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RATIONALE 

 Global events and human experiences of the last century have given the quest for peace a 

new urgency.  The World Wars and the production of weapons of mass destruction have put the 

question of our survival in the limelight. In many societies violence and crime are commonplace.  

Moreover, the 21
st
 century is witnessing unprecedented globalization and integration.  Issues like 

terrorism, human rights violation and environmental destruction are now global issues, 

crisscrossing national boundaries.  Thus, as curriculum designers we believe the current state of 

affairs requires nurturance of global citizens who will pursue visions of peaceful co-existence 

with fellow human beings and the natural environment as a means of confronting these global 

issues.  However, on the whole, school curriculum tends to focus more or even entirely on the 

development of human intellect by rigorous academic training and scholarship, and tends to 

neglect the nurturance of human emotion and values such as love, understanding, tolerance, or 

compassion.  In response, we are advocating that peace education should be an integral part of 

school curriculums, as a means of fostering conscientious global citizens who feel responsible 

for dealing with global issues that affect the world population and promote the harmony of all 
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cultures.  In order to nurture global citizens that are tolerant and peaceful, we are advocating for 

the infusion of peace education into academic subjects such as social studies in order to provide 

students with a steady and practical education in peaceful values, attitudes, and skills.  

Consequently, when they finish the course students will leave prepared with the knowledge and 

skills needed to deal with the most confronting issues of today in constructive and positive ways. 

 As such, our vision corresponds with UNICEF‟s definition of peace education, which is 

stated as,  “Peace education refers to the process of promoting the knowledge, skills, attitudes 

and values needed to bring about behavior changes that will enable children, youth and adults to 

prevent conflict and violence, both overt and structural; to resolve conflict peacefully; and to 

create the conditions conducive to peace, whether at an intrapersonal, interpersonal, intergroup, 

national and international level (Fountain, 1999).”  Therefore, our curriculum does not aim to 

merely introduce peace-related content into American history curriculum.  Instead, the 

curriculum introduces a semester-long process that seeks to influence the behavior of students by 

incorporating skills, attitudes, and values that are necessary for conflict-resolution at the levels 

mentioned previously.  While peace education is used in many different ways in many contexts, 

within our curriculum it is predominately aimed at building conflict resolution skills and the 

attitudes and values needed for embracing conflict resolution instead of confrontation.  

 Moreover, we advocate for the infusion of peace education into academic curricula, as we 

believe education should seek to fulfill the ideals set out for it in international legal frameworks, 

such as the Universal Declaration of Human Rights.  For instance, Article 26 [2] of the Universal 

Declaration of Human Rights states that education should be directed at strengthening human 

rights and for promoting understanding, tolerance, and friendship among all groups and nations 

(1948).  Similarly, Article 29 of the Convention on the Rights of the Child (1989) states, “...the 
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education of the child shall be directed to...the preparation of the child for responsible life in a 

free society, in the spirit of understanding, peace, tolerance, equality of sexes, and friendship 

among all peoples...” Overall, our proposed curriculum seeks to encompass and pursue the ideals 

mentioned in international legal conventions on human rights in order to pursue a more holistic 

education that teaches peaceful values, attitudes, and behaviors to students.   

 However, while we strongly support the inclusion of peace education in academic 

curriculums, we believe it is best to infuse it within subject courses instead of teaching it as its 

own subject, so as to include it throughout the length of a course instead of in just one or more 

sessions.  While we believe the methods and teaching of peace education can be infused into any 

subject, we find it to be the most conducive to the teaching of social studies or history.  Thus, the 

overall rationale of this curriculum is to provide students with a solid understanding of the major 

themes, movements, and events in U.S. history since the American Revolution by progressing 

chronologically through five broad themes of conflict, yet situating this curriculum within a 

peace education framework.   

 

Theoretical Framework for Teaching and Learning 

 Our US History from a Peace Education Perspective curriculum is based on several 

theoretical foundations, which include multicultural education, differentiation, inclusion, learner-

centered pedagogy, and peace education philosophy.  Furthermore, our curriculum is in response 

to the hidden curriculum elements of typical American curricula.  The relationship between these 

theories and our curriculum will be explained at length in the following pages. 
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Multicultural Education and Curriculum Transformation  

 Our curriculum is heavily influenced by the transformative approach of multicultural 

education, outlined by Banks (2007).  The transformative approach seeks to challenge traditional 

Eurocentric assumptions of typical American curricula by presenting students with various 

perspectives on issues, themes, and concepts related to the topic at hand.  As Banks (2007) notes, 

“major goals of this approach include helping students to understand concepts, events, and 

people from diverse ethnic and cultural perspectives and to understand knowledge as social 

construction (p.49).”  Furthermore, our curriculum seeks to incorporate the critical thinking 

component of the transformative approach of multicultural education, whereby students learn 

how to analyze situations, issues, or events in a critical manner, and are able to develop their own 

positions and arguments in response.  Correspondingly, the learning experiences and content of 

our American history curriculum seek to provide a transformative approach; by presenting 

various sources of primary documents that can be used as a substitute or compliment to the 

classroom textbook, by incorporating many different perspectives from various periods in 

American history, and helping students to think critically about the topics presented.   While 

traditional European American perspectives are present in this curriculum, the viewpoints and 

histories of traditionally marginalized groups in American society, such as Native Americans, 

women, or people of color, are given equal representation.  Moreover, the perspectives of 

American allies and enemies are also incorporated.  Critical thinking skill-building activities are 

also included, which aim to make students capable of analyzing arguments from various 

perspectives as well as formulating their own conclusions on them.  For instance, in the lesson on 

Westward Expansion, students are required to read two texts that present an opposing argument 

with regards to Native American populations in the 1830s, to analyze the points of view present 
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in each document, and to provide a concluding evaluation of the conflict themselves.    

 Furthermore, our curriculum is deeply rooted in the goal of multicultural education that 

seeks to foster awareness of cultures, and to provide insights into the interconnectedness of all 

cultures and peoples (Banks, 2007).  Our curriculum offers learning experiences and content that 

brings attention to the experiences of the United States‟ diverse populations, which in turn 

cultivates empathy and understanding of these groups‟ lives and cultures.  For example, the 

lesson on 9/11 seeks to incorporate the experience of a Pakistani American living in New York 

City after the attacks, and cultivate empathy for the harsh stereotyping and discrimination that 

many Muslims faced.  Similarly, our curriculum seeks to foster cross-cultural understanding in 

order to prepare students with the appropriate skills, knowledge, and attitudes needed for 

participation in society in the years to come, when it will be increasingly diverse and 

multicultural. 

 

Differentiated Instruction and the Inclusive Classroom    

 Moreover, our curriculum is influenced by the teaching philosophies of differentiation 

and inclusion.  As such, our curriculum is based on the idea that each student has a different set 

of needs, interests, learning preferences, and intelligences.  And thus, instruction should be 

differentiated to accommodate those differences and make the classroom more inclusive.  

Similarly, this curriculum is rooted in the many of the same beliefs about students that Onosko 

and Jorgensen (1996) explain as being central to their inclusive classroom model.  These include 

the beliefs that all students can think and learn, that diversity should be embraced, and that each 

student has something unique and worthy to offer to the classroom.  Furthermore, the core 

beliefs of this curriculum also embrace Onosko and Jorgensen‟s beliefs that students learn best 
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when they are building knowledge with their classmates through collaborated work, and when 

they are engaged in interesting and challenging topics.  Likewise, that each student differs in the 

way they learn and express what they understand.     

 Furthermore, our curriculum has adopted the beliefs articulated by Willis and Mann 

(2000), which argue that curriculum can be differentiated in terms of its content, processes, and 

products in order to meet the needs, levels, and interests of all the learners in the classroom.  Our 

summative assessment addresses the issue of differentiation by giving students the option to 

decide the format of the cumulative project.  Willis & Mann (2000) explain that while all 

students should have access to the same content, the complexity can be adjusted based on the 

level of the student, and it can be provided in many different ways (such as tests, videos, etc.) to 

accommodate the various learning styles of students.  Moreover, the authors argue that activities 

can be modified as well to accommodate the different learning styles of students in a classroom.  

Lastly, Willis & Mann (2000) explain that differentiation of products or final projects allows 

students to choose how they want to express what they‟ve learned and understood in the 

classroom.  Overall, our curriculum is modeled after the beliefs articulated by Onosko and 

Jorgensen (1996) and Willis and Mann (2000), in terms of its inclusivity of diverse learners 

through differentiated instruction.  This inclusivity and accommodation of diverse learners can 

be illustrated through our sample lessons plans, examples of learning experiences, assessments, 

and the overall organization of the curriculum.   

 

Learned-Centered Pedagogy         

 While our curriculum is influenced by the teaching philosophies of differentiation and 

inclusion, it is also deeply rooted in learner-centered pedagogy.  This curriculum is strongly 
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influenced by cognitive research on the effectiveness of collaboration on student learning.  As 

Falk (2000) explains, “Cognitive research and successful practices inform us that powerful 

learning occurs when teachers create opportunities for learners to construct their own 

understandings through active involvement with ideas, materials, and relationships, and when 

teachers provide occasion for learners to explore, question, hypothesize, and argue about ideas 

with others (p.104).”  Thus, in contrast to other curricula that are designed without including the 

role of the student in the classroom or within their own learning process, our curriculum seeks to 

actively involve students in cooperative learning with each other and with the teacher.  This 

curriculum aims at providing many learning activities that involve students in collaborative 

group debates and discussions, pair-group work, or culminating group projects, so that they 

become more active and involved in what they are learning, have more opportunity to discuss 

through their own ideas and questions, and in the end have an experience that results in greater 

understanding and meaning for them.  Thus, our curriculum promotes greater student ownership 

of the teaching-learning process.         

 Furthermore, our curriculum has adopted the idea of a learner-centered curriculum in the 

sense of the learners‟ roles in the daily negotiation of what is covered in the classroom.   While 

many curricula have detailed instructions or timetables with regards to what needs to be taught to 

students, our curriculum is focused instead on the learner‟s role in negotiating the direction of the 

curriculum through questions, responses, comments, and requests.  As Falk (2000) suggests, 

teachers should take in to consideration the questions, interests, responses, and other comments 

of students and then shape future instruction somewhat on this.  As such, our curriculum is 

influenced by this line of thinking, and believes that time should be built into lesson plans (as it 

is in our sample lesson plans) to allow for student discussion and questions, so teachers using our 
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curriculum can adequately respond to the interests and misunderstandings of all the learners in 

the classroom.  

 

Hidden curriculum             

 Our curriculum project is deeply bound by the awareness that educators need to move 

beyond overt hidden curriculum agendas, and instead negotiate a more equal representation of 

diverse norms and values.  Apple (1971) defined hidden curriculum as “norms and values that 

are implicitly, but effectively, taught in schools and that are not usually talked about in teachers‟ 

statements of end or goals (p.27)”.  This idea of a hidden curriculum is closely related to 

„cultural reproduction‟ that transmits and perpetuates certain cultural values and norms, generally 

of those who wield power as the legitimate cultural capital.  Apple (1971) argues that the 

treatment of conflict in school curriculum tends to legitimize the existing distribution of power 

and rationality in the society.  Thus, as curriculum developers, we believe it is extremely 

important for educators not to fall into such traps of „hidden‟ agendas in education, and offer our 

own curriculum in response.            

 Consequently, our curriculum project is a direct response to hidden curriculum and 

includes a broader spectrum of perspectives of groups and people who were involved in the 

events of the past.  Special care is given to the voices of neglected and oppressed sections of the 

society such as women, Native Americans, African Americans, American Muslims (in the case 

of 9/11 Event and the US war on terrorism), etc.  This interesting dimension of looking at 

American history from the perspectives of the vanquished is to challenge the dominant white-

male narrative, and power structure that many would argue is still present in today‟s curriculum 

(Sleeter, 2002).  In this context, the study of historical experiences for the construction of global 
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citizenship is refreshing, and represents a significant shift from the national building goals of the 

social studies curriculum.  

 

Peace Education 

 Lastly and most importantly, as explained at the onset of our rationale, this curriculum is 

grounded in the philosophy of peace education.  In close line with Reardon (1988), we have 

designed an American history curriculum infused with peace education, because we view peace 

education as a process that prepares young people for global responsibility, that enables them to 

understand the nature and implications of global interdependence, and one which helps them to 

accept responsibility to work for a just, peaceful and viable global community.  Similarly, we 

view peace education as a means of developing the knowledge, skills and attitudes in students 

that they will need to explore concepts of peace, inquire into the obstacles to peace (both in 

individuals and societies), to resolve conflicts in a just and non-violent way, and to study ways of 

constructing just and sustainable alternative futures (Hicks, 1985).  Thus, our curriculum is based 

around a peace education framework, which can be defined as a process of acquiring the values, 

the knowledge and developing the attitudes, skills, and behaviors to live in harmony with 

oneself, with others, and with the natural environment.  It is a process of promoting knowledge, 

skills, attitudes and values needed to bring about behavior changes that will enable children, 

youth, and adults to prevent conflict and violence; resolve conflicts peacefully at all levels; and 

live in harmony with each other and with mother nature.  As such, we believe it is a vital 

addition to any academic curriculum (Hicks, 1985; Reardon, 1988).  
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Role of the Student           

 Since this curriculum is influenced strongly by student-centered pedagogy the role of the 

student is naturally at the center of our curriculum.  Within our curriculum, students are meant to 

be active in their own learning process through collaborative group work with their peers, a 

learning environment conducive for discussion and questions related to the subject material, and 

close guidance from their teacher.  Through our suggested learning activities and experiences, 

students will be encouraged to participate in groups with their peers, interact in group 

presentations, and discuss major themes in peace education and American history.  Moreover, 

the student will be encouraged by the organization of the curriculum to express their 

misunderstandings, interests, learning preferences, and questions to the teacher, who is 

encouraged by the curriculum to be receptive to the student.  Additionally, the student is meant 

to be the subject of continuous assessment within the classroom, so the teacher can gain insight 

into how he or she is mastering skills and understanding the content, and provide further 

guidance to help the student learn (Falk, 2000). 
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Role of the Teacher 

Similarly, the role of the teacher within our curriculum is to ensure to shape the 

curriculum towards the individual needs, interests, questions, and misunderstandings of all 

students in the class, while still meeting the goals of the curriculum and state standards.  As Falk 

(2000) suggests, teachers should pay careful attention to learners‟ interests, questions, and 

misunderstandings, and use this information to shape future instruction.  As such, within our 

curriculum the teacher‟s role is to find a balance between what knowledge and skills are meant to 

be taught according to state standards, and allowing students to negotiate the curriculum on a 

daily basis to incorporate their own interests, questions, or misunderstandings.  Thus, every day 

the teacher‟s role will include negotiating the classroom activities, some of the content, and 

assessments with students in the class.  More importantly, the teacher implementing our 

curriculum will be required to be responsive to each learner, and ensure that their instruction is 

meeting each learners needs (whether auditory, kinesthetic, or visual).  Since each learner is 

unique, the teacher will need to prepare each lesson in advance to incorporate the aspects of 

differentiated instruction necessary to meet each student‟s individual learning needs and 

preferences.            

 Additionally, the teacher will be responsible for creating lesson plans that incorporate the 

diverse perspectives of various groups, and rich source material that goes beyond the traditional 

textbook, to ensure that students are exposed to the viewpoints of all stakeholders involved in 
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any aspect of American history.  The teacher will make sure that students are exposed to a solid 

multicultural education, which encourages critical thinking and inquiry skills in the analysis and 

evaluation of historical narratives, perspectives and primary source documents.  Furthermore, the 

teacher will encourage students to challenge traditional Eurocentric assumptions (or hidden 

curriculum), power structures, and norms by incorporating a range of perspectives and sources.   

 Moreover, the role of the teacher in our curriculum is to embrace and promote the values, 

attitudes, skills, and knowledge of peace education (such as listening, cooperative group work, 

peer mediation, etc.). The teacher‟s role is to lead the process of peace education, whereby 

students are exposed to knowledge of peace issues, skills such as cooperation or peer mediation, 

and values such as empathy or tolerance.   With the learning experiences bank and the sample 

lesson plans as guidance, the role of the teacher will be to infuse the components of peace 

education in with the American history content.        

 Lastly, the teacher implementing this curriculum will be encouraged to be proactive in 

using formative assessments to gather evidence about the progress of students throughout the 

semester, so the teacher is able to guide the students‟ learning appropriately from there.  

Formative assessments should be used as a tool to gauge each student‟s mastery of a particular 

skill or understanding of specific content.  More importantly, the teacher will responsible for 

tailoring each formative assessment to make sure it is responsive to all the learning styles present 

in the classroom, and to ensure it is authentic and able to provide the data needed to understand 

student comprehension.   
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Relationship to New York State Learning Standards for Social Studies (1996)   

 Our U.S. History from a Peace Education Perspective Curriculum was created using the 

New York State Learning Standards for Social Studies (1996) as a reference tool (please see 

Appendix D for the full document).  As a result, our curriculum corresponds to the four 

commencement standards under Standard 1- History of the United States and New York.  All 

five of our units of conflict in American history outline the instruction and content necessary to 

provide students with the knowledge and skills required for proficiency in all four standards 

(please see our Content section).         

 As such, students studying our curriculum are provided with learning activities and 

content that increases their understanding of American culture, its diversity and multiculturalism, 

and the ways that various social groups were unified and divided in various stages of American 

history, in correspondence with the first commencement standard under Standard 1 related to the 

history of the United States and New York.  For instance, within each of our five units students 

are required to know about the experiences of different social groups, and their contributions to 

American society and culture during the particular time period being studied (e.g. Native 

American tribes during Westward Expansion), as well as the ways these diverse groups were 

unified and divided by values, practices, and traditions at the time.  Moreover, students are 
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required to know about the core beliefs and values of the various social groups in the United 

States, in order to increase awareness of diversity and multiculturalism within American society, 

also in response to standard 1 of this standards section (NYSS, 1996).   

 Similarly, within our curriculum students are provided with learning activities and 

content that increases their awareness of the interconnections between various social groups 

during various periods in American history, and the role that values, ideas, and beliefs had in 

connecting people in American society.  These learning activities and content correspond with 

commencement standard 2 of Standard 1 related to the history of the United States and New 

York.  To illustrate this, in several units essential questions are posed that asks how different 

groups interacted during that particular historical period.  Therefore, as this is an essential 

question to be explored throughout each unit, the content and learning experiences of lesson 

plans in this unit will provide students with a deeper understanding of the interactions between 

various groups, and adequately prepare them to meet the proficiency of commencement standard 

2 of the Standard 1 section (NYSS, 1996).   

