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Abstract 

A growing body of literature reports structural, cultural, social, and political barriers making 

it challenging and stressful to integrate peace education in teacher education and in-service 

teacher education programs. To support peace educators in achieving what they stand for, this 

study proposes integrating wellbeing practices and approaches into the curricula. Drawing 

from the fields of peace education, educational leadership and policy studies and higher 

education, this study examines wellbeing as a potentially promising scholarly field to support 

peace education scholarship. For happiness and life satisfaction, wellbeing links a person's 

physical, mental, emotional and social health factors not just to internal factors such as 

optimism, resilience and self-esteem but also external factors such as income, satisfaction at 

work and social networks. In order to explore the ways wellbeing can contribute to peace 

education, we first expand on peace education as a controversial and challenging practice 

especially for practitioners in the field. Next, we discuss wellbeing practices as they relate to 

educational settings.  Finally, we discuss that peace educators can be supported by wellbeing 

practices to overcome the degrading and demotivating effects of their practices.    

Key words: Peace education, higher education, wellbeing, teacher training, pedagogy. 

Introduction 

Formal schooling is portrayed with a unique potential in transforming present violent realities 

and inequalities into peaceful and just social orders (Bajaj, 2008; Bickmore, 2011; Flinders, 

2005, 2006; Gursel-Bilgin, 2016; 2020a;2020b; 2021; Hutchinson & Herborn, 2012; 

Noddings, 2012) On the other hand, there is a growing body of literature reporting structural, 

cultural, social, and political barriers making it challenging, if not impossible, to integrate 

peace education in teacher education and in-service teacher education programs (Bekerman 

& Zembylas, 2014; Burnley, 2003; Cook, 2014; Harris & Morrison, 2003; Horsley, et al., 

2005; McLean, et al., 2008; Wang, 2018) Within such a challenging and discouraging 

context, teachers interested in practicing peace education are under particular stress and 

pressure (Burnley, 2003; Horsley, et al., 2005). 

Drawing from the fields of peace education and educational leadership and policy 

studies and higher education, this study examines wellbeing as a potentially promising 

scholarly field to support peace education scholarship. It is guided by the question: What 

offerings do wellbeing present in order to contribute to peace education? Below, we expand 

on peace education as a controversial and challenging practice especially for practitioners in 

the field. We also discuss that peace educators need to be supported by wellbeing practices to 

overcome the degrading and demotivPating effects of their peace education practices. 
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Peace education as a challenging practice 

Education and peace are perceived to be inherently interconnected (Danesh, 2007; Trifonas & 

Wright, 2011), and peace education is presumed to be integrally incorporated in teacher 

education programs (Brantmeier, 2010; Bekerman & Zembylas, 2014). However, a large 

volume of literature underlines the opposite in reality for both teacher education programs 

and practicing teachers (Bekerman & Zembylas, 2014). Pre-service teachers are hesitant 

towards peace education as they find peace education stressful and challenging compared to 

citizenship, environmentalism, and multiculturalism despite their close link with peace 

education (Burnley, 2003; Cook, 2014; Wang, 2018). Others have found that peace education 

was perceived to be linked with ethnic movements (Burnley, 2003). Pre-service teachers had 

limited understanding of peace education and struggled to integrate dimensions of peace 

education into their practice teaching (Cook, 2014). 

Likewise, literature on peace education integration in in-service teacher training reports 

challenges (Bekerman & Zembylas, 2014; Clarke-Habibi, 2018; Lopes Cardozo & Hoeks, 

2015; Zembylas et al., 2016; Zembylas & Bekermanc, 2019; Zembylas & Loukaidis, 2020). 

