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EXECUTIVE SUMMARY

REPORT ON PALESTINIAN TEXTBOOKS -

EXECUTIVE SUMMARY

This Report encompasses an analysis of a sample of 156
textbooks and 16 teacher guides published between 2017 and
2019 by the Palestinian Ministry of Education (MoE) for use

in general education schools in the subjects: Arabic language,
social studies and social upbringing, history and geography,
religious education, mathematics, natural sciences and life
sciences.

The curriculum reform initiated by the Palestinian Authority
in the 2016/2017 academic year remains an ongoing process
with textbook revisions being carried out frequently. After
the initial completion of this Report therefore 18 textbooks
released in 2020 by the Palestinian Ministry of Education have
been additionally reviewed.

Palestinian textbooks are produced and located within an
environment saturated with ongoing occupation, conflict,
and violence, which they in turn reflect. The analysis
revealed a complex picture: 1) the textbooks adhere to
UNESCO standards and adopt criteria that are prominent in
international education discourse, including a strong focus on
human rights, 2) they express a narrative of resistance within
the context of the Israeli-Palestinian conflict and 3) they
display an antagonism towards Israel.

Compliance with the principles of global citizenship
education

The textbooks extensively address central issues of global
citizenship education. In numerous instances the textbooks
call for tolerance, mercy, forgiveness and justice. They
convey the concept of civil rights and the relationship
between citizens and the state. Textbooks for social

studies, in particular, also confirm pluralism as a feature

of the Palestinian political system and promote political
participation in the context of citizenship education. The 2019
editions contain several additional chapters that discuss the
meaning of active citizenship and the relationship between
the citizen and public spaces, as well as that between

the citizen and government. Issues of citizenship are thus
allocated more space and further content is dedicated to

them. In all subject areas, the textbooks provide images

of society that encompass respectful representations of
different social, cultural and religious groups including
diversity of skin colour, gender and physical abilities.

The textbooks emphasise the primary objective of equal
access to facilities and services and equal opportunities for
participation in public life, as well as cultural, social and
religious values that support various forms of coexistence
and dialogue. Religious coexistence between Christians and
Muslims is the dominant form presented in the textbooks;
other religions are rarely addressed. (For 2020 textbook
versions see below.)

Awareness of human rights

The analysis of human rights representations in Palestinian
textbooks published between 2017 and 2019 shows an
increased focus on the topic and a process of reframing
national issues within a global political context. The textbooks
affirm the importance of human rights in general and in
several places explicitly highlight a universal notion of these
rights: emphasising their interdependence and inalienability
and referring repeatedly to international documents on
human rights. This universal notion is, however, not carried
through to a discussion of the rights of Israelis. Group-specific
rights, in particular the rights of women, children and persons
with disabilities are also discussed extensively. The diversity-
embracing approach indicates an increased awareness of

and response to international agreements and commitments
regarding human rights.

Addressing conflict in human rights discourse

References to human rights serve as a framework through
which the textbooks address the Israeli-Palestinian conflict
from the perspective of human rights violations in the
context of international law. When the textbooks mention
human rights violations, in most cases these are carried out
by Israeli protagonists and affect the rights of Palestinians.
The textbooks support these assertions by reference to
international conventions.
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Antagonistic narratives and one-sided representations of the
Israeli ‘other’

While the analysis identifies an increased focus on Global
Citizenship Education and human rights discourse, it also finds
antagonistic narratives and one-sided representations of the
Israeli ‘other’ in textbook portrayals of the Israeli-Palestinian
conflict. This primarily applies to the terminology used to refer
to the adversary. The term ‘Israel’ occurs relatively seldom,
while the term ‘(Zionist) occupation’ dominates in the books.
The cartographic representations of All-Palestine, as a political
entity, a geographical region or an imagined homeland,
generally do not include the State of Israel or cities founded
by Jewish immigrants. A few maps show the borders of the
West Bank and the settlements within it, thus visualising the
disconnected territorial space administered by the Palestinian
Authority.

Recognition of Israel and renunciation of terror in source
material

The peace process in the Middle East is discussed in a history
textbook for year 10, which quotes the speech given by the
Egyptian president Anwar El-Sadat in front of the Israeli
parliament in 1977 and the letters of mutual recognition
between Israel and the PLO from September 1993. These
sources document different steps taken towards the
recognition of Israel and the renunciation of violence and
terrorism by the PLO. The recognition of Israel’s right to exist
in peace and security documented in the letters by Yasser
Arafat to Yitzhak Rabin stands in contrast to the questioning
of the legitimacy of the State of Israel expressed in other
passages and textbooks.

Ambivalent representation of Jews in religious education
textbooks

When representing Jews collectively as an ethnic and religious
group, Palestinian Christian education textbooks acknowledge
them as representatives of a further monotheistic faith and
largely refrain from reproducing prejudices from the New
Testament. Three Islamic education textbooks address Jews
and Judaism mainly in the context of early Islam. While two of
them deal ambivalently with the motifs of loyalty and treason
in reference to some Jewish tribes, one textbook provides a
learning context that displays anti-Semitic motifs and links

characteristics and actions attributed to Jews at the dawn
of Islam to the current Israeli-Palestinian conflict. [For 2020
textbook versions see below.]

The use of the terms jihad and shahid

Christian and Islamic religious education textbooks introduce
the concept of jihad as a spiritual struggle and process of
self-reform, but also as engagement in combat. Islamic
religious education textbooks explain the rules and conditions
of jihad and the laws forbidding bloodshed and the killing of
innocent people. Especially when taken up in subjects other
than religious education, the combat-infused meaning of
jihad tends to prevail. The term is rarely connected to the
current conflict; however, in the few cases where such links
are drawn the passages tend to harbour escalatory potential.
The term shahid is a key term that is almost exclusively used
in the context of the conflict and refers both to individuals
killed while committing violent attacks against Israel and to
Palestinian victims of violence who were themselves not
actively involved.

Representations of violence differ according to subjects

Across the school subjects, the analysis reveals significant
differences in the nature and quantity of portrayals of
violence. Textbooks for Arabic language contain emotionally
laden depictions of Israeli violence that tend to dehumanise
the Israeli adversary, occasionally accusing the latter of malice
and deceitful behaviour. They depict past acts of violence
committed by Palestinians against Jewish paramilitary groups
during the British Mandate and subsequently against Israel as
part of a heroic struggle against a colonizing oppressor.

Textbooks for history, geography and social studies take a
more conceptual approach, consistently placing the facts
within the narrative of national resistance. The Israeli
opponent is portrayed as aggressive and hostile. The
language is however, for the most part, objective in tone and
avoids inflammatory expressions. Violence perpetrated by
Palestinians, including violence against civilians, is presented
as a legitimate means of resistance in certain periods of
Palestinian history, alongside peaceful and diplomatic ways of
confronting Israel. Especially in higher school years, students
are asked to reflect on the use of different means of resistance
and to evaluate them.



References to violence in the context of the Israeli-Palestinian
conflict can also be found in Real Life Connections (RLC) in
mathematics and natural science textbooks. Of all the RLC in
the textbooks, only a small minority (5 %) are directly related
to the conflict. The conflict-related Real Life Connections carry
non-escalatory and escalatory potential. (For 2020 textbook
versions see below.)

Textbooks for the academic year 2020/2021 reduce
escalatory potential

An overview conducted after the initial completion of this
Report compared 18 textbooks released online in 2020 by
the Palestinian Ministry of Education with earlier versions,
and found significant differences. In addition to the increased
representation of female and Christian positions there is

a reduction in the text and images that have escalatory
potential: including the alteration of a specific teaching unit
that included anti-Semitic content by several significant
changes of the narrative. Some references to the Israeli-
Palestinian conflict in mathematics and natural science
textbooks have been erased completely. References to
protagonists of armed Palestinian resistance have in some
places been altered or removed.

EXECUTIVE SUMMARY

Palestinian textbooks amended by Israeli authorities

As Israel has annexed East Jerusalem and controls the
education sector in this part of the city, Israeli authorities
approve and amend textbooks for use in East-Jerusalem
schools. A review of 7 amended textbooks has shown, that in
spite of significant changes being made to their content, these
textbooks do not contain any reference to the amendments
made by Israeli authorities nor to the authors of the changed
texts. Changes occur on two levels and predominantly
concern material that refers to conflict and occupation: the
first is the removal of depictions of violence by Palestinians

or Israelis, the charting of Israel in maps and the removal of
symbolic maps of All-Palestine; on the second level there is an
idealisation of the coexistence of Israelis and Palestinians in
the amended passages, with no mention of existing tensions.
References to Palestinian identity or national symbols are
removed, as are passages detailing cultural commemorations
and remembrance. The removal of entire chapters on regional
and Palestinian history fundamentally changes the national
narrative.
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1 INTRODUCTION

School textbooks play a crucial role as transmitters and
indicators of the hegemonic knowledge that a society deems
appropriate for teaching to the next generation, particularly
when it comes to topics relating to peace and conflict.?
Textbooks also constitute the dominant media in many school
classrooms.? They enjoy wide circulation, young people have
unimpeded access to them during their political socialisation,?
and ‘for millions of people they [are] the first, and often the
only, books that they [...] read’.* Research on school textbooks
has therefore shown considerable interest in the role these
media can play in fostering hatred and even violence or, on
the other hand, promoting peace and tolerance. While hatred
and violence are certainly not the same, the two phenomena
cannot always be categorically disentangled given that
inspiring acrimony paves the way for the use of (but by no
means deterministically leads to) violence.

School textbooks are particularly relevant in conflict and
post-conflict contexts where discourses (as reproduced

in educational settings) have considerable potential to
contribute to violent escalation or conflict transformation.®
Conversely, the content of school textbooks can also be
influenced by conflict. Conflict-relevant facts and knowledge
presented in textbooks can increase and intensify during
periods of hostility and war. Finally, school textbooks
themselves — and/or their contents — can become the subjects
of controversy within a society or between actors from
different states,” as is particularly the case in relation to the
Israeli-Palestinian conflict.® The ubiquity of the conflict and of

the Israeli occupation® in the everyday lives of Palestinians in
the occupied territories must therefore be addressed in the
textbook analysis.

In 2017, the Palestinian Ministry of Education (hereafter MoE)*
under the Palestinian Authority began to pilot a new school
curriculum covering textbooks for school years 1-12.1*

As stated above, textbooks play a role in the ongoing Israeli-
Palestinian conflict both as crucial instruments for the political
socialisation of the next generation and as controversial objects
themselves. Recently, serious allegations have been raised
that the new Palestinian textbooks incite hatred rather than
promoting tolerance. These allegations are still contested and
research is needed to produce robust evidence on the matter.

To address this knowledge gap, the Georg Eckert Institute

for International Textbook Research developed a conceptual
and methodological framework for an academic review of
recent Palestinian textbooks and teacher guides. This Report
examines how textbooks address central issues of Global
Citizenship Education, whether and how peace and tolerance
are incorporated into Palestinian textbooks, to what extent
they contain incitement to violence and hatred, and, if so,

in what ways. It also seeks to provide a factual basis for a
constructive discussion between the relevant stakeholders
concerning the content of current textbooks and teacher
guides, as well as their further improvement. This seems
especially pertinent since the curriculum reform initiated by
the Palestinian Authority in the 2016/2017 academic year was

Naseem, Muhammad Ayaz and Georg Stober: ‘Introduction: Textbooks, Identity Politics, and Lines of Conflict in South Asia’, Journal of Educational Media,

Memory, and Society 6 (2), 2014: p. 1-9; Standish, Katerina: ‘Looking for Peace in National Curriculum: The PECA Project in New Zealand’, Journal of Peace

Education 13 (1), 2016: p. 18-40.

Society 1 (1), 2009: p. 180-189.

Fuchs, Eckhardt: ‘Current Trends in History and Social Studies Textbook Research’, Journal of International Cooperation in Education 14 (2), 2011: p. 17-34.

Ingrao, Charles: ‘Weapons of Mass Instruction: Schoolbooks and Democratization in Multiethnic Central Europe’, Journal of Educational Media, Memory, and

Lassig, Simone: ‘Textbooks and Beyond: Educational Media in Context(s)’, Journal of Educational Media, Memory, and Society 1 (1), 2009: p. 1-20; here: p. 2.
Jabri, Vivienne: Discourses on Violence: Conflict Analysis Reconsidered. Manchester: Manchester University Press, 1996.

Davies, Lynn: ‘The Different Faces of Education in Conflict’, Development Outreach 53 (4), 2010: p. 491-497; Paulson, Julia: ““Whether and How?“ History

Education About Recent Conflict: A Review of Research’, Journal of Education in Emergencies 1 (1), 2015: p. 7-37.

Schriftenreihe 141. Gottingen: V&R unipress, 2016.

Bentrovato, Denise, Karina V. Korostelina and Martina Schulze (eds): History Can Bite: History Education in Divided and Postwar Societies. Eckert. Die

Alayan, Samira: ‘Zionism as the Other in Curricula and Textbooks of the Palestinian National Authority’, in: Podeh, Elie and Samira Alayan (eds): Multiple Alterities.

Views of Others in Textbooks of the Middle East. Palgrave Studies in Educational Media. London, New York: Palgrave Macmillan, 2018, p. 77-97; here p. 79.

For more details see Chapter 3 on conflict in textbooks.
10

throughout.

Until March 2019 the Ministry was called Ministry of Education and Higher Education. For the sake of consistency this Report refers to it by its current name

' Throughout this Report school years are given as year 1, year 2, etc., meaning the first, second, etc. year of schooling in the region of the textbook’s origin.



not concluded with the publication of revised textbooks in
2017 but remains an ongoing process with textbook revisions
being carried out every school year.

This Report begins with a review of the relevant academic
literature on the study of contentious textbook content,
followed by contextual considerations and the data basis. The
methodology is based on an overarching approach that includes
criteria with which to study how the content of Palestinian
textbooks may lean towards promoting tolerance and
understanding or, on the contrary, fuelling hatred and prejudice.
This includes a multi-method research design using quantitative
and qualitative approaches and a work plan (Chapter 1).

1.1

1.1 REVIEW OF RELEVANT ACADEMIC LITERATURE

Chapters 2 to 4 present the findings from the qualitative
analysis of the textbooks for the main subjects taught in
years 1-12 of general public schools and published between
2017 and 2019. These findings are presented in the three
chapters on global citizenship education, conflict and real-life
connections. Further, following completion of the Report,
the European Union provided the Georg Eckert Institute
with 18 textbooks of the MoE published in the year 2020.
Chapter 5 examines these books with regard to relevant
changes. Chapter 6 addresses Palestinian textbooks that
have been edited by the Israeli authorities for use in schools
in East Jerusalem. The Report’s conclusion summarises the
findings.

REVIEW OF RELEVANT ACADEMIC LITERATURE

1.1.1 EDUCATION AND CONFLICT"

Inter-state conflicts have frequently been at the focus of the
search for conflict prevention measures within the field of
education. International textbook revision activities have often
responded to the need for such measures.®* For some decades
now, education research has studied the complex relations
between societal transformation and conflict from a wider
perspective, expanding its focus to include internal tensions.*

12

As conflict and education are interlinked in many ways and
on different levels,* the ways in which education might
contribute to ‘post-conflict’ reconciliation and reconstruction
in the affected society often remain a key question, one

that also involves foreign intervention.'® Here especially,
history education is regarded as having enormous capacity
to exacerbate or reconcile conflicts, a significant topic in the

The sections 1.1 and 1.3.1 are modified versions of: Georg Eckert Institute for International Textbook Research: ‘Inception Report for a Study on Palestinian

Textbooks'. Inception Report, http://www.uklfi.com/wp-content/uploads/2020/06/Inception_report.pdf, 2019, accessed 30 September 2020.

13

Fuchs, Eckhardt: ‘The Creation of New International Networks in Education — The League of Nations and Educational Organisations in the 1920s’, Paedagogica

Historica 43, 2007: p. 199-209; Korostelina, Karina V. and Simone Lassig (eds): History Education and Post-Conflict Reconciliation: Reconsidering Joint Textbook

Projects. London, New York: Routledge, 2013.
14

Cole, Elisabeth A. and Judy Barsalou: ‘Unite or Divide? The Challenges of Teaching History in Societies Emerging from Violent Conflict’, in: USIP Special

Report 163, June 2006, https://www.usip.org/sites/default/files/resources/sr163.pdf, accessed 25 September 2020; Tawil, Sobhi and Alexandra Harley (eds):

Education, Conflict and Social Cohesion. Geneva: UNESCO, 2004; Seitz, Klaus: Education and Conflict. The Role of Education in the Creation, Prevention and

Resolution of Societal Crises — Consequences for Development Cooperation. Eschborn: GTZ, 2004; Leach, Fiona and Mairéad Dunne (eds): Education, Conflict

and Reconciliation: International Perspectives. Oxford, etc.: Lang, 2007; UNESCO: The Hidden Crisis: Armed Conflict and Education. Education for All Global

Monitoring Report 2011. Paris: UNESCO, 2011.
15

p. 191-204.
16

Brown, Graham K.: ‘The Influence of Education on Violent Conflict and Peace: Inequality, Opportunity and the Management of Diversity’, Prospects 41 (2) 2011:

Dimou, Augusta (ed.): ‘Transition’ and the Politics of History Education in Southeast Europe. Eckert. Die Schriftenreihe 124. Gottingen: V&R unipress, 2009;

Howlett, Charles F. and lan M. Harris: Books, Not Bombs: Teaching Peace since the Dawn of the Republic. Charlotte, NC: Information Age Publishing Inc., 2010.



REPORT ON PALESTINIAN TEXTBOOKS 2017-2019

research area of ‘Education and Conflict’.}” However, the

focus rarely lies on apparently ‘peaceful’ societies or those
grappling with serious but less violent conflicts and the best
ways to prevent outbreaks of mass violence in such situations.®
Rather, in post-conflict situations in particular it remains a
controversial issue whether — and especially how — to teach
about conflicts or whether these topics are best avoided.
Different schools of thought advocate varying approaches to
handling conflicts and highly controversial issues in schools.

Avoidance of such issues is referred to as ‘negative
peacemaking’.’ The exclusion or omission of sensitive topics
and issues from the curricula, or giving them the ‘silent
treatment’? in classrooms, is considered a type of avoidance
which might lead students to hide their true feelings or censor
their own viewpoints. Further, avoidance of conflict distances
the curriculum from real life, running the risk of making it
appear meaningless.?! These arguments also hold true when
dealing with conflicts in general, including in ‘more peaceful’
settings. In the discourse on education and conflict the latter
mostly refers to violent activities on a large scale, such as
wars and civil wars, and is thus understood as a ubiquitous

social phenomenon. It is therefore not conceived of as the
opposite of ‘peace’; rather, peace is a state of society in which
conflicts are resolved by non-violent means. ‘Peace Education’
is dedicated to developing and implementing methods which
serve these ends on an international and intra-societal level
in terms of the relationship and behaviour of groups of social
actors, both in the classroom and beyond.?

Peace education scholars investigate how societal narratives
shape the understanding of a particular conflict, of
representations of the ‘other’, and of how attitudes towards
the ‘opponent’ are justified.?® They examine how narratives
disseminated through schools, media and social networks
shape the collective memories and values of citizens today.*
While peace education now also covers contexts of non-
violent inter-group tensions or relative tranquillity, it still
focuses on education for peace in belligerent settings, either
in a ‘hot’ phase, where the conflict cannot be addressed
directly, or after ‘cooling down’, when it can be made the topic
of discussion.? In a non-violent context, the research focus is
more weighted towards conflict and conflict resolution within
the school system itself, as well as teaching about human

7 McCully, Alan: ‘The Contribution of History Teaching to Peace Building’, in: Salomon, Gavriel and Edward Cairns (eds): Handbook on Peace Education. New York:

Psychology Press, 2010: p. 213-222.
18

Education, Conflict and Social Cohesion.
19

Cole, Elisabeth A. (ed.): Teaching the Violent Past: History Education and Reconciliation. Maryland: Rowman & Littlefield, 2007; Tawil and Harley (eds):

Curle, Adam and Maire A. Dugan: ‘Peace Making: Stages and Sequence’, Peace and Change 8 (2/3), 1982: p. 19-28; Bettman, Ellen H. and Pamela Moore:

‘Conflict Resolution Programs and Social Justice’, Educational and Urban Society 27 (1), 1994: p. 11-21; Fennimore, Beatrice S.: “‘When Mediation and Equity

are at Odds: Potential Lessons in Democracy’, Theory into Practice 36 (1), 1997: p. 59-64, Lynch, Kathleen: ‘Research and Theory on Equality and Education’,

in: Hallinan, Maureen T. (ed.): Handbook of the Sociology of Education. New York: Kluwer Academics/Plenum Publishers, 2000: p. 85-105; Bickmore, Kathy:

‘Teaching Conflict and Conflict Resolution in School: (Extra-)Curricular Considerations’, in: Raviv, Amiram, Louis Oppenheimer and Daniel Bar-Tal (eds): How

Children Understand War and Peace. San Francisco: Jossey-Bass, 1999: p. 233-259.

20

21

Bhattacharya, Neeladri: ‘Preface’, in: Kumar, Krishna: Learning from Conflict. Tracts for the Times 10. New Delhi: Orient Longman, 1996: p. ix—x.

Britzman, Deborah: ‘Decentering Discourses in Teacher Education: Or the Unleashing of Unpopular Things’, in: Weiler, Kathleen and Candance Mitchell (eds):

What Schools Can Do: Critical Pedagogy and Practice. Albany, New York: State University of New York Press, 1992: p. 151-75; Graff, Gerald: Beyond the Culture

Wars: How Teaching the Conflicts Can Revitalise American Education. New York: WW Norton, 1992; hooks, bell: Teaching to Transgress: Education as the

Practice of Freedom. New York: Routledge, 1994.
2

23

Brown, Lorraine: ‘International Education: A Force for Peace and Cross-cultural Understanding?’ Journal of Peace Education 6 (2), 2009: p. 209-224.

Hilker, Lyndsay McLean: ‘The Role of Education in Driving Conflict and Building Peace: The Case of Rwanda’, Prospects 41 (2), 2011: p. 267-282; Wenden, Anita

L.: ‘Educating for a Critically Literate Civil Society: Incorporating the Linguistic Perspective into Peace Education’, Journal of Peace Education 4 (2), 2007: p.

163-180; Salomon, Gavriel and Edward Cairns (eds): Handbook on Peace Education. New York: Psychology Press, 2010.

24

Bar-Tal, Daniel, Yigal Rosen and Rafi Nets-Zengut: ‘Peace Education in Societies Involved in Intractable Conflicts: Goals, Conditions, and Directions’, in: Salomon

and Cairns (eds): Handbook on Peace Education; Hakvoort, llse: ‘Peace Education in Regions of Tranquillity’, in: Salomon and Cairns (eds), Handbook on Peace
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rights, including children’s rights, and related aspects.?® The
treatment of conflicts within such societies seems to receive
less attention than in societies experiencing strong tensions.

Academic literature has approached school textbooks,
education and educational intervention as the contexts,
framework and dimensions of conflicts. Particularly influential
in the context of research on conflict and peace is a model
published by Johan Galtung in the mid-1990s that offers

an entry point for those interested in intervention for the
purpose of conflict resolution. Galtung draws a ‘conflict’
triangle that connects three dimensions: attitudes, behaviour
and contradiction. Attitudes are the inner convictions of

the protagonists, behaviour their observable actions, and
‘contradiction’ the subject matter of the conflict. The change
potential inherent in the model lies in the possibility that,

by changing attitudes, behaviour might change —including
the use of violence — and vice versa. Points of contradiction
can also be modified. The activities of many organisations
interested in conflict resolution seek to transform a conflict by
inducing change into one or other of the dimensions with the
aim of simultaneously influencing the others.

The model refers to the parties directly involved in the conflict
and is relevant for those working on or studying it. However,
the conflict not only involves the belligerent parties with their
military and/or political wings, but often affects society as a
whole. Conflict transformation must result in a wider process
of peace-building. Akerlund? therefore introduces an outer
circle to the model with analogous dimensions: norms and
knowledge correspond to attitudes while the capacity to
handle conflicts corresponds to behaviour. Additionally, there
may be ‘structural risk factors’ which are not yet the subject of
contradictions but nevertheless pose a danger to the society.
Both circles are open to peace process interventions.

26 Hakvoort: ‘Peace Education in Regions of Tranquillity’.

27

p.53.

28 Rkerlund: Transforming Conflicts and Building Peace, p. 122-127.

29
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Akerlund categorises types of contributions made by

Swedish civil society organisations in the field of conflict
transformation and peace-building by associating them with
the six dimensions.? Twenty per cent of the contributions
focus on ‘norms and knowledge’, while only four of them,
five per cent, engage with the educational field. Education in
the context of conflict and peace-building therefore seems

to be located in this area, albeit only one of several relevant
aspects. Seen from this angle, education is important because
it shapes the attitudes of those involved in the peace process,
thereby potentially preventing further violence; just as in the
past, some aspects of education may have contributed to the
attitudes that led to the existing conflict, possibly promoting
group antagonisms and hatred.

With the concept of (possible) change, a temporal perspective
is inherent in the conflict triangle, even if not explicitly
modelled.” A time axis is included in another model, published
by Tawil and Harley,*® which correlates stages of conflict with
distinct types of educational initiatives. Conflict, the authors
explain, arises from a stage of non-conflict and relative

peace. In a ‘pre-conflict’ stage —i.e. pre-violence — internal
trouble begins and social unrest develops. Once the conflict
has become violent, the stage of conflict transformation and
the transition out of violence follows, in turn evolving into

a ‘post-conflict’ stage. Tawil and Harley correlate different
forms of educational initiatives and interventions with this
process, which, however, covers more than one conflict stage
and ‘encroaches’ into neighbouring phases. ‘Education for
prevention (development)’ consists of educational measures
intended to avoid a conflict or at least the outbreak of
violence. The approach taken by traditional textbook revision
in the international field can be attributed to this aim, as can
the introduction of peace education, for example, in societies
not in a ‘post-conflict’ situation. ‘Education in emergencies’

Akerlund, Anna: Transforming Conflicts and Building Peace. Experience and Ideas of Swedish Civil Society Organisations. Sida Studies 13, Stockholm: Sida, 2005:

Johan Galtung added aspects of conflict development to the triangle model. He outlined the needs, values and interests from which goals arise. Goals of

different actors will sometimes be disharmonious, incompatible or contradictory, and define a conflict. If the pursuit of goals is blocked by others, this leads

to frustration and sometimes polarisation, possibly developing into the dehumanisation of the ‘other’. Aggression may follow in several steps of escalation,

resulting in traumatisation. Victims may begin to dream of vengeance; the victors may celebrate their glory. This will produce a feedback cycle if the conflict

is not transformed. See Galtung, Johan: ‘Introduction: Peace by Peaceful Conflict Transformation — The TRANSCEND approach’, in: Webel, Charles and Johan

Galtung (eds): Handbook of Peace and Conflict Studies. London, New York: Routledge, 2007: p. 14-32.

30 Tawil and Harley (eds): Education, Conflict and Social Cohesion, p. 11.



REPORT ON PALESTINIAN TEXTBOOKS 2017-2019

programmes seek to safeguard schooling during and after
armed conflict or (natural) disasters. And ‘education for social
and civic reconstruction’ programmes include measures to
facilitate the rebuilding of society, reconciliation and so forth.

Tawil and Harley are to be commended for the introduction of
the time axis as well as the acknowledgement that not every
approach is suited to all situations and that at different stages
of conflict development different measures may be required.
However, as with all models, this one too presents a simplified
picture and has its limitations, such as the equation of

conflict with violence. This not only runs counter to a broader
definition, it also means that non-violent conflicts tend to

be neglected and thus overlooked in terms of ‘best practice’
models, for example. The model also focuses on internal
conflicts and simplifies conflict development, which is often
not strictly linear. Further, it is debatable whether educational
activities can and should always be adapted according to the
stage of the conflict.

1.1.2 SCHOOL TEXTBOOKS AND

Academic literature has approached school textbooks

in conflict settings, with an interest in textbooks both as
themselves the subjects of a conflict as well as media in
which it is addressed, negotiated or reflected.?® Until recently,
content analysis has been the dominant methodology in
textbook research, with new approaches increasingly gaining
in recognition, such as ‘framing’ analysis, proposed by
Elizabeth Kind for the study of textbooks in conflict settings.
Drawing on a study of Rwandan textbooks before and after
violent conflict she argues that frame analysis is a useful tool

31

32 Cole and Barsalou: ‘Unite or Divide?’, p. 5 and 9.

33

Education has been advocated for many years as a positive
means towards societal development and modernisation.
‘Education for all’ was therefore the promise of a brighter
future. In the context of the internal strife and violence
present in civil-war societies, however, the negative
impact of education became obvious for many observers
and practitioners in this field. As Bush and Saltarelli have
put it: ‘In many conflicts around the world, education is
part of the problem, not the solution, because it serves
to divide and antagonize groups both intentionally and
unintentionally.3

The process of restructuring and reconciliation takes time.
As Cole and Barsalou observe, ‘educational systems often
are among the slowest public institutions to make significant
changes’ and ‘[s]econdary-school history textbooks rarely, if
ever, play a pioneering role in tackling highly sensitive issues
or changing historical narratives that are not widely accepted
in society.®?

CONFLICT

for shedding light ‘on the way in which history education is a
form of strategic communication and can reflect, amplify and
motivate in contexts of intergroup conflict.**

The impact of school textbooks on students’ opinions and
worldviews has been studied with a special focus on issues
related to peace, conflict and violence. In a review of 42
quantitative studies published between 1996 and 2016 (with
few studies available prior to 2005), @stby et al. found that
higher rates of primary, secondary and tertiary education

Bush, Kenneth D. and Diana Saltarelli: The Two Faces of Education in Ethnic Conflict. Florence: UNICEF, 2000: p. 33.

Summaries of these studies can be found in: Bentrovato, Denise, Karina V. Korostelina and Martina Schulze (eds): History Can Bite: History Education in Divided

and Postwar Societies; Cajani, Luigi, Simone Ldssig and Maria Repoussi (eds): The Palgrave Handbook of Conflict and History Education in the Post-Cold War Era.

Cham: Palgrave Macmillan, 2019; Ide, Tobias, Jakob Kirchheimer and Denise Bentrovato: ‘School Textbooks, Peace and Conflict: An Introduction’. Global Change,

Peace and Security 30 (3), 2018: p. 287-294 and Podeh and Alayan (eds): Multiple Alterities. Views of Others in Textbooks of the Middle East.

34

King, Elisabeth: ‘What Framing Analysis Can Teach Us About History Textbooks, Peace, and Conflict: The Case of Rwanda’, in: Bellino, Michelle J. and James H.

Williams: (Re)Constructing Memory: Education, Identity, and Conflict. Rotterdam: Sense Publishers, 2017: p. 23-48; here: p. 24.
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decreased the intensity and likelihood of armed conflict.*®
Secondary education for males is a particularly important
predictor. While the causal mechanisms underlying this
correlation are not yet understood, plausible links appear to
be higher opportunity costs for participating in armed violence
(vis-a-vis using the qualifications gained for economic benefits)
and less discrimination regarding access to formal education.
Higher exposure to peace pedagogy and reflection training as
provided by school textbooks might also have an impact, but
this link is merely speculative given that textbooks can also
promote hatred and uncritical acceptance of authority.*® There
are five reasons why it is generally difficult to establish a link
between school textbook content and students’ opinions and
worldviews: Firstly, access to school textbooks might be very
limited, especially in peripheral and conflict-ridden areas.?”
Secondly, even if textbooks are available, teachers might
re-contextualise their content, provide additional material,

or simply decide not to use them at all. Such practices are

well documented for countries as diverse as Argentina, India,
Mexico, Peru, the UK and the USA.38 Thirdly, students might face
difficulties understanding textbook content, especially if it is not
directly related to their everyday lives and if the pedagogical
design of the textbooks is deficient.?® The fourth reason is

35
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that young people have the capacity to critically reflect upon,
question and challenge the views presented to them by all
media, including school textbooks. Fukuoka finds that Japanese
students are well able to identify and criticise biases in texts,
hence concluding that ‘history textbooks play a much smaller
role than often assumed’.*° Ahlrichs et al. also ascertain that
school textbook content is selectively received, negotiated
and re-contextualised by students in German classrooms.*

Finally, school textbooks are only one source of information
for young people. Their relative impact as compared with
other factors has not been comprehensively accessed to
date, but is often considered to be limited. Bird, for example,
concludes that gossip, traditional storytelling and radio are
far more important in conveying knowledge relevant to peace
and conflict in Rwanda than formal educational media.*?

A study in Israel finds that, even when confronted with a
liberal interpretation of past Arab-Israeli conflict events, such
narratives are quickly replaced by or subsumed under the
dominant discourses in their social milieu.”® On a more general
level, Staeheli and Hammett claim that the social realities,
actions and discourses of schools, communities, families and
peers are more important in shaping students’ worldviews

@stby, Gudrun, Henrik Urdal and Kendra Dupuy: ‘Does Education Lead to Pacification? A Systematic Review of Statistical Studies on Education and Political

Violence’, Review of Educational Research 89 (1), 2019: p. 46-92, doi:10.3102/0034654318800236.

