disciplines, 97
nonprofits, 63, 64, 65, 66, 67, 68, 71, 72, 

81, 82, 86, 87, 89, 91, 92, 93
nonviolence, 3, 6, 7, 26, 129, 152, 169, 

183, 186, 203
normalization of violence, 187

observations, 2, 16, 80, 191, 198
ontology, 38, 56
opening-up process, 14
oppression, 12, 24, 27, 128, 150, 194
outcome-driven, 66
outward directed, 41

participant recruitment, 77
participation in democracy, 68
participatory democracy, 58, 73, 76, 

85, 87
participatory politics, 67, 93
peace

action, 58
alliance, 55, 58
as a process, 189
concept of, 188
conceptions of, 2, 87, 191
competencies, 187, 189, 192, 201
educating for, 187, 204
in program policy and courses, 200
orientation, 128, 143
psychologists, 129, 143
psychology, 28, 29, 30, 127, 129, 

131, 133, 135, 137, 139, 141, 
143, 145, 147, 149, 151, 152, 153, 
155, 204

social, economic, and political, 64
transformation to, 188
see also research

peace development, 1, 2, 3, 4, 5, 7, 
8, 67, 87, 187, 190, 196, 198, 
201, 203

peace education,
across disciplines, 198
curriculum contents, 191

discipline-based, 1
educators, 143, 169, 188, 199, 201
for children, 5
informal, 4, 63, 203
initiatives, 189
in higher education, 157
in Mindanao, 168, 169, 184
partnership, 1
peace-focused, 187
peace-focused teacher education, 188
philosophical roots, 190
practice of, 37, 192, 200
see also standards; visions

peace work, 177, 190, 200
peacebuilding, 7, 8, 9, 10, 11, 13, 14, 25, 

26, 28, 55, 58, 60, 64, 65, 69, 70, 
75, 80, 81, 82, 83, 84, 89, 91, 92, 
121, 127, 129, 149, 152, 168, 172, 
174, 177, 178, 181, 183, 184, 185, 
186, 188, 189, 203, 204, 208

peacebuilding initiatives in Mindanao, 
168

peaceful discourse, 191, 192
peaceful methods of responding, 193
peacekeepers, 2
peacemaking, 5, 8, 30, 35, 53, 60, 61, 

64, 91, 129, 152, 175, 184, 187, 188, 
189, 191, 194, 200, 202, 203, 204

peacemaking as a practical life skill, 194
peacemaking is a goal, 189
pedagogical, 3, 48, 60, 65, 169, 195
pedagogy, 2, 12, 25, 37, 51, 60, 68, 92, 

94, 182, 183, 184, 190, 202, 204, 
208

personal growth, 10, 13, 68, 84
personal responsibility, 5, 101, 109, 188

and group responsibility, 189
perspectives, 2, 5, 10, 12, 14, 29, 31, 69, 

84, 88, 150, 154, 157, 159, 184, 199, 
202, 203

functionalist, 159
multiple-perspective analysis, 188
see also conf lict; ethnographic; holistic

philosophies, 35, 45, 48, 51, 190
philosophies and principles, 190
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Subject Index224
policies and practices that sustain 

violence, 190
policy analysis, 44, 53, 90
policy for peace, 65, 189, 200
policy initiative, 65, 66, 67
policymakers, 65, 161, 182
political

action, 63, 64, 65, 66, 67, 80, 82, 83, 
85

economic instability, 141
dialogue as transformative adult 

education, 68
education, 65, 67, 68, 83
peace, 64

political education, 65
pedagogical approach, 65
value-based, 83

political science, 5, 52, 63, 93, 157, 159, 
161, 163, 164, 177, 180, 182, 207

political talk, 5, 63, 64, 65, 66, 67, 68, 
69, 72, 73, 74, 80, 84, 87, 94

about peace, 63
as political action, 64

politics of meaning, 82, 94
poverty, 5, 56, 127–155, 161, 163, 166, 

167, 177, 182, 183, 197
cope with poverty, 136, 139
experience of poverty, 128, 130, 132, 

139 151
in the Philippines, 56, 130
incidence of poverty, 128
living with poverty, 130, 131
persistent poverty, 127
prevalence of poverty, 128
psychological experience of poverty, 

128, 132
qualitative research on poverty in the 

Philippines, 130
resolution on poverty and 

socioeconomic status, 129
response to poverty, 5, 127
structure of poverty, 148
survive poverty, 134, 137
sustainable, 7, 60, 174, 176, 178, 179, 

180, 185

power distance, 12
praying, 133, 135, 136
preventing from meeting, 140
preventive law, 97, 98, 99, 104, 105, 

108, 109, 111, 118, 120, 122, 124, 
125, 126

principles, 6, 14, 24, 38, 43, 44, 51, 53, 
84, 92, 103, 108, 119, 169, 190, 
204, 205

promoting talk in public space, 63
public dialogue, 63, 65, 67, 69, 70, 71, 

73, 75, 77, 79, 81, 83, 85, 87, 89, 
91, 93, 95

public moral conversation (values talk), 
64

public opinion, 162, 164
public policy issues, 65
PuddleDancer Press, 37, 94, 155, 205
purposeful values talk, 73

racism, 29, 39, 48, 50, 51, 52, 60, 64, 
159, 161

reframing, 71, 150, 172, 184
relationship, 2, 7, 12, 14, 15, 18, 20, 26, 

53, 66, 73, 75, 91, 94, 99, 104, 105, 
114, 115, 120, 128, 132, 137, 143, 
147, 149, 174