For example, peace educators are regarded as communist sympathizers (Burnley, 2003), and 

unpatriotic and disloyal to their homeland (Horsley, et al., 2005). Such negative perceptions 

of peace educators and teachers’ fear of disapproval by their employers and society 

discourage teachers from integrating peace education into their teaching (Horsley, et al., 

2005). In line with this, McLean, Cook & Crowe (2008) discuss that practicing teachers also 

had limited understandings of what peace and peace education entails. As a result, their 

efforts of integrating peace education into their curriculum and teaching often resulted in 

ineffective lesson planning and practice. 

Several psychological, cultural, political, and educational obstacles influence peace 

educators’ perceptions and practices of peace education (Harris & Morrison, 2003). One 

critical example is the case of the Peace Teacher, who lost her job and home in the state in the 

aftermath of her only statement “I honk for peace” when asked by one of her elementary 

school students about her opinion about the war in Iraq. As result of the complaint of one of 

the parents, apart from losing her job and home, she had to go through several court cases, 

including federal courts, that ruled she had no right of free speech, only a commodity to sell 

to her employer, the public school. This study is crucial because it scrutinizes the missions 

and functions of public schooling within the society and shows how it can operate in support 

of power inequalities. Furthermore, the study illustrates the dynamics in charge in which 

peace education exists as a controversial issue that is discouraging for teachers to integrate 

into their curricula and teaching. This is in line with other studies that emphasize that peace 

education implies criticism of the present social, cultural, religious, and political norms that 

result in inequalities in the society (Harris & Morrison, 2003; Westheimer, 2007). 

In Turkey, teacher education programs most frequently do not include courses on 

multicultural education, environmental education, and global education (Gurdogan-Bayir & 

Bozkurt, 2018, Erbas, 2019) that prepare future teachers to effectively integrate peace 

education into their teaching practice (Christopher & Taylor, 2011; Cook, 2014). Factors 

such as the lack of educated faculty members to teach these courses as well as limited 

financial resources are among possible reasons for this (Akar, 2010; Çelik & Gür, 2014; 

Çetinsaya, 2014; Gök, 2016; Kurt & Gümüş, 2014; Simsek, 2007). As a result, teachers in 

Turkey most frequently are inadequately prepared in order to integrate peace education into 

their curriculum and practice. 

The challenges peace educators are likely to face in their practices of integrating peace 

education into their curricula are well-reported in the literature (e.g., Gursel-Bilgin, 2016, 
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2017, 2020b, 2021; Gursel-Bilgin & Flinders, 2020; 2021; Darder, 2012; Harris & Morrison, 

2003; Navarro-Castro & Nario-Galace, 2008; Noddings, 2012; Zamir, 2009; Zartman, 2007). 

For example, Zartman (2007) identifies the elusive nature of the definitions of peace, 

insufficient pedagogical methods, controversial class materials and topics, and lack of 

comprehensive evaluation of programs focused on the peace education practices and their 

outcomes. Closely linked with these challenges are pedagogical obstacles for peace education 

practitioners: emotional and cognitive mistrust towards peace education, expressions of 

stereotypes often promoted by media, the politicization of peace education often leading to 

propaganda, and the existence of culture of war interwoven into social norms and values and 

reflected in school culture and curricula (Zamir, 2009). 

Wellbeing of Teachers 

A growing body of literature emphasizes the significance of teacher wellbeing in educating 

future generations effectively (Acton & Glasgow, 2015; Hwang et al., 2017; Vesely et al., 

2014). This emphasis has only become stronger with the circumstances resulting from the 

Covid-19 pandemic (Dabrowski, 2021; Gadermann et al., 2021). Reviewing the literature, the 

wellbeing of educators from the perspective of burnout, occupational stress (Vesely et al., 

2014), anxiety and depression (Hwang et al., 2017) are also emerging as significant. Defining 

wellbeing may be crucial in the context of this study as there are various understandings and 

explanations of wellbeing in the literature (Acton & Glasgow, 2015; La Placa et al., 2013).   