Moreover, within our curriculum, students are provided with learning activities and 

content that builds their knowledge of major historical facts, concepts and events related to the 

time period of each unit (e.g. Confederacy, slavery, war on terrorism, Compromise of 1850, 

racism, etc.).  Additionally, students are provided with learning activities and content that 

increase their understanding of the relationship between major social, political, economic, 

cultural, and religious developments during various periods in American history, and the 

relationship of these developments to world events (e.g. immigration, economics, trade, 

transportation, racism, human rights abuses).   Through these learning activities and content 

provided in daily lessons, students will be proficient in commencement standard 3 of Standard 1 
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related to the major developments in United States and New York history, and the contributions 

of various groups and individuals (NYSS, 1996).   

 Furthermore, students are provided with learning activities and content that builds their 

historical analysis skills in all five of our units, as outlined as a requirement by commencement 

standard 4 of Standard 1 related to the History of the United States and New York.  Within our 

content outlines for each unit (please see our Content section on page), students are required to 

analyze and evaluate events, issues, experiences and perspectives from the period specific to the 

unit, through the use of primary source documents.   Students are also required to analyze and 

evaluate multiple historical interpretations related to the theme of the particular unit, often 

through analysis of primary source documents.  As such, through the incorporation of these tasks 

into each unit, our curriculum can be used to successfully build the historical analysis skills 

required by commencement standard 4, as well as its specifications for students to be able to 

explain the significance of historical evidence, weigh the importance or validity of the evidence, 

or to understand the importance of various interpretations of historical developments (NYSS, 

1996).   
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ORGANIZATION 

This curriculum is designed to be covered in the span of one semester of four months, 

with each major conflict theme spanning less than one month of instruction time.  In order to 

achieve continuity across lessons and units, each lesson will include a peace education 

component and proceed chronologically from the previous lesson.  However, in order to build on 

student interest, the teacher should allow for negotiation with students regarding where to delve 

deeper within the five units.   The overall thematic organization of this US history curriculum is 

divided into five units of conflict, and is structured chronologically as follows:  

 

Five Main Themes of Conflict in US History: 

1. Westward Expansion & the Conquest of Native Americans 

2. Slavery and the Civil War 

3. Civil Rights and the Vietnam War 
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4. World Wars I & II 

5. Post 9/11 & the US War on Terrorism 

 

The teacher implementing this curriculum should be designing and following lesson 

plans that are organized in a manner that leaves time for negotiation with students with regards to 

how to use some of the class time, what activities to pursue, or what content to delve deeper into.  

Adequate time should be provided in lessons to allow students to clarify misunderstandings, to 

ask questions so as to gain deeper understanding of concepts or events, or to pursue specific 

student interests.  Moreover, the learning activities used in each lesson should be organized so as 

to encourage students to be active learners and to participate with their peers easily.  

 Furthermore, within each lesson the teacher should make it a priority to include rich 

primary source materials, multiple entry points into lessons (via discussion, video, images, or 

writing prompts), and to infuse peace education content and activities. The teacher has the 

difficult role of organizing daily instruction so as to spend enough time on the content and skills 

needed to meet New York State standards, to infuse components of peace and multicultural 

education, and to meet the needs and interest of all the unique learners in the classroom.  As 

curriculum designers, we acknowledge the impossibility of incorporating all the theories of 

learning and teaching mentioned into every daily lesson, but the idea is for the teacher to 

incorporate as much as possible each day.   Overall, the goal is for the teacher implementing this 

curriculum to organize their instruction so as to turn the theories mentioned in the rationale 

related to differentiated instruction and collaborative learning into practice on a daily basis, to 

allow for negotiation of the curriculum, and to create a collaborative and inclusive classroom 
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learning environment.            

 Thus, in correspondence with the organization of the curriculum on a daily basis, the 

learning environment should be structured for collaboration and flexible group work, so as to 

allow students to flourish as active and collaborative learners.  The layout of the classroom 

furniture should be conducive for collaborative group work between students, instead of highly 

structured rows of seats.  Desks and chairs should be highly mobile for flexible group work, and 

there should be lots of classroom materials conducive for group brainstorming and project work 

(e.g. poster board paper, markers, computers, etc.).  The learning environment should also 

emphasize peace education through the incorporation of posters, images, and reading materials 

related to the initiatives for peace or methods of non-violence or conflict resolution (e.g. poster 

of Gandhi, a rubric for effective listening to others, etc.).  Overall, the teacher should organize 

the classroom in a way that makes students feel included and comfortable, that is conducive for 

group activities, and filled with positive images of peace education and American history.     

 Lastly, formative assessments should be built into the overall implementation of this 

curriculum, and the components required for the final summative assessment.  It is vital that the 

teacher implementing this curriculum assess students throughout the semester to ensure they are 

learning the content and skills, and fine tune instruction based upon the results of the authentic 

assessments given to students (which can take various forms, as outlined in the content and 

assessment sections).  Furthermore, the summative assessment as outlined in the assessment 

section should be implemented as well, with time provided to work on the various components in 

class.   
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GOALS  

 

Goals of Peace Education 

    Peace education is a conceptual framework from which schools may devise a program 

aimed at the transmission of universal values and enduring attitudes, and the development of 

skills that will enable students to become active global citizens. According to the International 

Schools Association Global Issues Network (2009), this framework should be guided by the 

following principles and understandings: 

1. Each member of the global society is bound by principles relating to human welfare, such 

as justice, liberty, responsibility, equality, dignity, security, democracy and solidarity. 

2. Each member of society is an active participant in a local community and is in turn 

committed to a global harmony reflective of the diversity of the human population. 

3. Each member of the global society must act individually and communally toward 

guardianship of our world as a whole, guaranteeing the right to a sustainable future.  
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Goals of Peace Education: Knowledge, Skills, and Attitudes 

Knowledge Goals 

 The knowledge goals of peace education aim at giving necessary information and 

knowledge regarding the issues related to peace and lay the basis for the development of 

necessary skills and attitudes that will lead to the actual prevention and resolution of conflicts 

peacefully (Johnson & Johnson, 2007). The knowledge component of peace education can be 

explained in terms of fostering understanding regarding conflicts in human history and negative 

consequences so as to develop desire for peace, and providing understanding of various ways in 

which peace could be achieved. 

 

Skills and Attitudes Goals          

 Skills and attitudes goals seek to achieve behavioral change in the individual on the basis 

of his/her understanding and knowledge of the importance of peace and futility of war.  Cremin 

(1993) places a greater emphasis on skills and attitudes, defining peace education goals as “the 

promotion of a knowledge of peace and of peace-building and which promote, in the learner, 

attitudes of tolerance and empathy as well as skills in cooperation, conflict avoidance and 

conflict resolution so that learners will have the capacity and motivation, individually and 

collectively, to live in peace with others.” 

 

Integrating Knowledge, Skills, and Attitudes       

 There is general agreement among proponents of peace education that there should be a 

meaningful integration of the three goals - knowledge, skills and attitudes.  These three goals of 

education share a relationship of interdependency.  Fountain (1999) summarizes the various 
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knowledge, skills and attitude goals of peace education in following ways: 

 

KNOWLEDGE             SKILLS           ATTITUDES 

Awareness of own needs, 

self awareness 

Communication: active 

listening, self-expression, 

paraphrasing, reframing 

Self respect, positive self 

image, strong self-concept 

Understanding nature of 

conflict and peace 

Assertiveness Tolerance, acceptance of 

others, respect for 

differences 

Ability to identify causes of 

conflict, and non-violent 

means of resolution 

Ability to cooperate Respect for rights and 

responsibilities of children 

and parents 

Conflict analysis Affirmation Bias awareness 

Enhancing knowledge of 

community mechanisms for 

building peace and 

resolving conflict 

Critical thinking Gender equity 

Mediation process Ability to think critically 

about prejudice 

Empathy 

Understanding of rights and 

responsibilities 

Ability to deal with 

stereotypes 

Reconciliation 

Understanding 

interdependence between 

individuals and societies 

Dealing with emotions Solidarity 
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Awareness of cultural 

heritage 

Problem-solving Social responsibility 

Recognition of prejudice Ability to generate 

alternative solutions 

Sense of justice and 

equality 

 Constructive conflict 

resolution & prevention 

Joy in living 

 

Goals of American History Education       

 Within our curriculum, the goals for U.S. History education are to adequately cover the 

skills and content outlined in the content section below for all five units of conflict, which will 

prepare the students for proficiency in all four commencement standards in the Standard 1 

section related to the history of the United States and New York.  Additionally, as the theoretical 

section, learning experiences bank, and sample lesson plans illustrate, this curriculum‟s 

overarching goal is for teachers to create an inclusive classroom for the diverse learners that are 

present.  Moreover, the overarching goal for students who participate in the implementation of 

this curriculum will be to leave having proficiently mastered the skills and content required by 

New York State standards for the commencement level in the Standard 1 related to the history of 

New York and the United States (please see content section), and demonstrated this through the 

formative and summative assessments (please see assessment section). 
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CONTENT OVERVIEW 

 

Content Sequence 

Five Main Themes of Conflict in US History: 

1. Westward Expansion & the Conquest of Native Americans 

2. Slavery and the Civil War 

3. Civil Rights and the Vietnam War 

4. World Wars I & II 

5. Post 9/11 & the US War on Terrorism 

 

The five broad themes listed above are presented chronologically and make up the 

content for the five units of our US History from a Peace Education Perspective curriculum, with 

each unit representing a major period of conflict in American history. Thus, knowledge and skills 

related to the two interwoven themes of westward expansion and Native American conquest will 

be the first to be introduced to students taking a course with this curriculum, as they come first 
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chronologically, and will be followed by the other four units of conflict later on in the course of 

the semester.  While students will be introduced to the historical events, facts, or concepts 

chronologically (such as immigration, Manifest Destiny, westward expansion, the Trail of Tears, 

etc.) for each unit, the historical content will be infused with peace education skill-building 

activities and content throughout.  This is illustrated in the five unit content charts included 

below.  Additionally, since all five units of conflict should be covered in one semester, it is best 

to break each unit up into about three weeks worth of class time.   

 Correspondingly, the learning activities that will be used to present the peace education 

and American history knowledge and skills to students will be both collaborative and individual, 

and will focus on cultivating strong critical-thinking and conflict resolution skills.  For instance, 

in one lesson in this unit, students will be asked to work in pairs to analyze and evaluate primary 

source documents related to Native American tribes and the Indian Removal Act of 1830.   They 

will then be asked to critically think about the causes of the conflict, the perspectives of the 

various stakeholders, and how the conflict could have been resolved peacefully.  All the learning 

activities that will be used within this curriculum will seek to develop inter-group relationships, 

foster cooperative learning, and transmit the knowledge, skills, and values of peace education (as 

explained in the goals section above) along with the American history content.  However, 

students will also be asked to work individually on various learning activities, such as a 

reflective journal task or writing a letter to a Congressman, in order to build strong analytical 

reading and writing skills.        

 Assessments within our curriculum will be both summative and formative, and will seek 

to understand students‟ comprehension of both the American history and peace education 

content, as well as their command of skills related to conflict resolution, critical thinking, etc.  
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Based upon Falk‟s (2000) recommendation of continuous gathering of evidence of what students 

understand, and then incorporating the results into teaching, our curriculum seeks to incorporate 

formative assessments throughout the semester so teachers are continuously gathering evidence 

of student understanding of American history, peace education, and various skills.  The 

formative assessments will take various forms, and will include writing prompts, observation of 

collaborative group work and discussions, and quizzes and exams.  All assessments aim to be 

authentic and to provide the teacher with information about whether the student has mastered a 

skill (e.g. listening) or understood important concepts (e.g. Manifest Destiny).  However, the 

formative assessments within our curriculum will be geared more towards collaborative group 

work assessments, since our curriculum‟s theoretical base rests on learner-centered pedagogy 

and differentiated instruction and seeks to foster cooperative learning and inter-group 

relationships with students.  Furthermore, our curriculum includes a summative assessment for 

students.  Students will form small groups of 4-5 members and will be responsible for doing an 

in-depth analysis of a local conflict and developing a non-violent action plan to resolve the 

conflict. The final project can take number of forms depending on what the students choose – 

written thesis, video report, PowerPoint presentation – to mention a few.  
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UNIT 1 

 

Title: Westward Expansion and the Conquest of Native Americans 

 

 Stage 1 – Desired Results 

 

Established Goals: 
New York State Learning Standards for Social Studies: 

History of the U.S. and New York (Commencement level): 

Standards 1, 2, 3, and 4 
 

Understandings: 
    

 Students will understand … 

 The experiences of different ethnic, 

national and religious groups, their 

contributions to American society and 

culture during the period of westward 

expansion, and the ways these diverse 

groups were unified and divided by 

values, practices, and traditions 

 That various historical interpretations 

and viewpoints exist for the same 

historical event, and require analysis and 

evaluation of their validity and 

credibility 

 The root causes of historical conflicts 

and the potential that non-violent 

methods could have had for resolving 

past conflicts 

 The necessity of peace in the world, and 

the role of values and enduring attitudes 

like love, respect, cooperation, etc. in 

ensuring peace 

 

Essential Questions: 

 

 What caused conflict during the time 

of westward expansion? 

 

 What brought people together during 

this time? 

 

 How did different groups interact 

during the period of westward 

expansion? 

    Students will know… 

 Major historical facts, concepts and 

events related to westward expansion 

(e.g. Manifest Destiny, the Indian 

Removal Act of 1830, expansion and 

reform, immigration, the Trail of Tears) 

 Core beliefs and values of different 

social groups such as Native Americans, 

Students will be able to… 

 Develop and apply communicational 

skills – Both oral and written 

 Develop and apply conflict 

resolution skills applicable at many 

levels 

 Develop and apply critical thinking 

and problem solving skills 
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African Americans, European 

American, etc. 

 Major historical conflicts and 

disagreements, as well as movements 

for reconciliation or peace (as well as 

key individuals responsible for the 

promotion of peace, e.g. Cherokee 

Chiefs) 

 Develop and apply cooperative 

learning and discussion skills 

 Analyze and evaluate events, issues, 

experiences and perspectives from 

the period of westward expansion 

through the use of primary source 

documents 

 Analyze and evaluate various 

historical interpretations of the 

theme of westward expansion 

 Evaluate the root causes of historical 

conflicts and present peaceful 

alternatives to these conflicts, by 

incorporating conflict resolution or 

mediation methods 

 

Stage 2 – Assessment Evidences 

Summative Assessment: 

 Group Project Summary: Select a 

contemporary conflict in neighborhood 

area and develop a non-violent plan of 

action to solve the conflict by applying 

principles of peace and non-violence. 

Group will also discuss the difficulties 

and possibilities of success 

 Final project can be in any format – 

video, play, PowerPoint presentation, 

written report, etc. 

 During Unit 1 students will have in-

class time to decide group members and 

choose a local conflict to analyze, as 

well as brainstorming on the format of 

their final project 
 

Formative Assessments: 

 Oral and written responses to 

academic prompts in-class 

 Observations on progress of group 

discussions and student ability to 

listen, mediate, or collaborate with 

peers 

 Comparison worksheet on Native 

American and U.S. government 

perspectives on Indian Removal Act 

of 1830 that analyzes opposing 

viewpoints in history, and then 

requires students to incorporate 

conflict resolution skills in order to 

present alternative peaceful 

resolution of conflict 

 Letter to Congressmen, in the time 

period of the 1830s, advocating for a 

creative compromise between the 

Indian Removal Act of 1830 and 

Manifest Destiny 

 Analysis and evaluation of primary 

source documents 

 Various homework assignments 

 Quizzes and exam on American 

history content 
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UNIT 2 

 

Title: Slavery and the Civil War  
 

Stage 1 – Desired Results 

 

Established Goals: 
New York State Learning Standards for Social Studies: 

History of the U.S. and New York (Commencement level): 

Standards 1, 2, 3, and 4 
 

Understandings: 
 

Students will understand … 

 The experiences of different ethnic, 

national and religious groups, their 

contributions to American society and 

culture during the period of slavery and 

the Civil War, and the ways these 

diverse groups were unified and divided 

by values, practices, and traditions 

 That various historical interpretations 

and viewpoints exist for the same 

historical event, and require analysis and 

evaluation of their validity and 

credibility 

 The root causes of historical conflicts 

and the potential that non-violent 

methods could have had for resolving 

past conflicts 

 The necessity of peace in the world, and 

the role of values and enduring attitudes 

like love, respect, cooperation, etc. in 

ensuring peace 

 

Essential Questions: 

 

 Why did the Civil War happen? 

 

 Was a peaceful solution ever 

possible? 

 

 Who was involved in the Civil War? 

Students will know… 

 Major historical facts, concepts and 

events related to the Civil War (e.g. 

confederacy, slavery, Gettysburg 

Address, union, Compromise of 1850, 

racism) 

 Core beliefs and values of different 

social groups such as Native Americans, 

Students will be able to… 

 Develop and apply communicational 

skills – Both oral and written 

 Develop and apply conflict 

resolution skills applicable at many 

levels 

 Develop and apply critical thinking 

and problem solving skills 
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African Americans, European 

American, etc. 

 The relationship between major social, 

political, economic, cultural, and 

religious developments during the 

period of the Civil War in the United 

States, and the relationship of these 

developments to world events (e.g. 

immigration, economics, trade, 

transportation, racism, human rights 

abuses) 

 Major historical conflicts and 

disagreements, as well as movements 

for reconciliation or peace (as well as 

key individuals responsible for the 

promotion of peace, e.g. Abraham 

Lincoln) 

 Develop and apply cooperative 

learning and discussion skills 

 Analyze and evaluate events, issues, 

experiences and perspectives from 

the period of the Civil War through 

the use of primary source documents 

 Analyze and evaluate various 

historical interpretations related to 

the theme of the Civil War. 

 Evaluate the root causes of historical 

conflicts and present peaceful 

alternatives to these conflicts, by 

incorporating conflict resolution or 

mediation methods 

 
 

Stage 2 – Assessment Evidence 

Summative Assessment: 

 Group Project Summary: Select a 

contemporary conflict in neighborhood 

area and develop a non-violent plan of 

actions to solve the conflict by applying 

principles of peace and non-violence. 

Group will also discuss the difficulties 

and possibilities of success 

 Final project can be in any format – 

video, play, PowerPoint presentation, 

written report, etc. 