36

Davies: ‘The Different Faces of Education in Conflict’; Rohde, Achim and Samira Alayan: ‘Introduction’, in: Alayan, Samira, Achim Rohde and Sarhan Dhouib

(eds): The Politics of Education Reform in the Middle East: Self and Other in Textbook and Curricula. New York: Berghahn, 2012: p. 1-14.
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Expertise 8. Gottingen: V&R unipress, 2017.
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Benwell, Matthew C.: ‘From the Banal to the Blatant: Expressions of Nationalism in Secondary Schools in Argentina and the Falkland Islands’, in: Geoforum 52

(1), 2014: p. 51-60; Bhattacharya, Neeladri: ‘Teaching History in Schools: The Politics of Textbooks in India’, History Workshop Journal 67 (1), 2009: p. 99-110;

Colston, Nicole M. and Jacqueline M. Vadjunec: ‘A Critical Political Ecology of Consensus: On “Teaching Both Sides” of Climate Change Controversies’, Geopolitics

65 (1), 2015: p. 255-265; Quartermaine, Angela: ‘Discussing Terrorism: A Pupil-Inspired Guide to UK Counter-Terrorism Policy Implementation in Religious

Education Classrooms in England’, British Journal of Religious Education 38 (1), 2016: p. 13-29; vom Hau, Matthias: ‘Unpacking the School: Textbooks, Teachers,

and the Construction of Nationhood in Mexico, Argentina, and Peru’, Latin American Research Review 44 (3), 2009: p. 127-154.
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than educational media.** Nor should the influence of other
traditional and social media be ignored in this regard.*

This is not to say that school textbooks have no influence on
the knowledge gained by young people. They are available to
and often compulsory reading for a huge number during an
important phase of their lives and thus ‘remain the dominant
media for knowledge conveyance’ in schools.** According to
Obura, hatred promoted by the formal education system was
a key factor in the 1994 Rwandan genocide*’, and Emerson
also shows how negative descriptions of the ‘other’ resonate
deeply in Pakistani classrooms.* Voigtlander and Voth find
that education had an important and long-term effect on

the promotion of anti-Semitism in Nazi Germany, although
this link is not directly established but rather assumed after
a process of eliminating other plausible explanations.*

And Ide et al. detect a weak yet significant impact, in the
short term, on the importance attached by young people
to environmental problems as a result of textbooks linking
climate change to conflict.®

In summary, although school textbooks certainly play
an important role in political socialisation, their impact
on students’ opinions and worldviews is insufficiently
understood, limited by a number of factors, and should
therefore not be overestimated.

1.1.3 STUDIES ON PALESTINIAN TEXTBOOKS

As discussed above, political conflicts are often also played
out in controversies around the textbooks themselves,* as
has been reflected in studies and reports written for political
stakeholders. Such politically inclined reports have evaluated

the contents of teaching materials approved by the Palestinian

Authority (PA), and Palestinian textbooks have also been the
subject of a number of scholarly analyses.

As Nathan J. Brown has stated, ‘The Palestinian curriculum has

been the subject of a tremendous international controversy,
which centres on a political reading of (or failure to read)

isolated passages in the textbooks used in Palestinian schools.’>?

One of the most active and publicly visible institutions
with regard to politically inclined reports on textbooks in

44
45
46
47
48
49

United States of America 112 (26), 2015: p. 7931-7936.
50

Fuchs: ‘Current Trends in History and Social Studies Textbook Research’, p. 22.

the Middle East is the Institute for Monitoring Peace and
Cultural Tolerance in School Education (IMPACT-se), an

NGO based in Israel that was founded in 1998 as the Center
for Monitoring the Impact of Peace (CMIP). It focuses on
studies that examine the depiction of Jews, Judaism and of
the State of Israel in textbooks of the Palestinian Authority
areas and of Arab countries or those with a Muslim majority
population. IMPACT-se describes itself as a ‘research, policy
and advocacy organisation’.>® IMPACT-se has published
numerous studies investigating the depiction of Israel and
Jews in Palestinian textbooks. These reports compile several
alarming examples demonstrating a hostile attitude towards
Israel and which indicate that Palestinian textbooks cannot be
considered politically harmless nor acknowledged to contain

Staeheli, Lynn A. and Daniel Hammett: “For the Future of the Nation”: Citizenship, Nation, and Education in South Africa’, Political Geography 32 (1), 2013: p. 32-41.
Kahne, Joseph and Benjamin Bowyer: ‘The Political Significance of Social Media Activity and Social Networks’, Political Communication 35 (3), 2018: p. 470-493.

Obura, Anna: Never Again: Educational Reconstruction in Rwanda. Paris: International Institute of Educational Planning, 2003.
Emerson, Ann: ‘The Making of the (ll)Legitimate Citizen: The Case of the Pakistan Studies Textbook’, Global Change, Peace & Security 30 (3), 2018: p. 295-311.

Voigtldnder, Nico and Hans-Joachim Voth: ‘Nazi Indoctrination and Anti-Semitic Beliefs in Germany’, Proceedings of the National Academy of Sciences of the

Ide, Tobias, Adrien Detges and Timo Leimeister: ‘Securitization through the Schoolbook? On Facilitating Conditions for and Audience Dispositions Towards the

Securitization of Climate Change’, Journal of International Relations and Development 22 (3), 2019: p. 532-559.
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comprehensive peace-building educational objectives. The
reports’ characterisation of Palestinian textbooks is, however,
marked by generalising and exaggerated conclusions based
on methodological shortcomings. These require further
investigation based on an overarching and comprehensive
examination of the textbooks, contextualising the specific
passages mentioned as well as elements with the potential
to promote tolerance and peaceful coexistence.

IMPACT-se directs its studies predominantly at an English-
speaking audience outside of Israel, aiming to influence
political decision-makers. The Israeli public are, however,
undeniably aware of the studies, which are discussed in
the press. Israeli politicians also attach great importance to
the content of textbooks used in the Palestinian Authority
areas which might influence the relationship between
Israelis and Palestinians. An overview report produced for
the Knesset Committee for Education, Culture and Sport

in 2010 by the Knesset Research and Information Centre
listed the findings from existing studies on the subject that
had been conducted by research institutes, think tanks and
by state and international organisations. It concluded that,
while no unequivocal point of view could be garnered from
the different reports, it was beyond dispute that Palestinian
textbooks were imbued with negative depictions with regard
to Israel, the Jewish people and the peace process.>

Another study on Palestinian textbooks was published at
the end of 2017 by the Begin-Sadat Center for Strategic
Studies (BESA) at Bar llan University.> This work follows an
approach and methodology similar to that employed by the
IMPACT-se studies. Based on a sample of 201 textbooks in all
subjects for years 1-12 that were used in schools at the time

1.1 REVIEW OF RELEVANT ACADEMIC LITERATURE

of the study, the BESA study reached an almost identical
conclusion: the content of textbooks approved by the
Palestinian Authority attempted to delegitimise Israel

by denying that the Jewish people had a national claim to
a state in Palestine and by describing the presence of the
Jews as an occupation. The demonisation of the Jews

was viewed as being expressed through their portrayal as
enemies of the Prophet and also as currently and historically
embodying an existential threat to Palestinians. This
tendency was further exacerbated, so the study claimed,
by the fact that the Jewish people were always referred

to collectively and never as individuals, and the textbooks
were also said to lack objective information about the Jews
and Israel which might otherwise counteract this trend.
Furthermore, the study stated that the textbooks mentally
and ideologically prepare students for the violent struggle
to eliminate Israel and that the books lacked support for a
peaceful solution with Israel.>®

In addition to these unilateral studies, several bilateral
textbook projects have been carried out since the end of

the 1990s by Israeli-Palestinian research groups and NGOs
examining portrayals of self and ‘other’ in textbooks. Of these,
the Israel/Palestine Center for Research and Information
(IPCRI) has contributed widely to textbook analysis in the
context of the Israeli-Palestinian conflict. The IPCRI’s report
of 2004 is especially noteworthy in this context, stating

that, while the textbooks of the then new curriculum were
replete with references to the principles of reconciliation and
tolerance, they failed to extend these principles and concepts
to include the State of Israel and the Jews. Nor did, however,
the same textbooks openly promote violence and hatred
towards Israel and the Jews.>’

5% The report (in Hebrew) by the Knesset Research and Information Centre of 30 June 2010 is available online as a PDF file from the following address: https://
fs.knesset.gov.il/globaldocs/MMM/535b6b58-e9f7-e411-80c8-00155d010977/2_535b6b58-9f7-e411-80c8-00155d010977_11_7890.pdf, accessed 31

October 2020. A supplementary report from 5 May 2013 referenced the 2010 study and reached a similar conclusion: https://fs.knesset.gov.il/globaldocs/
MMM/335c6b58-e9f7-e411-80c8-00155d010977/2_335c6b58-€9f7-€411-80c8-00155d010977_11_7424.pdf, accessed 31 October 2020. A similar overview of

research positions regarding the content of Palestinian textbooks was carried out by the U.S. Congressional Research Service in 2005 and updated in 2006: Pina,

Aaron D.: ‘Palestinian Education and the Debate over Textbooks’. CRS Report for Congress. Washington D.C.: Congressional Research Service, https://digital.

library.unt.edu/ark:/67531/metacrs9379/, accessed 19 April 2019.
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Numerous academic studies of Palestinian textbooks have
been carried out over the past two decades. Firer and Adwan,
for example, examined Egyptian and Jordanian textbooks used
at the time (2004) in the Palestinian Authority areas as well as
new textbooks released by the Palestinian Authority in 2000
and 2001 for use in years 1-6. These textbooks addressed
(Palestinian) locations, images, behaviour, culture, norms and
values in much more detail than their predecessors. They
placed a clear emphasis on Palestinian identity, of which a
laboured sense of victimisation under Israeli occupation was
a key element. The authors did not, however, note openly
negative stereotypes of Jews and Israelis; in fact, non-violent
resistance was the focus of the fight against the occupation
and there was a recognisable attempt at education for peace,
albeit, as they pointed out, with room for improvement.>®

Parallel to Adwan and Firer’s study, an edited volume
compiled by Falk Pingel investigated lesson and curricular
development in Israel and the Palestinian Authority areas.*®
The chapter by Gétz Nordbruch examined the concept of the
Palestinian nation in the textbooks in use at the time in the
Palestinian Authority areas. It established that ‘Palestine’ was
projected back to the third century and the Palestinians were
portrayed to be the descendants of the ‘Arabian Canaanites’,
while the Israelites and the Jewish population were omitted
from the national history. The curriculum outlined the
importance of Palestine for the Islamic, Christian and Jewish
religions, although the Muslim rulers were depicted as
tolerant while the Jewish people were portrayed as ungrateful
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1. Hanover: Hahn, 2004.
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2. Hanover: Hahn, 2003.
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html, accessed 14 February 2019.
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and disloyal. The history of the country between 1882 and
1948 is restricted to selected periods of ‘Zionist’ activity and
various uprisings of the Arab population against European and
Jewish immigration. ‘The West’ is presented as an unreserved
supporter of Zionism.%

Both the study by Adwan and Firer and Pingel’s edited volume
resulted from an extensive research project exploring peace
education approaches in history, civics and geography lessons
in Israel and Palestine, conducted between 2002 and 2010

by the Georg Eckert Institute in cooperation with regional
partners. Several Israeli and Palestinian textbooks were
reviewed in the context of the project and numerous scholarly
articles and reports were published.®!

Another significant bilateral study of Israeli and Palestinian
textbooks was published in 2013 as a result of a collaborative
project between Sami Adwan, Daniel Bar-Tal (Tel Aviv
University) and Bruce Wexler (Yale).®? The study, instigated by
the inter-religious Council of Religious Institutions of the Holy
Land and financed by the US State Department, was based
on a broad sample and a sound research design employing
recognised methods of textbook analysis.

It ‘aimed to document the ways Palestinians and Israelis and
the conflict between them are portrayed in each other’s
school textbooks’®® and looked at the role of the latter ‘in
preserving the negative and inappropriate representation of
the other and the conflict’.®*

Firer, Ruth and Sami Adwan: The Israeli-Palestinian Conflict in History and Civics Textbooks of Both Nations. Studien zur internationalen Schulbuchforschung 110,

Pingel, Falk (ed.): Contested Past, Disputed Present: Curricula and Teaching in Israeli and Palestinian Schools. Studien zur internationalen Schulbuchforschung 110,

Nordbruch, Gétz: ‘Forming Palestinian Society. The Narration of the Nation in the New Palestinian Textbooks’, in: Pingel (ed.): Contested Past, p. 83—98.

See: http://www.gei.de/en/projects/completed-projects/approaches-to-peace-pedagogy-in-history-geography-and-civics-instruction-in-israel-and-palestine.

[Adwan, Sami, Daniel Bar-Tal and Bruce E. Wexler]: ‘Victims of Our Own Narratives?’ A further publication of the study’s results can be found in: Adwan, Sami,

Daniel Bar-Tal and Bruce E. Wexler: ‘Portrayal of the Other in Palestinian and Israel Schoolbooks: A Comparative Study’, Political Psychology 37 (2), 2016: p.

201-217.
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After a lengthy selection process the textbooks underwent a
two-phase process of analysis. The first phase was to identify
the units of analysis® relevant to the themes of the study. The
six adopted themes were: the characterisation of the ‘other’
group, the ‘self’ group, religion, peace, conflict, and values.

In the second phase these units underwent a standardised
content analysis based on ‘highly specific sets of evaluation
questions related to each study theme and an accompanying
implementation manual [that] were used to structure and
standardize evaluations of the’®® books. The study was carried
out by a joint Israeli/Palestinian research team who developed
and applied a standard manual and feedback system that
maximised objectivity.

The study’s four principal findings were: 1. The dehumanisation
and demonisation of the ‘other’ occurred infrequently in

the textbooks. 2. There was a unilateral national narrative
evident on both sides which portrayed the ‘other’ as the
enemy while positively portraying the actions of one’s

own society in conflict situations and attempts at peace. In
Palestinian textbooks the ‘other’ was generally the Jewish
people, who had taken possession of the land, either with
the help of international powers or via the Israeli state. The
message conveyed was that they wanted not to destroy the
Palestinian people but to dominate them. Historical events
were selectively chosen (by both sides) and incorporated into
their own narratives. 3. Neither side’s textbooks included
information about the religion, culture, economy or everyday
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lives of the ‘other’. Maps even partially negated the existence
of the latter, thus questioning the legitimacy of their presence.
4. While these observations applied to textbooks in all types
of schools examined by the study, a quantitative comparison
revealed that they featured predominantly in textbooks that
were either Palestinian or ultra-orthodox Jewish.®’

More recent publications have discussed the results of this
study and its perception within the conflict context, thus
shedding light on the relevance of both textbooks and textbook
research as locations of the Israeli-Palestinian conflict.®® Mazawi
situates the debates about Palestinian textbooks within large-
scale geopolitical dynamics and intra-Palestinian social and
political struggles. He thus gives insight into internal debates
quoting Ali Al-Jarbawi, who was involved in the evaluation of
social studies and citizenship curricula, asking which Palestine
should be taught and how Israel should be presented.® Internal
debates on the content of Palestinian textbooks are also the
focus of an article by Nathan Brown.” Elie Podeh contrasts the
depiction of the Palestinian claim to the right of return with
the representation of the Israeli Law of Return in a binational
textbook analysis.”* And Samira Alayan has devoted much

of her scholarly work to the study of Palestinian textbooks,

for example on their representations of the Holocaust’? and
their depictions of Zionism’® as well as on their censorship by
Israeli Authorities for use in schools in East Jerusalem.” All

of the scholarly studies mentioned here focused on earlier
generations of textbooks published before 2017.

The unit of analysis in the study in question was defined as a literary piece that ‘can be a poem, story, chapter, essay, part of a book, etc.’; [Adwan, Bar-Tal and

Rohde, Achim: ‘Teaching History in Israel-Palestine’, in: Bevernage, Berber and Nico Wouters (eds): The Palgrave Handbook of State-Sponsored History After

Mazawi, André Elias: ““Which Palestine should we teach?” Signatures, Palimpsests, and Struggles over School Textbooks’, in: Studies in Philosophy and Education

Podeh, Elie: ‘The Right of Return versus the Law of Return: Contrasting Historical Narratives in Israeli and Palestinian Textbooks’, in: Lesch, Ann M. and lan S.

Lustick (eds): Exile and Return: Predicaments of Palestinians and Jews. Philadelphia: University of Pennsylvania Press, 2005: p. 41-56.
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Alayan, Samira: ‘The Holocaust in Palestinian Textbooks: Differences and Similarities in Israel and Palestine’, in: Comparative Education Review, 60 (1), 2015: p.

Alayan: ‘Zionism as the Other in Curricula and Textbooks of the Palestinian National Authority’.

Alayan, Samira: ‘White pages: Israeli censorship of Palestinian textbooks in East Jerusalem’, Social

Semiotics 28 (4), 2018, p. 512-532, DOI: 10.1080/10350330.2017.1339470 and Alayan, Samira: Education in East Jerusalem. Occupation, Political Power, and

Struggle. London: Routledge, 2019.
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1.1.4 CONCLUDING REMARKS ON TEXTBOOKS

As institutionalised educational media, textbooks convey
relatively solidified or settled representations of the world
and its divisions that prefigure social lines of conflict. By
transporting canonised, predominantly state-sanctioned
‘knowledge’, they describe and set social norms, defining
what is to be regarded as ‘normality’ or ‘deviation’. School
textbooks exemplify norm-compliant actions and thus shape
corresponding patterns of perception and human behaviour.
They introduce protagonists who (supposedly) function as
‘heroes’ or role models, and describe how they deal with
conflicts in specific situations. They define identities, usually
condensing plurality into a narrower concept and giving
special weight to specific — typically ‘national’, ‘ethnic’ or
‘religious’ — identities. Drawing boundaries along these lines
becomes relevant for mobilisation processes in many cases
of conflict. They assign specific images of ‘self’ and ‘other’ to
the ‘them/us’ distinctions made through identity formation,
often involving a process of de-individualisation. Often shaped
by prejudices, stereotypes and images of the enemy, these
can influence the perception of ‘self’ and ‘other’ in conflict
situations. Textbooks typically contain territorial allocations
and convey territorial claims of the (national) we-group, which
can stand in contrast to claims of ‘others’. They convey an
image — a vision or self-image — of their own society, of the
nature and function of the society in general, and at the same
time, at least implicitly, devalue other forms of socialisation.
Conceptions of consensus and conflict are associated with

a certain understanding of society. Throughout the world
textbooks portray specific conflicts, often wars, providing
explanations for them, ‘privileging’ conflicts that are
presented as key, and ‘de-conflicting’ others by either not
addressing them at all or by placing them in a non-conflict
context (e.g. crusades depicted as cultural transfer or
colonialism as a ‘civilising mission’). Due to the institutionally
conditioned discursive ‘inertia’ of textbooks, the explicit
presentation of certain conflicts suggests that these are
regarded as socially relevant due to their particular durability
and intensity.

It is conceivable that textbooks influence perception and
convey an understanding of conflicts, that they guide the
assessment of possible adversaries, train antagonistic or

sympathetic patterns of perception and suggest behavioural
patterns for dealing with conflict. This may foster a willingness
to adopt violent strategies in the sense that ‘wars begin in the
minds of men’ (UNESCO), or it may inspire less antagonistic
approaches and a preference for non-violent problem-solving.
Peace pedagogy strives to deliver education oriented towards
non-violent solution strategies. Textbook revision attempts to
influence the perception of learners in the sense of teaching
about peace by revising textbook contents and presentation
methods. The different forms of (violent) conflict in the
context in which textbook revision is undertaken must be
taken into account.

Textbooks not only themselves influence conflict definitions,
mobilisation and resolution methods; they themselves

are also influenced by conflicts, especially when these are
long-term and violent. The intensification of images of

the ‘enemy’ and the focus on facts relating to the conflict,
including historical legitimisation, specific perpetrator-victim
perspectives, and an emphasis on ‘heroism’, for example, are
probably the most common patterns in which states of war
are reflected in textbooks.

The debate on ‘education and conflict’ deals more broadly
with the textbook-conflict nexus. Teaching materials are
needed to secure education in war and post-war situations.
‘Education in emergencies’ is to a large extent about securing
such a basic supply. The evaluation of existing books as
‘contaminated’ becomes a problem and leads to very specific
measures such as the blacking-out of text passages before a
reform of the education system and the publication of new
textbooks can be undertaken at a later stage. In the course

of such reform processes, but also independently of them,
conflicts can arise within society or between actors from
different states regarding the content and presentation of
textbooks. In other words, the textbook itself becomes the
bone of contention. Often, but not always, the point at issue

is one of the examples listed above: a different view of a
conflictual relationship history, for example, or the inclusion or
exclusion of certain population groups. Such textbook conflicts
are usually part of another conflict and can only be fully
understood in that specific context.



1.2

The textbooks analysed in this Report are contextualised within
the process of curricular and textbook reform and development
carried out by the Palestinian Authority since 1993. The
demand for Palestinians to establish their own education
system has been a component of bilateral negotiations since
the Oslo talks. Whereas before the Oslo | Accord predominantly
textbooks from Jordan and Egypt — approved by Israel — were
available for use in Palestinian schools, in 1994 the Palestinian
Authority was given the right to produce its own teaching
materials.”® The Palestinians thus found themselves faced with
a dilemma, as Khoury has noted: ‘Should the new textbooks
narrate a negotiated history that mirrored the territorial
compromise the PLO had struck with the Israelis? Or should
the textbooks reproduce the traditional Palestinian narrative
that claimed all of historical Palestine?’”® This section of the
Report provides an overview of this policy framework, based
on documents published by the Palestinian Authority.

The National Committee for Education Reform, part of the
Palestinian MoE, has issued a position paper titled ‘Curriculum
& Incitement’ that contextualises the development of the
Palestinian curriculum, the debates surrounding it and alleged
incitement to violence. It gives relevant insights into the
self-ascribed principles and trends, and the philosophy and
strategy, that led to the Palestinian curriculum reform and
development that commenced in 2015.

The curriculum reform originates more broadly with the
founding of the Palestinian National Authority institutions in
1993 as a result of the ratification of the Oslo Accord of the
same year between the Palestinian Liberation Organization
(PLO) and Israel. These institutions include the Ministry

of Education (MoE) as well as the Palestinian Center for
Curriculum Development. A year later in 1994, the signing
of an agreement between the MoE and UNESCO marked
the beginning of the development of the first Palestinian

1.2 BACKGROUND TO CURRICULUM REFORM

BACKGROUND TO CURRICULUM REFORM

curriculum. Ten years later, in 2004, the pilot version was
finalised. According to the position paper the curriculum was
drafted on the basis of a variety of international documents
‘that support Palestinians’ right and access to quality education
that respects rights and ensures freedom’”?, such as Article 26
of the Universal Declaration of Human Rights.

Ten years after the launch of the pilot version, the curriculum
was amended by including international standards according
to the Universal Declaration on Sustainable Development,
adopted by the United Nations General Assembly No. 70/1
and the Incheon Declaration of 2015. This process formulated
the overall vision for Palestinian education reform, which,

as stated in the position paper, strove for ‘[a] Palestinian
society possessing values, scientific knowledge, culture

and technology necessary for the production and use of
knowledge for development and liberation.””®

The position paper also addresses the political discussion and
controversy surrounding its development. It states that, since
the first Palestinian textbook was released in 2000, the curricula
has been subject to accusations of incitements to hatred and
violence through ‘systematic defamation campaigns’ which
have a negative impact on education funding partners and the
ongoing development of the educational system.”

The position paper states that both the development of the
first Palestinian curriculum in 2004 and the reform process of
2016 were guided by the following principles, resolutions and
references:

1. The UN resolution that gave Palestinians the right to live in
Palestine and establish their independent state, including
the United Nations General Assembly Resolution No. 67/19
voted at its sixty-seventh session on November 29, 2012,
granting Palestine the status of observer non-member state
at the United Nations.
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Cf. Khoury, Nadim: ‘National Narratives and the Oslo Peace Process: How Peacebuilding Paradigms Address Conflicts over History’, in: Nations and Nationalism
22 (3), 2016: p. 415-446; here p. 423; Moughrabi, Fouad: ‘The Politics of Palestinian Textbooks’, in: Journal of Palestine Studies 31 (1), 2001: p. 5-19; here: p. 6
and Brown, Nathan J.: ‘Contesting National Identity in Palestinian Education’, in: Rotberg, Robert I. (ed.): History’s Double Helix. Bloomington: Indiana University
Press, 2006, p. 225-243; here: 227.

Cf. Khoury: ‘National Narratives and the Oslo Peace Process’, p. 423 and Mazawi: ‘Which Palestine should we teach?’. For further discussion see Brown:
‘Palestine: The Unseen Conflict over the Hidden Curriculum’.

State of Palestine Ministry of Education and Higher Education/National Committee for Education Reform: ‘““Position Paper”: Curriculum & Incitement’.

Position Paper. n.d., p. 1.

State of Palestine Ministry of Education and Higher Education/National Committee for Education Reform: ‘““Position Paper”: Curriculum & Incitement’.

Position Paper. n.d., p. 1.

State of Palestine Ministry of Education and Higher Education/National Committee for Education Reform: ““Position Paper”: Curriculum & Incitement’, p. 1-2.
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2. The Declaration of Independence of the State of Palestine e To raise politically and socially aware youth with values of
adopted on November 15, 1988 in Algeria by the Palestine tolerance, acceptance, dialogue and respect of others, who
National Council. The declaration was based on the UN are aware of the Palestinian national cause, to equip them
General Assembly resolution No. 181 dated November 29, with all the necessary skills to become active participants in
1947, which stated the termination of the British Mandate, building a Palestinian state on land occupied in 1967 with
the partition of Palestine into two states, the assignment East Jerusalem as its capital. To raise individuals who are
of Jerusalem under the aegis of the United Nations aware and can advocate and implement United Nations
trusteeship and the right of refugees to return to their resolutions related to a just solution for Palestinians a
towns and villages from which they were exiled, the UN roadmap for a two-solution state.

Security Council resolution No. 242, which provided for the
withdrawal of Israeli forces from territories occupied during
the June 1967 war, and the need to bring firm and just
peace in the Middle East, as well as UN Security Council
resolutions relating to the city of Jerusalem, including
resolution No. 446, resolution No. 476 and resolution No.

478 dated 20/08/1980 which confirms the invalidity of all Nations Charter, which affirms the legitimacy of the
right of resistance to peoples under colonization, and

resolution No. (1514) of 1960 on granting independence
to colonialized countries and peoples. In 1974, the UN
General Assembly adopted the Resolution No. 3314 on the
right of peoples to struggle in all forms in order to achieve
freedom, independence and self-determination.

¢ To raise a youth whose values and actions stem from
their deeply rooted understanding of the Palestinian
cause and who understand that resisting the occupation
is a right granted to us by international conventions
and UN resolutions including Article 51 of the United

actions carried out by the occupation authority to change
the character of the city of Jerusalem and its legal status.
3. Oslo Accords that resulted in the establishment of the
Palestinian National Authority as a first step towards
ending the occupation and establishing an independent
Palestinian state on the 1967 borders.
4. The Amended Palestinian Basic Law of 2003, which is the

e The Palestinian curriculum prepares individuals who are
legislative and legal reference in the Palestinian territories,

inquisitive, principled, tolerant, risk taking, national and
internationally minded, critical and creative individuals
who possess the knowledge and skill sets necessary

for them to keep up with the global pace of knowledge
production. It produces individuals who are engaged and
open minded towards their own society and others. [...]

and whatever it included in terms of intellectual, national,
social and cultural principles.®

According to the recently released Position Paper Il titled
‘Ongoing Incitement against the Palestinian Curricula’, the
curriculum development process was flexible and dynamic

from the beginning: ‘It took into account feedback from the e The Palestinian curriculum does not identify any political

Palestinian educational community and experts in this arena. borders of the state of Israel because these borders

The process adhered to international standards in order to have yet to be determined within the framework of

achieve the UN’s Sustainable Development Goals and consolidate an agreement for a just, comprehensive and final

the values of justice, democracy, tolerance, and peace.’® settlement. The Palestinian curriculum cannot suggest
any assumptions for such borders, that are not even

According to the position paper ‘Curriculum & Incitement’ identified in the Israeli curriculum, especially in light

the Palestinian curriculum seeks to empower Palestinian of the continued settlement activities in the occupied

citizens with knowledge and the moral values of tolerance, Palestinian territories and the denial of the Palestinian

love, democracy, acceptance of others, and pluralism.8? people’s right to return and establish their independent

Furthermore, its vision stresses the importance of teaching state on the 1967 borders since the border demarcation

students to communicate internationally and further promote was classified within the final status issues that have not

international understanding and cooperation: been settled yet.

80 state of Palestine Ministry of Education and Higher Education/National Committee for Education Reform: ““Position Paper”: Curriculum & Incitement’, p. 2-3.
81 State of Palestine Ministry of Education: ‘Position Paper II: Ongoing Incitement against the Palestinian Curricula’, Position Paper, March 2020, p. 2.

82 State of Palestine Ministry of Education and Higher Education/National Committee for Education Reform: ““Position Paper”: Curriculum & Incitement’, p. 3-4.
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The Palestinian historical narrative remains unchanged and
must take into account the destruction of the Palestinian
society in 1948, and the establishment of the State of
Israel as well as the subsequent Israeli occupation of

the rest of the Palestinian territories in 1967 along with
the peace agreement and the subsequent violations.
Historical narrative of any nation depends highly on the
political events and developments that affected its people.
Palestinians are no different, their stories of loss, pain and
suffering largely make up their discourse and that should
not be compromised to appease anyone.

Educating Palestinians about their legitimate rights

in resisting all forms of occupation as guaranteed by
international conventions and United National resolutions
is a necessary function of the Palestinian curriculum. This
is coupled by promoting peace, tolerance and love with
others once a just solution that ensures the liberation and
establishment of a sovereign Palestinian state is achieved.®

The ‘Education Sector Strategic Plan’ published in 2017 also
highlights the importance for the Palestinian education
system of achieving the Sustainable Development Goals.?

Within the ‘Education Sector Strategic Plan’ issued by the
MoE, education development is contextualised within the
Ministry’s view of the historic and political background of
Palestine.

It considers that

historically, Palestine lies south west of Asia on the
southeastern part of the Mediterranean Sea, Eastern
Coast, extending to the Jordan River. Thus, it lies in the
heart of the world, namely Asia and Africa, which makes it
a land bridge linking both continents. It has a large number
of historically and religiously important cities. These cities,
with Jerusalem at the top, are of high importance for the
three monotheistic religions.®

With regard to the political situation, it considers that

1.2 BACKGROUND TO CURRICULUM REFORM

Palestine is a State under occupation according to the
United Nations General Assembly Resolution No. 19\67 of
the year 2012. It has the most unstable security situation
in the world due to the Israeli occupation violations of
Palestinian citizens’ rights in addition to the physical
presence of the colonial settlements that are built on
expropriated Palestinian land; a breach of all international
conventions and laws. What makes the situation worse,
as most international human rights organizations view, is
the apartheid wall which Israel built on Palestinian lands
in the West Bank, in addition to the violations committed
against the Gaza Strip epitomized by the siege. These
Israeli policies and measures, which it has accelerated
since the inception of the Palestinian National Authority
in 1993, worsened and tensed the security situation.?®

Furthermore, Position Paper Il states that the curriculum
should be of ‘factual’ content and reflect the current living
situation of the Palestinians:®’

The curriculum cannot be based on an imaginary history

or be used to promote lies. It must reflect today’s reality
and international law, and aim to educate a generation that
believes in justice and democracy. The Palestinian curriculum
should serve as a tool to help in building a free, independent
Palestinian state where all its citizens are treated with
dignity and respect. It is the right of the Palestinian people
to teach their history to successive generations with
transparency, credibility and justice, just like other nations.
This includes Palestinian national figures and historical
symbols who resist foreign occupation. This right is granted
by international law such as Article 51 of the UN Charter.
Several United Nations resolutions recognize the legitimacy
of the struggle of peoples for independence, territorial
integrity, national unity and liberation from colonial and
foreign domination and foreign occupation by all available
means, including armed struggle; these include UN General
Assembly Resolutions 37/43(1982), 2787 (1971), as well as
Resolution 1514 (1960) which recognizes the granting of
independence to colonialized countries and nations.
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1.3 METHODOLOGY

Textbook research conducted at the Georg Eckert Institute
focuses on discourse-analytical questions, above all with
regard to descriptions of ‘self’ and ‘other’ as well as historical
symbols and changing constructions of society resulting from
these. Textbook knowledge; that is, that which appears in
textbooks as the central guiding media of school teaching, is
widely regarded as both symbolic and discursively contested.
On the basis of this canonically condensed knowledge,
influenced and sanctioned by the state and social authorities
in one way or another, it is possible to identify and examine
prevailing social discourses as well as their respective carriers
and protagonists. From this research perspective, textbook
contents can be analysed as both indicators and factors of
societal discourses.