In their book Rath & Harter (2010) conducted a comprehensive study with Gallup, an 

American analytics and advisory company known for its public opinion polls conducted 

worldwide, and collected participants’ data in more than 150 countries. As a result of their 

study, they revealed five universal, interconnected elements and defined wellbeing as the 

interaction of these five elements: 

1. Career wellbeing is about how you occupy your time or simply liking what you do 

every day. 

2. Social wellbeing is about having strong relationships and love in your life. 

3. Financial wellbeing is about effectively managing your economic life 

4. Physical wellbeing is about having good health and enough energy to get things done 

on a daily basis 

5. Community wellbeing is about the sense of engagement you have with the area where 

you live 

They found out that only 7% are successful in all five elements and 66% of people are 

doing well in at least one of these areas. When we are talking about wellbeing and factors that 

may affect someone’s health or happiness, we should look at that person holistically and 

consider both external conditions, such as income, satisfaction at work and social networks 

and internal conditions, such as optimism, resilience and self-esteem (Rath & Harter, 2010; 

Şinik, 2018). To strengthen our wellbeing, we should strengthen all of these five elements 

and to be able to do that one should take care and balance their mind, body and spirit so that 

they feel capable, resilient and in harmony with those around them (Rath & Harter, 2010; 

Şinik, 2018). An alternative medicine advocate Dr. Chopra (1991) mentioned five items as a 

holistic health indicator. The first indicator of overall health is to have an energetic and 

healthy body; the second is to have a calm, clear and cheerful mind; the third is a heart full of 

love and kindness; and the fourth indicator is an awareness of one's existence and purpose in 

life. His life-long research and related literature (Chopra & Tanzi, 2018) found stress as one 

of the biggest factors affecting the overall health. Other factors enhancing and strengthening 

our wellbeing are having enough sleep, clean eating, and having a healthy digestive 

system.  Various methods integrate wellbeing approaches in terms of stress management and 
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to create a balance between mental, spiritual and physical health. The ones that are commonly 

used with teachers are emotional intelligence (EI), mindfulness-based practices, 

contemplative pedagogy, and positive education. Before briefly discussing these methods, in 

this particular study wellbeing of teachers refers to teachers’ awareness of their personal and 

professional purpose and goals, ability to work harmoniously with themselves and with 

others, and having sense of personal and professional fulfilment, satisfaction, and happiness 

(Soini et al., 2010) within their contextual factors. 

Methods that are Commonly Used with Teachers to Enhance their Wellbeing 

1. Emotional intelligence (EI): Development of emotional intelligence as a competence 

facilitates the identification and regulations of emotions that increase stress (Austin et 

al., 2005; Hansen et al., 2007; Vesely et al., 2014). Research has shown that 

emotional competence enhances the management of occupational stress and 

contributes to teacher efficiency in the workplace. Hansen et al. (2007) conducted a 

study on EI that is used to regulate emotions and enhance stress management. They 

designed a stress management program that was administered for pre-service teachers 

for over a five-week period. They found that EI can be used to regulate emotions, 

enhance stress management, also amplify teacher wellbeing and classroom 

performance. In 2014, Vesely et al. did a similar study with pre-service teachers; their 

findings are in line with Hansen et al. (2007). At the end of their 5-week EI training 

program Vesely, et al. (2014) observed that the teachers' stress and anxiety levels are 

decreased and their capacity to cope with occupational stress are increased. 

2. Mindful based practices: Kabat-Zinn (2011) defined mindfulness as paying attention 

and being in a present moment in a non-judgmental stage. He developed the 

Mindfulness-Based Stress Reduction (MBSR) program that includes methods such as 

mindful eating, walking, exercising, meditation and silence retreat and found that the 

program successfully reduces the stress of people with chronic health problems 

(Kabat-Zinn, 2011). Hwang et al. (2017) conducted a systematic review that was done 

on implementation of mindfulness-based practices for in-service teachers. They found 

that mindfulness-based practices adopted from Kabat Zinn reported improvements in 

teachers' psychological and behavioral health, an increase in commitment to their 

profession, and positive effects on reducing teachers' stress and burn-out.  