 During Unit 2, the student-groups will 

be required to submit a short 2-page 

proposal on their topic and how it will 

be presented.  In-class time will be 

provided for some group work   
 

Formative Assessments: 

 Oral and written responses to 

academic prompts 

 Observations on progress of group 

discussions and student ability to 

listen, mediate, or collaborate with 

peers 

 Thorough completion of worksheets, 

readings and writing homework 

assignments 

 Effective participation within in-

class simulation of debate between 

opposing groups during the Civil 

War era, and expression of key 

arguments in debate against the 

other side, as well as exhibited 

strategies for mediating between the 

two opposing parties 

 Quizzes and exam of American 

history content 
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UNIT 3 

 

Title: Civil Rights and the Vietnam War  
 

Stage 1 – Desired Results 

 

Established Goals: 
New York State Learning Standards for Social Studies: 

History of the U.S. and New York (Commencement level): 

Standards 1, 2, 3, and 4 
 

Understandings: 

 
Students will understand … 

 The experiences of different ethnic, 

national and religious groups, their 

contributions to American society and 

culture during the period of the Civil 

Rights Movement and the Vietnam War, 

and the ways these diverse groups were 

unified and divided by values, practices, 

and traditions 

 That various historical interpretations 

and viewpoints exist for the same 

historical event, and require analysis and 

evaluation of their validity and 

credibility 

 The root causes of historical conflicts 

and the potential that non-violent 

methods could have had for resolving 

past conflicts 

 The necessity of peace in the world, and 

the role of values and enduring attitudes 

like love, respect, cooperation, etc. in 

ensuring peace 

 

Essential Questions: 

 

 What caused the Civil Rights 

Movement? 

 

 Why was the United States involved 

in the Vietnam War? 

 

 Did all Americans agree on what 

was going on during this time? 

Students will know… 

 Major historical facts, concepts and 

events related to the Civil Rights 

Movement and the Vietnam War (e.g. 

communism, Ho Chi Minh, civil 

disobedience, racism, structural 

violence, Martin Luther King, Rosa 

Students will be able to… 

 Develop and apply communicational 

skills – both oral and written 

 Develop and apply conflict 

resolution skills applicable at many 

levels 

 Develop and apply critical thinking 
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Parks, Jim Crow) 

 Core beliefs and values of different 

social groups such as Native Americans, 

African Americans, European 

American, etc. 

 The relationship between major social, 

political, economic, cultural, and 

religious developments during the 

period of the Civil Rights Movement 

and the Vietnam War, and the 

relationship of these developments to 

world events in the United States with 

world events (e.g. immigration, 

economics, trade, transportation, racism, 

human rights abuses) 

 Major historical conflicts and 

disagreements, as well as movements 

for reconciliation or peace (as well as 

key individuals responsible for the 

promotion of peace, e.g. Martin Luther 

King Jr.) 

 

 

and problem solving skills 

 Develop and apply cooperative 

learning and discussion skills 

 Analyze and evaluate events, issues, 

experiences and perspectives from 

the period of the Civil Rights 

Movement and the Vietnam War 

through the use of primary source 

documents 

 Analyze and evaluate various 

historical interpretations related to 

the themes of the Vietnam War and 

the Civil Rights Movement 

 Evaluate the root causes of historical 

conflicts and present peaceful 

alternatives to these conflicts, by 

incorporating conflict resolution or 

mediation methods 

 

Stage 2 – Assessment Evidence 

Summative Assessment: 

 Group Project Summary: Select a 

contemporary conflict in neighborhood 

area and develop a non-violent plan of 

actions to solve the conflict by applying 

principles of peace and non-violence. 

Group will also discuss the difficulties 

and possibilities of success 

 Final project can be in any format – 

video, play, PowerPoint presentation, 

written report, etc. 

 During Unit 3, student-groups will have 

time to work on their qualitative 

research strategies (i.e. interviews of 

community members or local leaders), 

potential references, and will have time 

to ask the Teacher for guidance  
 

Formative Assessments: 

 Oral and written responses to 

academic prompts 

 Observations on progress of group 

discussions and student ability to 

listen, mediate, or collaborate with 

peers 

 Thorough completion of worksheets, 

readings and writing homework 

assignments 

 Quizzes and exam on American 

history content 

 Two-page reflection paper on Martin 

Luther King‟s “Letter from a 

Birmingham Jail, and whether or not 

the student agreed with the actions 

MLK took, especially with regards 

to civil disobedience 
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UNIT 4 

 

Title: World Wars I & II  
 

Stage 1 – Desired Results 

Established Goals: 
New York State Learning Standards for Social Studies: 

History of the U.S. and New York (Commencement level): 

Standards 1, 2, 3, and 4. 
 

Understandings: 
   

  Students will understand … 

 The experiences of different sections of 

American society during WWI and 

WWII, and the impact two World Wars 

had on America in particular and the 

world in general 

 That various historical interpretations 

and viewpoints exist for the same 

historical event, and require analysis and 

evaluation of their validity and 

credibility 

 The root causes of historical conflicts 

and the potential that non-violent 

methods could have had for resolving 

past conflicts 

 The necessity of peace in the world, and 

the role of values and enduring attitudes 

like love, respect, cooperation, etc. in 

ensuring peace 

 

Essential Questions: 

 Were WWI and WWII inevitable? 

 Can the U.S. justify the dropping of 

Atomic bombs? 

 Can the UN resolve conflicts in the 

world peacefully? 
 

    Students will know… 

 Major historical facts, concepts and 

events related to World War I & II 

(Imperialism, peace treaties, League of 

Nations, Great Depression and New 

Deal, fascism, atom bomb, United 

Nations, etc.) 

 Core beliefs and values of different 

military alliances during World Wars 

such as Allies and Entente, Allied and 

Fascist; International peace keeping 

Students will be able to… 

 Develop and apply communicational 

skills – Both oral and written. 

 Develop and apply conflict 

resolution skills applicable at many 

levels 

 Develop and apply critical thinking 

and problem solving skills 

 Develop feelings of empathy for the 

people who were killed during 

World War I & II 
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organizations such as League of Nations 

and the United Nations 

 Relationship between various political, 

socio-economic, military, and 

ideological factors that led to the two 

World Wars; views and perspectives of 

both victorious and vanquished nations; 

and different interpretations surrounding 

the US decision to drop atomic bomb on 

Hiroshima and Nagasaki  

 Develop and apply cooperative 

learning and discussion skills 

 Analyze and evaluate events, issues, 

experiences and perspectives from 

the period through the use of 

primary source documents (such as 

draft of the Atlantic Charter) 

 Analyze and evaluate various 

historical interpretations related to 

the theme of World Wars 

 

Stage 2 – Assessment Evidences 

Summative Assessment: 

 Group Project Summary: Select a 

contemporary conflict in neighborhood 

area and develop a non-violent plan of 

actions to solve the conflict by applying 

principles of peace and non-violence. 

Group will also discuss the difficulties 

and possibilities of success (details 

provided in the assessment section). 

 Final project can be in any format – 

video, play, PowerPoint presentation, 

written report, etc. 

 During Unit 4, students will submit the 

annotated bibliography of their 

cumulative project (details provided in 

the assessment section 
 

Formative Assessments: 

 Oral and written response to the 

academic prompts, questions, etc. 

 Observations on progress of group 

discussions and student ability to 

listen, mediate, or collaborate with 

peers 

 Filling up the worksheet “peace 

tree” 

 Drawings related with peace. 

 Reading of primary source 

documents – such as copy of 

Atlantic Charter 

 Homework assignments 
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UNIT 5 

 

Title: Post 9/11 & the US War on Terrorism  

 

Stage 1 – Desired Results 

Established Goals: 
New York State Learning Standards for Social Studies: 

History of the U.S. and New York (Commencement level): 

Standards 1, 2, 3, and 4 
 

Understandings: 

 
    Students will understand … 

 The experiences of different sections of 

the American society during the two 

World Wars, and the impact two World 

Wars had on America in particular and 

the world in general. 

 That various historical interpretations 

and viewpoints exist for the same 

historical event, and require analysis and 

evaluation of their validity and 

credibility 

 The root causes of historical conflicts 

and the potential that non-violent 

methods could have had for resolving 

past conflicts 

 The necessity of peace in the world, and 

the role of values and enduring attitudes 

like love, respect, cooperation, etc. in 

ensuring peace 

 

Essential Questions: 

 Did terrorism begin on 9/11? 

 Is terrorism related to a particular 

religion? 

 Can the US war on terrorism be 

justified? 

    Students will know… 

 Major historical facts, concepts and 

events related to 9/11 Event and the rise 

of terrorism (For example, unipolar 

world, terrorism, religious extremism, 

stereotypes, national security, Jihad, 

etc.) 

 Core beliefs and values of Bush 

administration and those who oppose 

the US war on terrorism, Iraq and 

Afghanistan 

Students will be able to… 

 Develop and apply communicational 

skills – Both oral and written. 

 Develop and apply conflict 

resolution skills applicable at many 

levels 

 Develop feelings of empathy for the 

people who were killed in the 

terrorist attack and US war on 

terrorism 

 Develop and apply critical thinking 
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 Relationship between various historical, 

political, military, ideological and other 

factors that led to the rise of terrorism 

culminating in the 9/11 attack 

 Impact the 9/11 attack and US war on 

terrorism had on the Muslim population 

in the world, especially American 

Muslims in cities like New York. 
 

and problem solving skills 

 Develop and apply cooperative 

learning and discussion skills 

 Analyze and evaluate events, issues, 

experiences and perspectives from 

the period through the use of 

primary source documents such as 

documentary movie clips. 

 Analyze and evaluate various views 

and perspectives related to the US 

war on terrorism 

 

Stage 2 – Assessment Evidences 

Summative Assessment: 

 Group Project Summary: Select a 

contemporary conflict in neighborhood 

area and develop a non-violent plan of 

actions to solve the conflict by applying 

principles of peace and non-violence. 

Group will also discuss the difficulties 

and possibilities of success (details 

provided in the assessment section) 

 Final project can be in any format – 

video, play, PowerPoint presentation, 

written report, etc. 

 By the end of Unit 5, students will 

submit the final project – Both hard and 

soft copies 
 

Formative Assessments: 

 Oral and written responses to 

academic prompts, questions, etc. 

 Observations on progress of group 

discussions and student ability to 

listen, mediate, or collaborate with 

peers 

 Reading and analyzing personal 

transformation story such as that of 

Mohammad Rizvi after the 9/11 

Attack 

 Analyzing primary source 

documents – documentary movie on 

American Muslims after 9/11 event 

 Homework assignments 
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LEARNING EXPERIENCES BANK 

  

 The learning experiences for this curriculum have been divided in to peace education 

learning experiences and American history learning experiences.  The reasoning behind the 

inclusion of each learning experience is explained below, as well as an explanation for why 

certain experiences were labeled as peace education or American history in many cases.  

Although the learning experiences have been divided in to the two separate categories, the 

teacher should be prepared to infuse several learning experiences in to one lesson plan on a 

regular basis.    

Peace Education Learning Experiences 

 

Discussion (shared inquiry) 

Discussion is a commonly used classroom instructional strategy.  The number of students 

in each group and the length of discussion depend on lesson format and classroom structure. 
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Discussion can serve the broad social aim of creating democratic citizens by encouraging student 

participation in speaking about present day or historical issues, and can also create solidarity in a 

diverse society around various issues.  Moreover, it is a tool to meet the pedagogical aim of 

creating communities of inquiry. As designers of a peace education curriculum, we believe 

discussion is an important method for cultivating critical thinkers that can analyze and speak 

about a wide range of issues (global, historical, or local).  While discussion is not a tool 

specifically derived from peace education, for the purposes of this curriculum we are defining it 

as so, given its ability to engage students in speaking about historical issues or arguments and to 

force them to offer alternative peaceful solutions in the context of the discussion.  Moreover, we 

believe that within the context of this curriculum, discussion will foster empathy, listening skills, 

and other peace education values, attitudes, and skills.   

Parker and Hess (2001) explain the following typologies of discussion and their differences: 

Dimensions Deliberation Seminar Conversation 

Aim Reach a decision about 

what we should do to 

achieve an end 

Improve discussants‟ 

powers of understanding  

Reach an enlarged 

understanding of a text 

Improve discussants‟ 

powers of understanding 

Reach agreement on 

ends 

Improve discussants‟ 

powers of 

understanding 

Text Alternatives related to a 

public problem  

A print or film selection, 

artwork, idea, etc. 

Goals related to a public 

problem 

Focus 

question 

What should we do? 

(ameliorative)  

What does the author 

mean? 

What kind of society do 

we want to have? 

Exemplar Structured academic 

controversy 

Socratic seminar Classroom goal setting 
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Group Work  

The ability to work in and with a group is an essential conflict resolution skill as well as a 

common learning strategy used in the classroom.  A teacher can give collaborative group work to 

three to five students or a smaller group of two students depending upon the amount of work and 

the length of time.  Various types of group work are used in the units and lesson plans for this 

curriculum project, such as pair work, role-play, and the cumulative group project, etc.  The 

teacher implementing this curriculum needs to be explicit regarding the norms of the group work 

and the role each student is expected to perform.  Group work should be planned and organized 

with definite objectives in mind regarding social studies and peace education.   

 Group work is extremely important from the peace education perspective, as it focuses on 

affective learning such as tolerance, respect, effective communication, openness, reconciliation, 

solidarity, etc.  Moreover, it fosters active listening, sharing and understanding each of other‟s 

perspectives.  The classroom is a miniature world and the ability to negotiate and participate in 

the classroom is important for global citizenship preparation.  Group work prepares students for 

the recognition of diversity, cooperation, respectful student-student and student-staff 

relationships, seeking peaceful resolution to differences, etc., that will be beneficial for students 

later in life and their careers. 

 

Listening 

Listening or active listening is also an important conflict resolution skill as well as a 

learning skill.  Active listening is a communication technique that requires students to 

understand, interpret, and evaluate what they hear from teachers or their peers.  The ability to 

listen actively can improve personal relationships through reducing conflicts, strengthening 
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cooperation, and fostering deeper understanding. Active listening can help students know the 

subject content better and enhance their conflict resolution skill. Overall, our curriculum and its 

lessons require teachers to cultivate active listening skills in students.  The lessons provide ample 

opportunities for students to share their thoughts in small groups or to the whole class, and to 

listen to each other.  Thus, the teacher who is leading the class must ensure the smooth flow of 

the sharing and listening, and must set norms for it. 

 

Multiculturalism 

Our peace education curriculum aims to incorporate the viewpoints and histories of 

traditionally marginalized groups in American society, such as Native Americans, women, or 

people of color, as well as of the wide range of cultures present in the United States.  We believe 

the teacher implementing this curriculum should include rich and diverse historical materials that 

represent a wide range of groups in each unit, in order to foster a multicultural learning 

environment and student appreciation and knowledge of diversity.  Cultivating respect and 

appreciation for other cultures is a key component of peace education, and we believe it should 

be incorporated into daily lessons as much as possible.  We suggest doing this through the 

incorporation of primary source documents that explain the experiences of various groups, visual 

representations of different cultures in the US (i.e. videos or pictures), field trips, etc.  

 

Integrative Approach to Peer Negotiation and Mediation 

Within our curriculum, we believe the incorporation of the integrative approach to peer 

negotiation and mediation is a vital learning experience. This approach involves students in 
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problem solving that aims to find an outcome that is positive for all individuals involved.  

Integrative negotiations consist of listening to each other's perceived needs and interests, 

communicating these, and generating creative solutions that attend to each other's concerns 

(Stevahn, 2004).  We believe that this approach can be used to deal with real classroom disputes 

between students, but also in simulations and role plays related to historical conflicts.  The idea 

is to provide students with positive conflict resolution skills to limit confrontations, which will 

be useful in society later on in their lives and careers.   

As an example, the Teaching Students to Be Peacemakers (TSP) Program teaches student-

student integrative negotiation as a six-step procedure (Johnson & Johnson, 1995): 

1. State what you want. 

2. Express how you feel.  

3. Give the reasons that underlie your wants and feelings.  

4. Communicate your understanding of the other person's wants, feelings, and reasons. 

5. Invent three or more possible solutions that enhance everyone's outcomes.  

6. Agree and shake hands on the solution that maximizes mutual benefits. 

 

Similarly, peer mediation is a process through which a neutral third party facilitates integrative 

negotiation between students.  The TSP Program teaches peer mediation as a four-step process 

(Johnson & Johnson, 1995): 

1. End hostility between disputants-which of-ten involves finding teachers, administrators, or 

other adult supervisors to intervene. 

 2. Ensure commitment to the mediation process-which involves getting disputants to voluntarily 

participate in mediation as well as adhere to a set of ground rules. 
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 3. Facilitate constructive negotiation-which involves leading the disputants through the six-step 

integrative negotiation procedure.  

4. Formalize the agreement-which involves writing and having disputants sign a contract that 

specifies their resolution and how they will carry it out. 

 

Role-Play/Simulation 

Role play in the classroom involves students actively participating in the learning process 

by enabling them to act as stakeholders in an imagined or real scenario. It is a technique that 

complements the traditional lecture format of learning.  In a role play, the teacher selects a 

particular scenario that is relevant to the unit the class is studying, and students are provided with 

background information and assigned roles to take on during the role-play.  The specific format 

of the role play will depend on the class period, the context, and the size of the class. Most role 

plays are followed by a debriefing or reflection stage where students are encouraged to discuss 

the experience and the emotions they felt during the experience.  We have included this learning 

experience because we believe it is an excellent way to get students engaged in historical and 

current day issues, and to force them to utilize peace education skills, attitudes, and knowledge in 

real time. 

 
Source: http://www.mekong.es.usyd.edu.au/projects/mli/initiatives_partners/roleplay_manual_ubu.pdf 

 

Debate 

The use of debate as a learning experience in the classroom can take on a myriad of 

forms, but always consists of a discussion of opposing viewpoints regarding a central topic, 

between individuals or groups. Please see below for an example of a debate framework, as well 

as two debate rubric examples. 

http://www.mekong.es.usyd.edu.au/projects/mli/initiatives_partners/roleplay_manual_ubu.pdf
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Example 

Debate various topics in the classroom using this class debate framework: 

1. Introduce debates by producing the rubric that you will be using to grade them. For a 

sample rubric, please see related sites at the bottom of this page. 

2. A few weeks before the debate(s), give students the topic(s) to be covered. 

3. Have students give you an ordered list showing in which debates they prefer to 

participate in order of preference. 

4. From these lists make a debate group consisting of two students for each side of your 

debate: pro and con. 

5. Before you hand the debate assignments out, explain that some students might be 

debating positions opposite to their beliefs. This is an important skill for them to 

learn. 