security, 137
see also therapeutic

reliance
on others, 130, 136, 137
on their children, 134

religion, 12, 18, 31, 33, 34, 36, 42, 75, 
81, 82, 129, 135, 158, 169, 171, 172, 
178, 190

research
advocacies in, 129
extant, 128
peace, 4, 94, 154, 184, 189, 203
by professional societies, 4
pedagogical, 48
qualitative, 130, 153, 154, 158

researchers and practitioners in the field 
of peace education, 189

resignation, 134
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Subject Index 225
respecting and valuing the differences, 81
response

to conf lict, 64, 187
to violence, 64
to poverty, 5, 127

responsible for the whole community, 68
restorative justice, see justice
revisionist history, 199
revolution in Prague, 35
risk capacity, 73
role of education, 140, 190
role of education in fostering peace, 190
role of higher education in peace 

development, 4
role of nonprofit organizations, 63

saving lives, 52, 61
schools that are experiencing interethnic 

strife, 5
secular philosophies, 190
secular-based, 82
self-consistency, 10, 27
self-descriptions, 130, 132, 133
self-evaluation, 4
self-pity, 130, 138, 139
self-redress, 161, 162, 164
self-responsibility, 190
sensitivity, 10, 28, 114, 115, 116, 198
social

capital, 65, 67, 72, 73, 87, 92, 93, 208
change, 39, 40, 53, 56, 66, 68, 153, 

169, 174, 183
control, 4, 34, 35, 36, 38, 40, 47, 48, 

49, 55, 57
ends, 64
movement, 33, 38, 39, 53, 56, 81
movements for peace, 81
order, 30, 34, 35, 190, 204
reality, 159, 160

social sciences, 25, 97, 125, 150
society experiences peace, 143
socio-drama techniques, 27
sociocultural conditions, 132
socioeconomic

deprivation, 128

inequalities, 127
sociology, 4, 33, 34, 38, 39, 52, 53, 55, 

56, 57, 59, 60, 61, 154, 207, 208
sociometric test, 14
socratic method, 84
spiritual orientations to peace, 187
spirituality, 11, 18, 81, 82, 124, 126, 

169, 190
spirituality and law, 124
standards, 5, 10, 30, 164, 182, 189, 193, 

201, 203
adoption for peace education, 189
for peace education, 5, 189, 193, 201, 

203
status quo, 35, 38, 56, 68, 88
status quo approach to politics, 68
stewardship, 79, 191, 193, 201
strategic lawsuits against public 

participation, 54
strategies, 2, 11, 13, 18, 24, 25, 26, 29, 30, 

53, 72, 83, 92, 122, 153, 168, 169, 
175, 177, 188, 191, 196, 198, 204

strategies for its transformation to 
peace, 188

strategies for transforming, 196
strife, 5, 33, 127, 140, 141, 194
structural constraints, 3
structural functionalism, 159
structural violence, 2, 37, 129, 131, 140, 

141, 150, 152, 154, 161, 189, 194, 
195, 201

defined, 140
examples, 141
prevention and mitigation, 129

student experience, 3
student-to-student, 84
study circles, 66
support peace education, 192, 200
suspending judgment, 72
symbolic interactionism, 159
synergistic thinking, 71
systemic, 7, 24, 25, 26, 32, 38, 40, 41, 

63, 64, 71, 188, 189, 201
change, 64, 71
social, 63
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teacher candidates, 197, 198, 199, 200
teacher education, 30, 188, 197, 199, 

203, 204, 205
peace-focused, 188

teacher preparation, 5, 25
for peace education, 5, 187–205
peace-focused, 200
teachers-in-training, 191, 196, 199

temporal event, 71, 72, 73
therapeutic

arena, 9, 12, 17, 28
jurisprudence, 97–126
outcomes, 12, 28
relationship, 9, 13, 28

thinkers in different cultures, 190
Thomas theorem, 56
tolerance of diverse viewpoints, 73
toleration, 161
training programs, 24, 27, 101, 111, 147, 

158, 169, 173, 196
transcendence method, 5, 143
transformation

of interethnic conf licts, 189
techniques, 13, 157, 174
to peace, 188

transformational
learning, 24, 27, 63, 69
politics, 36

transformative
education, 68, 94, 95, 153, 190
learning, 69, 92, 94, 179
mediation, 97, 98, 99, 101, 108, 109, 

111, 122, 124
processes, 97, 148

transgender, 9, 28, 209
transparent conversational venues, 71
tribal societies, 162

UN resolution 53/243, 74, 95
unrest, 140

values talk, 64, 70, 73
values-based (moral), 65

see also political education
variables, 7, 8, 12, 42, 72
vectors, 5, 97–117
violence

address, 188
cultural, 37
direct and structural, 129, 150
direct, 37, 152
identify the roots, 188
normalized, 199
peace and violence triangles, 37
policies and practices that sustain, 190
preventing, 191
prevention and mitigation, 129
reduce, 128, 174
reject, 74
response, 64
roots, 188
sustain, 190
system of, 129

violent instability, 142
vision of peace, 129, 187, 191, 201

ways of coping, 130, 135, 150
well-being, 17, 79, 99, 104, 111, 114, 

120, 129, 143, 187, 207
of individuals, 64

wide-awakeness, 190, 197

youth, 2, 32, 55, 77, 79, 158, 169, 170, 
172, 177, 178, 180, 181, 182, 184, 
185, 186, 187, 203
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