As textbooks are usually compiled of very different types

of texts written by different authors and/or obtained from
different sources, it is crucial to analyse a sample of several
textbooks as a whole rather than looking at individual volumes
or selected pages. A systematic, scholarly textbook analysis
approaches textbooks and other educational media with a
clearly defined set of terms and methods. The basis for this
Report is a qualitative content analysis targeting the different
subject groups and topic areas addressed in textbooks with
specific methods. The analysis of key terms such as ‘incitement
to violence and hatred’ or ‘promotion of peace and tolerance’
require criteria with which to identify corresponding textbook
content. The definition of terms and criteria is therefore
derived from secondary literature on peace education
research, with a focus on textbook content in conflict settings.

The overarching research method is a qualitative content
analysis, complemented by methods from the fields of narrative
analysis and quantitative analysis. The classification of the
many text passages into appropriate categories is part of the
qualitative content analysis, as is establishing their significance.
Textbook extracts that refer to issues such as historical, political,
social, religio-cultural and economic implications; initiatives
for peace, tolerance or dialogue; human rights, and real-life
connections were selected for further analysis.?®

88

All passages identified as containing relevant text and/or
images for this Report were documented and subsequently
coded in a digital programme (MaxQDA) with a deductive

and inductive coding scheme that translated the research
objectives and questions into codes. This coding procedure
enabled the documentation, contrast and comparison of inter-
and intra-subject text passages.

As textbooks are produced and received within different
societal discourses and can therefore only be fully interpreted
and classified in their relevant contexts, it is essential to
employ methods of discourse analysis in addition to content
analysis. Discourse analysis unveils ‘hidden’ messages by
examining the semiotic structure of a certain text (e.g.
presuppositions, ruptures, contradictions, impasses, etc.).

Special attention has been paid to the pedagogic and didactic
specificities of each discipline and its textbooks: How,
generally speaking, are textbooks designed and structured
within a certain subject area? How do authored texts, source
materials and illustrations work together, and what exercises
and tasks are assigned in the context of each lesson? How
are the tasks put together — are they designed merely to
reproduce content or rather to stimulate discussion? The
context of the specific subject must also be taken into
account: What learning objectives are prescribed for the
subject, what are the principal didactic methods, and what
kind of source material plays a significant role? Which specific
discourses affect each subject? And what differences in terms
of these analytical categories and discourses are apparent
between textbooks for different subjects?

As both discourse analysis and qualitative text analysis require
substantial interpretation,?® this Report additionally applies

a modified approach from quantitative content analysis to
ensure the validity of its results.®® While the idea of intercoder
reliability is not directly applicable to qualitative research,™
each piece of text in the sample has been analysed by at least
two (and wherever the textbook content was particularly
context-dependent or ambiguous, up to five) scholars.

This methodological approach has been applied to textbooks for religion in the post-conflict setting of Bosnia and Herzegovina. See: Stimac, Zrinka: ‘Ignore the

War; Concentrate on Peace. Textbook Analysis of Strategies in Post-Conflict Societies: A Praxeological Approach’, in: Andreassen, Bengt-Ove, James R. Lewis and

Suzanna A. Throbo (eds): Textbook Violence. Sheffield: Equinox, 2017: p. 55-73.
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1.3 METHODOLOGY

1.3.1 DEFINITION OF CRITERIA FOR ANALYSIS

This Report is based on the analysis of 172 textbooks and teacher guides published from 2017 to 2019 for all main subjects
of the Palestinian Authority curriculum for general education, years 1-12. Additionally, following the initial conclusion of the

Report, 18 textbooks published in the year 2020 were analysed with a view to identifying changes (see Chapter 5).

(1) GLOBAL CITIZENSHIP EDUCATION (GCED):

Civic education, Education for Sustainable Development (ESD),
intercultural understanding and human rights are the key
areas of the UNESCO guidelines of 2014 on textbooks and
learning resources. The Report focuses on the following six
core criteria chosen from two of the three UNESCO Principles,
namely ‘Promote Values, Attitudes and Skills for Learning to
Live Together’ (Principle 2), and ‘Enable Learners to Reflect,
Think and Build Peace Internationally’ (Principle 3), taking
into account that the textbooks analysed are located within

a long-term armed conflict. The guidelines state that
textbooks and learning resources should:

e present a realistic, balanced and respectful representation
of different social, cultural and religious groups [...]
[UNESCO guidelines criterion 2.3];

e draw on positive examples of how diverse social, ethnic and
cultural groups manage (and have managed) to live together
harmoniously in mutually beneficial ways [criterion 2.4];

e focus on cultural, social and religious values that support
peaceful coexistence [...] [criterion 2.5];

e increase awareness of and response to international
agreements and commitments to human rights [...]
[criterion 3.1];

® encourage a comparative approach to the teaching of
religions [...] [criterion 3.6];

¢ incorporate plans for activities that explore the causes
and consequences of conflict or war in ways that promote
attitudes and skills for conflict prevention, peace building
and global citizenship [...] [criterion 3.7].%

92
93 Based on UNESCO criteria 2.3, 2.4 and 2.5 as well as 3.1 and 3.6.

94

The chapter on GCED investigates the ways in which
textbooks address forms of political participation,
environmental issues and intercultural understanding.
Civic education is understood as a concept that teaches
all aspects of citizenship and aims to enable young
people to participate actively in democratic processes
in the current global society. The main questions

asked are whether the textbooks present realistic and
respectful representations of different social, cultural and
religious groups, how these groups live together, which
cultural, social and religious values presented represent
peaceful coexistence between these groups, and how
they increase awareness of (and to what extent they
are a response to) international agreements on gender
equality, cultural diversity and the protection of the
environment.%

The promotion of human rights is explicitly mentioned

in criterion 3.1. Human rights are broadly considered to
reflect a set of values supportive of peaceful coexistence
(criterion 2.5); further, a respectful presentation of other
groups (criterion 2.3) involves acknowledging them as
owners — rather than as violators — of human rights. The
research team drew on an approach developed by a
group of specialists at Stanford University that is widely
accepted in the relevant literature.® This approach

notes for all textbooks how many explicit references to
human rights are dedicated to the subject matter and
which human rights are discussed (civil, economic, social,
cultural), and whether and how human rights violations
are mentioned.

UNESCO: Textbooks and Learning Resources: Guidelines for Developers and Users, ED-2013/WS/37, Paris: UNESCO, 2014, p. 16-17.

Bromley, Patricia: ‘Cosmopolitanism in Civic Education: Exploring Cross-National Trends, 1970-2008'". Current Issues in Comparative Education 12 (1), 2009:

p. 33-44; Ramirez, Francisco O., Patricia Bromley and Susan Garnett Russell: ‘The Valorization of Humanity and Diversity’. Multicultural Education Review 1 (1),

2009: p. 29-54.
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Specifically, the following questions were applied to
textbooks:

1. Are human rights explicitly discussed in the textbook?

2. To what degree are human rights discussed in the
textbook (one or more sentences, a paragraph, or
sub-chapter, an entire chapter or more)?

3. How many pages are devoted to the discussion of
human rights?

4. Are any international, regional or national human
rights documents mentioned?

5. Which human rights are discussed (civil, economic,
social, cultural)?

6. Are group-specific rights (e.g., of women, children,
ethnic groups) discussed (without explicit reference
to human rights), and if so, which rights and to what
extent?

While the discussion of human rights per se is a good
indicator of the promotion of tolerance and understanding
in a textbook, the specific framing of the topic is equally
significant. If, for example, a textbook mentions only the
national in-group (Palestinians) or related groups as holders
or receivers of human rights, the promotion of understanding
in a conflict context might be limited. Discussing the rights of
humanity in general or of Israelis specifically is considered a
contribution to more peaceful relations. Similarly, portraying
other groups or individuals (especially Israelis in this case)

as perpetrators of human rights violations (re-)produces a
conflict discourse while (critical) reflection of the human
rights record of one’s own group serves to question binary
stereotypes and to reflect upon one’s own role in
perpetuating the conflict.®

This Report therefore extends the Stanford group’s approach
by including the following items:

7. Who is discussed as the subject/receiver of human
rights in the relevant textbook pages (humanity in
general, Palestinian groups, Israeli groups, other
groups)?

8. Which perpetrators of human rights violations are
mentioned (none, Israeli actors, Palestinian actors,
other actors)?

This approach will locate Palestinian textbooks within the
synchronic and diachronic overview generated by the Stanford
group and compare them in terms of the human rights
discourse with textbooks from various regions, (post-)conflict
settings and times.*®

(1) INCITEMENT OF VIOLENCE AND HATRED OR
PROMOTION OF PEACE AND TOLERANCE:

The above mentioned UNESCO guidelines on promoting
values, attitudes and skills for learning to live together and for
enabling learners to reflect, think and engage in international
peace-building also form the basis of the criteria chosen to
identify textbook passages that promote hatred or tolerance.
As some aspects of these guidelines are too general to be
applied in a scholarly analysis within this specific context,
characterised as it is by contested nation-building and
persistent conflict, additional criteria were also employed.

Delineating the incitement of hatred and violence in a text

is a complex undertaking, and indeed it has yet to be proven
that certain texts lead to sustained changes in the beliefs or
actions of individuals. Similar issues apply to the identification
of content that promotes tolerance and peace. For the
purpose of this Report, the following (heuristic) distinctions
are used: a text is considered to foster tolerance if human
rights are acknowledged, tolerance and respect are promoted
as desirable goals, or the relevant others are portrayed in

95 Jackson, Richard and Helen Dexter: ‘The Social Construction of Organized Political Violence: An Analytical Framework’. Civil Wars 16 (1), 2014: p. 1-23;

Korf, Benedikt: ‘Who is the Rogue? Discourse, Power and Spatial Politics in Post-war Sri Lanka’. Political Geography 25 (3), 2006: p. 279-297.

%6 Meyer, John W., Patricia Bromley and Francisco O. Ramirez: ‘Human Rights in Social Science Textbooks: Cross-national Analyses, 1970-2008’,

Sociology of Education 83 (2), 2010: p. 111-134.
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positive ways. A text passage or visualisation is considered
prone to promote violence if it either explicitly calls for
violent activities or presents violent activities as legitimate
action in light of the current conflict situation.

A text is considered to potentially ignite hatred if it denies
the human rights of specific groups or portrays these groups
according to the criteria listed below. The Report thus reflects
the broad academic consensus that the incitement of hatred
is intrinsically tied to the portrayal of a respective ‘other’/out-
group.”’

The analysis investigates relevant passages in history, civics,
geography, religion and language textbooks that explicitly
refer to (i) direct, physical violence, (ii) Israel/Israelis, Zionism/
Zionists or Judaism/Jews, and (iii) the Israeli-Palestinian or
the Israeli-Arab conflict. These categories are particularly
important for identifying indirect legitimisation or de-
legitimisation strategies for violence.®® Since violence and
hatred always require an entity to turn against, this Report
analyses how the relevant ‘other’ — in this case Israel/
Israelis, Zionism/Zionists or Judaism/Jews — is portrayed in
the textbooks with regard to all textbook elements that refer
directly to or discuss the Israeli-Palestinian/Arab conflict, thus
operationalising UNESCO guidelines criteria 2.3 and 3.7.

In this context, the analysis of the depiction of the ‘other’ is

crucial in order to investigate incitement of hatred or violence.

Should a text passage or visualisation present one of the
following categories, the analysis then considers in further
detail whether it promotes hatred:*

97
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Inferiority: The religion, culture or political system of the
other group is represented negatively, or its positions and
claims are considered unjustified, egoistic or ridiculous.'®

Competition: The ‘other’ group is presented as in
competition with the ‘us’ group. As a consequence, the
‘other’ group is depicted as responsible for the deprivation
and injustices the ‘us’ group experiences, or even as an
essential threat to the ‘us’ group.'®

Aggression: The other group is portrayed as aggressive,
for instance due to increasing and unacceptable demands
in the context of the conflict, carrying out violent acts,
repressing democracy and the well-being of the ‘us’
group, or refusing to negotiate or engage in other forms of
peaceful conflict resolution.?

Homogeneity: The other group is portrayed as
homogenous; internal differences and conflicts are not
discussed.'%

Dehumanisation: The other group is portrayed as lacking
human characteristics, such as emotional responsiveness
or interpersonal warmth, is associated with uncivilised or
even animalistic or demonic attributes, or is discussed with
reference to disease and illness.**

Deception: The other group is portrayed as lying about its
motives and actions, or as having betrayed the ‘us’ group
and/or ‘other’ groups.

Negation: The existence of the other group is denied, for
instance on maps, or when historical settlement patterns
are introduced. 1%

Tajfel, Henri and John Turner: ‘The Social Identity Theory of Intergroup Behavior’, in: Worchel, Stephen and William Austin (eds): The Social Psychology of

Intergroup Relations. Chicago: Nelson-Hall Publishers, 1986: p. 7-24; and Kaufman, Stuart: Modern Hatreds: The Symbolic Politics of Ethnic War. Ithaca,

London: Cornell University Press, 2001.
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99

Civil Wars 18 (1), 2016, p. 69-90.
100

Jackson and Dexter: ‘The Social Construction of Organized Political Violence: An Analytical Framework’.

Here the analysis follows a methodological tool developed by Tobias Ide: Ide, Tobias: ‘Towards a constructivist understanding of socio-environmental conflicts’.

Jussim, Lee, Richard Ashmore and David Wilder: ‘Introduction: Social Identity and Intergroup Conflict’, in: Ashmore, Richard, Lee Jussim and David Wilder (eds):

Social Identity, Intergroup Conflict, and Conflict Reduction. Oxford: OUP, 2001: p. 3—14; Tajfel and Turner: ‘The Social Identity Theory of Intergroup Behavior’.
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Power and Spatial Politics in Post-War Sri Lanka’.
102
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Buzan, Barry, Ole Waever and Jaap de Wilde: Security: A New Framework for Analysis. Boulder: Lynne Rienner Pub., 1998; Korf: ‘Who Is the Rogue? Discourse,

Bar-Tal, Daniel: ‘Societal Beliefs in Times of Intractable Conflict: The Israeli Case’, International Journal of Conflict Management 9 (1), 1998: p. 22-50.
Kaufman: Modern Hatreds: The Symbolic Politics of Ethnic War; Tajfel and Turner: ‘The Social Identity Theory of Intergroup Behavior’.
Campbell, David: Writing Security: United States Foreign Policy and the Politics of Identity. Manchester: Manchester University Press, 2005; Haslam, Nick:

‘Dehumanization: An Integrative Review’, Personality and Social Psychology Review 10 (3), 2006: p. 252-264.
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Given that the work for this Report was undertaken in the
context of an active conflict in which episodes of armed
violence have occurred for almost a century, descriptions

of the ‘other’ group in an antagonistic way, as, for instance,

a competitor, aggressor or as violent need not necessarily

aim at igniting hatred. For this specific context, therefore,

the application of the categories specified above considered
particularly how often, how intensively and extensively,

in which contexts, and with which motivation or emotive
elements they occurred and whether they involved escalatory
semantic or pedagogic elements. These characterisations

of the ‘other’ group are considered particularly prone to
igniting hatred if they serve as ‘diacritica’’%; that is, if they
serve as identity markers that distinguish the other group
negatively from the ‘us’ group. In cases where the above-
mentioned criteria are specifically presented in a way that
connects the current conflict with narratives about Jews as a
collective'”’, the Report looked into whether such narratives
reflect anti-Jewish prejudices.®® Thus, a textbook portrayal is
characterised as drawing upon anti-Semitic motifs or feeding
into specifically anti-Semitic narratives if a) Jews as a collective
are assigned negative characteristics such as greed, deception,
cowardice, aggression, hatred towards other groups, etc.;

b) Jews are alleged to be plotting a conspiracy against the
‘in-group’ or its representatives'®; c) the portrayal promotes
enmity towards Jews; and/or d) explicitly or implicitly calls
upon the reader to engage in violence against Jews.

106

In this Report, statements are interpreted within their
specific contexts, and the analysis considers whether negative
depictions are counterbalanced with neutral or positive
depictions, such as everyday references!, explanations*,
commonalities'*?, heterogeneity!®® or self-reflection.** It is
important to acknowledge, however, that such indicators are
generally very rare in contexts of intense conflict, particularly
with regard to the respective other party.'*

In order to determine more precisely whether a text passage
or visualisation of controversial conflict-related issues might
ignite hatred, the Report differentiates between escalatory
and non-escalatory representations:

e Escalatory passages and images foster conflict escalation
with a strong focus on the side perceived to have caused
the grievance in question, with an assessment — explicit
or implicit — of that side’s actions. Escalation is fostered
particularly via the use of certain linguistic and/or didactic
devices (also referred to as didactic and/or semantic
escalation).

e Non-escalatory representations depict a conflict situation
or grievance resulting from the conflict, with or without
naming the group responsible for the negative state of
affairs and without further emphasis on the group’s actions
or the consequences of such.

Neumann, Iver B.: Uses of the Other: ‘The East’ in European Identity Formation. Manchester: Manchester University Press, 1999, p. 5.

107" cf. Nirenberg, David: Anti-Judaism. The History of a Way of Thinking. London: Head of Zeus, 2013, p. 48-182.
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Internationally Accepted Definition of Antisemitism’, in: Small, Charles A. (ed.): The Yale Papers: Antisemitism in Comparative Perspective. New York: Institute

for the Study of Global Antisemitism and Policy, 2015, p. 19-33.
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Bodo Kahmann (eds): Antisemitismus im 21. Jahrhundert. Virulenz einer alten Feindschaft in Zeiten von Islamismus und Terror, Berlin, Boston: De Gruyter Oldenbourg,
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In a didactic escalation, the reference to the conflict-related
grievance and its perpetrators is repeated and intensified as a
result of didactically drawn connections (e.g. image analysis,
text reading, exercise, task, required research on a certain
topic). Here the analysis distinguishes between tasks that
call for unquestioned reproduction and tasks that encourage
the students to critically engage with the presented content.
Passages were examined regarding the I) diagnostic frames
(merely descriptions and explanations of issues or problems),
II) prognostic frames (suggesting solutions to or strategies
for those problems) and Ill) motivational frames (including a
call for action).'*® A semantic escalation, on the other hand,
occurs in the language — or in the imagery —, for instance
when referring to the perpetrator of the grievance using
derogatory, villainising or demonising terminology, or by
using language or imagery to portray the group responsible
as particularly violent, aggressive and lacking in human
characteristics. The qualitative approach contextualises such
depictions with regard to the specific textbook, the overall
narrative(s) of the textbook, and the (at times contested)
historical knowledge of certain events.''’

(111) REAL-LIFE CONNECTIONS AND
EXPERIENCE-RELATED CONTENT:

Experience-related examples are often used in textbooks for
the natural sciences and technology, but also in language
textbooks.'® They are intended to give students a concrete
and practical example taken from their life-worlds and
everyday experience in order to convey a natural law, a
mathematical or grammatical principle, or to demonstrate
the practical applicability of such. These examples can

be visual representations, short textual references, or
longer explanations with or without illustrations. They

116
117
118

literary canon.
119
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help students to comprehend the more abstract teaching
content and are therefore a common element of teaching
and textbook cultures worldwide. Sometimes examples
from the life-worlds of the students are intentionally used
in order to advance a certain kind of thinking or behaviour
in compliance with socially or politically aspired objectives.
In 2017, the Mahatma Gandhi Institute of Education for
Peace and Sustainable Development (UNESCO) published a
guide to embedding education for sustainable development
in textbooks for mathematics, science, geography and
languages. By using relevant practical and life-world related
examples, the authors of this guidebook promote ‘double-
purpose learning’: simultaneously learning a certain
discipline with its own categories and questions and learning
the principles of sustainable development.t*®

The analysis of science, mathematics and language
textbooks examines the use of real-life connections and
experience-related examples in textbooks of the Palestinian
Authority. Recent reports have highlighted a certain
number of examples connected to the Israeli-Palestinian
conflict in Palestinian textbooks for the sciences and Arabic
language that offer escalatory messages while referring

to the realities of the students’ everyday lives under
occupation.*?®

Experience-related examples tend to be fragmented and appear
in isolation in science or language textbooks and have therefore
largely remained unconsidered in cultural studies.*® Further, the
field lacks an established methodological approach with which to

investigate the relevance of ideologically or politically connoted

content in textbooks for the sciences, technology and language.
This Report therefore draws on quantitative data and combines

them with a qualitative, context-sensitive analysis to investigate
real-life connections and experience-related content.

Following King: ‘What Framing Analysis Can Teach Us About History Textbooks, Peace, and Conflict’, p. 42.
Ide, Tobias: ‘Critical Geopolitics and School Textbooks: The Case of Environment-Conflict Links in Germany’, Political Geography 55 (1), 2016: p. 61-70.

The reference here is to textbooks teaching the rules of a certain language (grammar, syntax, morphology) rather than to readers with examples from a specific
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UNESCO/Mahatma Gandhi Institute of Education for Peace and Sustainable Development: Textbooks for Sustainable Development. A Guide to Embedding.
New Delhi: Mahatma Gandhi Institute, 2017.

Pardo, Eldad J.: ‘The New Palestinian Curriculum, 2018-19, Update — Grades 1-12’, IMPACT-se Report. 2018, http://www.impact-se.org/wp-content/uploads/The-
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There is, however, some research in the field of mathematics and science didactics, e.g. Mosvold, Reidar: Mathematics in Everyday Life. A Study of Norwegian
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2005, p. 99-115, https://de.scribd.com/doc/506952/Mathematics-in-everyday-life-A-study-of-beliefs-and-actions, accessed 25 September 2020.
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A) Quantitative analysis:

1. Collection and documentation of all everyday examples
in the textbooks, categorising of the text in question
(authored text, exercise, heading, etc.) or illustration
(photograph, drawing, chart, etc.)

2. Marking of conflict-related examples

3. Measurement of the quantitative relationship between
examples that are conflict-related and those which are
not (number of examples)

B) Qualitative analysis of conflict-related examples:

4. Analysis of contexts: What different facets of real-life
connections are present in the books?

1.3.2 DATA BASIS

TEXTBOOK SAMPLE

The analysis presented in this Report provides an overview

of the textbooks for the main subjects taught in Palestinian
schools, which include: Arabic language, social studies and
social upbringing, history and geography, religious education,
mathematics and natural sciences as well as life sciences. This
Report encompasses a sample of 156 textbooks and 16 teacher
guides for years 1-12 in these subjects for use in schools
providing a general education, in the versions published mainly
between 2017 and 2019. This sample of 172 books was selected

5. Analysis of content-related and semantic structures
(which allows for classification to a certain extent, from
descriptive experience-related to more prescriptive or
even hatred-fostering examples):

a) Are the conflict-related examples isolated in the
text or are they part of the didactic context
(e.g. illustration — authored text — exercise)?

b) Are there ideological/political connotations beyond
the experience-related connection?

c) Are additional attributes used in a certain example
in order to mark a potential adversary, and, if this
is the case, which attributes are used? Do they
contain any messages that could have delegitimising/
dehumanising effects or be prone to igniting hatred?

from a larger corpus with a total of 309 textbook versions
and teacher guides, with the aim of including the most recent
editions and allowing comparisons between different versions.

Additionally, 18 textbooks updated for the start of the school
year 2020/2021 by the MoE were checked for changes;
whenever considerable or extensive changes were identified
a qualitative evaluation of these amendments followed

(see Chapter 5). Further, 7 textbooks amended by the Israeli
authorities for use in East Jerusalem schools were also
included in the Report (see Chapter 6).
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Subjects of textbooks'*> Textbooks Number of Palestinian textbooks  Textbooks amended Textbooks
in the sample  teacher guides and teacher guides by Israeli authorities published by
in the sample  analysed analysed MoE in 2020
Arabic Language 34 1 35 1 7
Social Studies 22 4 26 2 1
History and Geography 15 1 16 1 2
Religion 31 3 34 1 3
Islamic Education 25 3 28 1 3
Christian Education 6 0 6 0 0

Mathematics and

Natural Sciences >4 7 61 2 >
Life Sciences 19 4 23 1 2
Mathematics 32 3 35 1 3
Physics 1 0 1 0 0
Chemistry 2 0 2 0 0

Total number 156 16 172 7 18

The MoE alters textbooks within a process that implements edits and changes from year to year. This is reflected in the different
versions of textbooks bearing one and the same title.

Sample of 172 textbooks and teacher guides selected for this Report: Printed and electronic versions:
2 were published in 2016. Printed versions: 23
34 were published in 2017. PDF-format/printed versions: 142
59 were published in 2018. Electronic downloads in PDF-format: 135

77 were published in 2019.

STRUCTURE OF TEXTBOOKS For years 1 to 4 the textbooks are titled Our Beautiful Language

(dasdl Lad, lughatund al-jamila).*?* For years 5 to 12 the textbooks
Arabic Language are titled: The Arabic Language (i ,=)) =V, al-lugha al-‘arabia).
A total of 34 textbooks for Arabic language teaching and one Each textbook contains a preface in which the authors state
teacher guide were analysed in this study, all published by the main objectives of the textbook, for example to raise a
the MoE in Ramallah. Palestinian society with values, knowledge and education;

to help students understand the cultural value of the Arabic
All textbooks consist of two parts for the same year, of language; to enhance their belonging to Palestine and the
which the latest versions were analysed. For the 2017/2018 nation; and to hone their sense of national identity by
academic year and years 6 to 12, print and PDF versions were developing their feeling of belonging to Palestine and by
analysed and compared to the latest available versions. learning and reflecting the particularity of Palestinian life.

122 EFor a detailed list of textbooks see Annex.

123 These versions are identical.

124 1 this Report, when quoting terminology used in the textbooks the English translation is given, followed by the Arabic and a transliteration. Textbook excerpts
are shown in their original textbook presentation and followed by an English translation. For the transliteration standards used in this Report see ‘8. Notes on

the Transliteration’.
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Each textbook contains prose texts which vary between Sayings
of the Prophet and other texts selected from Palestinian and
Arabic literature. Some texts have been written specifically to
address the needs of Palestinian students while others are poems
by modern poets from Palestine and the Arab world. Poems
and prose alike aim to boost students’ analytical and discussion
skills, enhancing their linguistic and grammatical competencies.

The tasks and exercises alternate between comprehension
questions about the texts or exercises on the grammatical rules
learned. One section is dedicated to handwriting and calligraphy,
teaching students to write clearly and correctly. A section on the
art of writing and written expression concludes each chapter.

Analysis and discussion questions aim to raise the student from
the level of receiving knowledge to that of comprehending
and reformulating, and being able to develop an opinion
based upon that knowledge.

Social Studies

The sample consisted of 22 social studies textbooks and four
teacher guides. The textbooks are designed for social studies
classes taught in schools from years 1 to 7 and year 9.

In the Palestinian curriculum the subject of social studies is a
hybrid of different subjects, depending on the year. In years
1 and 2, the textbook is titled National and Life Education
(Lsledls dab o)l 4o W), at-tarbia al-watania wal hayatia). These
textbooks include material that covers both nationally
oriented social studies such as civics, as well as scientific
topics such as natural resources (air, water, soil).

The textbooks for years 3 and 4 are titled National and Social
Upbringing (&eslusYls dab gl dxaudl, at-tanshi’a al-watania
wal-ijtima‘eya). These books, unlike years 1 and 2 where
science was included, focus only on civics and geography.

For years 5, 6, 7 and 9, the textbooks are titled Social Studies
(Lsloxa¥l Glulywl, ad-dirdsat al-ijtima‘eya). In these years

the subject encompasses civics, history and geography. The
individual chapters therefore cover a wide range of topics.

The objectives of the social studies textbooks, as stated by
the authors, are to provide students with knowledge, skills
and values that allow them to interact and participate in

the learning process; to participate by exploring the topic
and relating it to their own reality and lived experience; to
develop an ability to discuss and be solution-oriented; and
to become active citizens who are proud of their nation and
knowledgeable about the Palestinian cause.

These objectives are reflected in the structure of the units
and chapters. They are introduced at the beginning of each
unit and repeated at the beginning of each chapter, followed
by a series of activities and exercises. Each chapter ends with
a section of questions assessing what was learned during the
chapter and a suggested task.

Each activity addresses one topic from the chapter and

begins with an illustration and/or a quote. This is followed by
an implementation section which includes instructions and
questions relating to the illustration and/or the quote, where
the students are expected to engage in an open discussion that
allows them to reflect and share their impressions and thoughts.
Finally, the activity ends with the section called ‘Il have learnt’,
which includes a summarising text by the authors. Although
the authored texts are a significant fount of information for
the students, the topics are structured so as to allow students
to interact with several sources of information and knowledge.

Geography and History

For this subject area 15 textbooks for years 10 to 12 were
analysed as was one teacher guide. In year 10, geography

and history are taught together from one textbook, divided
into two parts: Palestine’s Geography and its Modern and
Contemporary History ( solsbls Lousdl g )bs ohlls 48122,
jughrafiat filistin wa tarikhuha al-hadith wa al-mu‘aser). The
first edition was produced in two parts in 2018 and both the
print and PDF versions were included in the sample. A second
edition of the second part of the book was released in 2019.
Both parts include a preface written by the authors, stating
the importance of education in general and the purpose of
the lessons in the books. They also mention educational goals
and the aim of developing a more conscious way of learning
and reflecting upon the particularities of Palestinian life. The
books contain two to four units, each consisting of three to
five chapters. All chapters begin with an illustration and/or a
quote and end with exercises and a section titled ‘What | have
learnt’. The books progress through topics chronologically (e.g.
the war of 1948 is followed by a chapter on 1967, and so on).



The combined history and geography textbook for year 10
follows the historical developments of the Israeli-Palestinian
conflict with accounts of the Nakba (45w, an-nakba) in
1948'?° and the Naksa (4.5J1, an-naksa) in 1967,%2° Palestinian
resistance and peace initiatives, and by providing an overview
of the Palestinian population and their economic activities.

In years 11 and 12, history and geography are no longer
taught together. The geography books focus on technical and
environmental aspects of international, regional and local
geography. In the history books for year 11, the narrative
follows a postcolonial depiction of colonialism in general,

and the Israeli-Palestinian conflict in particular. The topic
encompasses two major units, each containing six chapters,
which start by introducing concepts, forms and motives of
colonialism before proceeding to concrete examples and
finishing with its consequences. The second part of the book
for year 11 follows a similar pattern, presenting independence
movements in India, Cuba, Vietnam, China and the Arab
region, especially Morocco, Tunisia and Egypt in the first unit
(divided into six chapters) and dealing with the main political
systems that have appeared over human history in the second
unit (consisting of five chapters). History textbooks for year 12
cover a longer period of world history, from Islamic conquests
and the Crusades to the formation of the European Union, the
revolutions in the Arab region, and the fall of the USSR.

Religious Education

The sample for religious education comprised 31 textbooks
and three teacher guides on the subjects of Christian
education (dewutl 4o I, at-tarbia al-masihia) and Islamic
education (LI 4o 1, at-tarbia al-Islamia). It includes six
textbooks for Christian education for years 6, 7, 8, 9, 10 and
12, and 28 books for Islamic education (25 textbooks from
years 1 to 12 and three Islamic education teacher guides for
years 4, 6 and 11).

Christian education textbooks are written with the
participation of representatives from the Orthodox, Catholic,
Eastern Orthodox and Evangelical Churches. The textbooks are
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not divided into different parts for each semester; rather, one
textbook includes all units for both first and second semesters.
Each textbook for years 1 to 12 has a specific theme. For
example, the book for year 8 is titled ‘Our Church’ (Lius,
Kanisatund) and explores the history of the Church with an
emphasis on the first six centuries.

Each textbook for Islamic education in years 1 to 3 consists
of 4 units, and each textbook for the remaining years, from
4 to 12, consists of 6 units. For years 1 to 11, each textbook
has two parts: part 1 for the first semester and part 2 for the
second, while year 12 has one textbook for both semesters.

Each unit discusses a different theme. From years 4 to 12, the
themes comprise: The Holy Qur‘an and its sciences; Islamic
faith; noble sayings (& ¢ous, hadith sharif; the biography
of the Prophet and his companions; Islamic jurisprudence
(wxul 438, Figh Islami); Islamic thought, ethics and behaviour.

Mathematics and Natural Sciences

The curriculum of the Palestinian Authority includes
mathematics (wlob I, ar-riyadiyat) textbooks for all years,
1-12. Textbooks for the life sciences begin in year 3 and
continue until year 12. The life sciences textbook, Science and
Life (8L=dls psl=ll, al-‘uldm wa al-hayat), is for years 3 and 9,
and Life Sciences (asl=d! psl2ll, al-‘uldm al-hayatia) for years
10 to 12. Chemistry (:LwsJ), al-kimia’) and physics (sb a1,
al-fizia’) are included in the life sciences and are also taught
as separate subjects in secondary schools. The total sample
for the Report comprised 32 mathematics textbooks and 22
science textbooks as well as 7 teacher guides.