6. On the day of the debate, give students in the 'audience' a blank rubric. Explain that 

it is their job to judge the debate objectively. 

7. Begin the debate with the pro side speaking first. Allow them 5-7 minutes of 

uninterrupted time to explain their position. Both members must participate equally. 

8. Repeat step number seven for the con side. 

9. Give both sides about three minutes to confer and prepare for their rebuttal. 

10. Begin the rebuttals with the con side and give them three minutes to speak. Both 

members must participate equally. 

11. Repeat step number 10 for the pro side. 

Source: http://712educators.about.com/cs/lessonsss/ht/htdebate.htm 

Suggestions for Debate Topics: 
http://debatepedia.idebate.org/en/index.php/Welcome_to_Debatepedia! 

 

http://712educators.about.com/cs/lessonsss/ht/htdebate.htm
http://debatepedia.idebate.org/en/index.php/Welcome_to_Debatepedia!
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Example of Debate Rubric 

Classroom Debate Rubric 

  Levels of Performance 

Criteria 1 2 3 4 

1. Organization and 

Clarity: 

Viewpoints and 

responses are outlined 

both clearly and 

orderly. 

Unclear in 

most parts 

Clear in some 

parts but not 

over all 

Most clear and 

orderly in all 

parts 

Completely clear 

and orderly 

presentation 

2. Use of Arguments: 

Reasons are given to 

support viewpoint. 

Few or no 

relevant 

reasons given 

Some relevant 

reasons given 

Most reasons 

given: most 

relevant 

Most relevant 

reasons given in 

support 

3. Use of Examples 

and Facts: 

Examples and facts are 

given to support 

reasons. 

Few or no 

relevant 

supporting 

examples/facts 

Some relevant 

examples/facts 

given 

Many 

examples/facts 

given: most 

relevant 

Many relevant 

supporting 

examples and 

facts given 

4. Use of Rebuttal: 

Arguments made by 

the other teams are 

responded to and dealt 

with effectively. 

No effective 

counter-

arguments 

made 

Few effective 

counter-

arguments made 

Some 

effective 

counter-

arguments 

made 

Many effective 

counter-

arguments made 

5. Presentation Style: 

Tone of voice, use of 

gestures, and level of 

enthusiasm are 

convincing to audience. 

Few style 

features were 

used; not 

convincingly 

Few style 

features were 

used 

convincingly 

All style 

features were 

used, most 

convincingly 

All style features 

were used 

convincingly 

 

Source: http://mh034.k12.sd.us/classroom_debate_rubric.htm 

http://mh034.k12.sd.us/classroom_debate_rubric.htm
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American History-Related Experiences 

 

Guest Speakers 

The welcoming of guest speakers into a lesson will seek to incorporate rich personal 

experiences into the classroom, and provide strong visual and auditory experiences that will seek 

to support the learning of the topic at hand for diverse learners. The knowledge or experience of 

guest speakers should be directly related to the topic of the lesson, and provide additional 

learning that cannot be transferred from a text book or other learning materials.  An example of a 

guest speaker would be a World War II veteran, a 9/11 survivor, a member of a Native American 

tribe. 

Primary source document analysis 

Using primary source documents is an important method of teaching social studies, and 

especially history.  Documents are the “real stuff” of history and they fascinate students because 

they make the content seem real and personal. It helps students think historically and walk in a 

historian‟s shoes.  Additionally, it removes a historian‟s perspective on the topic at hand, and 

instead allows students to critically analyze and evaluate the document themselves.  This allows 

them to interpret aspects of the history content for themselves, and develop their own 

perspectives and conclusions on various historical events or issues.  For the students‟ analysis of 

primary sources, various formats can be used depending upon the typology (document, 

photographs, artifact, etc.). For analyzing documents the following guidelines can be useful 

(Kashatus, 2002): 

1. Who wrote the document? 

2. When and where was the document written? 
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3. For what audience was this document written? 

4. Why do you think this document was written? 

5. List things the document tells you about life at the time it was written. 

6. Write questions to the author that is left unanswered by the document. 

7. How does this document help you to better understand this time period? 

 

Historical document analysis format (Kashatus, 2002): 

 

How was this document 

created 

What does this document 

teach us? 

Why was this document 

created? 

Type? List 3-5 facts included in the 

document that enrich your 

understanding. 

Purpose of document? 

Date? List 2-3 questions raised 

because of what is excluded 

from the document. 

Intended audience? 

 

Author? Describe the tone of the 

document. 

Point of view in document? 

How did the author get the 

information? 

 Can you find any other 

documents to corroborate or 

contradict the information in 

this document? 

 

 

Oral history project method 

Oral history as a method of teaching history is of recent origin. It is a significant tool for 

students, as it can connect the subject matter of the class with the lives of students.  Oral history 

engages students to take on the role of historians, stimulate investigation of history (usually more 
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recent), and promote the development of student literacy. It would be very helpful to include an 

oral history project in the implementation of this American history curriculum, such as a project 

on „local history‟ that would incorporate local voices into the classroom discourse on a particular 

subject.  Oral history projects can be presented in various forms, such as audio recordings, 

videos, or transcribed texts with images.  We have included it in the American history section of 

the learning experiences bank because we believe it is a brilliant way to engage students with the 

history content they are learning, and encourages critical thinking and decision-making.  

Moreover, it promotes democratic citizenship and provides irreplaceable experience as practicing 

historians (Singer, 2003).  

 

Presentations 

This curriculum encourages teachers to incorporate the presentation learning experience 

so as to further promote student collaboration, listening, and to cater to multiple intelligences.  

We do not advocate for one specific form of presentation, but encourage teachers to allow 

students to choose the specific form of the presentation.  Examples of presentations include 

PowerPoints, plays or skits, visual poster boards, or simply oral expressions.   

 

Writing 

 Similarly, this curriculum advocates for the inclusion of writing components of various 

kinds in to lessons in the form of in-class prompts, written response essays for exams, and 

homework assignments.  Teachers are encouraged to allow students to choose the form of their 

writing assignment so as to cater to multiple intelligences.  Examples of writing exercises 
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include journals, reflection papers, written essay exams, short academic prompts, or research 

papers.   Moreover, we believe this is a vital learning experiences as it encourages critical 

thinking and builds analytical writing skills.   
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ASSESSMENT 

 

Assessment is an integral part of the teaching and learning process. The primary purpose 

of assessment is to determine how much students have learned as a result of teaching, which in 

turn informs the teacher‟s instruction in the class.  Thus, assessment is much more than mere 

assignment of grades (Larson & Keiper, 2007).  As suggested in Understanding by Design 

(Wiggins & McTighe, 2005), assessment should be developed at the beginning of a unit in order 

to „design backward‟ by planning the lesson and its instructional activities in alignment with the 

assessment.  Assessments should be continuous and comprehensive, focus on curriculum goals, 

and reflect a high degree of fairness to all individuals and groups (Alleman & Brophy, 1999).  

According to Fennimore (1997), fairness in assessment is a key component to the concept of 

democratic schooling. 

 

Six facets of Understanding and Assessment: 

 Wiggins & McTighe (2005) identified six facets to understanding.  As curriculum 

designers, we support including these six facets as the anchor point for designing assessment 
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programs.  Authentic assessments take stock of these facets.  The six facets of understanding are 

briefly summarized here (Wiggins & McTighe, 2005): 

1. Explanation: Ability to explain big ideas in their own words, make connections, explain 

their reasoning, deduce a theory from data, etc. 

2. Interpretation: Ability to make sense of stories, art works, data, situations, claims, etc. 

and translate from one medium to other. 

3. Application: Use knowledge and skill in new authentic situations or diverse contexts. 

4. Perspective: Ability to see and appreciate different points of view through critical eyes. 

5. Empathy: Ability to get „inside‟ another person‟s feelings and worldview, and understand 

and appreciate diversity, others thoughts and concerns. 

6. Self-Knowledge: Ability to understand oneself and deal with one‟s emotion and feelings. 

 

Formative Assessments  

 Formative assessment refers to assessments carried out by the teacher to assess students‟ 

learning each day formally or informally, with the help of a variety of strategies such as 

questions, academic prompts, quizzes, group work, oral presentation, home assignment, or 

worksheets (Wiggins & McTighe, 2005). The main purpose of a formative assessment is to be 

diagnostic and remedial. Formative assessment should be able to assess the existing level of 

student understanding, and provide direction regarding what needs to be included in future 

instruction. It should also give the teacher a sense of how students are „forming‟ their 

understanding of the big ideas. The teacher should be able to find remedies for problems 

diagnosed during the formative assessment (Alleman & Brophy, 1999).  Overall, we believe it is 
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extremely important to give more recognition and weightage to formative assessment in the 

overall assessment of a student, and have thus included it within this curriculum.  

 

Summative Assessments 

 Summative assessments are usually conducted at the end of a term to assess overall 

learning, or to give us a summary of what students have learned from the entire course.  

Traditionally, summative assessment was usually conducted in the form of a big test.  However, 

there is growing movement towards a more „authentic assessment‟ that address the six facets of 

understanding. Authentic assessment could be designed along the lines of a final cumulative 

project that focuses on the students understanding of the big ideas of the unit or the term rather 

than a test that requires students to recall an assortment of dates, facts, or concepts (Alleman & 

Brophy, 1999). 

 

Assessment in Peace Education  

 Peace education expresses itself in the domain of affective learning, which is difficult to 

measure with mathematical precision. Therefore, it is extremely difficult to design assessment in 

peace education like in other academic subjects. Educators need to look for a variety of 

indicators, often in the behavioral forms, to assess the effectiveness of a peace education 

program.  The International Schools Association Global Issues Network‟s (2009) framework 

suggest looking for evidences at the personal, classroom, school, community and global levels to 

assess the success of peace education programs for student learning. Please find the framework 

below: 
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Personal level Classroom level School level 

 Tolerance 

 Respect 

 Equality 

 Effective 

communication 

 Openness 

 Reconciliation 

 Solidarity 

 Recognition of diversity 

and disparity. 

 Cooperative group work. 

 Open and respectful 

student and staff 

relationships. 

 Seeking peaceful 

resolution. 

 A secure and non-threatening climate. 

 Fairness in school rules. 

 Supportive pastoral care. 

 Representation & forums 

 Inclusion of appropriate educational 

programs related to peace. 

 Evidence of staff development programs in 

field relevant to peace education. 

 

Assessment in U.S. History from a Peace Education Perspective 

 However, since the main focus of this curriculum project is teaching U. S. history from 

peace education perspective, the assessment system has been developed similar to other 

academic subjects, incorporating both formative and summative assessments. The assessment 

strategies are geared towards assessing the learning outcomes of the instruction related to the 

American history content, as well assessing the knowledge and skills related to peace education. 

Each lesson plan consists of smaller sets of strategies to assess learning outcomes, such as 

questions, academic prompts, quizzes, group work, oral presentation, home assignment, 

worksheet, etc.  These are part of the overall formative assessment strategy.  However, the unit 

also has a final cumulative assessment at the end, which is designed in the form of a group 

project. 
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Final Cumulative Project on “Non-Violent Action Plan for Local Conflict Resolution” 

 Students will form groups comprising of 4-5 members for the final assessment project on 

the basis of their choice. Each group is responsible for doing an in-depth analysis of a violent 

conflict and developing a non-violent action plan to resolve the conflict. The final project can 

take any number of forms – written thesis, video report, PowerPoint presentation – to mention a 

few.  Pictures, maps, graphs and other visual materials should be included in the final project. 

Scope for flexibility is immense so as to cater to the needs of the multiple intelligences present in 

the classroom.  

Project Criteria:  

1. Each group should choose a conflict that has happened in their neighborhood locality 

(within the last ten years) or a well-documented conflict in their city. 

2. Group members should research the root causes of the conflict from multiple 

perspectives. 

3. Group members should go to the people who were involved in the conflict and record 

their perspectives and opinions about the conflict.  They should analyze how each side 

viewed or views one another. Alternatively, students have the option of using primary 

source materials (e.g. newspaper articles, photos, videos, etc.) to gather evidence of 

various perspectives, opinions, or experiences regarding the conflict (especially if 

witnesses are not reachable). 

4. Group members should research the impacts of the conflict (e.g. in terms of violence, loss 

of human lives, damages to property, difficulties and hardships it has caused to the parties 

involved, etc.). 
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5. Groups should develop a hypothetical non-violent action plan aimed at resolving their 

conflict peacefully by integrating peace education skills and knowledge that they have 

learned about throughout the semester (e.g. peer mediation, empathy, conflict resolution, 

dialogue, cooperation, etc.) into their final action plans.  Students must be sure to 

describe the conflict they are analyzing within their final project as well.  

6. Students can choose the form of the final project, such as written research report, video 

report, documentary, or Power Point presentation, or a play with a written script.  

 

Requirements:  

1. Proposal (20%):  This should be a 2 page proposal of the conflict the group intends to 

study, a research plan of how they propose to go about researching the conflict, and the 

format their final project will take.   

2. Bibliography (20%): This should include all sources used during the course of 

researching and presenting the project, with each reference cited appropriately in APA 

format.  

3. Final Project (100%) 

4. Peer evaluation forms (10%) 

Total Points: 150 
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Analytical Rubric for the Cumulative Assessment Project: 

   EVIDENCE OUTSTANDING GOOD COMPETENT NEEDS 

REVISION 

 

Understanding of the conflict  

Total Points Possible: 40 

Research of the 

causes 

 

Total Points 

Possible: 20 

All possible 

causes studied 

(20) 

Most of the 

causes studied 

(15) 

Some of the 

causes studied 

(10) 

Focused only 

on single cause 

(5) 

Perspectives of 

people involved 

 

Total Points 

Possible: 10 

All possible 

perspectives 

included 

(10) 

Most of the 

perspectives 

included 

(8) 

Only main 

perspectives 

included 

(5) 

Focused on 

one-sided 

perspective 

(2) 

Impacts of the 

conflict 

 

Total Points 

Possible: 10 

Very 

comprehensive 

study of impacts      

(10) 

Comprehensive 

study of impacts 

                       

(8) 

Major impacts 

studied 

                       

(5) 

Some of the 

impacts studied 

                      

(2) 

 

Non-Violent Action Plan  

Total Points Possible: 40 

Comprehensivene

ss of the plan  

 

Multi-pronged & 

comprehensive 

approach  

Comprehensive 

approach 

                            

Main concepts 

& approaches 

included  

Inclined toward 

one approach 
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Total Points 

Possible: 20 

                           

(20) 

 

(15) 

 

(10) 

 

(5) 

Practicability of 

the plan  

 

Total Points 

Possible: 20 

Extremely 

relevant to the 

context  

(20) 

Quite relevant to 

the context  

                     

(15) 

Relevant to 

some extent to 

the context  

(10) 

Not very sure 

of its 

practicability           

(5) 

 

Communication  

Total Points Possible: 20 

 

Style of Writing 

or Narration  

 

 

Total Points 

Possible: 10 

Engaging writing 

or narrating style 

with varied 

vocabulary 

(10) 

Writing or 

narrating style is 

clear and 

focused  

(8) 

Writing or 

narrating style is 

clear  

                       

(5) 

Writing or 

narrating is 

unclear                       

                      

(2) 

Organization  

 

 

Total Points 

Possible: 10 

Clear, effective, 

well-organized 

with logical flows  

(10) 

Clear, effective, 

& organized  

                       

(8) 

Clear, effective 

and organized to 

some extent  

(5) 

Not clear, 

effective and 

organized  

(2) 
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SAMPLE LESSON PLANS 

 

Sample Lesson 1 for Unit 1 

 

Date: 

 

Time: 1 class period (45 

minutes) 

 

Grade: 11
th

 or 12
th

  

 

Lesson 1 Topic: Manifest Destiny and the Effects on Native American Tribes 

 

Essential questions:  

1. How were Native American tribes affected by Manifest Destiny in the 

1800s? 

2. How did Manifest Destiny motivate Americans to move westward? 

3. Was the conflict between Settlers and Native Americans inevitable? 

Aim: For students to understand the effect of Manifest Destiny on Native American 

tribes 

Objectives: 

 
Students will be able to: 

1. Understand the term Manifest Destiny and the repercussions this had 

on Native American tribes with regards to their culture and land  

2. Identify the roots of the conflict between Native American tribes and 

the US government 

Standards Addressed: NY State Learning Standard for Social Studies: 

Sections 1, 2, 3, 4 under Standard 1 – History of the United States and 

New York 
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Instructional materials 

& resources: 

The painting, The Trail of Tears, by Robert Lindneux from 1942 should be 

displayed on a projector or Smart Board; Copies of Letter from Chief John 

Ross, "To the Senate and House of Representatives" (1936) for distribution to 

students; Copies of the Indian Removal Act of 1830 for distribution to 

students. 

Assessment activities: Pair group work, class discussion, comparison worksheet, letter to member of 

Congress 

 

Procedures: Activities & tasks 

 

Time Activity name Teachers’ activities Students’ activities Materials 

5 mins Hook Teacher will begin the lesson 

by displaying the photo titled 

Trail of Tears and posing the 

question “How were Native 

American Tribes affected by 

Manifest Destiny?” 

 

Students will listen to the brief 

explanation from the teacher on 

the Trail of Tears painting that is 

displayed on the projector or 

smart board. 

The painting, 

The Trail of 

Tears, by 

Robert 

Lindneux 

from 1942 

should be 

displayed on 

a projector or 

Smart Board 

20-30 

mins 

Transition into 

Main Activity 

Teacher instructs students to 

break up into pairs, and 

hands out the texts listed 

above to each group.   

 

Students are instructed to 

read both documents, and fill 

out a chart with the main 

arguments of the Native 

Americans versus the US 

government, which are 

articulated in the two 

documents.   

 

Students will break up in to their 

pairs and work to complete the 

main arguments chart of the 

Native Americans versus the US 

government, following their 

reading of the two documents. 

 

Copies of 

Letter from 

Chief John 

Ross, "To the 

Senate and 

House of 

Representativ

es" (1936); 

Copies of the 

Indian 

Removal Act 

of 1830. 
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15-25 

mins 

Reflection 

Session 

Teacher will encourage the 

entire class to reflect on their 

reading of the documents, 

and share their opinions 

regarding the arguments of 

both sides.  He or she will 

encourage students to 

address the essential question 

of “How were Native 

American tribes affected by 

Manifest Destiny?” 

 

Teacher will clarify key 

concepts or events such as 

manifest destiny or Trail of 

Tears throughout the 

discussion.  He or she will 

briefly explain the wider 

context of immigration and 

westward expansion that was 

taking place in the 1800s.   