3. Contemplative pedagogy: Contemplative teaching includes methods such as guided 

meditation, keeping journals, practicing silence, music, art, poetry, dialogue, and 

questions to “quiet and shift the habitual chatter of the mind to cultivate a capacity for 

deepened awareness, concentration, and insight” (Chick, 2010, p. 2). According to 

Bush (2006) contemplative pedagogy is becoming a scholarly field; however, its roots 

go back to 1997 where Williams James addressed it as “the power of mindful 

learning” (p.3).  

4. Positive education: Seligman et al. (2009) defined positive education as “education 

for both traditional skills and for happiness” (Seligman et al. 2009, p. 293). They 

conduct their study in Australia to define positive education as new prosperity for 

both wealth and well-being. They tested two different programs for schools, the Penn 

Resiliency Program (PRP) and the Strath Haven Positive Psychology Curriculum. 

They found that both of these programs “produce positive and reliable improvements 

in students’ well-being” (Seligman et al. 2009, p. 303). 

Although these four, emotional intelligence, mindfulness-based practices, 

contemplative pedagogy and positive education are taken as different methods, they all 
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“involve teaching methods designed to cultivate deepened awareness, concentration, and 

insight” (Chick, 2010, p. 1) about one-self to enhance personal and professional wellbeing.  

Chick (2010) emphasized the importance of meditation and how it can be used to 

increase creativity in education. In the guide to be able to act on situations adequately, she 

recommends educators to “engage in regular meditation practice” (Chick 2010, p. 4).  To 

increase participating teachers’ wellbeing, the University of Virginia created a program called 

Cultivating Awareness and Resilience in Education (CARE). Their goal was to increase the 

wellbeing of participants by “providing them with specific skills and practices to better cope 

with classroom demands” (Breen, 2016, p. 1). They found out that educators that use methods 

and strategies regularly to reduce their stress “increase their abilities to cope with the 

demands of the career and are positioned to do a better job educating students” (pg.2). 

Shapiro et al.’s (2008) empirical study emphasized that meditation can be used as an effective 

tool to support students’ mental health under stress. Following what they have highlighted in 

their study, it can be said that meditation may be used to well-prepare educators for the social 

and emotional demands of the classroom and build “stress resilience” (p.3) of educators 

(Shapiro et al., 2008). Similarly, Turkey’s researchers at a mid-size public university 

observed that student and instructor motivation levels drastically decreased (Cihan-Aydoğdu 

& Tok, 2021). The co-author of this article and her colleague designed a workshop for 8 

weeks for undergraduate students to explore the influence of contemplative pedagogy and 

positive education on students’ wellbeing. The workshop aimed to raise students’ awareness 

of wellbeing and introduce them with practice to reduce stress levels and increase motivation 

for learning. In conjunction with meditation, breathing and qigong exercises, issues such as 

healthy eating habits, sleeping patterns and aromatherapy were discussed together by inviting 

experts from the fields. The small-scale case study findings supported that a practice of these 

methods increases students’ motivation and decreases their stress levels within the framework 

of the relevant literature (Cihan-Aydoğdu & Bengü, 2021).  

Discussion 

Teaching has been ranked as one of the most stressful jobs (Johnson et al. 2005). Given the 

challenging nature and context of teaching due to organizational, social and economic factors, 

one does not need to be an expert to see how challenging and stressful teachers' personal and 

professional life could be (Kokkinos 2007; Spilt, 2011). In peace education classrooms, these 

challenges only increase compared to other classes as it was discussed above. 

To nourish and protect themselves and their learners, peace education practitioners 

need to be equipped with special techniques and practices. We believe that wellbeing 

approaches that are discussed in this study provide support for peace teachers in coping with 

the stressful environments they are in. This section discusses how wellbeing approaches can 

benefit teachers' personal and professional environments under two different subtitles. 