Mathematics, life sciences, chemistry and physics textbooks
are structured in a similar manner. They are divided into units
(e.g. chemical reactions in our lives, light and life, and so on).
Every unit contains several chapters (ranging from three to
nine chapters, e.g. the modern periodic table, reduction and
oxidation, etc.). Each unit starts with an introductory page
that includes an illustration (a photograph, a chart, a drawing,
etc.) and a brief thought-provoking question or short authored

125 Literally: ‘catastrophe’, referring to the events of 1948 in which some 700,000 Palestinians fled or were expelled from their homeland, and to their resulting

refugee situation. See Gelvin, James L.: The Israel-Palestine Conflict. One Hundred Years of War. Cambridge: Cambridge University Press, 2014, p. 127-144;

Manna, Adel and Motti Golani: Two Sides of the Coin: Independence and Nakba 1948. Two Narratives of the 1948 War and Its Outcome, English-Hebrew

Edition, Dordrecht: Republic of Letters Publishing, 2011.

126 |jterally: ‘setback’, referring to the events in the context of the ‘Six-Day War’ in June 1967 that led to Israel taking control of parts of the West Bank and the

Gaza Strip.
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text. The learning objectives for the unit are listed on a
separate page following the introduction. The chapter consists
of diverse tasks, some of which ask the students to explain

or carry out what has been described. Authored texts define,
explain, pose questions and/or introduce tasks and practical
exercises. lllustrations are integrated into many working tasks.
Some teaching units are followed by a text box headed ‘I have
learnt’, ‘l conclude’, ‘I recognise’ or ‘I realise’. Every unit ends
with a ‘project for the unit’ to be carried out by the students.
The unit on geometry, for instance, asks the students to draw
a football pitch using a ruler and a compass and calculate the
dimensions it should have in order to make use of a certain
plot with a given area.’” Similarly, at the end of the ‘Cells and
Life’ unit in the life sciences textbook for year 8, the students
are tasked with writing and performing a play about cells

with classmates, with every student representing a cellular
component.'?®

Teacher Guides

The teacher guides aim to elaborate and expand on the
activities in the textbooks. They advise the teacher on how
to perform an activity or anchor the theme or concept within
a targeted objective. They provide a minimum expectation

of what the students are to gain from the lesson. Analysing
teacher guides thus gives deeper insight into the topics and
unveils disparities between these and the limited information
in the textbooks. The teacher guides correspond with the
textbooks, following the same structure, but elaborate on
the topics in order to help the teacher achieve the chapter’s
objectives. Every teacher guide also includes guidelines for
teaching students with disabilities, explanations of assessment
techniques, and tips on conducting an interactive lesson.

Changes between Textbook Versions

The textbooks published between 2017 and 2019 underwent
a process that implements edits and changes from year to
year. For 38 textbooks an analysis of two consecutive versions
was undertaken. These 19 comparisons document an

127 Mathematics 10/11 (2019), p. 82.
128 science and Life 8/1 (2019), p. 22.
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increase in the total number of pages. Fourteen books gained
between four and 21 pages between 2017 and 2019. The
social studies book for year 8/I1 published in 2017 contained
79 pages while the 2019 version of the same book had been
augmented to 100 pages: an increase of 21 pages. In only
two cases had the number of pages decreased: an Arabic
textbook for year 8, of which part | was published in 2017,
had 11 pages fewer in 2019; similarly, part | of a mathematics
book for year 9 had 8 pages fewer in 2019 as compared

to the 2017 version. Four textbooks maintained the same
number of pages.

Changes in content occur when material is either removed
from or added to the textbooks, or both. In some cases such
changes are already visible in the table of contents and in
the overall number of pages. However, content additions are
not necessarily reflected in an increased number of textbook
pages. Some 2019 textbooks, for instance, include content
additions but have a lower number of pages as compared
with the 2018 editions. Changes to existing content take on
different forms; the learning objectives of units and chapters
are rewritten, existing topics are expanded upon, and such
shifts can affect different sections of the textbooks. Some
changes reflect an editing process aiming to correct linguistic
errors and reshape the structure of the chapters in order to
facilitate communication, or to update the units’ cover pages.

New content introduced tends to aim towards more
elaborative and considerate teaching by providing more
detailed instructions on how to carry out activities and
assignments, or how to enhance student participation in the
learning process.

Content-related changes relevant for the overall framework of
the analysis are discussed in the following chapters presenting
the findings of the Report.

Further changes in textbooks published by the MoE in 2020
after the finalisation of the textbook analysis for this Report
are dealt with in Chapter 5.



2 GLOBAL CITIZENSHIP EDUCATION

2  GLOBAL CITIZENSHIP EDUCATION

Global Citizenship Education (GCED) has increasingly come to
the attention of educators, policy-makers and researchers in
recent years. This heightened interest is primarily due to the
Global Education First Initiative, introduced in 2012 by the
General Secretary of the UN, which set out three priorities for
education: ‘Put Every Child in School’, improve the Quality
of Learning’ and ‘Foster Global Citizenship Education’.*?® In
addition to examining aspects such as access to and quality
of education, which draw on demands made at previous

EFA global conferences, the new framing paradigm of GCED
now raises the question of relevant content for education.
GCED promotes fundamental values in education such as
non-discrimination, respect for diversity and solidarity for
humanity.*3°

This educational approach draws on the methods and ideas
behind existing and well-established educational concepts,
such as human rights education, education for sustainable
development, education for international/intercultural
understanding and education for peace.®! Ultimately
students, according to UNESCO, should be equipped to act
effectively and responsibly, at a local, national and global
level, for the benefit of a more sustainable and more peaceful
world.3?

In conflict and post-conflict contexts, that is to say in regions
affected by crisis or armed violence, by a lack of infrastructure
or security, by human rights abuses or precarious living
situations, education in general faces enormous challenges.
These challenges make it considerably more difficult to
satisfactorily convey GCED principles or to develop non-violent
conflict management strategies.'* This chapter focuses on two
pillars of GCED: Civic Education and Human Rights Education
(HRE), which cover aspects such as education for sustainable
development and education for intercultural understanding.

The UNESCO guidelines explicitly mention human rights

in several of their criteria, considering their promotion in
textbooks as supportive of peaceful coexistence. Their emphasis
on interconnectedness and the incorporation of a human rights
discourse into textbooks reflects changes that have occurred
during the recent era of globalisation, when the notion of
territorially bound and politically constituted citizenship evolved
into the idea of a ‘postnational’ or ‘cosmopolitan’ citizenship.'**
Particularly after the Second World War, the conceptualisation
of rights shifted from individual rights to a more universal
notion of human rights'** conceived of as inherent rights

to which people are entitled simply by virtue of their being
human, rather than as members of a national community.
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This shift is reflected in the literature of the field of
educational media research. While, historically, schools were
key players in the process of incorporating the masses to
form a homogenous national citizenry,**® more recent studies
describe human rights education as a central component of
global citizenship education.’® As noted by Elizabeth Buckner
and Susan Garnett Russell, global citizenship is ‘predicted

by the textbook content’s reflection of the external world,
including international events and mentions of human
rights”.**® At the same time, references to global citizenship
can be considered ‘manifestations of a world culture that
increasingly emphasises interconnectedness in post-national
societies’.’*® Studies on recent curricular reforms in several
countries around the world show a growing incorporation of

2.1 CIVIC EDUCATION

Civic education is understood to teach all aspects of citizenship
and aims to enable young people to participate actively

in democratic processes in the current global society. This
section investigates the ways in which Palestinian textbooks
address forms of political participation, environmental issues
and intercultural understanding. The main questions asked

in this section are whether the textbooks present realistic
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Social Studies 95 (1), 2004: p. 16-26.
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International Studies Quarterly 57 (2013): p. 738-750; here: p. 738.

139 Buckner and Garnett Russell: ‘Portraying the Global’.
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global citizenship education* and human rights education*
into school curricula.

Textbook research shows an increased emphasis on
universalism and diversity in civic education curricula
worldwide since 1970.1*2 The analysis of recent changes

in South Korean civic education by Rennie J. Moon and
Jeong-Woo Koo, for instance, highlights that while national
citizenship themes remain core elements, the emphasis on
them has weakened and the trend towards the inclusion of
global citizenship has dramatically increased, especially in
the 1990s and 2000s.2* Findings also indicate an increase in
attention paid to environmental issues in textbooks around
the world as a result of a post-national approach.#

and respectful representations of different social, cultural
and religious groups, how these groups live together, which
cultural, social and religious values are portrayed that
represent peaceful coexistence between these groups, and
how they increase awareness of (and to what extent they are
a response to) international agreements on gender equality,
cultural diversity and the protection of the environment.*

Weber, Eugen: Peasants into Frenchmen: The Modernization of Rural France, 1870-1914. London: Chatto & Windus, 1979.

Gaudelli, William and William R. Fernekes: ‘Teaching about Global Human Rights for Global Citizenship: Action Research in the Social Studies Curriculum’.

Buckner, Elizabeth and Susan Garnett Russell: ‘Portraying the Global: Cross-national Trends in Textbooks’ Portrayal of Globalization and Global Citizenship’.

Friedman, Marilyn: ‘Educating for World Citizenship’. Ethics 110 (3), 2000: p. 586—601.
Firer, Ruth: ‘Human Rights in History and Civics Textbooks: The Case of Israel’. Curriculum Inquiry 28 (2), 1998: 195-208; Niens, Ulrike, Jackie Reilly and Alan

Smith. ‘Human Rights Education as Part of the Peace Process in Northern Ireland’. Journal of Social Science Education 5 (1), 2006: p. 106-116.
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2.1.1 POLITICAL PARTICIPATION

Issues of civic engagement are represented in texts and images
in textbooks for different subjects, especially those for social
studies and history, where these issues are intensified in the
upper years. Social Studies, year 5/11 contains a chapter titled
‘The Emergence of States’ (sl <55, nushd’ ad-dawla) that
introduces the concept of the state, its functions and branches
of government, and related matters. It explores the issues of
civil rights and the relationship between citizens and the state,
including the right of citizens to be protected by the state and
the obligations of citizens to abide by the state’s laws. Quoting
articles from the Palestinian constitution, the text describes
some of the civil rights enjoyed by Palestinian citizens, such as
those laid down in Articles 9, 19 and 33, focusing on equality,
freedom of expression, and the environment. The chapter
provides the following definition of citizen’s rights:
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Figure 1: Social Studies 5/11 (2019), p. 43

Citizens’ rights: To be enjoyed by every human on earth;
no one can nullify or diminish them, such as the right to
freedom of expression, children’s right to play, the right to
education, the right to equality, and others.

Citizenship rights, and civil and political rights, are presented
in several chapters of this textbook, as are the functions and
different branches of government and the right to participate
in political processes. In the 2019 edition, several additional
chapters discuss the meaning of active citizenship and the
relationship between the citizen and public spaces, as well as
that between the citizen and government. Citizenship is thus
allocated more content and space.

Exploring the relationship between citizens and government,
the chapters focus on the entitlement of citizens to certain
rights, and on the different opportunities available to them that
allow them to engage with their society as active citizens. In
the textbook for year 5/1 (2019) the unit ‘The Society in which
We Live’ (48 jiums Ul zaixbl, al-mujtama’ al-ladhi na‘Tshu fih)
includes a chapter on ‘The State’ (5.1, ad-dawla) that outlines
the state’s characteristics and functions. It also discusses the
relationship between the citizen and the government, describing
it as one that should be based on dialogue and respect.

2.1 CIVIC EDUCATION

Social Studies 6 (2019) addresses citizenship in both parts |
and Il. In part |, the unit titled ‘Law and Order Protects our
Rights and Responsibilities’ (Ll Wsd> esuy pladls Oslall,
al-ganin wa an-nizam yahmi hugiqana wa wajibating)
includes the chapter ‘The Constitution and the Powers of

the Government” (Jsul § dewliwd) Olhaludly yswal, ad-dustar

wa as-sulutat as-siyasia fi ad-dawla), which specifies that
Palestine adopts a democratic system of governance, and that
a constitution includes not only the rights of citizens but also
the laws by which they must abide. The chapter also explains
the three powers of a democratic government, the legislature,
the executive and the judiciary, with examples of each from
Palestine. Part Il, containing the chapter ‘The Active Citizen’
(Ul pblskl, al muwaten al-fa‘el), explores ways in which
students may become positive and productive participants of
their community.

Continuing the topic of engagement in active citizenship,
Social Studies 7/1 (2019) presents a unit on ‘Civil Society’

(3ol gazll, al-mujtama’ al-madani), which includes two
chapters: ‘Civil Society Organisations’ (Jull geizll Oluwss,
mi‘assasat al-mujtama’ al-madani) and ‘The Values of

Civil Society’ (Jubl zei=bl 0.3, giyam al-mujtama’ al-madani).
The chapters define civil society organisations and describe
their potential for development and reform in Palestine

in particular, underlining the importance of a functioning
democratic system for civil society to thrive. Examples are
provided of the different civil society organisations working

in Palestine, such as the Palestinian Red Crescent Society, the
Syndicate of Printing and Publishing Workers, the Independent
Commission for Human Rights, Al-haq Defending Human
Rights, Inash Al-Usra Association (531 silss| dses, jam ‘iyat
in‘ash al-usra), the General Union for Palestinian Women, the
General Union of Palestinian Students, and many others. Both
chapters focus on the diverse issues linked to civil society,
while embracing different national, political, social, economic,
cultural and religious values based on freedom and justice.

Active political participation is addressed in a newly added
unit in the 2019 edition of Social Studies 9/1 (2019) titled
‘Participation in Building a Civil Society’ (3ull gazdl sby § &S5Led,
al-musharaka fi bina’ al-mujtama‘ al madani). The unit
comprises 2 chapters: ‘Political Participation” (dwlud! &S;Lid,
al-musharaka as-siyasia) and ‘Elections and Nominations’
(zaly =Y, al-intikhab wa at-tarashuh). The chapter on
political participation examines closely the role played by
Palestinian women through active political participation,
including a discussion on quotas for female representation
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that continue to expand due to the active mobilisation of
the different institutions working on women'’s issues. The
chapter on elections and nominations distinguishes between
candidacy itself and the processes through which candidates
are nominated, allocating such importance to these
procedures that the textbook suggests election days should
become official holidays in order to encourage maximum
participation in the democratic process.

The concept of political participation and pluralism is developed
within the civics textbooks to include more information
relevant to the Palestinian citizen, most apparent in year
9/1/Unit 3, which includes two chapters: ‘Political Participation’
(Lewled! &SyLidl, al-mushdraka as-siydsia) and ‘Election and
Nomination’ (xsls Y, al-intikhab wa at-tarashuh). The
chapters introduce different methods of political participation
for citizens, with a focus on the importance of elections.

Mathematics textbooks for years 8 and 9 address different
aspects of political life in connection with arithmetical and
similar tasks. For instance, they demonstrate the political
character of the country by portraying Palestinian civilians
as voters!*® and as participating in public affairs to establish
a better supply of infrastructure.*’

2.1.2 ENVIRONMENTAL ISSUES

Issues concerning the environment are addressed in textbooks
for different subjects or crossover subjects and are extended
in new editions, and thus reflect the rising awareness of this
topic. In a lesson on the forms and causes of environmental
pollution, a heading was added to the 2019 edition to
introduce the subject, along with illustrations demonstrating
different forms of environmental pollution including waste
being pumped into water resources.

Forms of environmental pollution and its causes:
Activity (2): the first task: observe, compare and conclude:
[Images]

146 Mathematics 8/1 (2019), p. 102.
147 Mathematics 9/1 (2019), p. 35.
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Figure 2: Illustration of voters in an arithmetical task. Mathematics 2/l
(2019), p. 14

4) In a Palestinian village, three lists ran for the local
council elections and they received the following numbers
of votes :

The Independence:
485

The Freedom: The national-building:
365 272

[Calculation]
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Across the school years, Arabic language textbooks intertwine
units that aim to enhance language skills, such as reading,
writing and listening, with environmental issues. A reading
text in Our Beautiful Language 3/ (2019) titled ‘Our Village

is Clean’ (dads Lw ,3, garyatund nazifa) motivates students to
keep their home villages tidy. At the end of the text students
are asked to answer questions on human practices that harm
the environment, their own role in protecting it, and the
consequences of pollution for human beings.*® Our Beautiful
Language 4/11 (2019) dedicates a listening text to the benefits
of solar power (&)l B, at- tdga ash-shamsia).**

An article on global warming is the basis for a teaching unit
on enhancing academic writing skills in The Arabic Language
9/1(2018) and has the headline ‘Expression: Scientific Article’
(Lols)! DLl : s, @t-ta 'bir: al-magqala al-‘ilmia). The one-and-
a-half-page text titled ‘The Greenhouse Effect: A Ticking Time
Bomb’ (&5580 dlid : )4l bV, al-ihtibds al-harari: qunbula
mawagqdta) is taken from an environmental organisation’s
website and the students are required to analyse the text,
taking note of how it is structured.
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Figure 4: The Arabic Language 9/ (2018), p. 102

When we analyse the article, we notice the following:
First paragraph: An introduction to the global warming
phenomenon and its dangerous consequences.

Second paragraph: Definition of ‘Global Warming’.

Third paragraph: Scientists’ views on global warming.
Fourth paragraph: Ways of preventing global warming.
Fifth paragraph: Conclusion and summary of the scientists’
views.

148 our Beautiful Language 3/1 (2019), p. 38-39.
149 our Beautiful Language 4/11 (2019), p. 17.

2.1 CIVIC EDUCATION

The Arabic Language 6/1 (2019) includes a five-page lesson
with a listening text, reading text and connected questions
that address the topics of water rationing and noise pollution
(Ggall &3 /old) &Vgzal auis, tarshid istihlak al-miyah/ at-
talwdth as-sawti).

AL dsd By )5,

Figure 5: The Arabic Language 6/1 (2019), p. 51

Noise Pollution

[Image]

About the text: This article tackles the phenomenon
of noise pollution, what it is, its causes, effects and the
damage it causes, and ways to reduce it.

At the end, the lesson positions the topic of pollution within
the current Israeli-Palestinian conflict. In the final exercise,
which concerns a rule of grammar, both ‘occupation practices

37
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and the practices of some Palestinians’ are blamed. The
exercise suggests solutions to raise ‘environmental awareness’
among Palestinians and to ‘unveil the occupation crimes in
the media’.**°® While both factors are mentioned as responsible
for pollution, it is noteworthy that only the Israeli practice is
labelled a crime.

The mathematics textbooks of 2019 refer to global
environmental issues in exercises that address environmental
and ecological issues such as water shortages or global
warming. Science and Life 4/l asks which method of
transportation — car or bicycle — is better for the environment
and Mathematics 9/1 includes an exercise that depicts the
Palestinian government encouraging citizens to save energy.
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Figure 6: Science and Life 4/11 (2019), p. 64 151

Question 5: The following two pictures show two
methods of transportation used in the cities.
[Images]

Which method of transportation is better for the
environment? State the reasons for your answer.

150
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Figure 7: Mathematics 9/1 (2019), p. 18

(1-5) The Foundations [of mathematics] and their laws
Activity (1): The advantage in Palestine is that most

days are sunny. The Palestinian government seeks to
rationalise electricity consumption, use solar energy, and
encourage citizens to use solar cells to generate electric
power. Not all the energy released by the sun reaches the
earth yet the earth still receives 22 billion kilowatt hours
of energy [...]

Another exercise features the efforts of the government in
dealing with ecological challenges, saving energy and seeking
efficient and clean energy alternatives,*>? and the efforts
of the Ministry of Health in raising awareness of bacterial
infections.™® War is mentioned as a threat to the earth
through global warming.™*

The Arabic Language 6/1 (2019), p. 56: Exercises: ‘Read the paragraph below and extract the verbs in present tense!”
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151 science and Life 4/11 (2019), p. 64.
152 Mathematics 9/1 (2019), p. 18.
153 Mathematics 9/1 (2019), p. 23.
154 |ife and Science 8/1 (2019), p. 89.
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2.1 CIVIC EDUCATION

2.1.3 DIVERSITY AND INTERCULTURAL UNDERSTANDING

The textbooks provide representations of different social,
cultural and religious groups in images and by thematically
engaging with questions of diversity. Numerous illustrations
highlight the diversity of skin colour, gender and physical
abilities, often without explicitly mentioning these features.

How do | behave with others?

Consider and discuss:

We may differ, but that does not mean that we hate each
other, as the diversity of flowers and their differences add
to their beauty.

Figure 8: National and Life Education 1/1(2019), Lesson 4, p. 40

In contrast to the 2017 edition of National and Social
Upbringing 3/, the introductory pages to each unit in the
2019 edition were modified to include images and quotes,
some of them illustrating diversity and problem-solving skills.
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Figure 9: National and Social Upbringing 3/1 (2019), p. 57

Figure 10: National and Life Education 1/1 (2019), Lesson 4, p. 46

B) Connect the aid in column (a) with the person who
uses it in column (b)

Column (a) Column (b)
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The textbooks assign significant weight to teaching students
about people with disabilities and to activities and simulations
that foster empathy towards them. This is a continuous
process that starts in year 1 by introducing an understanding
and recognition of disabilities and continues throughout the
textbooks via examples included in different topics or by

a designated chapter. A teaching unit on chromosomes in

Life and Science 8/| portrays Hiba al-Shurafa, a Palestinian
teacher with Down syndrome.**® The textbooks promote
social responsibility in the face of global challenges, such as in
mathematical exercises referring to infrastructure for better
accessibility.**®
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Figure 11: Life and Science 8/1 (2019), p. 29

[...] However, some children are born with an extra
chromosome, so each cell of the body contains (47)
chromosomes. This disorder is called Down syndrome.
Patients that suffer from Down syndrome have the
following physical features:

1- They have an additional skin fold that comes out
from the upper eyelid. They are short in stature, have
a flattened face, prominent forehead, large tongues,
short hands and feet, and most of them have learning
difficulties.

2- Have you ever met anyone who suffers from Down
syndrome?

3- How could you help them to be socially integrated?

The integration of disabled people is also reflected in text
passages. A passage in The Arabic Language 7/Il tells the story

15 Science and Life 8/1 (2019), p. 28-29.
156 Mathematics 8/11 (2019), p. 73 and Mathematics 8/1 (2019), p. 18 and 62.
57 The Arabic Language 7/ (2019), p. 28.
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of a disabled child who dreamed of becoming a traffic officer;
his persistence and efforts to educate himself enabled him to
fulfil his dream despite having being bullied by other children.*’

The textbooks also address the subject of gender equality,
either in exercises that motivate students to reflect on gender
representations or in authored texts stating that both males
and females should share equal responsibilities and rights.
National and Life Education 1/ introduces the topic with a
story of family cooperation. The chapter ‘Me and My Family’
(gﬂTg b1, ana wa usrati) contains a passage about a girl called
Marah who invites her friend Reema over after school. To
make the visit a success, each family member (male and
female) contributes and cooperates.
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Figure 12: National and Life Education 1/1 (2019), p. 28

Activity 6: Work together

After listening to the story (visiting my friend) and
discussing it in class, put the events of the story in order
by numbering them from 1 to 4.

[top left] Reema helps my mother prepare the pastries.
[top right] My father helps my mother set the table.
[bottom left] Majed buys the necessities.

[bottom right] My mother serves the pastries and desserts.



These values continue to be present and are most clear in Unit
2 of National and Social Upbringing 3/1, Chapter 3, titled ‘Our
Differences Do Not Nullify Our Humanity’ (bxslus) b Y L,
ikhtilafuna la yulghi insa@niyatuna).t>®

2.1 CIVIC EDUCATION

Freedom of expression, dialogue, respectful conversation and
forgiveness are addressed in National and Social Upbringing 3/|.
The second unit contains five different chapters that focus on
forgiveness and the acceptance of diversity.
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Figure 13: National and Social Upbringing 3/1(2019), p. 76

| have learnt:

- We live in a family that consists of males and females.

- In the family, we are equal in rights and responsibilities
whether male or female.

- We all work together on the household chores in order
to be a happy family.

Representations of women appear to have been systematically
inserted into textbooks for different subjects in order to
counter the hitherto male-centric content. Gender equality

is addressed in mathematics textbooks, for instance, where

a feminist organisation is mentioned that specialises in
embroidery and helps Palestinian women to be economically
independent,**® and also by representing male and female
protagonists in texts and illustrations.

Exercises in history textbooks for the upper years frequently
ask students to reflect on the role of women or on female
personalities in historical events. These exercises serve to
highlight the fact that historical narratives tend to focus on
elites rather than including a wider spectrum of society.

158 National and Social Upbringing 3/1 (2019), p. 75.
159 Mathematics 8/1 (2019), p. 42.
160 The Arabic Language, 8/1 (2019), p. 4.
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Figure 14: National and Social Upbringing 3/1 (2019), extract from the
contents page

Unit two: How | behave with others

Chapter one: We converse

Chapter two: We may disagree but we can remain friends
Chapter three: Our differences do not nullify our humanity
Chapter four: We forgive

Chapter five: We respect all peoples

Several passages and stories in Arabic language textbooks also
call on students to respect others: those who hold different
or opposing views and have different interests. Such passages
teach that differences of opinion, or more general differences,
need not lead to conflict but can rather serve to develop

a healthy relationship with the other person. For instance,

a listening text in The Arabic Language 8/1 addresses the
significance of unity and plurality in a society, focusing on the
negative consequences of disharmony and conflict between
people and on the importance of accepting and respecting
others’ points of view.!®°

Arabic language textbooks discuss tolerance and forgiveness,
for example, in the passage below from year 5. The text
shows how Islam emphasises the importance of tolerance
and forgiveness towards an oppressor even when revenge

is possible, and that this behaviour can prevent feelings of
hatred from developing.
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Figure 15: The Arabic Language 5/11 (2019), p. 10

Second: Read the following paragraph and fill out

the table:

Forgiveness is a noble feeling that results in tolerance,
even if the victim is able to harm the oppressor.
Forgiveness in this sense is a noble moral characteristic
indicating good social behaviour, and our tolerant religion
encourages forgiving in order to prevent hatred.
[Grammar activity: sorting nouns and verbs into the table]

Another example of forgiveness and mercy is reflected in the
text below taken from a chapter for year 6. The short story
about two friends emphasises the importance of tolerance in
order to forget another’s offence. Students are encouraged to
learn how to forgive.
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Figure 16: The Arabic Language Teacher Guide 6, p. 266.

His friend asked him: ‘Why did you write in the sand that

I slapped you and then when | rescued you, you wrote
that on rock?’ He replied: “‘When someone hurts us, we
should write it in sand so the winds of tolerance can erase
it. However, when someone does us a favour, we should
write that on rock so no winds can remove it.’

We should learn how to forget others’ offences and how
to remember their good deeds.

An activity to foster tolerance in The Arabic Language 9/
draws on Islam by asking students to search for references
to tolerance and forgiveness in the sayings of the Prophet
Muhammed.
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Figure 17: The Arabic Language 9/I11 (2019), p. 21

Activity: Go back to one of the noble hadith books
[books of sayings of the Prophet] and extract from it three
Ahadith that convey the meaning of tolerance.

Intercultural understanding is also depicted with reference to
ethnic and religious diversity. The textbooks state that human
relationships should be based upon respect and acceptance
of difference, regardless of skin colour or features, culture or
traditions, religion, nationality or language spoken. National
and Social Upbringing 3/ includes the sentence: ‘learning
more than one language facilitates our communication and
interactions with different nations’.*

Figure 18: National and Social Upbringing 3/1(2019), p. 90-95

181 National and Social Upbringing 3/1(2019), p. 96 .dalzll Ge=id) & dalslly Lol il Jud &8 (o 55T ol

42




iy dalsd (o) bLis

Good morning ‘dj\ | e
“"’)j

W

r)

(V)

0o £ _
o

Ll ol A

(%) f—wjj\) «(Y) (.MJ.S\J (V) ("‘"f“ u" Vs 4% ;y/’.
Sl ol slend 5

2.1 CIVIC EDUCATION

This statement correlates with the teacher guide for The
Arabic Language, year 7, which notes that Palestine is the land
of the three monotheistic religions.
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Figure 21: The Arabic Language, Teacher’s Guide 7, p. 88

Main idea: the spiritual and geographical importance of
Palestine and its historical origins.

Secondary ideas:

- Palestine is the heart of the Islamic and Arabic nation.

- Palestine is the land of the three monotheistic religions.

Figure 19: National and Social Upbringing 3/1 (2019), p. 96

Textbooks for religious education call for tolerance and

Activity (5): Observe and conclude: coexistence in several instances and aim to enhance

[Image 1] [Image 2] [Image 3] corresponding skills such as the ability to enter into dialogue.
Good morning Hello [in Arabic] Hello [in Chinese] For example, Christian Education 10 addresses tolerance
After observing the images: in the fifth lesson, titled ‘The Human is the Creation of God’

- Explain what you see in image (1), image (2) and image (3). (a) dads oLusyl, al-insan khaligat Allah), with a paragraph

- Name the languages used. headed ‘Expressing my Faith’:

religious coexistence, especially those for Arabic language and
religious education. National and Social Upbringing 4/| states
that Palestine is an Arab country and part of the Arab world
and that the Palestinian people are part of the Arab nation.

It also states that ‘Islam is the official religion of Palestine but
extends respect and sanctity to all monotheistic religions’.

Textbooks for several subjects engage with the topic of .
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Figure 22: Christian Education 10 (2018), p. 40

g nlly S A L e s o (% Lknls
onlods o g o Y1y 2 e seaafi|  Expressing My Faith:

ez oo o ale ! o Lord, our earth is nothing more than a small planet in
= -U} bl il the vast universe. You invite us to make it a planet whose

Figure 20: National and Social Upbringing 4/1 (2019), p. 9. inhabitants do not suffer from the scourge of war, do
not suffer the torment of hunger and thirst, and are not
Palestine is an Arab country and part of the Arab world, divided by sex or differences in colour and creed. Give us
and the Palestinian people are part of the Arab nation. the courage, the foresight, to start this work from today,
Islam is the official religion of Palestine but extends so that everyone can be proud to bear the name of man.

respect and sanctity to all monotheistic religions.
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This prayer refers to important values such as spreading peace
in the world and coexistence among all human beings despite
different ethnicities and religions, and working to serve
humanity.

Lesson 22 of Christian Education 12 also addresses the theme
of Justice and Peace. According to the introduction to the
textbook, after the lesson students should be able to define
the concept of peace and differentiate between ‘universal
peace’ and ‘peace with others’, to explain the foundations of
peace as well as to show the attitude of the Church towards
justice and peace.

Christian Education 12 addresses the topic of interreligious
dialogue under the title: ‘Pluralism and dialogue in Palestinian
society’ (Luhuld)l zaizmbl § slo=dls Ldusdl, at-ta‘adududia

wa al-hiwar fi al-mujtama‘ al-filistini). According to the
introduction, students are expected to be able to define the
concept of dialogue and to describe the features of Christian-
Muslim dialogue in Palestine. This dialogue is described in
the textbook as being based on the harmonious coexistence
of Palestinian people sharing a common language, culture
and heritage, social habits and history, on knowledge and
understanding, and aimed at building a life in harmony

POty Juasd vy y}iﬂ'

:J\.\A‘Y!

P S AT SN0 o e

1 306 19550 OF phl Ge eI AR BN G B3R
~ N psede i @)

e g S A U e 1)) @

O S - @

ey Jadd) oo Sl 0 ,Lek) @

52 P
o

LR S B

1

l |
| oty Juall ] 16 (501 pnal) B ) any gl 503 40 1p3ALIN I
I A () Ao b JShly |
|
|

J

fae)

Figure 23: Christian Education 12 (2018), p. 116

The lesson discusses the Church’s role in justice and peace
by addressing the Church’s calls for justice, peace, freedom
and human rights for all human beings in all human societies.
It addresses education for peace and the Church’s role in
raising its children according to these values. It also mentions
cooperation on the part of the Church with all people of
goodwill in order to establish the rules of justice and peace
among the peoples of the world.

together and a nation with sound foundations.
v ;,gfm'

3 iaY)

(b)) pazzmall (B gty EeS]

b e O 50 G g 365 e e B85
D eV S @)
S pseie Lo @
el )l by s ol @
ot 3 A ) i Bl @
sl el ij UvJﬂ-ﬂ\’ U=';\e" AV L g G @

FQ‘ FANEA]
3 ) ds” o2

Figure 24: Christian Education 12 (2018), p. 106

Lesson 20: Pluralism and Dialogue in Palestinian Society
Objectives:

By the end of the lesson, students are expected to be able
to:

1) List the types of dialogue.

2) Define the concept of dialogue.

3) Describe the conditions for real dialogue.

4) Describe the features of Christian-Muslim dialogue in
Palestine.

5) Give an opinion on the following statement: ‘Palestine
is the land of dialogue’

Did you know that the Church today is the Church of
dialogue? [Image]



The textbooks for Islamic education also deal with various
topics related to tolerance and dialogue such as: ‘Moderation
in Islam and avoidance of extremism’¢?, ‘Dialogue in Islam’®3,
‘Religious freedom’ or ‘No compulsion in Islam’.*%* Various
themes are also mentioned in this context, such as Muslims’
contributions to civilisation and tolerance in Islam.