 

Students will reflect on both 

documents and share their 

opinions regarding the arguments 

of both sides in a class discussion.  

They will aim to answer the 

essential question of “How were 

Native American tribes affected 

by Manifest Destiny?” 

 

 

 

 

 

Copies of 

Letter from 

Chief John 

Ross, "To the 

Senate and 

House of 

Representativ

es" (1936); 

Copies of the 

Indian 

Removal Act 

of 1830. 

 Homework:  Students will write a 1-2 page 

letter to their Member of 

Congress, in the time period of 

the 1830s, advocating for a 

creative compromise between the 

Indian Removal Act of 1830 and 

Manifest Destiny. 

Letter from 

Chief John 

Ross, "To the 

Senate and 

House of 

Representativ

es" (1936); 

Copies of the 

Indian 

Removal Act 

of 1830. 
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Sample Lesson 2 of Unit 2 

 

Date: 

 

Time: 1 class period (40-

60 minutes) 

 

Grade: 11
th

 or 12
th

  

 

Lesson 2 Topic: The American Civil War 

 

Essential questions:  

1. To what extent did slavery affect tensions between the North and 

South? 

2. What were the unresolvable issues between the two sides that led to 

war? 

3. What were the legacies of the civil war? 

Aim: For students to identify the root causes of the Civil War and apply conflict 

resolution methods in order to come up with a creative alternative to this 

period of violence.  

Objectives: 

 

Students will be able to: 

1. Identify the root causes of the American Civil War, such as slavery, 

racism, or commodity production of cotton. 

2. Understand the general timeline of events, the key stakeholders, and 

the repercussions for the future of the United States 

Standards Addressed: NY State Learning Standard for Social Studies: 

Sections 1, 2, 3, 4 under Standard 1 – History of the United States and 

New York 

Instructional materials 

& resources: 

Video: http://www.teachertube.com/viewVideo.php?video_id=434 

Assessment activities: Debate, Response to “How did slavery affect tensions between the North and 

the South?” exhibited in various presentation formats 

 

Procedures: Activities & tasks 

 

Time: Activity name Teachers’ activities Students’ activities Materials 

http://www.teachertube.com/viewVideo.php?video_id=434
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8 mins Hook Teacher will play 8 minute 

video on the American Civil 

War, and instruct students to 

take notes: 

http://www.teachertube.com/

viewVideo.php?video_id=43

4 

 

 

Students will watch the video on 

the civil war and take notes.  

Video: 

http://www.te

achertube.co

m/viewVideo

.php?video_i

d=434 

15-25 

mins 

Transition into 

Main 

Activity/Preparat

ion for Debate 

Teacher breaks the class up 

into 3 groups, one that 

represents the Union, another 

which represents the 

Confederacy, and a smaller 

group that will make up a 

mediation team.  

 

Students are instructed to 

designate group members as 

key figures, such as President 

Lincoln, General Davis, foot 

soldiers, women, or slaves, 

which they will later take on. 

The groups are instructed to 

come up with key arguments 

to use in a debate against the 

other side.  

 

Students will break up in to their 

one of three groups: Union, 

Confederacy, or Mediation.  Once 

in their groups they will select 

various roles for their members, 

such as President Abraham, foot 

soldiers, slaves, nurses, etc., 

which they will take on in the 

debate.  They will then come up 

with key arguments to use in a 

debate against the other side, or 

strategies for mediating between 

the two opposing parties.  

 

http://www.teachertube.com/viewVideo.php?video_id=434
http://www.teachertube.com/viewVideo.php?video_id=434
http://www.teachertube.com/viewVideo.php?video_id=434
http://www.teachertube.com/viewVideo.php?video_id=434
http://www.teachertube.com/viewVideo.php?video_id=434
http://www.teachertube.com/viewVideo.php?video_id=434
http://www.teachertube.com/viewVideo.php?video_id=434
http://www.teachertube.com/viewVideo.php?video_id=434
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15-25 

mins 

Debate Teacher will act as the 

facilitator of the debate, and 

provide guidance when 

necessary.  He or she will 

also keep track of time, and 

encourage each student to 

participate and act out their 

specific role as much as 

possible.   

 

 

Students will launch into the 

debate.  The mediators will 

attempt to resolve the conflict by 

bringing the two sides to the table.  

Each student will state the case of 

their character during the debate 

session, with the leader of each 

group guiding the rest of the 

members and making sure all their 

main arguments are heard.  

Mediators listen to each side and 

offer suggestions for common 

ground, resolution, or peace talks. 

 

 

 

 Homework:  Students are instructed to choose 

their own means of presenting 

their answer to “How did slavery 

affect tensions between the North 

and the South?”  Students are 

allowed to choose between a short 

presentation to the class, a 

research paper, or other mediums 

of process to be approved by the 

Teacher.    
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Sample Lesson 3 of Unit 3 

 

Date: 

 

Time: 1 class period (40-

60 minutes) 

 

Grade: 11
th

 or 12
th

  

 

Lesson 3 Topic: Civil Disobedience during the Civil Rights Movement 

 

Essential questions:  

1. How do we define civil disobedience? 

2. How is this different from non-violent resistance? 

3. What were the causes of civil disobedience during the Civil Rights 

Movement? 

Aim: For students to understand the role of civil disobedience during the Civil Rights 

Movement  

Objectives: 

 
Students will be able to: 

1. Understand the root causes of the Civil Rights Movements, such as 

racism, unequal power structures, discrimination, etc. 

2. Understand how civil disobedience was utilized as a tool against existing 

societal power structures and norms 

3. Analyze the Civil Rights Movement conflict, its stakeholders, and 

suggest creative hypothetical solutions that incorporate the use of 

mediation skills 

Standards Addressed: NY State Learning Standard for Social Studies: 

Sections 1, 2, 3, 4 under Standard 1 – History of the United States and New 

York 

 

Instructional materials 

& resources: 

Martin Luther King‟s “Letter from a Birmingham Jail”, role cards for mock 

simulation on nonviolent protest 

Assessment activities: Group simulation, observations, essay 

 

Procedures: Activities & tasks 

 

Time: Activity name Teachers’ activities Students’ activities Materials 
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15 mins Hook/Simulation Teacher will begin the lesson 

by handing out cards with 

roles printed on them, and 

instructing students to act out 

their characters as much as 

possible.  The teacher will 

explain that all students will be 

participating in a simulation of 

a protest in Birmingham 

Alabama in 1963, and will all 

take on the role of a person 

who would have been a part of 

the protest.   

 

Students will listen to the brief 

explanation from the teacher on 

the role play simulation of a mock 

protest in Birmingham, Alabama 

in 1963 and will act out their 

roles. 

 

Role Cards 

25-45 

mins 

Reflection 

Session 

Teacher will encourage 

students to reflect on their 

roles in a class discussion, to 

share the emotions they 

experienced while 

participating, and will 

encourage student suggestions 

for creative solutions to the 

conflicts of the Civil Rights 

Movement era from a 

historical standpoint using 

conflict resolution skills. 

 

Teacher will clarify key terms 

such as civil disobedience, 

mediation, nonviolent protest, 

racism, civil rights, etc. 

throughout the discussion.  He 

or she will briefly explain the 

context of Birmingham, 

Alabama in 1963 and what 

was going on there 

corresponded to the wider 

Civil Rights Movement.  

 

 

 

Students will explain who they 

were portraying and share the 

emotions they experienced during 

the mock protest, and suggest 

creative solutions from a 

historical standpoint using 

conflict resolution skills. 

 

Students will listen to the 

teacher‟s brief overview of the 

context of Birmingham, Alabama 

in 1963 and its relationship to the 

broader Civil Rights Movement, 

and will be encouraged to ask 

clarifying questions throughout 

the discussion. 
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At home Home work:  Read Martin Luther King‟s 

“Letter from a Birmingham Jail”, 

and write a 2-page reflection 

paper on whether you agree with 

the actions he took, especially 

with regards to civil disobedience. 

Martin Luther 

King‟s 

“Letter from a 

Birmingham 

Jail” 
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Sample Lesson 4 of Unit 4 

 

Date: 

 

Grade: 

XII 

Lesson topic: Formation of the UNO and its objectives. 

Essential questions:  

1) What are the ways in which we can promote and preserve peace 

in the world? 

2) Can the UNO solve all conflicts peacefully? 

Aim: Why was the United Nations Organization established in 1945, and 

what role did US played in it. 

Objectives: 

 

Students will be able to: 

1. Know the objectives of the UNO and the US role in it. 

2. Develop empathy for the death and destruction caused by the 

war. 

3. Know the importance of peace, and different strategies for 

promotion and preservation of peace in the world. 

 

Standards Addressed: NY State Learning Standard for Social Studies: 

Sections 2 and 3 under Standard 1 – History of the United 

States and New York 

Instructional materials 

& resources: 

Images of the death and destruction during the World War II; 

Primary source document – Draft of Atlantic Charter, Hand-out of 

worksheet “peace tree”. 

Assessment activities: Group work & worksheet, observations, and questioning. 

 

Procedures: Activities & tasks 

 

Time: Activity 

name 

Teachers’ activities Students’ activities Materials 

5 

mins 

Do Now Teacher will begin the 

lesson by a PowerPoint 

presentation of the effects of 

the World War II containing 

images of death and 

destruction, and statistical 

data of estimated number of 

Students will listen to the 

presentation by the 

teacher and take note of 

the death and destruction 

caused by the World War 

II.  They will look at the 

images to get the feel of 

Images of 

death and 

destruction 

during the 

World War 

II. 
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death and economic loss. WWII. 

5 

mins 

 

 

 

 

 

 

 

Lesson 

Transition 

 

 

 

 

 

 

 

Hooking them from the 

preliminary presentation, 

teacher will ask the 

following questions to the 

class: 

What is your reaction to the 

images and death toll during 

the WWII? 

 

Given the death and 

destruction, what was most 

needed at that time (1945)? 

 

Several students will be 

given opportunities to 

share their reactions to 

the images of death and 

destruction seen from the 

presentation. 

They will also share their 

thought regarding what 

was really needed at that 

time. (Their expected 

answers are peace, 

cooperation, end to the 

war, respect to each 

other, etc).   

 

 

20 

mins 

Cooperative  

Pair group 

work. 

 

Primary 

source 

study 

 

“Think & 

Ink” 

Teacher will then instruct 

students to work in pair with 

their desk-mate to study the 

draft Atlantic Charter. 

Based on the ideas spelt out 

in the Charter, pair will 

brainstorm and fill up the 

“peace tree” bubbles with 

ideas on “ways and means 

of promoting and preserving 

peace in the world. 

 

Hand-out of worksheet 

“peace tree” will be 

distributed to each group. 

 

 

Students will read the 

draft Atlantic Charter, and 

discuss in pair, and 

develop a list of strategies 

for promoting and 

preserving peace in the 

world. 

 

They will write these 

strategies in the bubbles of 

the “peace tree” work-

sheet distributed by the 

teacher and create 

drawings and pictures 

related with peace and 

non-violence. 

 

Students will put up their 

drawings on the bulletin 

board of the class. 

 

Draft copy 

of Atlantic 

Charter, 

 

Handout of 

worksheet. 

 

Poster and 

colors. 



American History from a Peace Education Perspective Curriculum 

 

69 

 

10 

mins 

Sharing 

Session 

Teacher will recall all 

students from the pair-

works, and lead a whole 

class discussion and sharing 

on ways and means of 

promotion and preservation 

of peace in the world. 

 

Some of the groups will 

be given opportunities to 

share their strategies for 

promotion and 

preservation of peace in 

the world to the class. 

 

Other groups will respond 

and add to it. 

 

 

15 

mins 

Closing 

Discussion 

Teacher will then situate the 

formation of the United 

Nations in the aftermath of 

the WWII, and develop its 

main aims and objectives on 

the basis of students‟ 

sharing and responses. 

US role in it will be 

explained here. 

 

These will be developed and 

listed on the board. 

 

Student will listen to 

teacher and give inputs 

regarding the aims and 

objectives of the UNO 

based on the group 

discussion and sharing 

sessions. 

 

They will also write down 

UNO aims & objectives in 

their notebook. 

 

 

 Home work Reading the UNO charter. 
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Sample Lesson 5 of Unit 5 

Date: 

 

Grade: 11
th

 or 12
th

  

Lesson 5 Topic: Personal story of transformation after 9/11 

Attack. Mohammad Razvi‟s “Being Muslim in New York after 

9/11”. 

 

Essential questions:  

1. Is terrorism related to a particular religion? 

2. Can the US war on terrorism be justified? 

 

Aim: Why were Muslims stereotyped and stigmatized after the 9/11 

Attack?  

Objectives: 

 
Students will be able to: 

1. Know the stigmatization of Muslims after 9/11 Event. 

2. Know how an individual can make a great difference in 

restoring communal harmony and peace. 

3. Improve their literacy skills – reading & writing. 

Standards Addressed: NY State Learning Standard for Social Studies: 

Sections 1, 2, 3, 4 under Standard 1 – History of the United 

States and New York 

Instructional materials 

& resources: 

Video clips of Mohammad Razvi (Being Muslim in New York 

after 9/11), Handout of Mohammad Razvi‟s story. 

Assessment activities: Group work, observations, academic prompts and questions. 

 

Procedures: Activities & tasks 

 

Time: Activity 

name 

Teachers’ activities Students’ activities Materials 

5 

mins 

Do Now Teacher will begin the 

lesson by a brief 

introduction to the 

stereotyping & 

stigmatization of 

Muslims after 9/11 and 

show the video clip 

“Being Muslim in 

New York after 9/11” 

part 1. 

 

Students will listen to the 

presentation by the teacher 

and will watch the video 

clip “Being Muslim in New 

York after 9/11” part 1.  

 

They will take note of the 

issues being raised in the 

video clip.  

 

(Students had studied 9/11 

Video clip 

“Being Muslim 

in New York 

after 9/11” part 

1. 
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Source: 

http://www.911dayofs

ervice.org/unit-6a 

Event in previous lesson). 

20 

mins 

Cooperative  

group 

discussion. 

 

 

Primary 

source 

study 

 

 

Teacher will then 

divide the class into 5 

groups and distribute 

story of Mohammad 

Razvi to each group 

and instruct them to 

read the story and 

discuss why and how 

were Muslims 

stereotyped & 

stigmatized after 9/11 

attack, and the group 

will develop list of 

strategies to deal with 

such things. 

 

 

Students will read the story 

of Mohammad Razvi 

individually, and the discuss 

the three questions put by 

the teacher: 

 

1. Why were Muslims 

stereotyped & 

stigmatized? 

2. How were they 

treated? 

3. How can we deal 

with it? List down 

strategies of dealing 

with such 

stereotyping & 

stigmatization and 

restoring communal 

harmony.  

Handout of 

Mohammad 

Razvi‟s story  

From: 

http://www.91

1dayofservice.

org/september-

11th-personal-

stories-

transformation  

 

 

 

10 

mins 

Sharing 

Session 

Teacher will recall all 

students from their 

group works, and lead 

a whole class 

discussion and sharing 

on ways of dealing 

with stigmatization of 

Muslims and restoring 

communal harmony. 

 

Teacher will develop 

key points on the 

board. 

 

Each group will briefly 

share the outcomes of their 

discussion to rest of the 

class especially on ways of 

dealing with stigmatization 

of Muslims and restoring 

communal harmony. 

 

Students will note and write 

down key points developed 

on the board.  

 

 

10 

mins 

Closing 

presentation 

Teacher will then 

provide the concluding 

remarks and explain 

how students can 

explore many such 

stories in different 

sources – especially 

Student will listen to teacher 

and note down the websites 

from where more personal 

stories could be read and 

watched.  

 

 

Video clip 

“Being Muslim 

in New York 

after 9/11” part 

2. 

http://www.911dayofservice.org/unit-6a
http://www.911dayofservice.org/unit-6a
http://www.911dayofservice.org/september-11th-personal-stories-transformation
http://www.911dayofservice.org/september-11th-personal-stories-transformation
http://www.911dayofservice.org/september-11th-personal-stories-transformation
http://www.911dayofservice.org/september-11th-personal-stories-transformation
http://www.911dayofservice.org/september-11th-personal-stories-transformation
http://www.911dayofservice.org/september-11th-personal-stories-transformation
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websites. 

 

Teacher will finally 

show the part 2 of the 

video clip “Being 

Muslim in New York 

after 9/11” 

Source: 

http://www.911dayofs

ervice.org/unit-6b 

 

They will then watch the 

part 2 of the video clip 

“Being Muslim in New 

York after 9/11”.  

 

Students will note how 

Razvi challenged the 

stereotyping of Muslims & 

how participation of various 

communities can restore 

harmony and unity within 

the American society. 

 

 Home work Go to www.dayofservice.org and read and watch at least two other 

personal stories of transformation, & write two pages of personal 

reaction. 

http://www.911dayofservice.org/unit-6b
http://www.911dayofservice.org/unit-6b
http://www.dayofservice.org/
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APPENDIX A: ANNOTATED BIBLIOGRAPHY 
 

The annotated bibliography below is compiled with sources that have supported the 

development of this curriculum in terms of topical information, curriculum organization 

strategies, and instructional strategies.  As such, the articles we researched and have found useful 

in developing our curriculum are organized into one of three categories - content articles, 

curriculum organizing strategies articles, or instructional strategies articles.  Within each 

category, the articles are organized alphabetically.  An article was selected for the topic related 

information section if it is related to our peace education or American history content, such as 

the article related to teaching American Indian history.  Articles for the curriculum organization 

section were selected based upon their guidance towards creating an inclusive, learner-centered 

classroom environment, or with regards to assessment.  Furthermore, articles for the instructional 

strategies section were chosen if they were informative with regards to how to instruct in a 

learner-centered classroom environment or how to foster collaborative learning through 

discussion.  
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Topic Related Articles 

Blackhawk, N. (2007).  Recasting the narrative of America: The rewards and challenges 

 of teaching American Indian history.  The Journal of American History, 93(4), 1165- 

 1170.  

  

Within his personal account of teaching American Indian history at the University of Wisconsin, 

Blackhawk (2007) identifies four possible approaches for teaching a survey course on American 

Indian history, in his case at the higher education level, which are engaging and provide 

structure.  Blackhawk (2007) first recommends emphasizing the diversity of American Indian 

tribes, and debunking the idea of a monolithic American Indian indigenous population.  