The Individual Benefits of Practicing Wellbeing for Peace Educators 

Teachers are more open to novelties when they are in a positive state (Fredrickson, 2012). In 

the case of peace educators, establishing and maintaining a positive state can be even more 

challenging as discussed in the related section above. In fact, peace educators, most 

frequently, if not always, find themselves swimming against the current due to the social, 

cultural, economic, religious, and political challenges they face while planning and teaching 

classes integrating various aspects of peace education (Darder, 2012; Gursel-Bilgin, 2016, 

2017, 2020b, 2021; Gursel-Bilgin & Flinders, 2020; 2021; Harris & Morrison, 2003; 

Navarro-Castro & Nario-Galace, 2008; Noddings, 2012; Zamir, 2009; Zartman, 2007). Given 

that peace starts from within and peaceful teachers will be more successful peace 
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practitioners, caring for the wellbeing of peace educators is particularly vital. Considering 

that teachers are the most important factor in determining the success of any curriculum and 

program, the wellbeing of peace educators must be supported through related courses that can 

be integrated in teacher education programs as well as in-service training programs.  

Teachers’ wellbeing has a profound influence on learner wellbeing.  Due to this direct 

influence, learner wellbeing and teacher wellbeing are considered the two sides of a coin 

(Roffrey, 2012). Teachers’ satisfaction with their life and work is reflected in their interaction 

with others (Mifsud, 2011). In other words, teachers’ wellbeing is highly contagious (Becker, 

2014) due to its direct link to both academic and personal achievements and lives of learners 

(Briner & Dewberry, 2007). Their students tend to decode the verbal and nonverbal signs in 

their communication and catch their teachers’ moods, and eventually copy those in their own 

lives consciously or unconsciously (Mercer & Gregersen, 2020). What is more interesting is 

the mutual nature of this influence. Positive rapport between learners and teachers directly 

influences teachers because research suggests that happy and motivated students increase 

teachers job satisfaction (Mercer & Gregersen, 2020). 

Research on teacher wellbeing is vital especially to better understand their concerns and 

challenges, and so prevent teacher burnout; to help teachers develop and/or increase positive 

attitudes towards school reforms and contribute to social transformation; improve learners’ 

socioemotional and academic lives (Lochman 2003; Moolenaar 2010; Spilt et al., 2011; van 

Veen et al. 2005). Most empirical research has focused on social and organizational factors 

that influence teacher wellbeing (Spilt, 2011). The factors studied broadly include lack of 

supportive community and supervision, administrational and instructional workload, and 

issues related to classroom management (Kokkinos 2007). Although the teacher-student 

rapport and its effects on the lives of learners have been extensively studied (Frisby et al., 

2017; Frisby et al., 2020; Frisby & Martin, 2010; Sidelinger et al., 2016) the influence of 

learners on teacher wellbeing is understudied in the related literature (Friedman, 2000; Spilt, 

2011). Considering the interpersonal nature of the interaction between teachers and learners, 

the complexities and challenges teachers experience as a result of this interaction and 

relationship with learners are yet to be explored (Spilt, 2011). Therefore, future research 

would do well to explore the reflections of these factors on the personal wellbeing of 

teachers, and ways to improve teachers’ positive state effectively.  

The Professional Benefits of Practicing Wellbeing for Peace Educators 

The limits of teachers’ influence on learners are non-measurable. However, it is important to 

underline the multidimensionality of their influence. Although wellbeing practices are not 

widespread worldwide yet and there are few studies exploring their effects on learners 

(Soutter et al., 2012). The limited empirical findings underline the various benefits on the 

lives of the learners. Curriculum and instruction integrating wellbeing practices and 

approaches have been found to be beneficial for both learners and teachers. For example, 

Schwind et al. (2017) offered (five-minute) instructor-guided mindfulness practices over 

eight weeks at the beginning and end of classes to graduate and undergraduate students from 

various disciplines in an urban university. The participants also practiced mindful breathing 

techniques for five to fifteen minutes individually at home. The results emphasized increased 

learner and teacher wellbeing with decreased anxiety and stress, and more respectful and 

peaceful class environment (Schwind et al., 2017). These findings are in line with others 

emphasizing beneficial effects of mindful practices in terms of increased wellbeing (Hassed 

& Chambers, 2014; Smalley & Winston, 2010;).  