The textbook for Islamic Education for year 10/I published

in 2018 includes a lesson on moderation in Islam and
avoidance of extremism. The 5 pages of this lesson aim to
enable the students to define the terms ‘moderation’ (&awgll,
al-wastia) and ‘extremism’ (3hyl, at-tatarruf), to identify
the different aspects of moderation in Islam and the most
important ways to tackle extremism in faith, behaviour and
thought.*®® The textbook for Islamic Education for year 10/

I (2017) dedicates a whole lesson over 6 pages to ‘Dialogue
inIslam’” (el & Jls=dl, al-hiwar fi al-Islam). The introduction
emphasises that students should learn the importance of the
‘dialogue between Muslims and others’ and ‘the importance
of dialogue for individuals and peoples’. On the first page an
illustration shows four hands joining the letters of the Arabic
word for ‘dialogue’ (,ls=J1, al-hiwdr). The Prophet Muhammad
is presented as the role model for dialogue and examples from
his own life are given.

162 Islamic Education 10/1 (2018), p. 85.

Islamic Education 10/11 (2018), p. 109.

164 Islamic Education 9/1 (2018), p. 97.
165

163

Islamic Education 9/1 (2018), p. 91.

166 Jslamic Education 10/1 (2018), p. 85.

2.1 CIVIC EDUCATION
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Figure 25: Islamic Education 10/l (2018), p. 109

Lesson 19: Dialogue in Islam

Objectives: By the end of the lesson, students are

expected to be able to:

- Define the concept of dialogue.

- Explain the importance of dialogue in the lives of
individuals and peoples.

- Determine the legitimacy of dialogue.

- Clarify the most important types of dialogue between
Muslims and non-Muslims.

- Explain the different types of dialogue.

- Adapt their behaviour to comply with the concept of
dialogue. [...]

In general there has been a noticeable and systematic increase
in content addressing the concept of dialogue throughout
textbooks for different subjects since 2017.
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2.2

Providing empirical evidence based on the content analysis
of 1,008 social studies textbooks from 100 countries, Patricia
Bromley and Julia Lerch understand the expansion of human
rights education (HRE) (from 1990 to 2013) as a cultural
phenomenon that initially emerged after the Second World
War and rapidly spread during the 1990s as a result of
increased global cooperation after the collapse of the Soviet
Union and the Decade for Human Rights Education promoted
by the UN between 1995 and 2004.%¢”

The Palestinian MoE has positioned itself within this global
framework, defining the function of the human rights
curriculum as establishing ‘human rights as a key tool that
enables everyone, especially marginalized groups in different
areas, of advancing [sic] themselves toward welfare, without
excluding anyone or any group. This is based on equality
between males and females, sensitivity to gender, justice,
and religious tolerance’.*®®

HUMAN RIGHTS EDUCATION

The findings presented in this section of the Report are based
on a methodology which draws from an approach developed
by a group of specialists at Stanford University and widely
accepted in the relevant literature.®® Specifically, it applies the
following questions to the textbooks:

1. Are human rights explicitly discussed in the textbook?

2. To what degree are human rights discussed in the
textbook?

3. Are any international, regional or national human
rights documents mentioned?

4. Which human rights are discussed?

5. How are human rights depicted in the context of the
Israeli-Palestinian conflict?

2.2.1 SCOPE OF HUMAN RIGHTS REPRESENTATIONS

The quantitative analysis shows that the issue of human
rights occurs both explicitly and implicitly in the textbooks,
albeit with varying scope. Human rights are mentioned in all
subjects except life sciences, chemistry and physics. A total of
151 explicit references to human rights were found in 47 of
the 104 most recent textbooks investigated, in the subjects of
social studies (50), history/geography (31), Arabic language
(32), Islamic education (10), Christian education (5) and
mathematics (23).17°

167

Human Rights References according to subject

Social Studies

23 50

® Arabic Language

Geography/History
Mathematics
31

# Islamic Education

¥ Christian Education

Figure 26: Of the 104 textbooks analysed, 47 contained explicit references to
human rights. This pie chart depicts them according to subject.

Bromley, Patricia and Julia Lerch: ‘Human Rights as Cultural Globalisation. The Rise of Human Rights in Textbooks, 1890-2013’, in Fuchs, Eckhardt and

Annekatrin Bock (eds): The Palgrave Handbook of Textbook Studies. London, New York: Palgrave Macmillan, 2018, p. 345-356.

168

169

170

State of Palestine Ministry of Education and Higher Education/National Committee for Education Reform: ““Position Paper”: Curriculum & Incitement’, p. 5.
Bromley, Patricia: ‘Cosmopolitanism in Civic Education’; Ramirez, Bromley and Garnett Russell: ‘The Valorization of Humanity and Diversity’.

This total number refers to the latest editions of the textbooks in the sample. Where two or more versions of a textbook were included in the sample in order

to compare changes between 2017 and 2019, only one version has been included here. ‘References’ mean specific structural elements of the textbooks, such

as authored texts, sources, illustrations, exercises and so on.
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The terms that occur in addressing human rights are ‘human
rights’ (olsYl 35>, huqiq al-insan), ‘rights of individuals’
(51,8Y1 Gsa>, huqaq al-afrad), ‘essential rights’ (&l Ggasdl,
al-huqiq al-asdsia) or ‘right/s’ (3s4>/ -, hag/huqiq). The
references vary from addressing general aspects (such as
human dignity, the right to liberty or the right to health care)
to human rights in conflict-related contexts (such as the
right to self-determination or civilians’ right to protection) to
other group-specific rights (children’s rights, refugees’ rights,
women’s rights, etc.). The references identified address a
variety of civil, economic, social, cultural and political human
rights.

The length and depth of the discussion in each case depend
on the subject’s structure and the learning objectives. While
human rights are only briefly mentioned in mathematics
textbooks (1-2 sentences) as part of a real-life connection
or storytelling, with no further discussion or reference

to human rights documents, social studies and history/
geography textbooks offer in most cases a longer discussion
of the specific human right addressed. This may extend to

several pages or even a whole unit with reference to regional/

national and international human rights documents (such as
the UDHR of 1948, International Humanitarian Law, Public
International Law, Geneva Conventions, etc.).}* Textbooks
for Arabic language also contain explicit references to human
rights throughout different lessons, in both a general and in a
conflict-related context. However, apart from a few complete
teaching units dedicated specifically to human rights, these
references tend to be shorter and less detailed than in the
subjects of social studies, history and geography.

171 “My Rights and my Responsibilities’, in: Social Studies 4/1 (2019), p. 57-95.
172 see Chapter 4.

2.2 HUMAN RIGHTS EDUCATION

The textbooks for religious education analysed for this Report
place current human rights discussions such as the right to
freedom, right to life and right to equality within the context
of religious traditions.

Human rights are addressed in nine of the 15 mathematics
textbooks with a total of 23 references. In all these examples
they are mentioned briefly (1-2 sentences) since they appear
as real-life-connections.'’? There are no references at all

to human rights in the chemistry, physics or life sciences
textbooks analysed.

The frequency analysis of the references identified shows
a remarkable increase in discussions of human rights in
the 2019 versions of the textbooks for mathematics, social
studies, and to a far lesser degree for Islamic education.

CHANGES IN HUMAN RIGHTS
REPRESENTATIONS: COMPARISON BETWEEN
2018 AND 2019 TEXTBOOK VERSIONS

®2018 ®2019

o~
n

)
o -
- RN
|
SOCIAL SCIENCES MATHEMATICS ISLAMIC EDUCATION

Figure 27: Human Rights Representations: Comparison between 2018 and 2019
textbook versions. Numbers above bars refer to number of identified references.
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2.2.2 REPRESENTATIONS OF DIFFERENT KINDS OF
HUMAN RIGHTS

The different subjects present general and specific human
rights in different contexts, linking them in many cases to
international human rights and other relevant documents. Social Studies

HUMAN RIGHTS IN GENERAL

Human Rights Mentioned in Textbooks!”®

Basic Human Rights

Right to liberty

Right to equality

Right to freedom of expression

Right to freedom of religion

Right to nationality

Right to protection against forced migration

Right to self-determination

Rights according to Geneva Conventions
Right to protection of civilians in times of war

Right to protection of property in the event of
armed conflict

Other rights formulated in different international
declarations

Right to protection
Right to food and nutrition
Right to energy, right to a safe environment

Right to water and sanitation

Additional terms attributed to rights
Right to social justice

Right to resist

Right to self-defence

Right to return

173 List based on codings of textbooks.
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The social studies textbooks discuss human rights both
explicitly and implicitly in textbooks for different age-
groups, including a general introduction to the concept and
development of human rights as well as a wide range of rights,
including children’s rights, rights of persons with disabilities,
and human rights in times of conflict. The comparison of
social studies textbook versions published in 2017, 2018 and
2019 further revealed that textbooks have systematically
increased their number of references to human rights over
this timeframe. Social studies textbooks emphasise different
human rights at different stages.

Textbooks introduce the concept of human rights in the first
year of schooling, where chapters focus on the basic rights

to which all children are entitled. In the chapters ‘Me and

My Family’ (G «ls Ui, ana wa usrati) and ‘Me and My School’
(R i1, ana wa madrasati), the children’s relationships
within the nuclear family and at school are addressed with an
emphasis on their different rights at that young age, especially
the right to health, the right to play, the right to food and
nutrition, the right to freedom of expression, the right to
equality, the right to education, and the right to protection.

As children progress through school, the same human rights
are explained in more detail and further rights are introduced.
Unit 2 of Social Studies 4/1 elaborates on the previously
mentioned rights by dedicating an entire chapter to each and
adding a chapter on the right to live safely.
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Figure 28: National and Social Upbringing 4/1(2019), p. 1

Unit two: My Rights and my Responsibilities
Chapter 1: My right to live safely

Chapter 2: My right to food and nutrition
Chapter 3: My right to healthcare

Chapter 4: My right to education

Chapter 5: My right to play

Chapter 6: My right to freedom of expression

The chapter on human rights also includes the responsibilities
that derive from these rights for the students. For instance,
the right to freedom of expression includes the obligation to
respect others’ freedom of expression, for example to openly
state their opinion (p. 96), and offers means of free expression
that include speech, writing, drawing, marches and protests.
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Figure 29: National and Social Upbringing 4/1 (2019), p. 60

| have learnt:

It is my right to be provided with physical and mental
protection under all circumstances, including in times of
war; to live in a cohesive family; to live in a proper house;
to eat healthy food; and to attend school. It is also my right
to receive full health care and treatment; to express myself
and my ideas through dialogue, drawing and playing.

174 social Studies 5/I1 (2019), Unit 5, Lesson 2, p. 88.
175 social Studies 6/1 (2019), Unit 3, Lesson 2, p. 90.
176 social Studies 7/11 (2019), Unit 6, Lesson 1, p. 58 and Lesson 2, p. 65.

2.2 HUMAN RIGHTS EDUCATION

This is reiterated in later school years with a chapter on
children’s rights in year 5 (textbook part I1),*’* a chapter on
human rights generally in year 6, (textbook part 1),*’> and
two chapters in the textbook for year 7 (part 1l) dedicated to
human rights in times of conflict, and to the rights of persons
with disabilities.'”

Social Studies 6/1 (2019) incorporates a newly introduced
chapter titled ‘Human Rights’ (olusYl 344, hugliq al-insan)
to discuss the concept in general, with a clear structure
and a focus on the characteristics and the different aspects
of political and civil rights, economic and social rights, and
environmental rights. The chapter defines ‘human rights as
inherent rights of humans that every human should enjoy’,
and lists their characteristics as universal, interconnected
and inalienable. The discussion covers different categories of
human rights such as social rights, economic rights, civil and
political rights. The chapter mentions treaties and conventions
that ‘aim to protect individual and group-specific rights from
being violated; for example the Convention on the Rights
of the Child, the Convention on the Elimination of all Forms
of Discrimination against Women, and the International
Convention on Civil and Political Rights.
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Figure 30: Social Studies 6/1 (2019), p. 90

We have learnt:

- Human rights are inherent rights that every human being
should enjoy.

- Treaties and conventions aiming to protect individual and
group rights from being violated include: The Universal
Declaration of Human Rights, the Convention on the
Rights of the Child, the Convention on the Elimination
of all Forms of Discrimination against Women, and the
International Convention on Civil and Political Rights.
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Figure 31: Social Studies 6/1 (2019), p. 91

Some of the characteristics of human rights:

Human rights are:

- International: They are rights equally applicable to
everyone regardless of religion, colour, sex or status.

- Interdependent and interrelated: This means that all
human rights are equal in importance and none can
be fully enjoyed without the others. For instance,
it is unacceptable for a person to enjoy the right to
education on the one hand and to be deprived of the
right to security on the other.

- Inalienable: These rights are inherent to all human
beings; they should not be taken away, except in
accordance with the law and in specific situations.

The definition is in line with the international discourse on
HRE where it emphasises that humans cannot lose (or be
stripped of) their rights, and where it establishes relevance to
the children’s lives.'””

Social studies textbooks for different school years present
notions of rights and responsibilities that regulate the
relationship between authorities and the people as not
restricted to the Palestinian context and constitution but
as a universal natural structure of human society founded

177

historically in the Code of Hammurabi,'”® the Constitution
of Medina,'”® the commandments of Abu-Bakr to Usama
bin Zaid’s army, and in recent history by the Fourth Geneva
Convention,* Universal Declaration of Human Rights,#!
the 1954 Hague Convention,*® and the Convention on the
Elimination of all Forms of Discrimination against Women
(CEDAW).28 The inclusion of regional documents suggests
that regional and Islamic history has played a key role in
establishing an international historical commitment to human
rights. The textbooks thus embed the protection of human
rights within the students’ own historico-cultural context.

History and Geography

History and geography textbooks contain the second largest
share of explicit references to human rights. They discuss
them both explicitly and implicitly from year 10 to year 12,
including a wide range of political, social and civil rights
depending on the topic of the teaching unit. They display

a notable focus on international human rights documents
signed by the Palestinian Authority.

The history textbook for year 11 portrays human rights

(0lsYl 354>, huqiiqg al-insdn) as an essential foundation of the
civil state (5.t dswl, ad-dawla al-madania) alongside three
other political concepts: the rule of law (gl 8slw, Siyadat al-
qaniin), democracy (ib),35¢11, ad-dimigratiya) and citizenship
(dblskl, al-muwatana). Human rights are defined there as ‘our
inherent rights or the standards without which we cannot live
as human beings and the rights that allow us to develop and use
our qualities, intelligence, awareness and talent, and to fulfil
our needs’. The teaching unit focusing on the political terms
and values introduces a practical task asking students to ‘design
a poster to present the rights of individuals in the civil state as
introduced in the Universal Declaration of Human Rights’.’®*

Harmat, Gal. Intersectional Pedagogy: Creative Education Practices for Gender and Peace Work. London: Routledge, 2020; Osler, Audrey and Chalank Yahya:

‘Challenges and Complexity in Human Rights Education’. Education Inquiry 4 (1), 2013: p. 189-210.

17
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Social Studies 6/1 (2019), p. 66.

179 social Studies 6/11 (2019), p. 44—45.

180 social Studies 6/11 (2019), p. 78 / Social Studies 7/11 (2019), p. 33.
181 social Studies 6/1 (2019), p. 23.

182 social Studies 7/1 (2019), p. 46.

Social Studies 6/1 (2019), p. 90.

History 11/11 (2019), p. 62.
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Figure 32: History 11/11 (2019), p. 62

The civil state takes diversity into consideration and
protects individuals’ rights and freedoms. It also goes
beyond that to include principles of justice, such as
those of citizenship and the rule of law. In a civil state,
rights and responsibilities are granted on the basis of
citizenship, with no discrimination between citizens on
grounds of religion, language, colour, race or gender and,
under the rule of law, the protection of human rights
and the fundamental freedoms is guaranteed. A civil
state also respects pluralism and the peaceful transition
of power. This power shall derive its legitimacy from the
people’s choice and leaders shall be held accountable
by the people or by their representatives. Choose the
appropriate definition for the foundations of the civil
state in the following, and then answer the questions:

Human Rights The Rule of Law Democracy Citizenship

- The relationship of the individual to the state as defined
by law, including rights and responsibilities in this state.

- Our inherent rights or the standards without which we
cannot live as human beings and the rights that allow us
to develop and use our qualities, intelligence, awareness
and talents, and to fulfil our needs.

- A principle of governance in which all persons and
institutions are accountable to laws that are publicly
promulgated, equally enforced, independently
adjudicated, and which are consistent with international
human rights norms and standards.

- A form of government in which the citizens have the
right to participate in the implementation of power, to
choose their ruler, monitor his actions and disempower
him when necessary.

2.2 HUMAN RIGHTS EDUCATION

Palestine’s Geography and its Modern and Contemporary
History for year 10 includes a remarkable teaching unit titled
‘Historical Events after the Passing of President Arafat’. Three
illustrations summarise three stages: of holding ‘presidential
elections in 2015’ (illustration of a person voting), the
‘unilateral disengagement of the occupation from Gaza in
2005’ (illustration of soldiers and bulldozer) and ‘Palestine
represented in international bodies’ (illustration of the
Palestinian and UN flags in front of the UN headquarters in New
York). The text depicts the unilateral withdrawal of the Israeli
army and the evacuation of settlements from the Gaza Strip as
a positive development without, however, mentioning Israel.
The following tasks ask questions about elections, the meaning
of the term ‘unilateral disengagement’, and the importance of
Palestine joining international United Nations organisations.
The unit thus depicts an autonomous state that has established
democracy and the rule of law with international support.
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Figure 33: Palestine’s Geography and its Modern and Contemporary History
10/11, p. 85

Historical Events after the Passing of Arafat

Activity 3: Look at the images below and conclude:

[Image 1] The presidential elections in 2015.

[Image 2] Unilateral disengagement of the occupation
from Gaza in 2005.

[Image 3] Palestine in international organisations.

On the next page, a text titled ‘Palestine in international
bodies’ highlights the inclusion of Palestine as ‘a non-member
observer state’ of the United Nations General Assembly

and a full member of UNESCO and Interpol. The text also
stresses the commitments made by Palestine to international
human rights and international law by signing documents and
conventions such as the Rome Statute of the International
Criminal Court, the Convention on the Elimination of all Forms
of Discrimination against Women (CEDAW), the Convention
on the Rights of the Child, and the United Nations Convention
against Corruption.
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Textbooks for Christian education mention human rights

S Jilowall & ool in years 9, 10 and 12, quoting passages from the Bible that
g A sl Y1 e 3OS Ty o 85 50 R0 s B e,y highlight the principle of equality between men and women.®
N Ll Tl § et oy 1 VNN gl (i) By 5L Christian Education 12 (2019) contains a unit entitled ‘Human
Y NY ple donadl

Dignity and the Sanctity of Life’ (45l diuwady &l pasdll dal S,
karamat ash-shakhs al-bashari wa qudsiyyat hayatihi),
comprising five pages that discuss human dignity in general,
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25 LS ol 2l sl 1 Zy (i) By Uy 3l e gl IS respect for women'’s dignity, equality between all people, the
YVl (LAY A bl Ty e ds 1Y) dignity of the child, and the sanctity of and respect for life
in Christian teaching. The lesson emphasises the prohibition
Figure 34: Palestine’s Geography and its Modern and Contemporary History of killing and manslaughter and that Christianity rejects all
10/11(2019), p. 86 psychological, physical and moral abuse.

Palestine in International Organisations:
In order to enhance Palestine’s international and legal i Sl Tty Lepii g,-\ . &31’"
status, it became a full member of the United Nations i

Educational, Scientific and Cultural Organization (UNESCO)
on 31/10/2011 and a non-member observer state of the

United Nations General Assembly in 2012. F s 28 IS O g«Sf\J‘ G sV 355 2l Gy @:—*
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international humanitarian law, international criminal law,
and public international law. It also signed environmental
agreements related to natural resources and armaments,
the Rome Statute of the International Criminal Court, the
International Convention on the Elimination of all Forms Figure 35: Christian Education 12 (2018), p. 78
of Discrimination against Women, the Convention on the

Rights of the Child, and the United Nations Convention
against Corruption. The State of Palestine was also
recognised as a member of Interpol in 2017.

The textbook thus elucidates that Palestine as a nation is
now — at least in part — a recognised participant in a universal,
international discourse on human rights.

Religious Education

Human rights are also addressed in textbooks for religious
education, where they are located within the framework of
religious texts rather than international, regional or national
agreements and charters. Among the human rights addressed,
respect for life, women'’s rights and equality between all
human beings stand out as the main topics in textbooks for
both Islamic and Christian religious education.

185 Christian Education 9 (2018), p. 121 and 78.
186 Jslamic Education 9/11 (2019), p. 96.
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Lesson 15: Human Dignity and the Sanctity of Life

Objectives:

By the end of the lesson, students are expected to be able to:

1. Identify the foundations of human dignity in Christianity.

2. Define human dignity.

3. Define the founding principles on which women'’s
dignity rests in Christianity.

4. Describe how Jesus cherished children.

5. ldentify actions or deeds that violate the sanctity of life.

The textbook Islamic Religious Education 9/11 published in
2019 refers to human rights with an entire lesson dedicated
to the concept of human rights in Islam. As it explains, Islam
defines human rights as the rights given by God to every
human being, regardless of nationality, religion or race, and
presents the concept of human rights in Islam as being built
on the religious foundations of the Qur‘an and Sunnah.%



The teacher guide for year 4, (2018) refers to a well-known
saying of the Prophet Muhammad that God created humans
and made them into peoples and tribes so that they might get
to know one another,*®” and states that Islam stands for the
fight against all forms of discrimination and differentiation on
the basis of sex, colour or clan.®®
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Figure 36: Islamic Education 9/11 (2019), p. 96

Lesson 18: Human Rights in Islam

By the end of the lesson, students are expected to be able to:

1- Define the concept of human rights in Islam

2- Identify the status of human beings in Islam

3- Verify how human rights are considered in Islam by
looking at the Qur‘an and the Sunnah

4- Enumerate some of the human rights upheld in Islam

5- Describe the balance between human rights and
human responsibilities in Islam

6- Clarify how Islam is distinguished from the statutory
laws regulating human rights

2.2 HUMAN RIGHTS EDUCATION

Human rights in Islam are a pure divine gift that God has
given to every human being. Human rights are not given

by earthly beings, but rather granted by God the Almighty

to humans before they were even born.

The Concept of Human Rights in Islam

A variety of human rights given by God to every human
being, regardless of nationality, religion or race. A pure
gift from Almighty God to every human being. He, the

Almighty, said: ‘O people, your Lord is one and your father

is one. There is no favour of an Arab over a foreigner,
nor a foreigner over an Arab, and neither white skin
over black skin, nor black skin over white skin, except by
righteousness. Indeed, the most noble of you in the sight
of God is the most righteous of you.’

The Status of Human Beings in Islam

Islam identifies human beings as the best and the most
important creatures.

Allah, the Creator, made the human being in the best way
and shape; he breathed his spirit into man, and made
angels bow to humanity.

Allah subjected all things in the heavens and on earth to
the human being, preferring him over all other creatures.

Mathematics

In mathematics textbooks, 15 of the 23 references to rights

encompass the right to water, the right to a healthy and safe

environment, the right to a family, the right to participate in

public affairs, the right to free education, the right to access to
energy, the right to health care, the right to food, the right to
freedom of speech and expression, the right to social justice,

and labour rights. The remaining 8 real-life connections
address liberty (against arbitrary detention), freedom of
movement, protection against forced migration, the right to

hold a nationality, and the right to live in dignity in the context

of the Israeli-Palestinian conflict. Here, reference is made to
variety of civil, economic, social, cultural and political rights.

a

The following example contains a reference to the right to live
in a safe environment. The first sentences address a problem
that students are sometimes exposed to: the danger of being

hit by fast-moving vehicles. The students are encouraged to
actively find a solution to speed-related road accidents in

187 Qur‘an, Surah Al-Hujurat: 13, quoted in Islamic Education Teacher Guide 4 (2018), p. 57.

188 Islamic Education Teacher Guide 4 (2018), p. 103.
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three tasks: they are to identify proper road signs, measure
the distance between the signs and the school according to
traffic law, and use a mathematical equation to determine
maximum speed.
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Figure 37: Mathematics 8/11 (2019), p. 34

Unit project:

The right to live in a safe environment is considered one

of the essential rights of individuals (huqadg alafrad).

Students are sometimes exposed to the danger of being

hit by vehicles moving at high speed.

Collaborate with your team members to find a way to

minimise this risk by:

1) Identifying which official traffic signs should be placed
on roads leading to the school to warn motorists.

2) Measuring the distance that should be maintained
between these signs and the school according to
traffic law.

3) Use the mathematical equation [...] to determine the
maximum speed that motorists should respect in
accordance with these signs.

In the 2019 version of the mathematics textbooks 20
references to real life that were already included in the earlier
versions from 2017 and 2018 were supplemented with an
introduction that pointed to the relevance of the problem
discussed by highlighting its connection to a human rights
issue. In the 2017 version the example mentioned above, for
instance, merely refers to the dangers to students posed by
fast-moving vehicles, while the 2019 version includes a brief
introductory sentence about the basic human right to live in a
safe environment.

189 The Arabic Language 6/I1 (2019), p. 16-27.

GROUP-SPECIFIC RIGHTS

The textbooks elaborate further on the rights of specific
groups such as the rights of women and children and people
with disabilities. The newer textbook editions expand upon
the content and scope of earlier editions by restructuring and
adding new content.

Children’s Rights

The 2019 edition of Social Studies 5/11 includes a new chapter
on ‘Children’s Rights’ (JubVI 353>, huqiq al-atfal). This chapter
emphasises that children have their own needs and rights
regardless of gender, language, skin colour, religion, abilities or
disabilities, and discusses the right to life, right to food, right
to health, right to identity, right to liberty, and the right to
protection.

Similarly, the textbook The Arabic Language 6/I1 dedicates

a lesson to a discussion of children’s rights, their education
and obligations towards their parents, the role of parents,
violence practiced by some parents against children, and how
children’s rights should be respected based on international
agreements, specifically the Convention on the Rights of the
Child.#

Women’s Rights

Women's rights (31,41 3sé>, huqdq al-mar‘@) and the principle
of equality are repeatedly and extensively discussed in
textbooks for both Islamic and Christian religious education.
Their emphatic message is that God created males and
females as equal partners who help each other, that a woman
is equal to a man, and that both genders complement one
another.'%

Lesson 16 of the textbook Christian Education 9 is entitled
‘Male and Female Created’. It depicts God’s creation of man
and woman, each with his/her own physical and mental skills,
ways of thinking, and behaviour. The relationship between
men and women is presented as a relationship of integration,
dialogue and understanding, based not on competition but on
integration, dialogue and constructive cooperation.!

190 For example: Christian Education 10 (2018), p. 38 and Islamic Education 10/11 (2018), p. 100.

91 Christian Education 9 (2018), p. 121.
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Figure 38: Islamic Education 12 (2018), p. 125

Activity: How could you convince someone that denying
women rights as some Muslims do does not represent
Islam?

The woman in Islam is Eve, the mother of mankind and
the wife of Adam (peace be upon him). Like him, she is
highly esteemed and shares his obligations.

The woman in Islam is Khadijah (may Allah be pleased
with her) who was the first person to embrace Islam.
Allah‘s Messenger (peace be upon him) went to Khadija
trembling and said: ‘Cover me’, Khadija replied: ‘But
receive the good tidings! By Allah, Allah will never
disgrace you.’ (narrated by Muslim [the collector/author]).
The woman in Islam is also Sumayya Um Ammar, who was
tortured to abandon Islam, but she refused and became
the first shahid.

How are women regarded within Islam?

Islam does not differentiate between woman and man.

It treats women with greater fairness than the injustice
they have endured and equates her with men in terms
of humanity, rights and responsibilities, granting her the
right to take part in all areas of life and guiding her to the
role she was born to take on, as a partner of the man in
reforming society and in servitude to Almighty God. Allah
says: ‘The believers, men and women, are allies of one
another. They enjoin what is just and forbid what is evil.
(Surat At-Tawba, 71)

192 islamic Education 10/1 (2018), p. 81.

2.2 HUMAN RIGHTS EDUCATION

While textbooks for both Christian and Islamic religious
education portray women and men as equal in the respective
religions in many instances, they do not, however, declare
that men and women are fully equal nor do they dissolve
binary notions of gender or address different sexual
orientations.

The textbooks and teacher guides for Islamic education
explicitly address misconceptions about Islam concerning
women’s rights and articulate specific rights of women.**?
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Figure 39: Islamic Education Teacher Guide 11 (2018), p. 182

Unit 4/ Lesson 12:

Common mistakes and difficulties

Some believe that Islam addresses most of its teachings
to men, and that women are confined to the house and
deprived of their rights.

Proposed remedial mechanisms

The contrary is the case: Islam has elevated the status of
women, given them their full rights and allowed them
to participate with men in all areas of Islamic life, as
witnessed by Islamic history.

In the textbook Islamic Education 12, a lesson titled ‘Islam
and Women’ (51,415 Ly, al-Islam wa al-mar‘a) presents
women as having been deprived of their rights in the
pre-Islamic Arab world, in modern Jewish ultra-Orthodox
communities, and in the West. Here, women were previously
deprived of some rights (such as property and financial
rights) and were only permitted to act with their husbands’
permission up until the late eighteenth century, when laws
were finally amended to give them more rights in Britain and
France, for example. The lesson stresses that women have
suffered injustice in different contexts, have had to struggle
for equal rights, and that some Muslims deprive women of
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their rights, contrary to the teachings of Islam. The paragraph
ends with a note on the Convention on the Elimination of all
Forms of Discrimination against Women (CEDAW).23 In this
section, the students are given the task of convincing others
that denying women rights, as some Muslims do, does not
represent Islam.%

Rights of People with Disabilities

In social studies, human rights as a topic area focuses
distinctively on the rights and needs of specific groups such
as persons with disabilities. The chapter ‘Human Rights of
Persons with Disabilities’ (a8l¥l 93 polidl 35, huqiq
al-ashkhas dhawr al-i‘dqa) in Social Science 7/11 (2019)
explains the difference between adapting facilities to care
and serve the needs of persons with disabilities on the one
hand and integrating them into society by providing them
with equal opportunities on the other. The chapter refers to
both the Palestinian law regarding persons with disabilities
and to the Convention on the Rights of Persons with
Disabilities of 2006 that — as the text explains — Palestine
signed in 2014.
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Figure 40: Social Studies 7/11 (2019), p. 68

I have learnt:

International treaties and national legislation have
confirmed the rights of persons with disabilities; respecting
their dignity, independence and freedom in making
decisions; their full and active participation in society;
providing them with equal opportunities, accepting them,
and considering them part of human diversity and human
nature; providing them with rights and responsibilities
equal to those without disabilities, as well as gender
equality; respecting the evolving capacities of children with
disabilities and their capacity to participate in all spheres of
life; providing the proper environment that enables them to
do so through buildings, roads, residences, transportation,
access to education, information, communication, and

all services that a state offers its citizens. Among these
international treaties is the Convention on the Rights of
Persons with Disabilities adopted by the international
community in 2006. The state of Palestine signed this
convention in April 2014, taking into consideration the
Palestinian law that had already been enacted in 2009.

193 The signing of this Convention by the Palestinian Authority is mentioned in Palestine’s Geography and its Modern and Contemporary History 10/11 (2019), p.86

(see above).

9% Islamic Education 12 (2018), p. 125.
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2.2.3 HUMAN RIGHTS VIOLATIONS AND THE CONFLICT

CONTEXT

The textbook analysis reveals that both human rights in general
and the rights of specific groups are frequently depicted with
reference to the Israeli-Palestinian conflict. As shown in the
graph below, this is the case for half the references on human
rights identified in the Report. The rights discussed encompass
the right of Palestinians to move freely (freedom of movement,
mobility rights), the rights of children to safety and protection,
the right to education, and the rights of prisoners.*

CONTEXTS IN WHICH HUMAN RIGHTS ARE ADDRESSED

12%

non-conflict
40%

® |sraeli/Palestinan conflict

other than Israeli-Palestinan
conflict

Figure 41: Contexts in which human rights are addressed. The figures refer
to the total number of references identified, where one reference could be
allocated to more than one context. N = 104 textbooks

While in many cases the perpetrator or cause of a human
rights violation is not mentioned, when there is an explicit
naming of the responsible entity the most frequent epithets
used are ‘the occupation’ or ‘the Zionist occupation’. Others
mentioned are colonial powers such as Italy in Libya or male
Arabs failing to recognise women'’s rights in pre-Islamic times.