However, his second recommended approach focuses on introducing common themes that can 

unify the various American Indian tribes‟ experiences despite acknowledging their great 

diversity.   Blackhawk goes on to recommend the incorporation of the traumatic impacts of 

European contact on Native American populations, yet also using this theme to emphasize the 

resilience of these populations.  Finally, Blackhawk instructs the reader to focus on the 

uniqueness of Indian-White relations in the United States, despite the benefits of making 

comparisons with indigenous populations in Canada, the Pacific, and other areas of the 

Americas.   Furthermore, throughout his piece, Blackhawk advocates drawing attention to the 

recent achievements of Native American tribes in terms of gaining land rights, incorporating the 

experiences of local tribes into lessons, and using a myriad of texts related to the topic.   

Overall, Blackhawk‟s insights into teaching Native American history at the higher education 

level are extremely applicable for the teaching of our American history and peace education 

curriculum at the secondary education level, given his incorporation of critical thinking 
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strategies, American Indian history content, and the inclusion of various historical narratives, to 

name a few examples.  Blackhawk‟s recommendations have been taken into consideration 

greatly in the design of our content and sample lessons plans.  We have aimed to highlight the 

diversity of Native American tribes and the uniqueness of Indian-White relations in the United 

States, and have included rich primary source material related to this topic.   

 

Brown, E. J. & Morgan, W. J. (2008).  A culture of peace via global citizenship education.    

        Peace Review: A Journal of Social Justice, 20, 283-291.  

Brown and Morgan‟s (2008) piece begins by outlining the erosion of nation-state sovereignty by 

globalization and the inability of nation-states to adequately protect their inhabitants from 

transnational issues.  The authors then go on to present arguments for global citizenship in 

today‟s world.  However, they acknowledge the challenge of defining what global citizenship is 

and the inexistence of an international sovereign state from which to construct global citizenship.  

The authors conclude that despite the challenges of defining and implementing global 

citizenship, it is necessary to use education to promote international understanding amongst 

young people in order to prepare them for future global challenges.  Moreover, in order to 

prepare students to address transnational issues in the future,  the authors advocate for the use of 

dialogue and collaboration in classrooms as a means of creating open-discussion based 

environments for students to interact with global issues and peace education themselves.   

Overall, we found this article to be extremely supportive in the design of our curriculum.  The 

authors support a curriculum model similar to the one we are presenting, which seeks to create a 
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means for students to learn peace education skills and American history content simultaneously 

through dialogue and collaborative methods in the classroom and to prepare them to deal with 

larger global issues in the future.   

 

Fountain, S. (1999). Peace education in UNICEF - Working paper. New York: UNICEF. 

This working paper describes peace education programs carried out by UNICEF in different 

countries, and contains ideas about a range of educational experiences that could promote 

commitment to principles of peace and social justice. The author provides a succinct definition to 

peace education, and argues that acquiring specific types of knowledge, skills, and attitudes 

should be the aims of peace education.  Additionally, this working paper contains useful 

examples of elements of peace education implemented in different countries, as well as ideas 

regarding evaluation of peace education programs.  Moreover, the ideas provided in this paper 

were of immense help in designing this curriculum project, as they gave us a clear focus and 

direction with regards to the theoretical foundation of our curriculum.  However, the main aim of 

this paper is to stimulate further discussion and move towards a clearer articulation of good 

practice in peace education.  Thus, as curriculum designers we found it necessary to search for 

additional sources that could provide more practical examples of incorporating components of 

peace education into curriculum.   
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Johnson, D. W. & Johnson, R. T. (2007).  Essential components of peace education.  Theory into  

Practice, 44(4), 280-292. 

This article discusses the essential components of peace education.  The authors differentiate 

between imposed peace and consensual peace, and argue that peace education can play important 

roles in promoting consensual peace.  They stress five essential elements of peace education – 

establishing compulsory education, establishing mutuality and positive interdependence, 

teaching students how to make difficult decisions, teaching students how to resolve conflicts 

constructively, and inculcating civic values.  The authors also place great importance on 

democratic culture of schools, and teaching strategies like cooperative learning that promote 

social skills necessary for global citizenship.  Overall, the characteristics of peace education 

discussed in this article provided a general guideline for building this curriculum project.  Many 

of the elements of peace that were discussed, such as cooperative learning, were incorporated in 

the lessons.  However, this article‟s focus is only on the foundational philosophy of peace 

education, and does not provide practical advice on how to go about creating a peace education 

curriculum.  Apart from the general guidelines, the article doesn‟t provide any solid framework 

for organizing peace education into instructional units and lessons.  

 

Curriculum Organization Articles 

Alleman, J. & Brophy, J. (1999).  The changing nature and purpose of assessment in the social  

studies classroom.  Social Education, 55(6), 334-337. 
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In this article, the authors present a passionate argument for more comprehensive assessment 

systems.  They present a strong critique of traditional assessment systems for their failure to 

measure student attainment of major social studies understandings and higher order thinking, and 

for their focus on low-level knowledge.  Thus, the authors call for a more comprehensive and 

continuous evaluation that focuses on curriculum goals and that is useful for improving 

curriculum and instruction.  Additionally, the authors call for systems that can be chosen for both 

instructional and diagnostic purposes and that provide a high degree of fairness to all individuals 

and groups.  For the authors, authentic assessment should be a part of the curriculum and be 

beneficial to learners and teachers, as well as being goal-oriented.  Furthermore, the authors 

explain that formative assessments are meant to provide immediate feedback to both teacher and 

students, which should be used to help improve instruction.  Overall, the authors have described 

the qualities of authentic assessment and left it to the discretion of teachers to actually design it.  

As such, we have used the guidance from these authors to design several formative assessments 

for each unit, as well as a culminating project that is more authentic, reliable, and fair to diverse 

learning groups. 

 

Weinberger, E. & McCombs, B. L. (2003).  Learner-centered principles: A framework for  

          teaching.  Theory into Practice, 42(2), 117-126. 

 

Weinberger and McCombs (2003) outline stresses and challenges youth are facing today and 

how these issues cause alienation and disconnection from high school.  The authors then explain 

how learner-centered teaching approaches are scientifically proven as an effective way to engage 

students in their own learning process, and to provide them with increased choice, voice, and 
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ownership.  They make the connection between youth involvement in learning, and increased 

motivation, achievement, functioning and learning.  Moreover, the authors go on to explain 

research related to learner-centered practice, and explain evidence from research that shows that 

the more learner-centered a student perceives their teacher to be, the more motivated that student 

is in class.  Furthermore, the authors go on to explain new learner-centered professional 

development models for teachers, and how teachers can change their instruction through 

reflection and self-assessments on student-centered learning over time.    

 

Overall, this article was very beneficial to the design of our curriculum, as it provided concrete 

evidence for the collaborative practices we already believed to be the most effective to holistic 

student learning, and were already planning on including in this curriculum.   Moreover, it 

motivated us to include instructive collaborative, learner-centered experiences in our learning 

experiences bank, as instructive tools for teacher who may be implementing this curriculum and 

may not be familiar with learner-centered instruction.  Additionally, it drew our attention to the 

issue of student motivation, and gave us more impetus to create a curriculum that is engaging 

and highly learner-centered (please see organization, content, or sample lesson plans for 

examples).  

 

Instructional Strategies Articles 

Kashatus, W. (2002).  Past history – Teaching with documents.  In W. Kashatus (Ed.), Past,  

present and personal (pp. 7-41).  Portsmouth: Heinemann. 



American History from a Peace Education Perspective Curriculum 

 

80 

 

This chapter by Kashatus (2002) in Past, Present, and Personal provides detailed information 

about how to use primary sources like documents, images, and artifacts to enhance the quality of 

history classroom instruction and to seriously engage learners in critical thinking.  According to 

the author, documents fascinate students because they are real and personal.  The author offers 

different frameworks for analysis comprising of questions like what, who, when, where, why, 

and so what to meaningfully analyze historical documents.  Additionally, separate formats are 

provided for analyzing images and cartoons.  The chapter also contains useful and practical 

examples of how students have studied historical texts and images, and how their understanding 

could be enhanced with the help of guidelines provided in this article.  On the whole, our 

curriculum has adapted many of the ideas outlined in this article, especially the incorporation of 

rich primary source documents into our sample lesson plans.  We also believe this is an 

important reference to include with our curriculum, for any teacher who is using the curriculum 

and may want to use it as a reference and apply its analytical tools in their own classroom.   

 

Parker, W. C., & Hess, D. (2001).  Teaching with and for discussion.  Teaching and Teacher  

Education, 17, 273-289. 

Discussion is a common method of instruction, and yet according to the authors, leading a 

productive classroom discussion is an “incredibly difficult pedagogical feat”.  The authors give 

useful tips regarding using „structured academic controversy‟ built around controversial issues 

and „text-based discussion‟ based on readings, to promote social and pedagogical aims of 

education.  They talk about three main typologies of discussion, which they describe as 
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deliberation, seminar and conversation, and then go on to explain how these typologies differ 

from each other in terms of aim and focus question.  Moreover, the authors argue that there is a 

gap between knowing about discussion and implementing it successfully.  They argue that 

successful implementation entails practice and experience.  Overall, the ideas provided in this 

article were used for building lessons, like the one on the formation of the United Nations 

Organization.  Democratic participation and decision making which are crucial components of 

discussion method are directly linked to principles of peace education.  For social studies 

instruction, the discussion methods described in this article have the potential to be very helpful, 

as there are many issues that are debatable and open to interpretations.  However, we are aware 

that these are broad ideas and the practicing teacher has to adapt them to the context in which 

he/she is using them. 

 

Stevahn, L. (2004).  Integrating conflict resolution training into the curriculum.  Theory into          

Practice, 43(1), 50-58. 

This article argues that schools can become environments where academic achievement and 

conflict resolution are simultaneously pursued through curriculum-integrated conflict resolution.  

The author notes that conflict resolution training can be infused with academic curriculum 

mainly by examining the content of the curriculum and identifying where conflict occurs, as well 

as by teaching negotiation and mediation procedures.  Once these two steps are done, then the 

teacher can encourage students to apply conflict resolution procedures in order to come up with 

creative solutions to conflicts in the content at hand.  Moreover, the author argues that despite 
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providing students with conflict resolution skills that can help resolve interpersonal conflicts 

between peers and future conflicts in their lives, it also has strong benefits on student 

achievement.  However, the most beneficial aspect of this article is that it outlines a practical 

approach to incorporating conflict resolution training into the curriculum, which is effective in 

enabling students to grasp the tools of conflict resolution and in improving their academic 

achievement.  This article has been very useful for our curriculum design project, as it gave us 

insight into how to better incorporate peace education methods into our American history 

curriculum, into both the content section and sample lesson plans.  

 

Swartz, R. J. (2008).  Teaching students how to analyze and evaluate arguments in history.  The  

 Social Studies, 99(5), 208-216. 

In this article, Swartz presents a powerful approach that he terms “thinking-based learning”.  

This approach provides students with the skills to effectively analyze and evaluate historical 

arguments, and to lay the groundwork for developing stronger critical thinking skills in the 

future.  Moreover, Swartz explains that this approach should be infused within content 

instruction, such as American history.  In order to illustrate his approach in action, Swartz 

provides the example of John Kavanaugh, a teacher of 8th grade American history, and his use of 

the method throughout the text.  Swartz details how the students in Kavanaugh‟s class are 

instructed to use thinking strategy maps to analyze arguments by breaking down the conclusions 

and reasons of an argument presented to them by a friend or relative, and then use the same 

technique for breaking down arguments from the revolutionary war period.  The author goes on 
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to explain how the students were instructed to then go a step farther and use thinking strategy 

maps to evaluate the validity of personal and historical arguments.  Altogether, the model 

presented by this author was very instructed to our curriculum model, as it provides a very 

effective means of teaching students how to analyze and evaluate opposing historical arguments.  

Swartz‟s model is highly relevant to the peace education component of our American history 

curriculum, which aims to have students analyzing and evaluating historical arguments and 

providing non-violent, alternative solutions.  Furthermore, Swartz‟s use of collaborative group 

work, inquiry-based student work, and the use of personal experience all provide examples of 

what we are seeking to have included in the implementation of our curriculum. 
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APPENDIX C: ADDITIONAL MATERIALS FOR LESSON PLANS 

 

Accompanying Materials for Lesson 1, Unit 1:  

 

Resource 1: The painting, The Trail of Tears, by Robert Lindneux from 1942 
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Resource 2: Main Arguments Worksheet 

Main Arguments of Cherokee  

                   Tribes 

 

 

 

 

 

 

 

 

 

      Similarities (If any) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Main Arguments of US     

        Government 
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Resource 3:  Cherokee Letter Protesting the Treaty of New Echota 

 

Letter from Chief John Ross, "To the Senate and House of Representatives" 

   

[Red Clay Council Ground, Cherokee Nation, September 28, 1836] 

It is well known that for a number of years past we have been harassed by a series of vexations, 

which it is deemed unnecessary to recite in detail, but the evidence of which our delegation will 

be prepared to furnish. With a view to bringing our troubles to a close, a delegation was 

appointed on the 23rd of October, 1835, by the General Council of the nation, clothed with full 

powers to enter into arrangements with the Government of the United States, for the final 

adjustment of all our existing difficulties. The delegation failing to effect an arrangement with 

the United States commissioner, then in the nation, proceeded, agreeably to their instructions in 

that case, to Washington City, for the purpose of negotiating a treaty with the authorities of the 

United States. 

After the departure of the Delegation, a contract was made by the Rev. John F. Schermerhorn, 

and certain individual Cherokees, purporting to be a "treaty, concluded at New Echota, in the 

State of Georgia, on the 29th day of December, 1835, by General William Carroll and John F. 

Schermerhorn, commissioners on the part of the United States, and the chiefs, headmen, and 

people of the Cherokee tribes of Indians." A spurious Delegation, in violation of a special 

injunction of the general council of the nation, proceeded to Washington City with this pretended 

treaty, and by false and fraudulent representations supplanted in the favor of the Government the 

legal and accredited Delegation of the Cherokee people, and obtained for this instrument, after 

making important alterations in its provisions, the recognition of the United States Government. 

And now it is presented to us as a treaty, ratified by the Senate, and approved by the President 

[Andrew Jackson], and our acquiescence in its requirements demanded, under the sanction of the 

displeasure of the United States, and the threat of summary compulsion, in case of refusal. It 

comes to us, not through our legitimate authorities, the known and usual medium of 

communication between the Government of the United States and our nation, but through the 

agency of a complication of powers, civil and military. 

By the stipulations of this instrument, we are despoiled of our private possessions, the 

indefeasible property of individuals. We are stripped of every attribute of freedom and eligibility 

for legal self-defence. Our property may be plundered before our eyes; violence may be 

committed on our persons; even our lives may be taken away, and there is none to regard our 

complaints. We are denationalized; we are disfranchised. We are deprived of membership in the 
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human family! We have neither land nor home, nor resting place that can be called our own. And 

this is effected by the provisions of a compact which assumes the venerated, the sacred 

appellation of treaty. 

We are overwhelmed! Our hearts are sickened, our utterance is paralized, when we reflect on the 

condition in which we are placed, by the audacious practices of unprincipled men, who have 

managed their stratagems with so much dexterity as to impose on the Government of the United 

States, in the face of our earnest, solemn, and reiterated protestations. 

The instrument in question is not the act of our Nation; we are not parties to its covenants; it has 

not received the sanction of our people. The makers of it sustain no office nor appointment in our 

Nation, under the designation of Chiefs, Head men, or any other title, by which they hold, or 

could acquire, authority to assume the reins of Government, and to make bargain and sale of our 

rights, our possessions, and our common country. And we are constrained solemnly to declare, 

that we cannot but contemplate the enforcement of the stipulations of this instrument on us, 

against our consent, as an act of injustice and oppression, which, we are well persuaded, can 

never knowingly be countenanced by the Government and people of the United States; nor can 

we believe it to be the design of these honorable and highminded individuals, who stand at the 

head of the Govt., to bind a whole Nation, by the acts of a few unauthorized individuals. And, 

therefore, we, the parties to be affected by the result, appeal with confidence to the justice, the 

magnanimity, the compassion, of your honorable bodies, against the enforcement, on us, of the 

provisions of a compact, in the formation of which we have had no agency. 

Source: The Papers of Chief John Ross, vol 1, 1807-1839, Norman OK Gary E. Moulton, ed. 

University of Oklahoma Press, 1985.  

Retrieved from http://www.pbs.org/wgbh/aia/part4/4h3083t.html 
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Resource 4: The Indian Removal Act of 1830 

 

The Indian Removal Act of 1830 

[This was the Jackson-era legislation authorizing the president to transfer Eastern Indian tribes to 

the western territories promised (falsely) "in perpetuity". The actual relocation culminated in the 

1838 "Trail of Tears" forced march, one of the most shameful occurrences in the history of 

federal domestic policy.] 

 

CHAP. CXLVIII.--An Act to provide for an exchange of lands with the Indians residing in any 

of the states or territories, and for their removal west of the river Mississippi. 

Be it enacted by the Senate and House of Representatives of the United States of America, in 

Congress assembled, That it shall and may be lawful for the President of the United States to 

cause so much of any territory belonging to the United States, west of the river Mississippi, not 

included in any state or organized territory, and to which the Indian title has been extinguished, 

as he may judge necessary, to be divided into a suitable number of districts, for the reception of 

such tribes or nations of Indians as may choose to exchange the lands where they now reside, and 

remove there; and to cause each of said districts to be so described by natural or artificial marks, 

as to be easily distinguished from every other. 

SEC. 2. And be it further enacted, That it shall and may be lawful for the President to exchange 

any or all of such districts, so to be laid off and described, with any tribe or nation within the 

limits of any of the states or territories, and with which the United States have existing treaties, 

for the whole or any part or portion of the territory claimed and occupied by such tribe or nation, 

within the bounds of any one or more of the states or territories, where the land claimed and 

occupied by the Indians, is owned by the United States, or the United States are bound to the 

state within which it lies to extinguish the Indian claim thereto. 

SEC. 3. And be it further enacted, That in the making of any such exchange or exchanges, it shall 

and may be lawful for the President solemnly to assure the tribe or nation with which the 

exchange is made, that the United States will forever secure and guaranty to them, and their heirs 

or successors, the country so exchanged with them; and if they prefer it, that the United States 

will cause a patent or grant to be made and executed to them for the same: Provided always, That 

such lands shall revert to the United States, if the Indians become extinct, or abandon the same. 
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SEC. 4. And be it further enacted, That if, upon any of the lands now occupied by the Indians, 

and to be exchanged for, there should be such improvements as add value to the land claimed by 

any individual or individuals of such tribes or nations, it shall and may be lawful for the 

President to cause such value to be ascertained by appraisement or otherwise, and to cause such 

ascertained value to be paid to the person or persons rightfully claiming such improvements. And 

upon the payment of such valuation, the improvements so valued and paid for, shall pass to the 

United States, and possession shall not afterwards be permitted to any of the same tribe SEC.And 

be it further enacted, That upon the making of any such exchange as is contemplated by this act, 

it shall and may be lawful for the President to cause such aid and assistance to be furnished to the 

emigrants as may be necessary and proper to enable them to remove to, and settle in, the country 

for which they may have exchanged; and also, to give them such aid and assistance as may be 

necessary for their support and subsistence for the first year after their removal. 