Wellbeing practices when integrated into school curricula and instruction result in 

several benefits for learners. For example, mindfulness practices integrated in undergraduate 
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and graduate programs of higher education have been found to help learners effectively cope 

with anxiety and stress and increased personal wellbeing and academic achievement (Hassed 

and Chambers, 2014; Miller, 2012). The CARE program (Breen, 2016) discussed above is 

another example of the effectiveness of the way we teach. In the program, the teachers 

receiving the wellness training also positively influenced the qualities of their classes. They 

were able to demonstrate greater sensitivity towards the needs of their students and better 

support their students emotionally than those teachers who did not receive the training.  

Considering the social, organizational, cultural, religious, and political pressures peace 

educators and learners experience while studying peace education, various forms of 

wellbeing practices might do wonders in helping them cope with those challenges. Besides 

using wellbeing as part of formal instruction of schooling experiences, they can also integrate 

wellbeing practices in the hidden or indirect curriculum. This can be achieved, for example, 

through the attitudes and behaviors of the teachers when they engage in interaction with 

others. The interactions of teachers with a positive state and high motivation will (in)directly 

influence the wellbeing of learners. Moreover, learners will obtain a chance to learn the 

related approaches and practices by observing their teachers. In peace education, the medium 

is at least as important as the message. The way we teach must be consistent with the content 

being taught, or in other words, “the medium must match the message (Navarro-Castro, 

2010, p. 16). Wellbeing approaches and practices can help peace educators enrich their 

instructional materials and techniques to better fulfill what they stand for.  

Conclusion and Implications 

In this review study, we sought to understand how wellbeing approaches and practices 

such as emotional intelligence (EI), mindful based practices, contemplative pedagogy, and 

positive education contribute to peace education. According to research in the field, methods 

that are commonly used with teachers to enhance their wellbeing can be an antidote for their 

stress, may increase their life and work satisfaction, and can be used as an aid for positive 

engagement with themselves, their peers, students and environment. Although teaching is 

found to be a demanding and stressful profession in general, peace educators are specifically 

portrayed as swimming against the current due to the structural, cultural, social, and political 

challenges that exist within the school and higher education systems. These challenges make 

peace educators’ job exceptionally tough. Therefore, focusing particularly on the needs of 

peace educators, we drew from higher education, peace education, and educational leadership 

and policy studies to examine the offerings of wellbeing practices towards supporting peace 

educators in their controversial and challenging practices. Although our primary focus in this 

study is peace education, we strongly believe that the implications expand to all subjects in 

schooling and school culture.  

In this context this article may be considered a first in Turkey. There is value in 

increasing awareness regarding the critical conditions in which these teachers have to swim 

against the current and provide various methods to reduce emotional exhaustion and stress 

that they may experience at their workplace. In light of the discussion in the article, we can 

suggest that wellbeing interventions should be included in teacher training programs at higher 

education institutions and in-service programs. Embedding these practices into the whole 

curriculum may be seen risky at first. We suggest institutions, researchers and practitioners to 

pilot wellbeing approaches and practices with a small group of attendees and improving the 

process according to the outcomes. This may require creating funds for skilled trainers as 

wellbeing interventions should be implemented in a structured way. After gaining 

contextualized experience and insights, the existing curricula at both K-12 and higher 
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education institutions can be reconsidered in order to integrate wellbeing practices across K-

12 and higher education programs.  
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