Social Studies 7/11 (2019) dedicates a newly introduced
chapter to ‘Human Rights in Wars’ (0 =d! & olusYl 3sé=, huqiiq
al-insan fi al- hurdb), focusing on international humanitarian
law and its significance for human rights, with a focus

on prisoners’ rights in particular. The chapter refers to
international conventions and protocols, including the Geneva
Convention of 1949: the first Geneva Convention for the
Amelioration of the Condition of the Wounded and Sick in

195 our Beautiful Language 2/11 (2019), p. 47.

Armed Forces in the Field, the Second Geneva Convention

for the Amelioration of the Condition of Wounded, Sick and
Shipwrecked Members of Armed Forces at Sea, the Third
Geneva Convention on the Treatment of Prisoners of War,

and the Fourth Geneva Convention on the Protection of
Civilian Persons in Time of War; and the two protocols of 1977
relating to the Protection of Victims of International Armed
Conflicts and the Protection of Victims of Non-international
Armed Conflicts.

Human rights are also addressed in Social Studies 9/1 when
the history of the early twentieth century and the process of
decolonisation across the Arab world is depicted, with a focus
on the right to self-determination. The chapters present the
different forms and policies of colonialism in the Arab world
(Algeria, Libya, Egypt, Syria, Lebanon, Iraq and Palestine)

and the forms of resistance that emerged, expressing the
right to self-determination. Moreover, the chapters consider
not only Palestine but also other Arab countries who have
shared similar historical experiences and journeys towards
independence. As a result, the textbooks assign significant
weight to the different forms of human rights with their
varying applications in different nations and diverse historical
contexts.

Textbooks for Arabic language, social studies and history

and geography repeatedly propose seeking protection from
humanitarian organisations as one peaceful option in order to
end human rights violations on the part of the State of Israel.
Another option suggested in the textbooks is to appeal to the
international community to impose international pressure

on Israel and to take legal steps towards preventing Israeli
violations of human rights.

One of many examples concerns two paragraphs that quote
extensively from a statement by the UN Security Council

on settlements in the occupied territories in History 11/,
2018 and in Palestine’s Geography and its Modern and
Contemporary History 10/Il. The exercises require students
to engage intensively with the texts and their meanings.
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Figure 42: UN Security Council Preamble of the Resolution 2334 (2016),
quoted in: History 11/1 (2018), p. 85. Back translation from Arabic.

In the Preamble of the Resolution 2334: The Security
Council affirms the applicability of the Geneva Convention
relating to the protection of civilians in the time of the
1949 war on Palestinian lands, including East Jerusalem,
and other Arab lands occupied since 1967, recalling an
advisory opinion issued in July 2004 by the International
Court of Justice. This confirms that all settlement
activities in the Occupied Palestinian Territory, including
East Jerusalem, are illegal under international law,
expressing grave concern that if the Israeli settlement
activities continue these will constitute a major obstacle
to achieving peace on the basis of the two-state solution
of the 1967 borders and condemns all other measures
aimed at changing the demographic composition and
the character and status of the Palestinian land occupied
since 1967, including East Jerusalem, including, inter
alia, building and expanding settlements, the transfer of
Israeli settlers, confiscation of land, de facto annexation,
demolition of homes, and the forcible transfer of
Palestinian civilians, in violation of international
humanitarian law and relevant decisions.

Figure 43: Palestine’s Geography and its Modern and Contemporary History
10/11 (2019), p. 50

The Position of the United Nations Security Council

concerning the Zionist Settlement

Activity (4-b): Read the text and do the following:

The United Nations Security Council Resolution 2334

issued in 2016 against the Israeli settlements states that:

Israel should immediately and completely cease all

settlement activities in the Occupied Palestinian Territory,

including East Jerusalem, and reaffirms that Israel’s

establishment of settlements in Palestinian territory

occupied since 1967, including East Jerusalem, has

no legal validity, constituting a flagrant violation

under international law and a major obstacle to the

achievement of two States living side-by-side in peace

and security.

[Image]

- Figure out the importance of the United Nations Security
Council Resolution 2334 concerning settlements.

However, reliance on international organisations is not
presented as a recipe for sure success. According to The

Arabic Language Teacher Guide for year 7, ‘the position of the

international community is considered unfair because it sides
with the Zionist occupier by keeping silent about its crimes
and neglects the Palestinian cause’.

In addition, according to the same teacher guide, the
‘international community has failed to apply its decisions

related to the rights of Palestinian people, which is considered



unfair and contrary to human rights and UN resolutions’.*
Both the teacher guides and the textbooks explicitly criticise
the role of the international community, in some instances
calling upon it to increase pressure on Israel and take

legal steps towards putting an end to ‘Israeli violations’
(ALs) Y Oy, al-intihakat al-Isra’Tlia). >’

Another listening text that refers to Israel as a violator of
human rights narrates the story of two children who struggle
every day to receive an education because the ‘occupier’
destroys any newly built school in their region.#®

In the example in Figure 44 about Children’s Day, celebrated
each year on 5 April in Palestine, a reading text addresses
children’s rights, including the right to health, education,
access to health care and healthy food, family life, and the
right to live safely and peacefully in their country.'®

In the context of the Israeli-Palestinian conflict, the same
lesson addresses in a listening text the rights of Palestinian
children (1 page) titled ‘Childhood in Palestine’. The text
defines children’s rights based on the United Nations
Convention on the Rights of the Child and refers to this right
in the context of human rights more generally, mentioning
the different institutions dedicated to children’s rights around
the world. According to the text, children constitute half of
the Palestinian population; thus the occupation in Palestine
violates children’s rights. At the end of the lesson, students
are asked in an exercise to ‘monitor and list the Zionist
violations against children in Palestine by following the news
pages or social media‘“:

2.2 HUMAN RIGHTS EDUCATION
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Figure 45: The Arabic Language 6/I1 (2019), p. 27
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Figure 44: Our Beautiful Language 2/11 (2019), Children’s Day in Palestine,
Lesson 8, p. 76

Activity:

Monitor and list some of the Zionist violations against
children in Palestine by following news or social media
pages and read them to your classmates.

The Arabic Language, Teacher Guide 7/11 (2018), p. 241: Listening text, suggested answer to ‘Question 9: State your opinion on the international stand towards

the Palestinian cause’ : gLl JLSbls casss s «élyz o GsSedl I (0 dsagall S 5Lasdl s JoY1 JLSU 10l sy 49 wbaie 2é dughaddl] doadll olos Joull iBsbl 3
Bloal] el SlLay LYl Goiod 2Blay e po ¥ ite Bge ling (ihaldll mddly 3l Ll SLLAN ekt pass dxdhuldl] doadll Jlsa)]
197 The Arabic Language 10/1l, (2019), p. 115: .l ] SisYl e (o Jaos dsio dadd 355] -9 doyally - dssly Lo lim [..] 2l ) OISyl Blar] Sl o dsgilal) JsLugll 31531

198 our Beautiful Language 2/11 (2019), p. 75.
199 our Beautiful Language 2/11 (2019), p. 76, 77.

59



REPORT ON PALESTINIAN TEXTBOOKS 2017-2019

P ¢ (R ia £ (31 QDAY i B3 €503 (el g & 5
Ol a5 cLgdl) (5358 () B e ) gl BT« aal) G 230 (B 0
gl siba Liga caghay Qv 3 Ny JusB s il Gujlas gal) Joa3h s Gl

Figure 46: The Arabic Language, listening texts document 6/I11 (2019), p. 2

[...] However, Palestinian society suffers from the occupation
that has violated these rights by closing a number of schools
and by setting up roadblocks preventing Palestinian children
from attending school, as well as practicing oppression,
torture, murder and detention against them, humiliating
their childhood and ignoring their humanity.

Here and elsewhere human rights violations are presented

in the context of the occupation with recourse to human
rights documents and thus to the international discourse on
human rights. The violations of children’s rights mentioned

in the textbooks have been documented by human rights
organisations. What is problematic here is not their depiction
but the ambiguous phrasing, which implies systematic violations
of children’s rights reaching all the way to torture and murder,
and this has the potential to dehumanise the (Israeli) ‘other’.

The human rights mentioned in textbooks for Islamic education
are civil human rights and are not referred to in the context of
conflict, except for one passage in year 5/1 (2019), lesson 20,
under the heading ‘Islam and Human Dignity’. Here, a photograph
shows a number of young people wearing handcuffs, including
a young man wearing a Palestinian keffiyeh?® (i3S, Kafia).?**
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Figure 47: Islamic Education 5/1 (2019), p. 111

The concept of human dignity:

Human dignity means: God honouring the human being and
preferring him over all creatures by providing him with the
abilities to understand and speak and by creating him in the
best form and making what is in the universe available to
be used by him, God says: “We have honoured the children
of Adam and carried them on both land and sea. We have
provided them with good things and greatly preferred them
above much of Our creation.” (Sura 17: AL-ISRA 70)
[Image]

Useful to know: thousands of Palestinians who defend
their homeland, Palestine, and their right to freedom and
human dignity, are detained in Israeli prisons.

Units exploring the history of certain cities refer to violations
of human rights committed by ‘the Zionist occupation’
against the Palestinian people during the Nakba of 1948,

and they mention war crimes, the destruction of historical
and archaeological sites, the displacement of Palestinians,
attempts to erase the Palestinian identity of these cities and
villages by replacing Arabic names with Hebrew ones, and
attempts to ‘Judaise’ Palestine. These portrayals emphasise
the Arab and Islamic origins of these cities and depict Israel as
violating international conventions.?*?

In many cases, texts addressing these rights refer to
international agreements or emphasise the role of the United
Nations in helping Palestinians to live in peace, explicitly
naming the cause for the violation of human rights. If the
perpetrator is mentioned, the textbooks usually denote

this the ‘Zionist occupation’ or ‘the enemy’, portraying the
violations as the product of a repressive power rather than as
the result of deliberate human action.

One example is the text below: an exercise in identifying
prepositions from a year 9 textbook for Arabic language:

200 The palestinian keffiyeh is a chequered black and white scarf usually worn around the neck or head.

201 slamic Education 5/1 (2019), p. 111.
202 The Arabic Language 7/11 (2019), p. 18.
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Figure 48: The Arabic Language 9/I11 (2019), p.94

Exercises:
First exercise:
Read the following text and identify the prepositions:

The United Nations appointed a judge (Richard
Goldstone) to head an international investigation into
the massacres committed by the occupation against our
people on the Gaza Strip after the 2008 war.

The report revealed the real face of the enemy,
indicating that it has violated international human rights
law and committed war crimes. The report proved
that the enemy used illegal weapons, namely white
phosphorus munition and nail bombs, causing the deaths
of around 1,400 people. The enemy used Palestinian
civilians as human shields and targeted schools, hospitals,
ambulances, government buildings [...].

In mathematics textbooks, the eight references to human
rights that allude to the Israeli-Palestinian conflict discuss
violations in the course of past and current developments in
the region. In the 2017 and 2018 editions of Mathematics,
five of these eight conflict-related real-life connections
address arbitrary detention, forced migration and
statelessness, without linking these issues to human rights.
Brief references to human rights have been added to the
2019 editions, however: protection against arbitrary
detention,?* protection against forced migration®* and
the right to hold a nationality.?®

2.2 HUMAN RIGHTS EDUCATION

Three real-life connections in mathematics textbooks refer to
the ‘occupation” as human rights violators. A reference to forced
migration identifies ‘the conditions under the occupation’ as
a cause for historical and current displacement.?®® An exercise
in a statistics lesson about the visualisation of frequency
requires students to complete the missing parts of a pre-
written text with numbers using data provided in a pie chart.
The four slices of the chart illustrate the numerical proportion
of Palestinians living in different locations in 2015: in “foreign
countries, Arab countries, Palestinian regions occupied in
1948, Palestinian regions occupied in 1967’ (see Figure 49).
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Figure 49: Mathematics 9/1 (2019), p. 89

(4-2) Graphic visualisation of frequency

Activity 1: Forced displacement of people from their

land contradicts the essential rights of individuals. Due

to the occupation, many Palestinians have emigrated to
various places in the world searching for a livelihood.

The Palestinian Central Bureau of Statistics estimated the
number of Palestinians living in different locations in 2015
as illustrated in the pie chart below. [...]

Chart slices: foreign countries, Arab countries, Palestinian
regions occupied in 1948, Palestinian regions occupied in
1967 [...]

293 Mathematics 8/1(2019), p. 74: Ghuss sgizen pie 30 duwlull Boiodl e

204 pathematics 9/1 (2019), p. 89: 31,80 Ll Bsasd) o)V s ygl) (28l

(
(
205 pMathematics 8/1 (
(

2019), p. 12: .paiiz o0 pdilos pas oL dewlall Goodl (e

205 pathematics 9/1 (2019), p. 89, Mathematics 6/11 (2019), p. 31, Mathematics 6/11 (2019), p. 101.
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Another real-life connection relates to the separation barrier
and the issue of freedom of movement.?” An authored

text introducing a trigonometry exercise emphasises the

level of international participation in a ‘national Palestinian
marathon’ and how the barrier violates international charters
on human rights by hindering freedom of movement. While
a different textbook associates the separation barrier with
racial segregation or apartheid policy?®, this exercise refers
to it as a ‘wall of annexation and expansion’ (gisdls gall Hluz,
jidar ad-damm wa at-tawasso’), focusing on the humanitarian
situation exacerbated by the barrier without attributing its

presence to a specific group. The illustration shows the barrier

sporting colourful graffiti that demands the recognition of
Palestine in Danish, ‘#Anerkendt Palaestina’, and a marathon
taking place along its course as a form of protest. The task
requires students to measure the angle at which an athlete
moves around a running track.
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Figure 50: Mathematics 10/11 (2019), p. 38

207 Mathematics 10/11 (2019), p. 38.
208 pathematics 8/1 (2019), p. 55.
209 The Arabic Language, academic track 12 (2019), p. 80.
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(4-5) Trigonometric Identities and Equations

Activity 1: 6,000 runners from all over the world took part
in the Palestinian national marathon. The event involved
several patriotic messages, such as the hindrance of
freedom of movement reflecting reality in Palestine, the
establishment of the wall of annexation and expansion
between the country’s different provinces, together

with a number of practices that contradict international
agreements on human rights [...]

The real-life connections referring to human rights in the
mathematics textbooks show the intensive involvement of
the textbook editors in framing these issues within a global
political context.

A further trope in the textbooks refers to the rights of
detainees in Israeli prisons, here for instance presented in an
Arabic language textbook for year 12 (see Figure 51). The text,
titled ‘Pleas before an Absent Conscience’ (5l yas plal Clsdlys,
murdfa‘at amam damir gha’eb) refers to the injustice of the
administrative detention of Palestinians. A textbook section
introducing the biographical account of a prisoner explains
that some Palestinians are being detained by Israel without
trial or charge, based on a ‘secret file’ (s ik, malaf sirri).

As the protagonist of the story states, Israel holds sham

trials (& )52l c4sSlows, mahakimahum as-sdria) in violation of
international conventions.?®
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Figure 51: The Arabic Language, academic track 12 (2019), p. 79

Unit 8:

Pleas before an Absent Conscience (Wael Muhyiddin)
[Explanation: a person with absent conscience is a person
who is remorseless]

About the text:

Wael Muhyiddin is a Palestinian author from Jenin. He
was detained many times by the occupation.

This text tackles the distress of administrative detention
that was experienced fifteen times by the author.
Administrative detention is when the occupier detains
Palestinians without any indictment, alleging that the
detainee has a ‘secret file’.

Extension of detention, many times and without any
reason, makes this experience even worse.

2.2 HUMAN RIGHTS EDUCATION

While the majority of the references to human rights
identified in history textbooks focus on or allude to the
Palestinian context, some texts and exercises refer to human
rights in unspecified contexts or in other countries, in some
cases without establishing a connection to the Palestinian
situation. For instance, the 1859 battle of Solferino between
France and Austria is mentioned as ‘the beginning of
European attempts to establish martial law in modern
times’.?* The introductory page of this chapter on war
states that ‘war is the biggest failure of human beings and
the defeat of mankind’. On occasion the chapter establishes
a connection to the Palestinian situation. Following the
explanations of human rights, martial and conflict-related
law, one exercise asks students to discuss ‘the situation

of Palestinian detainees in Zionist prisons and detention’
without the lesson previously having mentioned Palestinian
detainees.?!!

The unit on ‘Campaigns and Liberation Movements’

(ol o (=LQT lsdle, murafa‘at amam damir ghd’eb) in the
history textbook for year 11 is about the resistance of peoples
in a global context, for instance in Vietnam, Algeria, India and
Cuba. In a lesson about ‘The International Position regarding
National Liberation Movements’, resistance is described

as a ‘right held by the people’ (us=ill 3>, hag ash-shu‘tb)
according to international conventions. Although a ‘right to
resist’ as such is not explicitely confirmed in internationally
recognised human rights documents, it is introduced as

a quasi-legal term in some of the textbooks. Stating that
Palestinians constitute a colonised people under occupation,
some of the textbooks analysed draw on this status as
justification for a ‘right to resist’ occupation forces or
colonialism. The following extract from History 11/11 (2019)
elaborates on the debate about the ‘right to resist” and to
self-determination and that many states do not acknowledge
such a right. Nevertheless, this textbook passage extrapolates
from the conventions that such a right exists.

210 History 12 (2019), p. 8: ol cisall lsilly GLAGYI o de game Cashds ool pasll § Gyodl oplsd mos) dnsysll O¥slonkl Dl Luadly Lusyd g VAOS ple (5is,algu) &S,me s

d5) Gyl O lgede Ul e slok] Il @abaiz) GLudd] gl dlases

21 History 12 (2019), p. 2: sl dgja as oLt Jid 55T ol and dosagall OMazelly Oszad] § Gl dl) 6 2l plosl :dyylso dule

63



REPORT ON PALESTINIAN TEXTBOOKS 2017-2019

The international position regarding national liberation
movements:

The right to self-defence, to resist occupation and to
struggle for liberation from colonialism is a legitimate right.
This [right] is acknowledged by religions and confirmed by
international humanitarian law and its principles. It is also
one of the main purposes of the United Nations and a basis
for maintaining international peace and security.

Exercise (6): Read the following texts, draw a conclusion
and then respond:

The international conventions are in agreement about
people’s right to self-determination and about asserting
this right by peaceful and non-peaceful means, and
whatever seems suitable, including the implementation
of armed forces to achieve liberation in accordance with
Article 51 of the charter of the United Nations. It [the UN]
established the legitimate right to self-defence. The first of
the two articles [of the UN charter] relating to political,
civil, economic, social and cultural rights states that ‘all
peoples have the right to self-determination’ and that it
is an international right. The United Nations called upon
countries to assert and respect this right.

The Fourth Geneva Convention (1949) named four
conditions for a resistance movement: It must have a
leadership responsible for its actions and operations;
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Figure 52: History 11/11 (2019), p. 12

it must bear a distinctive and recognisable symbol; its members must carry
arms openly; and it must uphold in its actions the laws and regulations

of war. The additional two protocols of the year 1977 supplementing the

In conclusion, references to human

Geneva Conventions stress that armed conflicts resulting from struggles for
self-determination are to be considered international armed conflicts. [The

additional protocols] regard members of organised resistance movements as

rights are invoked by several of the
Palestinian textbooks in this Report
as a vehicle via which to address the

armed forces. In case of detention, they are to be considered detainees of war.

Some countries and their media tend to consider actions carried out by national
liberation movements to be acts of terrorism. In the Palestinian case, the

Zionist occupation and some countries supporting it regard the struggle of the
Palestinian people to free their homeland as an act of terrorism that should be
resisted and suppressed by all available means. Several other countries, on the
other hand, consider the resistance of the Palestinian people legitimate and a
lawful right acknowledged by the international community and international law.

> Compare the United Nations resolutions with the law regarding armed conflicts
around the legitimisation of national liberation movements.

A topic for discussion: Some interpret the acts of resistance accomplished by
liberation movements as acts of terrorism. How can we respond to this?’

Israeli-Palestinian conflict. Some of
the passages addressing the conflict
convey minority opinions on the
interpretation of international law
(e.g. the right to resist) or give

a homogenous presentation of
Israelis in a perpetrator role (see
also Chapter 3). Above all, the
textbooks fail to engage with the
question of whether violence
carried out by Palestinian actors
might equally constitute a violation
of human rights.



2.3 CONCLUSION

The textbooks for the different subjects analysed for this
Report extensively address central issues of global citizenship
education with the aim of encouraging ‘the vision of an
interconnected society and culture that is unbound by the
political territory of the nation-state’.?> In numerous instances
the textbooks call for tolerance, mercy, forgiveness and justice
and encourage students to help others, fight corruption and
respect human values. But these notions are not then applied
to Israel and the Israeli-Palestinian conflict.

By addressing political concepts such as state functions,
elections and other democratic practices, the textbooks

teach the concept of civil rights and the relationship between
citizens and the state, including the right of citizens to be
protected by the state and the obligations of citizens to follow
the state’s laws. They also confirm pluralism as a feature of the
Palestinian political system and promote political participation
in the context of citizenship education. These topics are mainly
represented in social studies and history textbooks, but are
also taken up in those for Arabic language and mathematics.
The 2019 editions contain several additional chapters that
discuss the meaning of active citizenship and the relationship
between the citizen and public spaces, as well as that between
the citizen and government. Issues of citizenship are thus
allocated more space and more content is dedicated to them.

Social studies, mathematics and Arabic language textbooks
engage with regional and global environmental issues, such
as pollution and climate change. At primary school level they
inform students about gas emissions from factories, solar
power and cars that pollute the air. At secondary level, new
elements are added — explaining what causes pollution, with
an emphasis on the human responsibility to address the
environmental crisis and calls to limit the escalation of violent
conflicts that wreak devastating environmental damage, both
with and without reference to the Israeli-Palestinian conflict.

The analysed textbooks for all subjects provide images of
society encompassing respectful representations of different
social, cultural and religious groups including the diversity
of skin colour, gender and physical abilities. They emphasise
the primary objective of equal access for these different
groups to facilities and services, and equal opportunities to

212 Bromley: ‘Cosmopolitanism in Civic Educatior’, p. 34.

2.3 CONCLUSION

participate in the public sphere. Textbooks especially address
gender equality by portraying male and female protagonists
side by side and in different societal realms. However, these
representations neither dissolve binary notions of gender nor
do they address different sexual orientations.

Cultural, social and religious values that support various forms
of coexistence are emphasised in the textbooks. In particular,
the textbooks for Christian and Islamic education encourage

a dialogical and comparative approach to the teaching of
religions. The dominant representation of coexistence in the
textbooks is religious coexistence between Christians and
Muslims; other religions are rarely addressed.

Textbooks for the different subjects explore the causes and
consequences of conflict between individuals in ways that
promote respectful attitudes and develop skills for conflict
prevention and the resolution of disagreements. Humanity’s
responsibility to address the environmental crisis, including
reference to the impact of violent conflict on the climate, is
also emphasised in many text passages and images across all
subjects and levels.

Human rights are explicitly discussed in textbooks for subjects
as diverse as Arabic language, social studies, history and
geography, mathematics, and Christian and Islamic religion.
The references may comprise one or more sentences,

a paragraph, a sub-chapter or an entire chapter. These
representations increase in number in the 2018 and 2019
editions of the textbooks, with additional chapters, passages
and sentences, and whole chapters on human rights that have
been added to social studies textbooks.

The analysis of human rights representations in Palestinian
textbooks shows an increased focus on human rights and a
process of reframing national issues within a global political
context. The textbooks affirm the importance of human rights
in general and in several places explicitly highlight a universal
notion of these rights, emphasising their interdependence and
inalienability. On the whole, the textbooks analysed largely
adhere to the UNESCO guidelines on Human Rights Education
(HRE), and appear to follow the principles set out in those
guidelines.
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Textbooks for the subjects of history, geography and social
studies refer extensively and repeatedly to international
documents on human rights while religious education
textbooks locate this theme within the context of religious
texts, arguing that Christianity and Islam provide the
fundamental pillars for an acknowledgement of human
rights with their concept of human dignity and the sanctity
of human life. As a rule, a number of human rights are
portrayed in a variety of civic, political, social and cultural
contexts across all subjects analysed. Furthermore, group-
specific rights, in particular the rights of women, children,
persons with disabilities and prisoners are also discussed
extensively. This diversity-embracing approach implicitly
indicates an increased awareness of and response to
international agreements and commitments to human
rights.

References to human rights are also used by the textbooks
when addressing the Israeli-Palestinian conflict, thus

providing a framework with which to address human rights
violations in the context of international law. Although the

textbooks, in general, portray a universal notion of human
rights, this is not carried through to a discussion of the rights
of Israelis. Most human rights violations specified concern
Palestinian victims. When a perpetrator is mentioned, the
violations in most cases are carried out by Israeli protagonists
and affect the rights of Palestinians. The textbooks support
these narratives by reference to international conventions.

The textbooks thus directly connect the human rights
discourse (frequently) and environmental issues (infrequently)
to the current Israeli-Palestinian conflict. Yet when the topics
of political participation, coexistence and tolerance are raised
no link is established to the current conflict.

The framework of reference for political participation and
human rights in Palestinian textbooks is that of the Palestinian
nation and the aspiration to Palestinian statehood. It is
notable that the aspiration of ‘postnational’ or ‘cosmopolitan’
citizenship as suggested in the very recent strand of critical
Global Citizenship Education literature cited above is not to be
found in the textbooks.



3 CONFLICT IN TEXTBOOKS

3  CONFLICT IN TEXTBOOKS

Palestinian textbooks are produced and located within an
environment saturated with conflict and ongoing violence.
The conflict is a ubiquitous element of everyday Palestinian
life with a deeply restrictive impact, not least due to the Israeli
occupation of Palestinian territory on the West Bank and the
closure of Gaza. The occupation leads not only to constraints
in the everyday lives of civilians as a result of checkpoints,
controls, the separation barrier, infrastructure only accessible
to Israeli settlers, and similar problems; it also gives rise to
documented violations of human rights on the part of the
Israeli security forces and settlers.?3

The ever-present Israeli occupation and the restrictions and
human rights violations engendered by it are reflected in
the textbooks. The analysis therefore takes the conflict into
account as a factor of reality, examining the terminologies
with which it is depicted. This is not to cast doubt on the fact
of the Israeli occupation and its impacts; these are simply
not the subject of the analysis. Rather, the Report seeks to
unveil how the conflict and the actors involved are portrayed
in the textbooks. The term ‘occupation’ and its derivatives are
quoted and placed in inverted commas when they occur in
textbook passages as grammatical subjects or objects.

In light of the complexity of the Israeli-Palestinian conflict
and the opposing perspectives surrounding it, it is difficult
to place the fine line between the portrayal —justified on
the basis of factual evidence — of an actual status quo on the
one hand and an exaggerated or even distorted presentation
on the other. In order to locate this fine line in depictions of
the conflict in the textbooks the criteria introduced in the
‘Methodology’ section above were used, supported by the
relevant research literature.

The categories ‘inferiority’, ‘competition’, ‘aggression’,
‘homogeneity’, ‘dehumanisation’, ‘deception’ and ‘negation’
serve to identify text passages or visualisation strategies to

be investigated regarding their potential to incite hatred. The
two further categories, ‘escalatory’ and ‘non-escalatory’, allow

the analysis to determine the potential of a certain portrayal
to bring about conflict escalation. While the criterion ‘non-
escalatory’ primarily refers to the illustrative function of a
textbook portrayal that is for the most part free of emotional
elements, the category ‘escalatory’ refers to a method of
portrayal that uses language, presentation style and didactic
methods, moving beyond a merely illustrative function. Such
methods can have an emotional effect, possibly calling the
students to respond or act in a certain way.

The Israeli-Palestinian conflict repeatedly appears in
Palestinian textbooks in a plethora of contexts and school
subjects. The previous chapter has shown that textbooks
frame the Israeli-Palestinian conflict recurrently within human
rights discourse, thus promoting human rights in order to
address violations specific to the conflict before the backdrop
of international law.

This chapter examines textbook portrayals specifically relating
to the Israeli-Palestinian conflict in other contexts than
human rights discourse. The analysis includes coherent texts
with a narrative structure, interplays of texts and images,
maps, and didactic elements such as exercises or tasks. Such
depictions are particularly frequent in textbooks for history,
geography and social studies, for teaching Arabic language
and literature, and for religious education. Mathematics and
science textbooks, however, also establish connections to the
conflict, albeit in generally shorter passages or visualisations
with direct links to the lifeworlds of the students.?**

As many of the conflict-related passages in the textbooks
contain portrayals of violence, a significant portion of this
chapter will be dedicated to analysing such examples. When
considering these representations of violence, the analysis
examines closely who is depicted as committing violence
against whom, as well as how the respective perpetrators and
victims are characterised and what tasks and appelations are
connected with these representations. The analysis identified
descriptions of Israeli violence against either collective or

213 For more information on the current status, see: United Nations, General Assembly: ‘Situation of human rights in the Palestinian territories occupied since

1967: Report of the Special Rapporteur on the Situation of Human Rights in the Palestinian territories occupied since 1967’, A/74/507, 21 October 2019,

https://undocs.org/A/74/507, accessed 15 September 2020. See also: United Nations, Human Rights Council: ‘Report of the Special Rapporteur on the

Situation of Human Rights in the Palestinian Territories occupied since 1967’, A/HCR/44/60, Advance Unedited Version, 15 July 2020, https://www.ohchr.org/

EN/HRBodies/HRC/RegularSessions/Session44/Documents/A_HRC_44_60.pdf, accessed 15 December 2020.

214 see Chapter 4 on real-life connections in mathematics and natural sciences textbooks.
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individual Palestinians, and indeed a key question inquires

as to how the side perpetrating the violence is depicted. In
the case of portrayals of Palestinian violence, an important
question is whether and, if so, how the textbooks might seek
to justify the use of violence, and which forms of violence are
approved of or rejected.

3.1
REPRESENTATIONS

3.1.1 ISRAEL, ZIONISTS, JEWS

When examining the textbook excerpts relating to the Israeli-
Palestinian conflict, its history and the present situation,

it is striking that the State of Israel is rarely mentioned by
name. Most often, the texts refer to the ‘Zionist occupation’
(st Iy, al- ihtilal as-suhydni) or simply ‘the occupation’
(=1, al- ihtilal). Israel’s institutions, army and organs of state
are generally described using the adjective ‘Zionist’ (3sue,
suhydni) and occasionally ‘Israeli’. When ‘Israel’ and ‘Israeli’
(L), isra’il; ) w), isra’ilT) are used (215 times*® in the
textbooks and teacher guides for history and geography, Arabic
language, Islamic education, social studies, mathematics and
life sciences) they occur mostly in the context of conflict and are

After analysing the use of key terms and their semantic
contents as well as the symbolic modes of representation in
cartographic material this chapter investigates the portrayal of
Jews and the depiction of violence in the context of the Israel-
Palestinian conflict. It ends with the analysis of portrayals of
the peace process.

TERMINOLOGICAL PRACTICES AND SYMBOLIC

usually paired with conflict-related terms such as ‘occupation’,
‘forces’ or ‘soldiers’. The noun ‘Israel’ as the name of the state
occurs mostly in textbooks for history and geography and
Arabic language (77 times). In 18 cases it is parenthesised?
or placed in inverted commas,?’ in 59 cases it is not.?!® The
adjective ‘Israeli’, however, is never subjected to this authorial
distance. Parenthesised references to Israel mainly occur in
quotations from official documents and exercises pertaining
to them. Especially in chapters depicting the peace process in
the Middle East (i.e. Camp David Accords, Oslo negotiations,
Rogers plan?'®) some sources and tasks refer to Israel without
inverted commas or parentheses (see Chapter 3.5).

215 Most references occur in textbooks for geography and history; ‘Israeli’ occurs once in a social studies textbook. 60 other instances referring to the Israelites

(31w 9, band ‘isra’il) or to the State of Israel in the bibliographies of the textbooks are not included in this number.

216

In the Arabic language parentheses have the value-neutral function of designating proper nouns, as a capital letter would in English, for instance. However,

parentheses in Arabic also have the function of inverted commas as they are used in Indo-European languages to indicate distance, reservations, or scepticism.

Which of these two functions is intended with the parentheses is not always clear, and appears to be inconsistent, but in the above mentioned cases the context

suggests reservations towards Israel, as for example in an authored text about the ‘wall of expansion and annexation’: ‘[...] when the occupation declared in

1948 the establishment of what is called the State of (Israel)’ (Jslw]) d9s (o b plS e VAEA ple JMamYI slel . Here, parentheses are added and the phrase ‘what

is called’ indicates further distance (The Arabic Language 10/11 [2019)], p. 112). Another example of parentheses, however, seems to merely indicate — neutrally —

the names of places: the Jewish settlement Psagot and the names of a number of Arab locations near Ramallah (The Arabic Language 9/1 [2019], p. 61).