SEC. 6. And be it further enacted, That it shall and may be lawful for the President to cause such 

tribe or nation to be protected, at their new residence, against all interruption or disturbance from 

any other tribe or nation of Indians, or from any other person or persons whatever. 

SEC. 7. And be it further enacted, That it shall and may be lawful for the President to have the 

same superintendence and care over any tribe or nation in the country to which they may 

remove, as contemplated by this act, that he is now authorized to have over them at their present 

places of residence 

 

Source: The Indian Removal Act of 1830, U.S. Government Year, 1830   

Retrieved from: http://www.civics-online.org/library/formatted/texts/indian_act.html 
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Accompanying Materials for Lesson 2, Unit 2:  

Resource 1: Video: http://www.teachertube.com/viewVideo.php?video_id=434 
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Accompanying Materials for Lesson 3, Unit 3:  

Resource 1:  Martin Luther King‟s “Letter from a Birmingham Jail” 

 

"Letter from a Birmingham Jail [King, Jr.]" 

 

16 April 1963 My Dear Fellow Clergymen: While confined here in the Birmingham city 

jail, I came across your recent statement calling my present activities "unwise and 

untimely." Seldom do I pause to answer criticism of my work and ideas. If I sought to 

answer all the criticisms that cross my desk, my secretaries would have little time for 

anything other than such correspondence in the course of the day, and I would have no 

time for constructive work. But since I feel that you are men of genuine good will and 

that your criticisms are sincerely set forth, I want to try to answer your statement in what 

I hope will be patient and reasonable terms. 

I think I should indicate why I am here in Birmingham, since you have been influenced 

by the view which argues against "outsiders coming in." I have the honor of serving as 

president of the Southern Christian Leadership Conference, an organization operating in 

every southern state, with headquarters in Atlanta, Georgia. We have some eighty five 

affiliated organizations across the South, and one of them is the Alabama Christian 

Movement for Human Rights. Frequently we share staff, educational and financial 

resources with our affiliates. Several months ago the affiliate here in Birmingham asked 

us to be on call to engage in a nonviolent direct action program if such were deemed 

necessary. We readily consented, and when the hour came we lived up to our promise. So 

I, along with several members of my staff, am here because I was invited here. I am here 

because I have organizational ties here. 

But more basically, I am in Birmingham because injustice is here. Just as the prophets of 

the eighth century B.C. left their villages and carried their "thus saith the Lord" far 

beyond the boundaries of their home towns, and just as the Apostle Paul left his village of 

Tarsus and carried the gospel of Jesus Christ to the far corners of the Greco Roman 

world, so am I compelled to carry the gospel of freedom beyond my own home town. 

Like Paul, I must constantly respond to the Macedonian call for aid. 

Moreover, I am cognizant of the interrelatedness of all communities and states. I cannot 

sit idly by in Atlanta and not be concerned about what happens in Birmingham. Injustice 
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anywhere is a threat to justice everywhere. We are caught in an inescapable network of 

mutuality, tied in a single garment of destiny. Whatever affects one directly, affects all 

indirectly. Never again can we afford to live with the narrow, provincial "outside 

agitator" idea. Anyone who lives inside the United States can never be considered an 

outsider anywhere within its bounds. 

You deplore the demonstrations taking place in Birmingham. But your statement, I am 

sorry to say, fails to express a similar concern for the conditions that brought about the 

demonstrations. I am sure that none of you would want to rest content with the superficial 

kind of social analysis that deals merely with effects and does not grapple with 

underlying causes. It is unfortunate that demonstrations are taking place in Birmingham, 

but it is even more unfortunate that the city's white power structure left the Negro 

community with no alternative. 

In any nonviolent campaign there are four basic steps: collection of the facts to determine 

whether injustices exist; negotiation; self purification; and direct action. We have gone 

through all these steps in Birmingham. There can be no gainsaying the fact that racial 

injustice engulfs this community. Birmingham is probably the most thoroughly 

segregated city in the United States. Its ugly record of brutality is widely known. Negroes 

have experienced grossly unjust treatment in the courts. There have been more unsolved 

bombings of Negro homes and churches in Birmingham than in any other city in the 

nation. These are the hard, brutal facts of the case. On the basis of these conditions, 

Negro leaders sought to negotiate with the city fathers. But the latter consistently refused 

to engage in good faith negotiation. 

Then, last September, came the opportunity to talk with leaders of Birmingham's 

economic community. In the course of the negotiations, certain promises were made by 

the merchants--for example, to remove the stores' humiliating racial signs. On the basis of 

these promises, the Reverend Fred Shuttlesworth and the leaders of the Alabama 

Christian Movement for Human Rights agreed to a moratorium on all demonstrations. As 

the weeks and months went by, we realized that we were the victims of a broken promise. 

A few signs, briefly removed, returned; the others remained. As in so many past 

experiences, our hopes had been blasted, and the shadow of deep disappointment settled 

upon us. We had no alternative except to prepare for direct action, whereby we would 

present our very bodies as a means of laying our case before the conscience of the local 

and the national community. Mindful of the difficulties involved, we decided to 

undertake a process of self purification. We began a series of workshops on nonviolence, 

and we repeatedly asked ourselves: "Are you able to accept blows without retaliating?" 

"Are you able to endure the ordeal of jail?" We decided to schedule our direct action 
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program for the Easter season, realizing that except for Christmas, this is the main 

shopping period of the year. Knowing that a strong economic-withdrawal program would 

be the by product of direct action, we felt that this would be the best time to bring 

pressure to bear on the merchants for the needed change. 

Then it occurred to us that Birmingham's mayoral election was coming up in March, and 

we speedily decided to postpone action until after election day. When we discovered that 

the Commissioner of Public Safety, Eugene "Bull" Connor, had piled up enough votes to 

be in the run off, we decided again to postpone action until the day after the run off so 

that the demonstrations could not be used to cloud the issues. Like many others, we 

waited to see Mr. Connor defeated, and to this end we endured postponement after 

postponement. Having aided in this community need, we felt that our direct action 

program could be delayed no longer. 

You may well ask: "Why direct action? Why sit ins, marches and so forth? Isn't 

negotiation a better path?" You are quite right in calling for negotiation. Indeed, this is 

the very purpose of direct action. Nonviolent direct action seeks to create such a crisis 

and foster such a tension that a community which has constantly refused to negotiate is 

forced to confront the issue. It seeks so to dramatize the issue that it can no longer be 

ignored. My citing the creation of tension as part of the work of the nonviolent resister 

may sound rather shocking. But I must confess that I am not afraid of the word "tension." 

I have earnestly opposed violent tension, but there is a type of constructive, nonviolent 

tension which is necessary for growth. Just as Socrates felt that it was necessary to create 

a tension in the mind so that individuals could rise from the bondage of myths and half 

truths to the unfettered realm of creative analysis and objective appraisal, so must we see 

the need for nonviolent gadflies to create the kind of tension in society that will help men 

rise from the dark depths of prejudice and racism to the majestic heights of understanding 

and brotherhood. The purpose of our direct action program is to create a situation so 

crisis packed that it will inevitably open the door to negotiation. I therefore concur with 

you in your call for negotiation. Too long has our beloved Southland been bogged down 

in a tragic effort to live in monologue rather than dialogue. 

One of the basic points in your statement is that the action that I and my associates have 

taken in Birmingham is untimely. Some have asked: "Why didn't you give the new city 

administration time to act?" The only answer that I can give to this query is that the new 

Birmingham administration must be prodded about as much as the outgoing one, before it 

will act. We are sadly mistaken if we feel that the election of Albert Boutwell as mayor 

will bring the millennium to Birmingham. While Mr. Boutwell is a much more gentle 

person than Mr. Connor, they are both segregationists, dedicated to maintenance of the 
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status quo. I have hope that Mr. Boutwell will be reasonable enough to see the futility of 

massive resistance to desegregation. But he will not see this without pressure from 

devotees of civil rights. My friends, I must say to you that we have not made a single gain 

in civil rights without determined legal and nonviolent pressure. Lamentably, it is an 

historical fact that privileged groups seldom give up their privileges voluntarily. 

Individuals may see the moral light and voluntarily give up their unjust posture; but, as 

Reinhold Niebuhr has reminded us, groups tend to be more immoral than individuals. 

We know through painful experience that freedom is never voluntarily given by the 

oppressor; it must be demanded by the oppressed. Frankly, I have yet to engage in a 

direct action campaign that was "well timed" in the view of those who have not suffered 

unduly from the disease of segregation. For years now I have heard the word "Wait!" It 

rings in the ear of every Negro with piercing familiarity. This "Wait" has almost always 

meant "Never." We must come to see, with one of our distinguished jurists, that "justice 

too long delayed is justice denied." 

We have waited for more than 340 years for our constitutional and God given rights. The 

nations of Asia and Africa are moving with jetlike speed toward gaining political 

independence, but we still creep at horse and buggy pace toward gaining a cup of coffee 

at a lunch counter. Perhaps it is easy for those who have never felt the stinging darts of 

segregation to say, "Wait." But when you have seen vicious mobs lynch your mothers 

and fathers at will and drown your sisters and brothers at whim; when you have seen hate 

filled policemen curse, kick and even kill your black brothers and sisters; when you see 

the vast majority of your twenty million Negro brothers smothering in an airtight cage of 

poverty in the midst of an affluent society; when you suddenly find your tongue twisted 

and your speech stammering as you seek to explain to your six year old daughter why she 

can't go to the public amusement park that has just been advertised on television, and see 

tears welling up in her eyes when she is told that Funtown is closed to colored children, 

and see ominous clouds of inferiority beginning to form in her little mental sky, and see 

her beginning to distort her personality by developing an unconscious bitterness toward 

white people; when you have to concoct an answer for a five year old son who is asking: 

"Daddy, why do white people treat colored people so mean?"; when you take a cross 

county drive and find it necessary to sleep night after night in the uncomfortable corners 

of your automobile because no motel will accept you; when you are humiliated day in 

and day out by nagging signs reading "white" and "colored"; when your first name 

becomes "nigger," your middle name becomes "boy" (however old you are) and your last 

name becomes "John," and your wife and mother are never given the respected title 

"Mrs."; when you are harried by day and haunted by night by the fact that you are a 

Negro, living constantly at tiptoe stance, never quite knowing what to expect next, and 
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are plagued with inner fears and outer resentments; when you are forever fighting a 

degenerating sense of "nobodiness"--then you will understand why we find it difficult to 

wait. There comes a time when the cup of endurance runs over, and men are no longer 

willing to be plunged into the abyss of despair. I hope, sirs, you can understand our 

legitimate and unavoidable impatience. You express a great deal of anxiety over our 

willingness to break laws. This is certainly a legitimate concern. Since we so diligently 

urge people to obey the Supreme Court's decision of 1954 outlawing segregation in the 

public schools, at first glance it may seem rather paradoxical for us consciously to break 

laws. One may well ask: "How can you advocate breaking some laws and obeying 

others?" The answer lies in the fact that there are two types of laws: just and unjust. I 

would be the first to advocate obeying just laws. One has not only a legal but a moral 

responsibility to obey just laws. Conversely, one has a moral responsibility to disobey 

unjust laws. I would agree with St. Augustine that "an unjust law is no law at all." 

Now, what is the difference between the two? How does one determine whether a law is 

just or unjust? A just law is a man made code that squares with the moral law or the law 

of God. An unjust law is a code that is out of harmony with the moral law. To put it in the 

terms of St. Thomas Aquinas: An unjust law is a human law that is not rooted in eternal 

law and natural law. Any law that uplifts human personality is just. Any law that 

degrades human personality is unjust. All segregation statutes are unjust because 

segregation distorts the soul and damages the personality. It gives the segregator a false 

sense of superiority and the segregated a false sense of inferiority. Segregation, to use the 

terminology of the Jewish philosopher Martin Buber, substitutes an "I it" relationship for 

an "I thou" relationship and ends up relegating persons to the status of things. Hence 

segregation is not only politically, economically and sociologically unsound, it is morally 

wrong and sinful. Paul Tillich has said that sin is separation. Is not segregation an 

existential expression of man's tragic separation, his awful estrangement, his terrible 

sinfulness? Thus it is that I can urge men to obey the 1954 decision of the Supreme 

Court, for it is morally right; and I can urge them to disobey segregation ordinances, for 

they are morally wrong. 

Let us consider a more concrete example of just and unjust laws. An unjust law is a code 

that a numerical or power majority group compels a minority group to obey but does not 

make binding on itself. This is difference made legal. By the same token, a just law is a 

code that a majority compels a minority to follow and that it is willing to follow itself. 

This is sameness made legal. Let me give another explanation. A law is unjust if it is 

inflicted on a minority that, as a result of being denied the right to vote, had no part in 

enacting or devising the law. Who can say that the legislature of Alabama which set up 

that state's segregation laws was democratically elected? Throughout Alabama all sorts of 
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devious methods are used to prevent Negroes from becoming registered voters, and there 

are some counties in which, even though Negroes constitute a majority of the population, 

not a single Negro is registered. Can any law enacted under such circumstances be 

considered democratically structured? 

Sometimes a law is just on its face and unjust in its application. For instance, I have been 

arrested on a charge of parading without a permit. Now, there is nothing wrong in having 

an ordinance which requires a permit for a parade. But such an ordinance becomes unjust 

when it is used to maintain segregation and to deny citizens the First-Amendment 

privilege of peaceful assembly and protest. 

I hope you are able to see the distinction I am trying to point out. In no sense do I 

advocate evading or defying the law, as would the rabid segregationist. That would lead 

to anarchy. One who breaks an unjust law must do so openly, lovingly, and with a 

willingness to accept the penalty. I submit that an individual who breaks a law that 

conscience tells him is unjust, and who willingly accepts the penalty of imprisonment in 

order to arouse the conscience of the community over its injustice, is in reality expressing 

the highest respect for law. 

Of course, there is nothing new about this kind of civil disobedience. It was evidenced 

sublimely in the refusal of Shadrach, Meshach and Abednego to obey the laws of 

Nebuchadnezzar, on the ground that a higher moral law was at stake. It was practiced 

superbly by the early Christians, who were willing to face hungry lions and the 

excruciating pain of chopping blocks rather than submit to certain unjust laws of the 

Roman Empire. To a degree, academic freedom is a reality today because Socrates 

practiced civil disobedience. In our own nation, the Boston Tea Party represented a 

massive act of civil disobedience. 

We should never forget that everything Adolf Hitler did in Germany was "legal" and 

everything the Hungarian freedom fighters did in Hungary was "illegal." It was "illegal" 

to aid and comfort a Jew in Hitler's Germany. Even so, I am sure that, had I lived in 

Germany at the time, I would have aided and comforted my Jewish brothers. If today I 

lived in a Communist country where certain principles dear to the Christian faith are 

suppressed, I would openly advocate disobeying that country's antireligious laws. 

I must make two honest confessions to you, my Christian and Jewish brothers. First, I 

must confess that over the past few years I have been gravely disappointed with the white 

moderate. I have almost reached the regrettable conclusion that the Negro's great 

stumbling block in his stride toward freedom is not the White Citizen's Counciler or the 
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Ku Klux Klanner, but the white moderate, who is more devoted to "order" than to justice; 

who prefers a negative peace which is the absence of tension to a positive peace which is 

the presence of justice; who constantly says: "I agree with you in the goal you seek, but I 

cannot agree with your methods of direct action"; who paternalistically believes he can 

set the timetable for another man's freedom; who lives by a mythical concept of time and 

who constantly advises the Negro to wait for a "more convenient season." Shallow 

understanding from people of good will is more frustrating than absolute 

misunderstanding from people of ill will. Lukewarm acceptance is much more 

bewildering than outright rejection. 

I had hoped that the white moderate would understand that law and order exist for the 

purpose of establishing justice and that when they fail in this purpose they become the 

dangerously structured dams that block the flow of social progress. I had hoped that the 

white moderate would understand that the present tension in the South is a necessary 

phase of the transition from an obnoxious negative peace, in which the Negro passively 

accepted his unjust plight, to a substantive and positive peace, in which all men will 

respect the dignity and worth of human personality. Actually, we who engage in 

nonviolent direct action are not the creators of tension. We merely bring to the surface the 

hidden tension that is already alive. We bring it out in the open, where it can be seen and 

dealt with. Like a boil that can never be cured so long as it is covered up but must be 

opened with all its ugliness to the natural medicines of air and light, injustice must be 

exposed, with all the tension its exposure creates, to the light of human conscience and 

the air of national opinion before it can be cured. 

In your statement you assert that our actions, even though peaceful, must be condemned 

because they precipitate violence. But is this a logical assertion? Isn't this like 

condemning a robbed man because his possession of money precipitated the evil act of 

robbery? Isn't this like condemning Socrates because his unswerving commitment to truth 

and his philosophical inquiries precipitated the act by the misguided populace in which 

they made him drink hemlock? Isn't this like condemning Jesus because his unique God 

consciousness and never ceasing devotion to God's will precipitated the evil act of 

crucifixion? We must come to see that, as the federal courts have consistently affirmed, it 

is wrong to urge an individual to cease his efforts to gain his basic constitutional rights 

because the quest may precipitate violence. Society must protect the robbed and punish 

the robber. I had also hoped that the white moderate would reject the myth concerning 

time in relation to the struggle for freedom. I have just received a letter from a white 

brother in Texas. He writes: "All Christians know that the colored people will receive 

equal rights eventually, but it is possible that you are in too great a religious hurry. It has 

taken Christianity almost two thousand years to accomplish what it has. The teachings of 
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Christ take time to come to earth." Such an attitude stems from a tragic misconception of 

time, from the strangely irrational notion that there is something in the very flow of time 

that will inevitably cure all ills. Actually, time itself is neutral; it can be used either 

destructively or constructively. More and more I feel that the people of ill will have used 

time much more effectively than have the people of good will. We will have to repent in 

this generation not merely for the hateful words and actions of the bad people but for the 

appalling silence of the good people. Human progress never rolls in on wheels of 

inevitability; it comes through the tireless efforts of men willing to be co workers with 

God, and without this hard work, time itself becomes an ally of the forces of social 

stagnation. We must use time creatively, in the knowledge that the time is always ripe to 

do right. Now is the time to make real the promise of democracy and transform our 

pending national elegy into a creative psalm of brotherhood. Now is the time to lift our 

national policy from the quicksand of racial injustice to the solid rock of human dignity. 