217

as a main ally.’ .l gl CGaded) Ul ol 35 Sl OV
218

For instance in: Geography of Palestine and its Modern and Contemporary History Teacher Guide 10 (2018), p. 211: ‘Because America considers “Israel”

An example is Geography of Palestine and its Modern and Contemporary History 10/11 (2019), p. 51: ‘In the year 2004, the International Court of Justice

gave an Advisory Opinion concerning “the separation wall” in accordance with the request of the United Nations General Assembly that Israel infringes

international law by building the wall in the occupied Palestinian territories.” zigdls gl jlu oles glaadl el #2004 ple ddsull Jusl) deSoe Syl

o) Lihaddl) LY G sl Wil Joall 053 elans il ] Ob daSordl Codds Sasill ol dalell umazdl b s sl

219 For instance in: Geography of Palestine and its Modern and Contemporary History 10/11 (2019), p. 79-82.
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While the analysis identified 138 occurrences of the adjective
‘Israeli’ in textbooks and teacher guides, the term “Zionist’
was far more prevalent with some 1,203 occurrences. Several
passages in Geography of Palestine and its Modern and
Contemporary History for year 10 discuss Zionism as a historical
phenomenon, and in these cases there is no distancing or
qualifying in the use of the term. The term ‘Zionist’ does,
however, arise in many authored texts and exercises relating
to current contexts as a designation for Israel. In a few cases,
the terms ‘Israeli’ and ‘Zionist” occur in the same paragraph
and seem to be employed interchangeably.

The use of terms such as ‘Zionist occupation’ to refer to the
State of Israel can be interpreted in two ways. First, the term
‘Zionist occupation’ can be interpreted as referring to the
effects of Israel’s occupation policy in the occupied territories
when emphasis is placed on occupation practices.

Secondly, it can be understood as a device with which to avoid
naming the adversary or ‘other’ by name. While the term

by itself is not defamatory it conveys negative connotations.
Given this reading, using the term ‘Zionist occupation’ in place
of the name of the state could be interpreted as questioning
the legitimacy of the State of Israel, its political existence as an
international legal entity thus being symbolically negated.

The questioning of the legitimacy of Israel as a state is
especially evident in cases when the terms ‘Zionist
occupation’ and ‘occupation’ do not only refer to the
regime of occupation in the Palestinian territories by Israel
since 1967, but also to the territories of the State of Israel
established in 1948. An exercise in Mathematics 7/l refers
to the ‘occupation’ as it addresses fatal incidents in which
protestors were shot during the 1976 demonstrations
against land confiscations in the north of Israel.?*

The term ‘Zionist occupation’ has a long history and is not
an ‘invention’ of the textbook authors.??! The negative
connotation of the term ‘Zionist occupation’ derives not
only from the nature of the word ‘occupation’ but also
from the use of the term ‘Zionist’ in the Arab-Palestinian
context.???

History 11/| adopts this understanding when referring

to the ‘racist philosophy of the Zionist ideology’

(& paisl ol S&II dawls, falsafat al-fikr as-suhyant
al-‘unsuria)®® in a chapter on ‘Zionist settler colonialism

in Palestine’ (phudd & dosall Gl s, al-iste'mar
al-istitani as-suhyani fi filistin).??* Quoting a source, History
11/1 presents the Zionist movement as being based on
three ‘false assumptions’.

220 pgthematics 7)1 (2019), p. 105: ‘Six Palestinians were killed on the 30th March 1976 as they were defending the land which the occupation tried to confiscate.

Since that time, this day has been known as the Eternal Land Day, and it is commemorated every year. g sgelés S 1976 ple 13T io 533 § Ontinhadd diw dgidal

[] ple S o3lel g sl o)V pow 355 Lposy res dgiyalan SMim¥l sl ill g5,

The Palestinian National Charter uses the term ‘Zionist occupation’, for instance, in Article 4 of the 1698 version; other articles of the Charter refer to the

221

‘Zionist invasion’ (Art. 6), or to ‘Zionist and imperialist aggression’ (Art. 15). The State of Israel is mentioned by name twice: in Article 19 in the context of the

statement that the separation of Palestine in 1947 and the creation of the State of Israel was ‘entirely illegal’, and in Article 22 in the statement that ‘Israel

is a constant source of threat vis-a-vis peace in the Middle East and the whole world” and ‘the liberation of Palestine will destroy the Zionist and imperialist

presence’. ‘The Palestinian National Charter: Resolutions of the Palestine National Council July 1-17, 1968’, The Avalon Project. Documents in Law, History and

Diplomacy, https://avalon.law.yale.edu/20th_century/plocov.asp, accessed 22 October 2020. The two explicit references to Israel in the Charter are thus both

clearly negative. The deletion of these and other passages hostile to Israel from the Palestinian National Charter was, as even stated in one of the textbooks

(Geography of Palestine and its Modern and Contemporary History 10/11 [2019]), p. 77, an assurance made by Yasser Arafat to Yitzhak Rabin in his letter of

9 September 1993.
222

Article 22 of the Palestinian National Charter lists attributes associated with the term ‘Zionism’: “Zionism is a political movement organically associated

with international imperialism and antagonistic to all action for liberation and to progressive movements in the world. It is racist and fanatic in its nature,

aggressive, expansionist, and colonial in its aims, and fascist in its methods. Israel is the instrument of the Zionist movement, and geographical base for

world imperialism placed strategically in the midst of the Arab homeland to combat the hopes of the Arab nation for liberation, unity, and progress.

‘The Palestinian National Charter: Resolutions of the Palestine National Council July 1-17, 1968, Article 22.

223 fistory 11/1 (2018), p. 81.
224

Quoted in: History 11/1 (2018), p. 79 (the first part of the source is discussed in 3.3.1): . &ulls dileall &, o] VB L diguyall el Bebadll Glagial ddye 5ol syl s

#1981 «wua)l Quoting ‘Abd al-Rahman Abi ‘Arafah’s work 4 s.gal el aatl] Ol (al-istitan. al-tatbiq al-‘amali lil-suhyidnia; ‘Settlement. The practical

application of Zionism’).
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Figure 53: History 11/1(2018), p. 81

Zionism is linked to settlement as settlement is considered
to be a part of Zionism and an important foundation of

its project. Zionism has been established based on three
false assumptions: Firstly, that Jews, although they belong
to many countries and communities, represent one

nation distinguished by Semitic characteristics; secondly,
that the relationship between Jews and other nations

is based on hostility and conflicts and is encapsulated

in the phenomenon of anti-Semitism; thirdly: that the
Jewish problem has no solution but the establishment

of a Jewish state and that this state is located in the
Promised Land (Palestine) and in settling there. The basis
for maintaining Zionism can be solely achieved through
continuous settlement in Palestine.

[source]: Settlement as a practical application of Zionism, p. 2

Consistent with the antagonistic Palestinian national
perspective, the textbook passage above can be understood as
delegitimising Zionism as a national movement of the Jewish
people and thus — as its historical result — the establishment
of a Jewish state, in particular on Palestinian soil, as the

only possible solution. The textbook presents Zionism as if it
were a product of European colonialism in the middle of the
Arab region, designating a chapter to it following chapters
on France in Algeria and Italy in Libya. Resistance to this
alleged colonial project is accordingly embedded within

the anticolonial liberation struggle of the people and thus
characterised as legitimate.

225 Often also translated as ‘Monotheistic Religion”.

226

Unlike the use of the terms ‘Zionist’, ‘occupation’ or ‘Israel’, the
term ‘Jews’ is applied to contexts and attributions that address
Jewish people and Judaism as one religio-ethnic collective

and thus need not necessarily be contextualised within the
conflict. While use of the term ‘Jew’ (sss4, yahidi) and its
derivates in the textbooks may indicate religious and cultural
tolerance it also occurs together with anti-Jewish prejudice. It
is often difficult to ascertain exactly which connotations of the
term ‘Jew’ are intended by the Palestinian textbooks, located as
they are within a context of highly virulent conflict in which the
State of Israel defines itself in national terms as a Jewish state.

The terms ‘Jew’ (sssay, yahidi), Jews’ (ssq, yahid), ‘Jewish’ (sssq,
yahadi) and ‘Judaism’ (4554s, yahidia) occur in the analysed
textbooks and teacher guides in at least 235 references.

The most references were identified in books for history and
geography and religious education (Islamic and Christian). The
terms appear less frequently in the subjects Arabic language,
mathematics, life sciences and social studies. In Islamic and
Christian education the terms usually occur in biblical and
Qur‘anic contexts. Exceptions are the references in Islamic
education for year 5, which also use the term ‘Jewish’ in the
context of the ongoing conflict. In history and geography
textbooks the term is invoked when discussing the emergence of
a national home for Jews. Here, the teacher guide for Geography
of Palestine and its Modern and Contemporary History 10 (2018)
introduces a distinction between Judaism as a ‘Divine Religion’
(4slew &Ls, diyana samawia)*® and Zionism as a ‘colonial political
movement’ (& loswl dwlw &,>, haraka siydsia isti'maria).??

The terms ‘Jew’ or ‘Jewish’ occur primarily in the textbooks for
religious education when referring to canonical texts from the
New Testament and the Qur’an. One such context that mentions
Jews and Judaism is that of historical religious conflicts?*” and

theological differences; another is an attempt to overcome these
via dialogue,?® for instance by describing their common roots.??

Geography of Palestine and its Modern and Contemporary History 10/1 (2018), p. 78: ‘Translation: Zionism is known as a colonial political movement.

Its emergence was linked to that of the colonial movement and nationalism in Europe, which called for the establishment of a state on a national basis, the

separation of Jews from the rest of European society, and the establishment of a national home for them in Palestine, and thus it differs from Judaism, which
is considered one of the monotheistic religions.” sulul e dss uwlts 36 $U1 bs)ysT § osdll Salls slomiadl &S, rsakay Loyl badl dylosmial dewlw L 3 dosegall By
L] &slead) SULAI g0 Bamly 3 I 358l 5 alzss iy s cpbaadd G pa) asd bs 4aBls 39)sY) gotzedl 3l o S5l duabs «asd

227 For more detail see Chapter 3.2.

228 For more detail see Chapter 2.1.3.

229 For more detail see Chapter 3.2.
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3.1.2 THE CONCEPT OF J/HAD AND REFERENCES TO

SHUHADA’

In recent times, the Arabic term s> (jihad) has entered
western languages and is often equated with war, frequently
translated as ‘holy war’, violence or military engagement.?*°
However, Islamic theology and jurisprudence have a long
history of debate on different notions of jihad, including
militant struggle and war as well as more generally
praiseworthy and pious efforts, such as a ‘struggle against
one’s bad inclinations’, or ‘the struggle for the good in Muslim
society and against corruption’.?*! The Arabic word jihad
literally means making an effort or struggling in some way,
and is used in Christian and Islamic contexts with diverse
connotations, to mean making a donation, telling the truth,
self-reform, or engaging in combat. The term can thus refer
to the fight against ‘infidels’ as well as the struggle against
the ego, the devil and the wrongdoer.?*? Since contemporary
debates provide increasingly contradictory interpretations
and appropriations of the term, a careful reading needs to
examine which options textbooks provide.

The term jihad’ is mentioned several times in various
contexts and with different meanings in textbooks for
subjects including Christian education, Islamic education,
social studies and Arabic language. Textbooks for Christian
education analysed in this Report mention the term ‘jhad’
exclusively in the ‘self-jihad’ sense: Christian Education 8
and 9 mention the term as ‘good jihad’ (sl sly=dl, al-jihad
al-hasan), which appears here to refer to the Christian
concept of ‘self-reform’.2%® Christian Education 9, under the
title ‘Commandments and Beatitudes’ (lesson 12), mentions
‘spiritual jihad' (=s, sl=, jihad rahi) in a paragraph with
the heading ‘Thinking’. Here the term refers to the devotion
of all energies to studying and education, showing love

and concern for the people.?* For instance, a quote from
the New Testament refers to the apostle Paul and his inner
struggle.

230

231

Ol e iy ¢ bt ooty o slgndl Sale” sl Bl S Ay JB O
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Figure 54: Christian Education 8 (2018), p. 49

Paul’s words:

Paul said at the end of his life: 1 have fought the good
jihad. I have finished my full course and I’'ve kept my heart
full of faith. There is a righteous wreath waiting in heaven
for me, and | know that my Lord will reward me on his day
of righteous judgment.’ (2 Timothy 4:8)

Textbooks for Islamic education explain the different meanings
of jihad within Islamic theology. The term is mentioned in
textbooks for years 8, 9 and 10, in different contexts and

with different connotations: JW! sl=, jihdd al-mal (charity),
sl slae, jihad an-nafs (jihad of the self, also translated as
‘struggle against the self’), and yuaub s>, jihad bi-I-nafs

(jihad with/in person, also translated as ‘going to war for
one’s faith’). For instance, Islamic Education 8/1, 2018 includes
a lesson titled ‘Types of Donations and their Rewards’

(lalass ©BuA ¢lssl, anwa* as-sadaqat wa fadlihG). However,
the Qur‘anic verse that shows primacy of jihad al- mal is
presented in the context of war or times of hardship stating
that donating one’s wealth is to be preferred to subjecting
oneself to battle.?®

Islamic Education 8/1 (2018) dedicates a lesson titled ‘Courage
to tell the Truth [Courage against Injustice]’ (3= & 81,2,
al-jur’a fi al- haq) to describing telling the truth as proof of
one’s true faith and as one of the greatest kinds of jihad.

Tyan, Emile: ‘Djihad’, in: P. Bearman et al. (eds): Encyclopaedia of Islam, Second Edition. Leiden: Brill, 2012.
Allen, Lori A.: Jihad: Arab States’, in: Encyclopedia of Women & Islamic Cultures, first published online: 2009,

http://dx.doi.org/10.1163/1872-5309_ewic_EWICCOM_0098a, accessed 18 August 2020.

232

For an example of an early discussion of different meanings of jihad see Ibn Qayyim Jawziyya: Zad al-ma‘ad fi Hady Khayr al-‘ibad,

Hammad, Nazih Kamal et al. (eds), 3 vol., Damaskus: dar al-qalam, 1390/1992, p. 9-18.

233 Christian Education 8 (2018), p. 49 (Lesson 7, quoting the Apostle Paul).

2% Christian Education 9 (2018), p. 84-85.
25 [slamic Education 8/1 (2018), p. 77.
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Figure 55: Islamic Education 8/1 (2017), p. 91

‘Courage to tell the Truth [Courage against Injustice]’:
To tell the truth with courage is proof of one’s true faith
and is one of the greatest and best types of jihad. A man
asked the Prophet (peace be upon him): Which jihad

is better? He said: the courage to tell the truth to an
oppressive Sultan. [Source] (Sunan an-Nasa’i)

And the one who is killed because of the boldness of his
true words is the master of the shuhada’ in the sight of
God Almighty, as the Messenger of Allah (Peace be upon
him) said: ‘The master of shuhada’ is Hamza ibn Abdul-
Muttalib and a man who stood up against an oppressive
ruler, he orders him [to be virtuous] and forbids him
[from wrongdoing]. So he [the ruler] kills him.” [Source]
(at-Tabarani, al-mu‘gam al-’awsat )

Islamic Education 8/Il contains a whole lesson on jihad in the
context of military fighting. Students are asked to discuss
related topics and concepts such as mujahid (ssl=s), (someone
who engages in jihad and shahdada), here in the sense of
someone killed in combat, to find examples of jihad from
the Qur‘an and sayings of the Prophet (&5 Eoslol, ahddith
nabawiyah). The textbook also requires them to define the
goals of jihad according to Islam, showing the impact of jihad
on the individual and society, the reward the mujahed can
expect, shahid on the path of Allah (4l L &, f7 sabil Allah),
the goals of jihdd in Islam, and jihad stories of the Prophet’s
companions (&Llxall, as-sahaba).?*

26 [slamic Education 8/11 (2018), p. 49.
237

238
& dlalzb
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Social Studies 6/11 (2019), p. 53.
241 social Studies 7/11 (2019), p. 4.
242 social Studies 7/11 (2019), p. 19-20.
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Islamic Education 9/ dedicates a paragraph to jihad and
‘The wisdom behind fighting the infidels’ (LS JL3 oo doSdl,
al- hikma min gital al-kuffar) explains that ‘Islam is not thirsty
for bloodshed and the killing of people’.%’ Islamic Education
for year 12, in Lesson 22 discusses the rules of jihad, and —
as outlined in the textbook’s introduction — students are
expected to acquire the ability to define the term jihad and
understand the legitimacy of jihad, the rewards for jihad in
Islam, and restrictions on jihad including, for example, due
warning before commencing combat, fighting only those
who participate in the fighting, prohibiting the killing of
women, young people, sheikhs, monks, and good treatment
of prisoners.?*® The final task asks the students to research
examples from Islamic history that show Muslims behaving
decently towards their enemies during combat.?°

In the rare cases that social studies textbooks mention

jihad they apply the term either in its general meaning as

a struggle for the common good, or as a violent struggle,
military action or conquest in the context of Islamic history.
One section of Social Studies 6/Il recounts the story of

Abu Bakr As-sidd1ig, the first man to believe in the Prophet
Muhammad and the first to become his successor as caliph.?*°
This passage quotes from his inauguration speech in which
Abu Bakr refers to jihad as a general struggle; those who do
not engage in it ()l Jew § sz, Jihad f7 sabil Allah) (jihad for
the sake of God) would be humbled by God. Whether this
refers to a militant or spiritual struggle according to Abu Bakr
remains open in the quoted passage and can be understood
as a plea for jihad in its diverse meanings. One book discusses
the Abbasid epoch, during which the Islamic Empire was
weak, both in military and political terms and failed to
engage its enemies in jihad (here clearly the military sense is
intended).?** Other passages from Social Studies 7/l tell stories
of Salah Ad-din Al-Aylbi, who, the textbook states, was seeking
a reason to engage the Franks (4=s,4)), farangi), i.e. European
crusaders, in jihad in 1187.2%

Islamic Education 9/1 (2018), p. 13-14, see also Chapter 6.4. bl Jbs slolll el J] Lidasts pud Myl
Islamic Education 12 (2018), p. 99: ¢yus -liall ghisil ge USs Olsylls oedly slally sbacdl B 02,55 [oo] JUBI & 31 n V) sty ¥ [.en] 1Y) L3 U pute [...] algodl balss

Islamic Education 12 (2018), p. 99: .elus¥l go 04)l3 & Gpakucd] Jalsss s BBlge 30 B350 iS5 ddy=bl yolas J] £ 52,
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Figure 56: Social Studies 7/11 (2019), p. 20

| have learnt:

After Arnat, the governor of Karak, had seized a trading
caravan owned by Muslims, and after he refused to
return it peacefully, Salah Ad-din Al-Ayibi declared jihad
against the farangi [Franks]. He went from Damascus to
Karak, which he invaded. He then met his son Al-Afdal
near Damascus, and led his forces to northern Palestine
seeking to discover news about the farangi. He crossed
the Jordan River and camped with his forces near Lake
Tiberias, preparing for the decisive battle with the
farangi. [Image] Al-Karak Castle

One in eight references to jihad in Social Studies 7/I
relates to the ongoing conflict in the Middle East: ‘the
Palestinian freedom struggle as jihad'. The book discusses
the organisation of Islamic cooperation in order to support
the Palestinian people in their jihad’ to liberate their land,
offering material and moral support on all levels.
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Figure 57: Social Studies 7/11 (2019), p. 52-53

The Palestinian cause and Al-Quds Al-Sharif were given an
Islamic consensus in most decisions of the Organization
of Islamic Cooperation that called on the Zionists to
withdraw from the occupied Arab territories, especially
from Al-Quds Al-Sharif, the capital of Palestine, to support
the Palestinian Arab people in their jihad and struggle

for the liberation of their land, to provide them with
material and moral support on all levels, and to consider
the Palestinian Liberation Organization the sole legitimate
representative of the Palestinian Arab people, wherever
they may be.

Similarly to jihdd, the Arabic term :lugs (shahid, pl. shuhada’)
has several layers of meaning. It is derived from the word

sslas (shahada), ‘to testify’, and has the same basic sense

of ‘witness’, ‘victim’ or ‘martyr’. According to Islamic
jurisprudence (a4, al-figh), there are three categories of
shahid: a) Muslims who die in battle or as the result of an
assault,? b) Muslims who die protecting their property, life or
conscience, or trying to defend other Muslims or non-Muslims
under the protection of Muslims, or c) Muslims who die as
a result of fighting, childbirth, drowning, burning, accidents
or learning.?** In the light of these debates it is instructive to
examine how these terms are used in Palestinian textbooks.

243 cook, David: Martyrdom in Islam. Cambridge: Cambridge University Press, 2007, p. 19.

244 Mulch, Klaus et al.: Islam unter christlicher Lupe — Theorie und Praxis kompakt dargestellt, christlich bewertet. 2nd ed. Dortmund: Orientdienst e.V., 2016.
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A text in Geography of Palestine and its Modern and
Contemporary History 10/I1 (2019), p. 83, refers to many
‘shuhadd’ and wounded’ as a result of clashes during the
Second Intifada.?*
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Figure 58: Geography of Palestine and its Modern and Contemporary History
10/11 (2019), p. 83

[...] The leader of the Zionist Likud party, Ariel Sharon,
sparked the second uprising (al-Agsa Intifada) when

he stormed the Agsa Mosque compound. Clashes that
broke out between worshippers and the occupation army
resulted in a number of shuhada’ and wounded, and then
spread to all Palestinian lands.

In the subject of Christian education the term shahid occurs in
the context of martyrdom, referring to St. Stephen as ‘the first
Christian martyr’. A lesson is titled ‘Church of Martyrs’ (Lu.S
slugad), kanisat ash- shuhada’) and refers to St. Stephen as the
first martyr of faith.?¢

245

Algeria: History 11/11 (2019), p. 45.

When mentioned in the context of the Israeli-Palestinian
conflict, the term is used for civilian victims but also for
planners and military fighters who have carried out violence
against the military and civilians and have become national
figures.?*” This is the case in textbooks for various subjects,
such as Arabic language, social studies, geography and history,
and occurring less frequently in textbooks for the natural
sciences and mathematics. The naming of persons as shuhada
follows an inconsistent pattern, this title being applied both to
innocent victims of Israeli violence as well as to protagonists
of Palestinian violence against civilians. For instance, a school
mentioned in Life Sciences 9/1 is named after ash-Shahida
Riham Dawabsha (dalss plasy 3a,42J1)**, @ victim of the violent
arson attack by a settler on the house of a Palestinian family
in the West Bank in 2015. The settler was later convicted by
an Israeli court. Similarly, Mathematics 9/11 mentions a school
named after ash-shahid Abu Jihad (s> i waall), who was
involved in the planning of violent attacks on soldiers as well
as civilians until he was killed in 1988.2%

The fact that the term ‘shahid’ is not only addressed in the context of the Israeli-Palestinian conflict is shown by a reference to victims of French colonialism in

248 Christian Education 8 (2018), p. 40-41 and Christian Education 12 (2019), p. 56. See Chapter 3.2.2.

247 see Chapter 3.5.

248 | ife Sciences 9/1 (2019), p. 115.
249

Khalil al-Wazir (1935-1988), known as Abu Jihad, the co-founder of Fatah and commander of its armed wing was held responsible by Israel for a number of

terrorist operations against Israeli targets in the late 1970s, including the Coastal Road Massacre of 11 March 1978. He was assassinated in Tunis in 1988. A

school named after him is mentioned in Mathematics 9/11 (2019), p. 13, and he is mentioned in Geography of Palestine and its Modern and Contemporary

History 10/11 (2019), p. 73.
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3.1.3 PALESTINE IN MAPS - BETWEEN IDENTIFICATION

AND DELEGITIMISATION

The spatially symbolic representation of self and ‘other’ is
embodied in the numerous maps included in the textbooks.
This Report differentiates between historical and geographical
maps, and symbolic and iconographic representations.

Due to the nature of the subjects geographic and historical
maps are found predominantly — but not exclusively —in
books for social studies, history and geography,?*° while
symbolic depictions of All-Palestine are dominant in Arabic
language textbooks. In addition, illustrations pertaining to
real-life connections?! appear in textbooks for science and
mathematics, while religious textbooks also include symbolic
spatial representations.

The maps specifically depicting this region are irredentist and
portray — if not an untouched statehood (as a political entity) —
then certainly a territorially whole Palestine, as an imagined
homeland, within the borders of the British mandate. This
imagined territorial entity of Palestine negates the existence
of the State of Israel. None of the geographical maps of the
region or symbolic or iconographic presentations of the
territory identified in the corpus depicts Israel as a state.
Keys and labels identify ‘Palestine’, but never ‘Israel’; Israeli
cities do not appear unless they have a long-standing Arab
population (and these are then shown as Palestinian cities).
A few maps depict the West Bank as separate from the rest
of the territory in accordance with the 1949 Armistice Border
(Green Line), but here too, the Israeli state territory is not
marked as ‘Israel’.

In the inner-Palestinian discourse the cartographic and
iconographic depiction of All-Palestine has a highly symbolic
and identificatory function. In his article ‘Land of Symbols:
Cactus, Poppies, Orange and Olive Trees in Palestine’, the
Palestinian-American cultural anthropologist Nasser Abufarha
explains that, although Palestinians have emerged in different
groups that risk:

250 The textbooks for these subjects alone contain 279 maps.
1 e Chapters 4.3 to 4.5.

fragmentation and variation in experiences [that] may
obstruct the development of linear cultural processes and
consciousness [...] the process of symbolizing [...] becomes
a medium to project cultural ideas and representations on
the wider Palestinian public, creating common experiences
and cultural conceptions across time and space.?*?

Abufarha explains that the Israeli-Palestinian conflict is not
only over material that can be returned and compensated for,
but also the recognition of relationships and roots pertaining
to the land itself. Given the Palestinian experience over the
years, as refugees and as divided groups under different
sovereignties in the West Bank, Gaza Strip and East Jerusalem,
one of the main symbols of Palestinian nationhood derived
from cultural representation has become the map of historical
Palestine as recognised during the British mandate. The map
has become a symbol of unity that transcends time and space,
providing signals for the different groups who have been
through the Palestinian experience. This includes Palestinians
who have become naturalised Israelis or have adopted other
citizenships over the years, depending on their countries

of residence; Palestinian refugees in the West Bank, Gaza
strip and in neighbouring countries; Palestinians with Israeli
residency permits in East Jerusalem; and Palestinians with
Palestinian Authority documentation in the West Bank and
Gaza Strip. As a result, the map has become an important
unifying symbol of Palestinian national identity.

Geographic maps in general take on a special function, since
the maps’ contents and the information in the keys, which
claim to be based on evidence, provide the textbooks with
further opportunities to make geopolitical statements,
underline arguments, or question facts. For this reason, maps
can always also be instruments of manipulation or tools for
the denial of reality. This is reflected in topographical physical
maps of the Middle East in Palestinian textbooks.

252 Apufarha, Nasser: ‘Land of Symbols: Cactus, Poppies, Orange and Olive Trees in Palestine’, Identities: Global Studies in Culture and Power 15 (2008):

p. 343-368, here p. 345.
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Figure 59: Geography of Palestine and its Modern and Contemporary History
10/1(2018), p. 12

Diversity of Palestinian Terrain

Activity (1-a) Look at the map of Palestine and:

- Identify the side from which each aspect of the
Palestinian terrain extends.

- Describe the land topography in terms of slope
inclinations and elevations when travelling from the
Dead Sea area in the east to the opposite side on the
Mediterranean Sea in the west.

Activity (1-b) Look at the map of Palestine and by working

in pairs:

- Exchange views on the impact of the diversity of
terrain in Palestine

- Present your findings orally in the classroom.

[Map]

Elevations in meters

[...]

Under sea level

The map in Geography of Palestine and its Modern and
Contemporary History 10/1 shows the ‘diversity of Palestinian
terrain’. Although the cartographic drawing itself does not
carry the label ‘Palestine’, its portrayal is that of All-Palestine,
as the caption and the accompanying exercises suggest by
referring several times to the ‘map of Palestine’. While the
map shows Palestine as a geographical entity it also conveys
a political message. The places marked on the map are

cities in the Palestinian Authority territories and on Israeli
state territory (which is not marked as such on the map)

that, historically, have an Arab-Palestinian population. Cities
founded in the 20th century by Jewish immigrants, such as Tel
Aviv, Netanya or Nahariya, are missing from the map.

A similar evasion technique occurs in an exercise in a
mathematics textbook for year 6:

PV T R P IENTIN IRV IRV BN

TN CTE VT P VR TR VU BT

€ g om 1 ol al 3 Lot 5ol 580 0 e b o

Figure 60: Mathematics 6/11 (2019), p. 86

[Map] [Weather symbols]
What is the probability of sunny weather on one day of
the week?

The exercise is about the probability of certain weather events
during the week; the map next to the weather symbols is
actually irrelevant for completing the task. The map thus has
a secondary learning objective: the function of visualising for
the students the topographical shape of All-Palestine and the
locations of ‘Palestinian’ places. These, as in the previous map
from the history and geography book, are cities with Arab-Pa-
lestinian populations; no Israeli-Jewish cities are named.
These practices of cartographic appropriation or exclusion do
not, however, only affect urban areas: in the following section
the Negev Desert, which is situated entirely within Israel, is
presented as part of All-Palestine:
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Figure 61: Mathematics 6/11 (2019), p. 9

Activity (1):

The Negev desert is considered an integral part of the
Palestinian Lands. Its area is approximately 14,000 km?2.
In order to find the ratio of the area of this desert to the
area of Palestine, which amounts to 27,000 km?:

The simple fraction that represents the area of the Negev
desert to the area of Palestine = [...]

In this mathematics exercise for year 6, the Negev is described
as an ‘integral part of Palestine’, whose territory of 27,000
square kilometres corresponds to the area of the State of
Israel plus the occupied territories. The exercise inquires as to
the ratio of the Negev to the area of Palestine.

Maps of the entire Middle East region, whether geographical
or historical, also ignore the existence of the State of Isra-

el. Some ambivalence does arise, however, when the 1949
Armistice Border (‘Green Line’) is drawn on the map, as in the
following section:

253 gee Chapter 3.6.
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Figure 62: Mathematics 3/11 (2019), p. 82

1) The topographic features of Palestine vary between
valleys, mountains and deserts. The area of the Negev
desert amounts to half the area of Palestine. This can be
represented using the fraction [...]

Once again the presentation revolves around the size of

the Negev and the proportion of Palestine’s territory that it
covers. This map, however, shows the 1949 Armistice Border
(‘Green Line’), which demarcates the territories occupied by
Israel in 1967 from the rest of the land. The name of the State
of Israel is, however, not given; indeed, nothing is marked on
the map at all. The demarcation line as a result of a ceasefire
agreement seems to symbolise a ‘painful rupture’ through All-
Palestine, dividing the territories that were occupied in 1967
from the rest of the Palestinian land.

An exception is a political map from Geography of Palestine
and its Modern and Contemporary History 10/11. Although

the map does not itself mention Israel, the accompanying

text uses the adjective ‘Israeli’ several times and points to the
Israeli administration of certain parts of the territory and thus
refers to the State of Israel as partner in the Oslo negotiations.
It shows the allocation of the Areas A, B and C in the occupied
territories in accordance with the Interim Agreement (Oslo 1)
of 1995.2° The exercises refer to the incomplete withdrawal of
the Israeli army from Hebron and the impacts of the complete
(civilian and military) control of Area C on the part of Israel.
Once again, this map fails to name the territory of the State of
Israel; in the text Israel is referred to as ‘the occupation’ and
the Israeli troops are the ‘[military] forces of the occupation’:
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Figure 63: Geography of Palestine and its Modern
and Contemporary History 10/11 (2019), p. 79

The Israeli occupation army withdrew from Jericho and
Gaza in 1994, to be replaced by the Palestinian police force.
The administrative bodies of the Palestinian Liberation
Organization moved there from Tunisia, and Yasser Arafat
entered Gaza on July 1, 1994 to become the President of
the Palestinian National Authority.

On September 28, 1995, the settlement process moved
faster with the Agreement on the West Bank and the Gaza
Strip which was signed in Washington, D.C. This agreement
resulted in the division of the West Bank and Gaza strip into
three administrative areas:

Area A is exclusively administered by the Palestinian
National Authority, it comprises the centers of the main
cities in the West Bank, except for Hebron, and its area does
not exceed 3%.

Area B is administered by the Palestinian Authority and its
security is under Israeli control; it comprises the areas of
the Palestinian villages and countryside, and it covers about
26-27%.

Area C is exclusively under Israeli control in terms of
administration and security and comprises the settlements,
the border areas, etc. And it accounts for some 70%.