You speak of our activity in Birmingham as extreme. At first I was rather disappointed 

that fellow clergymen would see my nonviolent efforts as those of an extremist. I began 

thinking about the fact that I stand in the middle of two opposing forces in the Negro 

community. One is a force of complacency, made up in part of Negroes who, as a result 

of long years of oppression, are so drained of self respect and a sense of "somebodiness" 

that they have adjusted to segregation; and in part of a few middle-class Negroes who, 

because of a degree of academic and economic security and because in some ways they 

profit by segregation, have become insensitive to the problems of the masses. The other 

force is one of bitterness and hatred, and it comes perilously close to advocating violence. 

It is expressed in the various black nationalist groups that are springing up across the 

nation, the largest and best known being Elijah Muhammad's Muslim movement. 

Nourished by the Negro's frustration over the continued existence of racial 

discrimination, this movement is made up of people who have lost faith in America, who 

have absolutely repudiated Christianity, and who have concluded that the white man is an 

incorrigible "devil." 

I have tried to stand between these two forces, saying that we need emulate neither the 

"do nothingism" of the complacent nor the hatred and despair of the black nationalist. For 

there is the more excellent way of love and nonviolent protest. I am grateful to God that, 

through the influence of the Negro church, the way of nonviolence became an integral 

part of our struggle. If this philosophy had not emerged, by now many streets of the 

South would, I am convinced, be flowing with blood. And I am further convinced that if 

our white brothers dismiss as "rabble rousers" and "outside agitators" those of us who 

employ nonviolent direct action, and if they refuse to support our nonviolent efforts, 

millions of Negroes will, out of frustration and despair, seek solace and security in black 
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nationalist ideologies--a development that would inevitably lead to a frightening racial 

nightmare. 

Oppressed people cannot remain oppressed forever. The yearning for freedom eventually 

manifests itself, and that is what has happened to the American Negro. Something within 

has reminded him of his birthright of freedom, and something without has reminded him 

that it can be gained. Consciously or unconsciously, he has been caught up by the 

Zeitgeist, and with his black brothers of Africa and his brown and yellow brothers of 

Asia, South America and the Caribbean, the United States Negro is moving with a sense 

of great urgency toward the promised land of racial justice. If one recognizes this vital 

urge that has engulfed the Negro community, one should readily understand why public 

demonstrations are taking place. The Negro has many pent up resentments and latent 

frustrations, and he must release them. So let him march; let him make prayer 

pilgrimages to the city hall; let him go on freedom rides -and try to understand why he 

must do so. If his repressed emotions are not released in nonviolent ways, they will seek 

expression through violence; this is not a threat but a fact of history. So I have not said to 

my people: "Get rid of your discontent." Rather, I have tried to say that this normal and 

healthy discontent can be channeled into the creative outlet of nonviolent direct action. 

And now this approach is being termed extremist. But though I was initially disappointed 

at being categorized as an extremist, as I continued to think about the matter I gradually 

gained a measure of satisfaction from the label. Was not Jesus an extremist for love: 

"Love your enemies, bless them that curse you, do good to them that hate you, and pray 

for them which despitefully use you, and persecute you." Was not Amos an extremist for 

justice: "Let justice roll down like waters and righteousness like an ever flowing stream." 

Was not Paul an extremist for the Christian gospel: "I bear in my body the marks of the 

Lord Jesus." Was not Martin Luther an extremist: "Here I stand; I cannot do otherwise, so 

help me God." And John Bunyan: "I will stay in jail to the end of my days before I make 

a butchery of my conscience." And Abraham Lincoln: "This nation cannot survive half 

slave and half free." And Thomas Jefferson: "We hold these truths to be self evident, that 

all men are created equal . . ." So the question is not whether we will be extremists, but 

what kind of extremists we will be. Will we be extremists for hate or for love? Will we be 

extremists for the preservation of injustice or for the extension of justice? In that dramatic 

scene on Calvary's hill three men were crucified. We must never forget that all three were 

crucified for the same crime--the crime of extremism. Two were extremists for 

immorality, and thus fell below their environment. The other, Jesus Christ, was an 

extremist for love, truth and goodness, and thereby rose above his environment. Perhaps 

the South, the nation and the world are in dire need of creative extremists. 

I had hoped that the white moderate would see this need. Perhaps I was too optimistic; 
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perhaps I expected too much. I suppose I should have realized that few members of the 

oppressor race can understand the deep groans and passionate yearnings of the oppressed 

race, and still fewer have the vision to see that injustice must be rooted out by strong, 

persistent and determined action. I am thankful, however, that some of our white brothers 

in the South have grasped the meaning of this social revolution and committed 

themselves to it. They are still all too few in quantity, but they are big in quality. Some -

such as Ralph McGill, Lillian Smith, Harry Golden, James McBride Dabbs, Ann Braden 

and Sarah Patton Boyle--have written about our struggle in eloquent and prophetic terms. 

Others have marched with us down nameless streets of the South. They have languished 

in filthy, roach infested jails, suffering the abuse and brutality of policemen who view 

them as "dirty nigger-lovers." Unlike so many of their moderate brothers and sisters, they 

have recognized the urgency of the moment and sensed the need for powerful "action" 

antidotes to combat the disease of segregation. Let me take note of my other major 

disappointment. I have been so greatly disappointed with the white church and its 

leadership. Of course, there are some notable exceptions. I am not unmindful of the fact 

that each of you has taken some significant stands on this issue. I commend you, 

Reverend Stallings, for your Christian stand on this past Sunday, in welcoming Negroes 

to your worship service on a nonsegregated basis. I commend the Catholic leaders of this 

state for integrating Spring Hill College several years ago. 

But despite these notable exceptions, I must honestly reiterate that I have been 

disappointed with the church. I do not say this as one of those negative critics who can 

always find something wrong with the church. I say this as a minister of the gospel, who 

loves the church; who was nurtured in its bosom; who has been sustained by its spiritual 

blessings and who will remain true to it as long as the cord of life shall lengthen. 

When I was suddenly catapulted into the leadership of the bus protest in Montgomery, 

Alabama, a few years ago, I felt we would be supported by the white church. I felt that 

the white ministers, priests and rabbis of the South would be among our strongest allies. 

Instead, some have been outright opponents, refusing to understand the freedom 

movement and misrepresenting its leaders; all too many others have been more cautious 

than courageous and have remained silent behind the anesthetizing security of stained 

glass windows. 

In spite of my shattered dreams, I came to Birmingham with the hope that the white 

religious leadership of this community would see the justice of our cause and, with deep 

moral concern, would serve as the channel through which our just grievances could reach 

the power structure. I had hoped that each of you would understand. But again I have 

been disappointed. 
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I have heard numerous southern religious leaders admonish their worshipers to comply 

with a desegregation decision because it is the law, but I have longed to hear white 

ministers declare: "Follow this decree because integration is morally right and because 

the Negro is your brother." In the midst of blatant injustices inflicted upon the Negro, I 

have watched white churchmen stand on the sideline and mouth pious irrelevancies and 

sanctimonious trivialities. In the midst of a mighty struggle to rid our nation of racial and 

economic injustice, I have heard many ministers say: "Those are social issues, with which 

the gospel has no real concern." And I have watched many churches commit themselves 

to a completely other worldly religion which makes a strange, un-Biblical distinction 

between body and soul, between the sacred and the secular. 

I have traveled the length and breadth of Alabama, Mississippi and all the other southern 

states. On sweltering summer days and crisp autumn mornings I have looked at the 

South's beautiful churches with their lofty spires pointing heavenward. I have beheld the 

impressive outlines of her massive religious education buildings. Over and over I have 

found myself asking: "What kind of people worship here? Who is their God? Where were 

their voices when the lips of Governor Barnett dripped with words of interposition and 

nullification? Where were they when Governor Wallace gave a clarion call for defiance 

and hatred? Where were their voices of support when bruised and weary Negro men and 

women decided to rise from the dark dungeons of complacency to the bright hills of 

creative protest?" 

Yes, these questions are still in my mind. In deep disappointment I have wept over the 

laxity of the church. But be assured that my tears have been tears of love. There can be no 

deep disappointment where there is not deep love. Yes, I love the church. How could I do 

otherwise? I am in the rather unique position of being the son, the grandson and the great 

grandson of preachers. Yes, I see the church as the body of Christ. But, oh! How we have 

blemished and scarred that body through social neglect and through fear of being 

nonconformists. 

There was a time when the church was very powerful--in the time when the early 

Christians rejoiced at being deemed worthy to suffer for what they believed. In those 

days the church was not merely a thermometer that recorded the ideas and principles of 

popular opinion; it was a thermostat that transformed the mores of society. Whenever the 

early Christians entered a town, the people in power became disturbed and immediately 

sought to convict the Christians for being "disturbers of the peace" and "outside 

agitators."' But the Christians pressed on, in the conviction that they were "a colony of 

heaven," called to obey God rather than man. Small in number, they were big in 

commitment. They were too God-intoxicated to be "astronomically intimidated." By their 
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effort and example they brought an end to such ancient evils as infanticide and 

gladiatorial contests. Things are different now. So often the contemporary church is a 

weak, ineffectual voice with an uncertain sound. So often it is an archdefender of the 

status quo. Far from being disturbed by the presence of the church, the power structure of 

the average community is consoled by the church's silent--and often even vocal--sanction 

of things as they are. 

But the judgment of God is upon the church as never before. If today's church does not 

recapture the sacrificial spirit of the early church, it will lose its authenticity, forfeit the 

loyalty of millions, and be dismissed as an irrelevant social club with no meaning for the 

twentieth century. Every day I meet young people whose disappointment with the church 

has turned into outright disgust. 

Perhaps I have once again been too optimistic. Is organized religion too inextricably 

bound to the status quo to save our nation and the world? Perhaps I must turn my faith to 

the inner spiritual church, the church within the church, as the true ekklesia and the hope 

of the world. But again I am thankful to God that some noble souls from the ranks of 

organized religion have broken loose from the paralyzing chains of conformity and joined 

us as active partners in the struggle for freedom. They have left their secure 

congregations and walked the streets of Albany, Georgia, with us. They have gone down 

the highways of the South on tortuous rides for freedom. Yes, they have gone to jail with 

us. Some have been dismissed from their churches, have lost the support of their bishops 

and fellow ministers. But they have acted in the faith that right defeated is stronger than 

evil triumphant. Their witness has been the spiritual salt that has preserved the true 

meaning of the gospel in these troubled times. They have carved a tunnel of hope through 

the dark mountain of disappointment. I hope the church as a whole will meet the 

challenge of this decisive hour. But even if the church does not come to the aid of justice, 

I have no despair about the future. I have no fear about the outcome of our struggle in 

Birmingham, even if our motives are at present misunderstood. We will reach the goal of 

freedom in Birmingham and all over the nation, because the goal of America is freedom. 

Abused and scorned though we may be, our destiny is tied up with America's destiny. 

Before the pilgrims landed at Plymouth, we were here. Before the pen of Jefferson etched 

the majestic words of the Declaration of Independence across the pages of history, we 

were here. For more than two centuries our forebears labored in this country without 

wages; they made cotton king; they built the homes of their masters while suffering gross 

injustice and shameful humiliation -and yet out of a bottomless vitality they continued to 

thrive and develop. If the inexpressible cruelties of slavery could not stop us, the 

opposition we now face will surely fail. We will win our freedom because the sacred 

heritage of our nation and the eternal will of God are embodied in our echoing demands. 



American History from a Peace Education Perspective Curriculum 

 

106 

 

Before closing I feel impelled to mention one other point in your statement that has 

troubled me profoundly. You warmly commended the Birmingham police force for 

keeping "order" and "preventing violence." I doubt that you would have so warmly 

commended the police force if you had seen its dogs sinking their teeth into unarmed, 

nonviolent Negroes. I doubt that you would so quickly commend the policemen if you 

were to observe their ugly and inhumane treatment of Negroes here in the city jail; if you 

were to watch them push and curse old Negro women and young Negro girls; if you were 

to see them slap and kick old Negro men and young boys; if you were to observe them, as 

they did on two occasions, refuse to give us food because we wanted to sing our grace 

together. I cannot join you in your praise of the Birmingham police department. 

It is true that the police have exercised a degree of discipline in handling the 

demonstrators. In this sense they have conducted themselves rather "nonviolently" in 

public. But for what purpose? To preserve the evil system of segregation. Over the past 

few years I have consistently preached that nonviolence demands that the means we use 

must be as pure as the ends we seek. I have tried to make clear that it is wrong to use 

immoral means to attain moral ends. But now I must affirm that it is just as wrong, or 

perhaps even more so, to use moral means to preserve immoral ends. Perhaps Mr. Connor 

and his policemen have been rather nonviolent in public, as was Chief Pritchett in 

Albany, Georgia, but they have used the moral means of nonviolence to maintain the 

immoral end of racial injustice. As T. S. Eliot has said: "The last temptation is the 

greatest treason: To do the right deed for the wrong reason." 

I wish you had commended the Negro sit inners and demonstrators of Birmingham for 

their sublime courage, their willingness to suffer and their amazing discipline in the midst 

of great provocation. One day the South will recognize its real heroes. They will be the 

James Merediths, with the noble sense of purpose that enables them to face jeering and 

hostile mobs, and with the agonizing loneliness that characterizes the life of the pioneer. 

They will be old, oppressed, battered Negro women, symbolized in a seventy two year 

old woman in Montgomery, Alabama, who rose up with a sense of dignity and with her 

people decided not to ride segregated buses, and who responded with ungrammatical 

profundity to one who inquired about her weariness: "My feets is tired, but my soul is at 

rest." They will be the young high school and college students, the young ministers of the 

gospel and a host of their elders, courageously and nonviolently sitting in at lunch 

counters and willingly going to jail for conscience' sake. One day the South will know 

that when these disinherited children of God sat down at lunch counters, they were in 

reality standing up for what is best in the American dream and for the most sacred values 

in our Judaeo Christian heritage, thereby bringing our nation back to those great wells of 

democracy which were dug deep by the founding fathers in their formulation of the 
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Constitution and the Declaration of Independence. 

Never before have I written so long a letter. I'm afraid it is much too long to take your 

precious time. I can assure you that it would have been much shorter if I had been writing 

from a comfortable desk, but what else can one do when he is alone in a narrow jail cell, 

other than write long letters, think long thoughts and pray long prayers? 

If I have said anything in this letter that overstates the truth and indicates an unreasonable 

impatience, I beg you to forgive me. If I have said anything that understates the truth and 

indicates my having a patience that allows me to settle for anything less than 

brotherhood, I beg God to forgive me. 

I hope this letter finds you strong in the faith. I also hope that circumstances will soon 

make it possible for me to meet each of you, not as an integrationist or a civil-rights 

leader but as a fellow clergyman and a Christian brother. Let us all hope that the dark 

clouds of racial prejudice will soon pass away and the deep fog of misunderstanding will 

be lifted from our fear drenched communities, and in some not too distant tomorrow the 

radiant stars of love and brotherhood will shine over our great nation with all their 

scintillating beauty. 

Yours for the cause of Peace and Brotherhood, Martin Luther King, Jr. Published in: 

King, Martin Luther Jr. 
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Accompanying Materials for Lesson 4, Unit 4 

Resource 1: Peace Tree Worksheet 

Brainstorm and fill up the bubbles of “peace tree” with ideas on “ways and means of promoting 

and preserving peace in the world. Create new bubbles if you need more space. 
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  Resource 2: Draft Atlantic Charter, 1941 
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Accompanying Materials for Lesson 5, Unit 5 

Resource 1: “Being Muslim in New York after 9/11”, Part 1.  

Video: http://www.911dayofservice.org/unit-6a 

 

Resource 2: “Being Muslim in New York after 9/11”, Part 2 

Video: http://www.911dayofservice.org/unit-6b 

 

Resource 3: www.dayofservice.org 
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Resource 4: BEING MUSLIM IN NEW YORK AFTER 9/11 

 

 

BEING MUSLIM IN NEW YORK AFTER 9/11 

 

 

 

Mohammad Razvi is the Executive Director and founder of the Council of Peoples Organization 

(COPO), based in Brooklyn, New York. Mohammad, a Muslim born in Pakistan, emigrated with 

his family to the United States when he was six years old. He grew up in a community that had 

very few South Asians, but contained many other families who had also come from other 

countries in search of the American dream. When Mohammad grew up, he joined his father in 

developing businesses needed by the Pakistani community in Brooklyn. Together they opened 

one of the first Pakistani grocery stores in the neighborhood. The store became a place where 

people felt comfortable, and as Mohammad says, it was one of the first “social service agencies” 

in the community. If someone didn‟t have cash, the store allowed them to take food on credit. 

Mohammad and his father were often sought after for advice on cross-cultural issues, such as how 

to handle a problem with a child in school. After the attacks of September 11th, many people in 

the Pakistani community came to Mohammad and his father with a different kind of request. Men 

in their families had been picked up by the FBI because the U.S. government was trying to find 

anyone living here who might have ties to terrorist activity. Mohammad approached the FBI and 

elected officials and asked why they were picking up people and what the charges were. He acted 

as an intermediary between families and government agencies. 

 

Mohammad realized that his community needed to strengthen its ties to the larger New York 
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community in a variety of ways. He formed COPO, a non-profit organization, to provide legal 

assistance, English language classes for adults, and afterschool programs for children. On the first 

day the organization offered the English classes, 300 people signed up. Meanwhile, stores on the 

block were being vandalized, and people were calling Pakistanis and other South Asians 

“terrorists.” Parents coming into COPO‟s classes began talking about their children‟s experiences 

of being bullied in school. Since many people in this community dress similarly to people from 

Muslim countries, they were targeted by people who misplaced their anger at the terrorists. 

Mohammad worked with the Mayor‟s Office, the NYC Commission on Human Rights and other 

groups to develop a discrimination survey to assess the types of harassment experienced by 

Muslims, Arabs and South Asians in New York City. He continues to build bridges between his 

community and other religious and ethnic communities in New York City with the belief that 

when people better understand each other, they can then respect each other, prevent further 
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APPENDIX D: NEW YORK STATE LEARNING STANDARDS FOR SOCIAL 

STUDIES (1996) 
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