Observe and explain:

- The forces of the occupation did not withdraw entirely from Hebron.
- The impacts of the complete control of the occupation over area C.
[Map key: red for area A, orange for area B, grey for area C, triangle for
settlements]

The following map in History 11/11 by the Palestinian Academic

Society for the Study of International Affairs (PASSIA), as
indicated in the caption, shows the UN partition plan for
Palestine as documented in Resolution 181 of 29/11/1947.%*
It provides a correct account of the partition plan, including
the areas (marked blue) that would be allocated to the soon-
to-be founded Jewish state, described in the key next to the
‘Arab State’ (4 ,=)) dsI, ad-daula al- ‘arabiya), marked brown,
as the ‘Zionist project (Jewish state)’ (4s«all g9241, al-mashri’
as-suhydni [&ss4d! 51, ad-daula al-yahidiya]). Bethlehem
and Jerusalem are correctly marked as under ‘international

government’ (4Jss 8,l8), idara dawliya). No cities or other
landmarks can be found, except for Haifa, within the territory
that will become the Jewish state, as included, for instance,
in the official UN map of 1947. The textbook map, which is
arranged next to two photographs showing Arab refugees,
clearly civilians, as well as Palestinian troops in the late 1940s,
is followed by two exercises. The students are required to
‘discuss the content of the map and the photos and deduce
the relationship between the map and the photos’, and to
research ‘the Palestinian and Arab position on the resolution
for the division of Palestine in 1947’25

254 ‘Plan of Partition of Palestine With Economic Union’, according to UNSCOP (3 September 1947; see green line) and UN Ad Hoc Committee (25 November 1947)

partition plans. Cf. https://www.jewishvirtuallibrary.org/map-of-the-u-n-partition-plan-2, accessed 22 October 2020.

255 History 11/11, 2019, p. 49.
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Figure 64: History 11/11 (2019), p. 49

The United Nations Partition Plan for Palestine, General

Assembly Resolution 181

[Map key:]

Blue: Zionist project (Jewish state) —

Yellow: Arab state —

Red: international administration of the Jerusalem and

Bethlehem area

[below map:] Translation from the original English —

copyright: Palestinian Academic Society for the Study of

International Affairs — PASSIA.

- Discuss the content of the map and the two illustrations.

- Work out the relationship between the map and the two
illustrations.

In contrast to geographical maps, symbolic cartographic
representations condense political messages which, as in the
case of the depiction of All-Palestine, are often represented
through the national colours of red, black, white and green.
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12: Riyad distributed to his three friends three key rings in
the shape of the map of Palestine.

A) How many key rings did each friend receive?

B) What fraction is represented by each friend’s share?

This mathematical exercise concerns a boy who gives three
of his friends key rings in the shape of a map of Palestine.
The real-life connection relates to an item familiar to every
Palestinian child, the pendant in the shape of All-Palestine
in the national colours. Apart from this simple reference to
the national cause, the exercise does not include escalatory
messages.

Another real-life connection from a life sciences textbook
contains a clear political message. The illustration relates

to the hunger strikes carried out by Palestinian political
detainees in Israeli prisons. The hunger strike is also
mentioned in the accompanying text: ‘water and salt preserve
the lives of the Palestinian detainees in their battle with their
empty stomachs’. The small historical map of Palestine in the
symbolised stomach appears here as a symbol of freedom.
The message evoked by the combination of elements in the
drawing is easy to understand: water and salt sustain the fight
for life of All-Palestine; they free those imprisoned and with
them the entire country. The dove carrying an olive branch
represents the hope that this might come to pass; it cannot
be described as a symbol of peace with an opponent who is
represented in the illustration here by nothing but iron bars,
and who is not featured on the map.
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Figure 65: Mathematics 2/11 (2019), p. 83

Figure 66: Science and Life 7/11 (2019), p. 30
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Think and reflect: Water and salt preserve the lives of
the Palestinian detainees in their battle with their empty
stomachs.

The following combination of text, image and a symbolic map
is taken from The Arabic Language 7/ .

Figure 67: The Arabic Language 7/1 (2019), p. 15

The text that accompanies this illustration is titled ‘Palestine,
the Heart of the Nation’. It is about the importance of
Palestine from historical, geographical and religious
perspectives and about the necessity of preserving its

Arab and Islamic identities. The text addresses the Israeli-
Palestinian conflict and the ‘Zionist occupation’ is depicted

as responsible for deprivation of and injustices towards
Palestinians. It makes reference to the claimed Israeli attempts
to change the Arab and Islamic character of Palestine and

to replace it with Jewish symbols, carrying out acts of
violence, imposing restrictions, and through repression and
displacement as well as attacks against religious sites. The
passage ends with a call to unity in order to liberate detainees
and free Palestine, and to preserve Arabic identity and
Palestine’s cultural heritage so it can once again ‘bloom with
life, love and tolerance’. The text thus implies an intention on
the part of the State of Israel to annihilate Palestinian culture,

with the result that this message can also be connotated with
the illustration and its map of All-Palestine with a radiating
aura. The depiction of the Agsa Mosque corresponds with the
significance of Palestine’s Islamic identity, presented in the
text, and the constant threat represented by the ‘occupation’,
while the national resistance fighter (masked by a keffiyeh)
suggests that the liberation of Palestine might be achievable
through violent resistance. While this representation does
not explicitly call for violence, it can be seen as carrying highly
escalatory potential.

The fact that the national dream of All-Palestine, without the
existence of Israel, is not only virulent in a Muslim Palestinian
context but also from a Christian Palestinian perspective is

demonstrated by the following section in Christian Education 12:
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Figure 68: Christian Education 12 (2019), p. 93




3.1 TERMINOLOGICAL PRACTICES AND SYMBOLIC REPRESENTATIONS

This text, illustrated by a map of All-Palestine in the national
colours next to a cross, addresses the presence of Christians
in Palestine, demonstrating the strong need of Palestinian
Christians to perceive themselves as part of a unified
Palestinian nation and to be accepted as such. The chapter,
titled ‘Our Palestinian Identity’ (dodauwda)l L gs, huwiyatuna

of the importance of Palestine from the point of view of the
Christian faith. The lesson discusses the fact that Christians
have always been part of the society; they have been
integrated and committed to their communities throughout
history, and contribute to building up the society together
with their fellow citizens.

al-filistinia) addresses, among other things, the appreciation

3.1.4 THE NARRATIVE OF THE PALESTINIAN RIGHT
OF RETURN

responsible’.>” Despite this UN resolution the rights of what
are now several generations of exiled Palestinians to return
to their homeland, or to that of their forbears (or to receive
other compensation) are disputed under international law
and have always been one of the most contentious points
in negotiations between Israelis and Palestinians. The
unconditional recognition of the right of return exposes the
State of Israel, in its view, to the danger of losing its Jewish
character if this right is actually implemented. As many
Palestinian refugees have neither been granted citizenship
by their host countries nor have they been allowed to
return, their inconclusive status has been inherited by their
descendants, resulting in more than 5 million Palestinian
refugees being registered with UNRWA today, which makes
the refugee narrative an integral part of the Palestinian
experience and national identity.

In the case of the symbolic and iconographic maps, reference
should be made to a method of representation that combines
the idea of an All-Palestinian state with the right of return for
Palestinian refugees. The refugee status is also an experience
that transcends time and space among Palestinians and
occupies a significant portion of the Palestinian narrative. The
United Nations Relief and Works Agency (UNRWA) defines
Palestinian refugees as ‘persons whose normal place of
residence was Palestine during the period 1 June 1946 to 15
May 1948, and who lost both home and means of livelihood as
a result of the 1948 conflict’.?*®

At the time, only 750,000 Palestinians were awarded refugee
status. As a result of the crisis, UN resolution 194 was
adopted, which stated that ‘the refugees wishing to return to
their homes and live at peace with their neighbours should
be permitted to do so at the earliest practicable date, and
The narrative of the right to return, frequently symbolised by
the keys to the former houses of the refugees, is addressed in
textbooks for nearly every subject. A typical example is given
here in this excerpt from National and Social Upbringing 4/1:

that compensation should be paid for the property of those
choosing not to return and for loss of or damage to property
which, under principles of international law or in equity,
should be made good by the Governments or authorities

255 United Nations, Relief and Works Agency for Palestine Refugees in the Near East: ‘Palestine Refugees’,
https://www.unrwa.org/palestine-refugees, accessed 30 October 2020.

256 United Nations, General Assembly. ‘194 (111). Palestine — Progress Report of the United Nations Mediator’. A/RES/194 (IIl). December 11, 1948,
https://unispal.un.org/DPA/DPR/unispal.nsf/0/C758572B78D1CD0085256BCFO077E51A, accessed 30 October 2020.

81



REPORT ON PALESTINIAN TEXTBOOKS 2017-2019

oot st 2% o
ZM - 3 ¢u"~@bj d;.a.a Z(Y) BEIRA]

feve<s

& T

B35 oy B Bl (B 050 sl s B a8
Ssis b Byl s Lo rafled Byl 2oL

¢ B o 5 el sty B2l 5,00 1 235D

¢ a5 b LAY ade Lg cels

Bl L Fleds Vs sl

SIl Bl 2575 15LJ5 el

055 (L5l & pial B 555 o &l L & 23

B cligln o TN s L0 el e U350 Juodl
. < o PN
B L 2 LIPS

¢ ol AN s 13l el
PRI SN S S PN o, s o v,
Se0 01 Jal LB ESC s W el 25 s I LS s
P oy ‘ - s . “s

S his) 15025 85 ot 5 B (Wlas) I Likig] (s,
L4 W5 g a2 S 25 S0 il i
o5
fsax b s S35 4 sl
cegdat il (RN IS Be 1A a1 ata Ble s B0s 38

L el £ L% H
J;-L..a-l‘J&.;ng U‘;:‘ \5) telis

. -, A P I S SR
) 931 ) g Bl B s LY il G130 ) 2B

Figure 69: National and Social Upbringing 4/1 (2018), p. 31-32

Activity (2): Read, discuss and conclude:

Sanaa entered the room of her grandfather, who lives
in the Yarmouk refugee camp in Syria. She found a

box in front of him and asked him: "What is this box
grandfather?’

Grandfather: ‘It is a box where | keep the things that are
dear to my heart”

Sanaa: ‘And what are those things?’

Grandfather: ‘This is the key to our house in Jaffa.
Sanaa: ‘Why did you leave Jaffa, grandfather?’
Grandfather: ‘We used to live safely in Jaffa, but the
Zionist occupier besieged us and killed many of us and
chased us from our land. So we left, carrying a few of our
belongings and walked long distances.

Sanaa: ‘And what happened afterwards?’

Grandfather: ‘We arrived here, where tents were set up
for us to live in, in the hope of returning to our homes.
After a long wait, we moved into small houses with iron
rooftops. These became known as Palestinian refugee
camps and we have remained here until today.

Sanaa: ‘When did this take place, grandfather?’
Grandfather: ‘This took place in 1948; it is known by
Palestinian people as the year of Nakba.

Sanaa: ‘I see old papers in the box.’

Grandfather: ‘These are the ownership papers for our
land and house in Jaffa. We will return there — God
willing.

Chapter 5 of this textbook, ‘A Refugee in a Camp’ (pute & &2V,
laji’ fit mukhayyam) discusses the definition and characteristics
of a refugee camp by explaining the history of Palestinian
refugees.

The key, symbolising the hope to return held by the refugees
and which may have to be fought for through ‘resistance’ if
necessary, is a recurring theme, often in combination with the
symbolic and iconographic map of All-Palestine, as illustrated
here in a section from Mathematics 7/1:
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Figure 70: Mathematics 7/11 (2019), p. 97

Activity (4):

1948 presents a turning point in the life of our Palestinian
people. It was the year in which the Nakba took place and
Palestine was occupied. Our people were expelled into
the refugee camps and into the diaspora. The probability
space of the numbers of this year Q ={1, 4, ....}

Complete the following events: [...]

The task is about probability calculation and refers to the
numbers 1, 9, 4 and 8. The text mentions 1948 as a very
important year in Palestinian history. The map appears with
an image of a key and the word ‘return’ (35421, al-‘awda) in
Arabic and English.

3.2 THE PORTRAYAL OF JEWS IN TEXTBOOKS
FOR RELIGIOUS EDUCATION

As noted in 3.1.1, most occurrences of the terms ‘Jew’, ‘Jews’
and ‘Jewish’ appear in the textbooks for Islamic and Christian
religious education. Here the terms are primarily used in

the context of relations between the religions at the dawn

of Islam and Christianity, for the most part in quotations or
paraphrases of canonic works such as the Qur‘an, the Sayings
of the Prophet, the Gospels or the Acts of the Apostles. The
presentation in the textbooks generally follows the original
holy texts in terms of the ambivalent — sometimes hostile —
attitudes towards Jews and the characteristics they attribute
to the Jewish people, referring to the latter both as an ethno-
religious collective and occasionally as individuals. This can be
understood as an echo of the religious and political struggles
between the Jewish people of the Roman province of Judea
and the Arabian Peninsula and the founders and followers

of the two new religions. Such reservations and, to a certain

extent, prejudices lay the groundwork for a Christian or
Islamic anti-Judaism.

The following review of textbooks for Islamic and Christian
religious education shows whether and how they adopt such
prejucides, possibly linking them to anti-Semitic narratives,
and reproduce them in a pedagogical and didactic context.

In doing so, it is not the portrayal of the factual reality of the
rivalry between the religions in the early days of Christianity
or Islam that is considered problematic, provided that the
portrayal refrains from excessively negative attributions.
Rather, repeated recourse to such aspects and frequent use
of negative attributions in relation to the Jewish people in, for
example, textbook exercises suggest a conscious perpetuation
of anti-Jewish prejudice, especially when embedded within
the current political context.
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3.2.1 TEXTBOOKS FOR ISLAMIC EDUCATION

All textbooks for Islamic education include a unit with the title
‘The Story of the Prophet Muhammad’ (441 8,.d), As-sira
an-Nabawiyah). For some school years these stories revolve
around the battles fought by the Prophet Muhammad and
conflicts during his time. For instance, lesson 10 in the book for
year 8/11, titled ‘Treachery and Conspiracy’ ([das,3 gu] Wiy yusll,
al-ghader wal ta’amur [band quraydah]) addresses the battle
of bani quraydah; when the Prophet emigrated from Mecca
to Medina. In Medina there were three Jewish tribes: the
band qaynuqa’, bani a-nadir and band quraydah. The Prophet
invited them to convert to Islam but most of them refused.

He therefore entered into an agreement between three tribes,
but one of them (band quraydah) broke the agreement.
Although all three different Jewish tribes are mentioned,

thus reflecting diversity among ancient Jews, the textbook
primarily focuses on the one that breached the agreement
and aligned with the enemies to fight Islam.?*® Whilst this
lesson does not explicitly refer to Jews as traitors and does
make passing reference to Jewish allies of the prophet
Muhammed, it still has clear potential to be perceived as

a story portraying Jews as the enemy.

Islamic Education 9/1 (2019) dedicates a 5-page lesson to the
military campaign of Muhammad and his followers in the year
628 against the oasis Khaybar, which was inhabited by Jewish
tribes (‘The Battle of Khaybar’ [ 53¢, ghazwat Khaybar]).?*
Here too, the themes of loyalty and treason play a significant
part with respect to the tribes, referred to homogenously as
‘the Jews'. The text describes how the bani a-nadir tribe had
been banished from Medina as a result of its furtive trickery
against the Muslims. After that, they incited the Jews of
Khaybar, who had initially lived peacefully together with the

258 Islamic Education 8/Il (2018), p. 56.

259 Islamic Education 9/1 (2019), p. 58-62.
260

261

262

Muslims in the city and exhibited ‘no animosity towards the
Muslims’,?®° to violence towards the Prophet.

The oasis had thus become a source of danger for Muslims.
When they saw the Prophet and his army advancing, the
textbook continues, the Jews fearfully retreated into the
fortifications of Khaybar, accustomed to ‘sheltering in
fortresses rather than confronting [the enemy] in battle’.?%
The ‘Jews’ are thus not only described here as deceptive®®?
but also as inferior given their alleged cowardice. The lesson
does not, however, explicitly refer to the Israeli-Palestinian
conflict of the present day.

A whole learning context over the course of three lessons

in Islamic Religion 5/I1 (2017) and, with minor changes, the
2019 edition, addresses the life of the Prophet Muhammad.?%®
In the 18 pages of this teaching unit the terms Jew’ (sss4,,
yahadi), Jews’ (ssq, yahad), Jewish’ (sssey, yahadi) and
Judaism’ (4544, yahidia) occur a total of 13 times.

The subject of the twelfth lesson, which is where this unit
starts, is ‘Examples of the Prophet’s (pbuh) suffering for the
sake of Allah” (4l Juw & sl 8Llea 00 i8l5e, mawdaqef min
mu‘anat a-rasdl fi sabil Allah). After listing the general learning
objectives the narrative begins on page 65 with an excerpt from
the Hadith narrated by Al-Bukhari, which reports of the attempt
by Ugba ibn Abi Mu‘ayt, one of the leaders of the Quraysh tribe
in Mecca, to kill the Prophet Muhammad during prayer. Under
one of the pictures, which presumably aims to depict Mecca

in Muhammad'’s time with a decorated Ka’bah (i=S) (p. 65),

a text describes the ‘Attempts by the Jews to kill the Prophet’
(s.z“‘*" J8 ssadl WYsls, muhdwalat al-yahid qatil an-nabi).

Islamic Education 9/1(2019), p. 58: [...] ieluall slusll s 3583 5885 ks dsadls Gyl i BT prdl] U S OS5
Islamic Education 9/1 (2019), p. 60: .0s,2d1 § dezlskl pass Ogamlly slzmdl ssal Bals (e IS5 eaisas ] 193515 eadsio Cuhdls (qe38 1938 sualudl Gz dsad) 6l U

Such is the language used in a possible answer to a true-or-false exercise at the end of the lesson: ‘The intrigue and conspiracies of the Jews were the direct

cause of the Battle of Khaybar” in Islamic Education 9/1 (2019), p. 62: > 853 & ,SUbl ol o 90l by o6 U1 Olpalihly usluad)

263 [slamic Religion 5/ (2017, 2019), p. 62—79.
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d) The attempt by Ugba ibn Abi Mu‘ayt to murder the
Prophet (pbuh) while he was praying, as he put his sheet
around the Prophet’s neck and squeezed it tightly. Abu Bakr
B 0 8 e g came and pulled Ugba away from the Prophet and said,

‘Do you intend to kill a man just because he says: “My Lord
ey 2541 I3 Dalomad ( Brall 2R ot e e oL Ly G2 @ is Allah, and he has brought forth to you the Evident Signs
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h from your Lord?”’ (narrated by Al-Bukhari)
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e o ol el d DS el e Sl ) Reflect: How can we use modern mass media to support the
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s el ol ) ) ',u e Prophet (pbuh) and defend Islam?
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sdn oo UV A n ol el 01875 clgae 5T (B 1 0 Ty 220 Watch a video about the Jews’ attempt to kill the messenger
Gl iy o e g5 o gl 3R of Allah (pbuh).

1) The Jews of band a-nadir [the Nadir-tribe] attempted to
assassinate the Messenger after the Battle of Badr. They
Figure 71: Islamic Education 5/11 (2019), p. 65264 were about to drop a rock onto him and kill him while
he was sitting down against a wall. But he learnt of that through
divine inspiration by Gabriel (pbuh) who told him that the Jews
were planning to kill him. So he left them quickly and went back
to Medina, where he prepared an army of Muslims, then besieged
them, fought them, and drove them out of Medina.

2) The attempt by a Jewish woman to assassinate the Prophet
(pbuh). She brought a poisoned lamb to the Prophet (pbuh), and he
ate from it. He became repeatedly ill from eating this poisoned lamb
until he died. (narrated by Al-Bukhari)

This description, based on records of the Prophet’s life, The exercise following the text (p. 66) asks students to
details attempts to kill Muhammad using a boulder and discuss the ‘repeated attempts by the Jews to kill the
poison by members of the Jewish band a-nadir tribe, who Prophet’ and then asks them to think of ‘other enemies
were enemies of Muhammad and his followers. of Islam’.

264 For changes to this passage in the PDF edition of 2020 see Chapter 5.
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Figure 72: Islamic Education 5/11 (2019), p. 66265

The enemies of Islam in every time and place will not
stop using all means and methods to fight Islam and
Muslims, fighting those who call for Islam, and seeking to
extinguish the light of Allah on earth, but Allah supports
his religion and those who call to the way of Allah, despite
the numerous methods of distortion and harm.

Topic for discussion:
The several attempts by Jews to kill the Prophet (pbuh)

Activity 2: Mention other situations used by enemies to
insult Islam and Muslims.

Banner: (Victory is but an hour of patience).

265 For changes to this passage in the PDF edition of 2020 see Chapter 5.

Page 67 includes comprehension questions (repetitions,
selected exercises) on the text and refers five times to the
previous statements about the actions of the Jews against the
Prophet and the punishment issued to them. Students are
required, for example, to summarise ‘the story about the Jews
of band a-nadir’s attempt to assassinate the Messenger’ and
to mention ‘the opinion of the Messenger (pbuh) of the Jews
of bani a-nadir after they tried to kill him’.2¢

When listing the possible punishments the students are
expected to include the punishment that was actually
implemented according to the Qur‘an, the banishment of

the band a-nadir from Medina. Other possible answers
include the killing of the enemies, their imprisonment or their
‘besiegement’ (c2;la>, hisaruhum).”®’

The subsequent lesson (p. 68) on the life of the Prophet (p.
70) tells the story of ‘Ubada Ibn al-Samit, one of Muhammad’s
followers and leader of the battle of al-Badr (624). According
to the written record his grave is located on the east wall of
the Agsa Mosque, which is explained in more detail in the
text. The reference to the grave of Ubada lbn al-Samit in
Jerusalem is the basis for asking students in the exercise on
page 71 to discuss the desecration of Muslims’ graves (of
companions and the righteous) in Jerusalem and Palestine by
Jews.

266 slamic Education 5/11 (2019), p. 66: .4ls5 Il Leass et iy 352 0o (ples dide Al o) Juill B30 Gl (elos e Al Lo) Jsuill U8 nalll s 25 dslona 428 a3l

267 slamic Education 9/1 (2019) contains chapter 11 on ‘the Battle of Khaybar (7AH)’, a battle between the prophet Muhammad and his new followers on one side

and Jewish tribes on the other, p. 58-62.
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Figure 73: Islamic Education 5/11 (2019), p. 71268

Topic for discussion:

The Jews desecrated a number of the graves of the
Prophet’s Companions. They removed them from Muslim
cemeteries in Jerusalem in particular, and in Palestine in
general.

[Image]: The grave of ‘Ubada Ibn al-Samit

Listen together to the song (I am the son of Jerusalem
and from here).

The illustration pictures the (intact) grave of ‘Ubada Ibn al-
Samit. An exercise under the photograph asks students to
prepare a school trip to Jerusalem, ‘the capital of the State of
Palestine’, in order to visit the Agsa Mosque and the graves of
the companions.

268 For changes to this passage in the PDF edition of 2020 see Chapter 5.
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Figure 74: Islamic Education 5/11 (2019), p. 72

Activity 3:

Work with the school administration to organise a trip to
Jerusalem, the capital of the State of Palestine; to visit
the blessed Agsa Mosque, and to see the graves of the
Companions [sahdbal].

A connection is made here between religion and the everyday
life of the school: The graves of those famous men from the
early period of Islam are located in Jerusalem. In prompting
the students to organise a school trip to Al-Quds (Jerusalem)
the textbooks convey a political message: the demand for
Jerusalem to be the ‘Capital of the State of Palestine’.

Lesson 14 which follows is dedicated to ‘The Female
Companions of the Messenger of Allah (pbuh)’ (Jgw,)) Glolre s,
min sahabiat ar-rasil) and starts with an illustration that varies
between the 2017 and the 2019 editions of the textbook.

On page 74 of the 2017 edition the illustration is of a young
woman standing in an arid landscape, wearing a headscarf
and carrying a sword. In the 2019 edition she has been
replaced by a woman on a white horse with a black cloak and
headscarf against the same background. The text above the
pictures names two companions of the Prophet Muhammad
who are introduced in this lesson, namely Sumayyah bint
Khayyat, who was the first female shahida in Islam, and
Safiyya bint Abd al-Muttalib, an aunt of Muhammad.

Figure 75: Islamic Education 5/I1 Islamic Education 5/11 (2019),
(2017), p. 74 p.74
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The next page (p. 75) presents the story of Sumayyah bint
Khayyat who, according to the written records and this
textbook, was one of the first seven people to convert to

Islam and was said to have been murdered by a member of
the Quraysh tribe. The text on page 76 then presents the
biography of Safiyya bint Abd al-Muttalib. It repeats the story
recorded in the Ahadith, which tells how Safiyya came across a
Jew after the battle of Khandaq and killed him (p. 76-77):

The exercise that follows the story of Muhammad’s
companion (on page 77) requires the students to discuss

the role of Palestinian women in the confrontation with the
‘Jewish Zionist occupation’. The text juxtaposes the terms
‘Jewish’ from Qur‘anic script and ‘Zionist’, a political term
with contemporary relevance, thus suggesting that they are
interchangeable (the 2019 edition also asks about the role of
Palestinian women in jihad).
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Figure 76: Islamic Education 5/11 (2019), p. 7677

2) When her brother Hamzah became a shahid in this
battle, Safiyya came to look for him. The Messenger of
Allah (pbuh) felt sorry for her and did not want her to see
the corpse of her brother, who had been tortured by the
polytheists. So he asked her to step back; she said: ‘I will
be patient, | submit to Allah‘s power’. She looked at her
brother, prayed for him, and asked God to forgive him,
and he was buried on the battlefield.

3) During the Battle of Khandagq, she saw a Jew circling
around the Muslims’ fortress near the women, wanting
to attack Muslims, so she attacked and killed him with the
pole of her tent. She therefore deserves to be an example
of the brave Muslim women who defended Muslims.

-
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Figure 77: Islamic Education 5/11 (2019), p. 77

Topic for discussion:

Talk about the role of Palestinian women in their jihad,
their sacrifice and steadfastness in facing the Jewish
Zionist occupation.

The texts discussed here belong to one learning context that is
taught over three lessons. Supported primarily by the ahadith,
they narrate events from the dawn of Islam related to the life
of the Prophet Muhammad. At the centre of the narrative are
the trials to which the written records state Muhammed was
subjected, as well as his female relatives and companions. One
topic runs like a central theme through the teaching material:
the followers of the Jewish tribes of Medina, always collectively
referred to as ‘Jews’, who according to the Qur‘an turned
against the Prophet.?® Merely basing the depiction of the Jews
on the traditional literature, the text portrays the ‘Jews’ as
deceptive, cowardly and aggressive protagonists: they attempt
to kill Muhammad with a boulder from behind, or by using
poisoned food. Through the recurrent use of the phrase ‘The

269 0n the religious and political rivalry between Muhammad'’s followers and the Jewish tribes in the early days of Islam, with the consequences for relations

between Jews and Muslims, cf. Nirenberg: Anti-Judaism.
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attempts by Jews to kill the Prophet [the Messenger]’ (&Yslee
ol U8 2944, muhawalat al-yahdd qatil an-nabi [ar-rasdl]) the
responsibility for these actions is not placed on individuals

but on the ‘Jews’ collectively. The Jew in the story of Safiyya is
described as ‘circling around’ the camp with the intention of
killing Muslims. A didactic escalation can be identified in the
exercise in the twelfth lesson, which alludes five times to the
attempts by Jews to kill Muhammad or requires students to
repeat elements of the story. The students are further required
to watch a video portraying these acts of the ‘Jews’.?”®

The creation of a connection between the stated deception

of the ‘Jews’ in the early days of Islam and the insinuated
behaviour of Jews today, who supposedly desecrate Muslim
graves, is extremely escalatory. This connection is not explicitly
stated but the defiling of graves, which is associated with the
obliteration of memories and commemoration, is placed in the
same context as the earlier reports of the attempts to murder
Muhammad. Both descriptions have sacrilegious tones.

Equally escalatory is the exercise asking about the role

of Palestinian women in the face of the ‘Jewish Zionistic
occupation’. A correlation is created between the previously
narrated actions of Sumayyah bint Khayyat and Safiyya bint
Abd al-Muttalib. One died as an innocent victim in a battle
against pre-Islamic heathen tribes and the other is held in
high regard as a result of her actions being described as
heroic in the hadith: she killed a Jew who was endangering
the camp. Even if no explicit call to violence is present, it is
clear that telling this story immediately before setting the
exercise will influence the students’ answers so that a violent
solution to the conflict with the ‘Jewish Zionist occupation’
might be suggested. The significance of this may be increased
by the addition to the 2019 edition of the question on the
role of Palestinian women in jihdd. Whilst the text does not
specify a military jihad, and peaceful means of resistance
may be meant, there is no explanation to ensure such an
understanding is negated or rejected.

The illustration in the 2017 edition of the young woman
with a sword, which was replaced in the 2019 edition by

an (unarmed) woman on a white horse, certainly does not
de-escalate in this respect. The whole learning context is lent
a certain charge by the following fact: it is not so much the
sufferings of the Prophet or the actions of the companions
that appear to be the focus of this teaching unit but rather
the alleged perniciousness of the Jews. Even in the present
day it is not the ‘Zionists’ who are charged with evil deeds,
such as desecrating graves, but Jews. The term ‘Zionist
occupation’ (Jswall U=V, al-ihtilal as-suhydni) that recurs in
the textbooks in the context of the conflict is replaced here
by the term ‘Jewish Zionist occupation’ (Jssall $osal Jdki=Yl,
al-ihtilal al-yahddr as-suhyani). The chapter therefore sends
the message that the Jews as a collective are dangerous and
deceptive, and demonises them. It generates feelings of
hatred towards Jews and — given the criteria listed in
Chapter 1.3.1 — must be characterised as anti-Semitic.

In the 2020 edition of the textbook Islamic Education 5/l
this teaching unit has been altered in several passages,
thereby reducing the negative focus on Jews (see chapter 5).

270 see Figure 71. It was not possible to ascertain which video the students were required to watch.
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3.2.2 TEXTBOOKS FOR CHRISTIAN EDUCATION

Textbooks for Christian religious education frequently
mention Jews, particularly in chapters describing the Gospel
and subsequent suffering of Jesus and the promulgation

of Christianity by the Apostles. They discuss the different
religious groups that existed at the time of Jesus, such as the
Pharisees and Sadducees, and describe the Samaritans as
enemies of the Jews.?’* They also describe how Jesus’ body
was to be embalmed with ointments according to Jewish
custom?”? and how pious Jews took part in the events of
Pentecost,?”® the outpouring of the Holy Spirit, as well as
stating that individual Jews believed in Jesus** and that the
Apostles converted Jews and Gentiles alike.?”

The primary focus of the textbook content for all age groups
lies, however, on the Christian faith itself. The textbooks do
not teach Christianity in the context of historical theology; it
is not presented as a religion based upon older beliefs (which,
according to the Christian viewpoint, have been transcended).
There is therefore no necessity to systematically present
Judaism as the precursor to Christianity. Because the Old
Testament is part of the written canon, reference is made to
these books and to the people who appear in them. Christian
Education 6, for example, provides an overview of important
prophets and kings mentioned in the Old Testament, but all
are furnished with a Christological reference: King David as a
(biological) ancestor of Jesus Christ and the prophet Isiah as
the most significant herald of the Old Testament to predict the
coming of Christ.?’¢

Many of the textbooks contain references to the Jewish
religion that have an informative character, or text that refers
to common features of both religions. Passover is referred to

271

in this context — relating to Jesus’s last days in Jerusalem —and
described as a celebration by Jews of their deliverance from
slavery in Egypt, while Christians are said to commemorate
the death and resurrection of Jesus during the same period:?”’

) 50 S el el doms 35l s - (13:8) 1Ualine (pedd) 20dST 1 a0
S sl el sy b~ mnal) e W Al W) e 3 2ol e
ksl Lsge e Uy o) cansly ‘@“‘3‘ LN g

Figure 78: Christian Education 7 (2018), p. 134

Pesach: The term (fisih) [Pesach] means Passover. Jews
celebrate the feast of Passover as a commemoration of
their liberation from slavery in Egypt. But we — Christians —
celebrate fisih to commemorate the death and resurrection
of Jesus Christ who liberated us from slavery to sin.

Christian Education 10 explains that the Old Testament is the
first part of the Bible, shared by Jews and Christians. Jews
and Protestants, unlike Orthodox believers and Catholics, are
said to only recognise the books of the Old Testament that
were written in Hebrew.?’® Another textbook names the Torah
(8,941, at-tawrat), but does not explain it in relation to the
Jewish religion; rather it simply says that it comprises the first
five books of the Old Testament.?”® Referring to the historical
books of the Bible, the textbook states that they describe the
‘journey of the people of God’ (Ul =i 8yus, masirat sha'b
Allah).?®° The textbook for year 10 states that the progenitor
Abraham is venerated by Christians, Muslims and Jews as the
‘father of believers’:2%

‘Samaritans: They are a group native to Samaria. They did not believe in the Temple of Jerusalem, but built a temple on Mount Gerizim; there was a

relationship of intense enmity between them and the Jews.” Christian Education 7 (2018), p. 70: s 3 Iy b ‘(;:m)si JSaa Itedy b Syalud] (S deloo 9 1092 yaLud)
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276 Christian Education 6 (2018), p. 42.
277 Christian Education 7 (2018), p. 134.
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Figure 79: Christian Education 10 (2018), p. 48

The Father of believers:

lbrahim [Abraham] never worried about trouble, because
he relies on God'’s faithfulness and love. Everything is
easy because God accompanies and loves him. Difficulties
may have caused Abraham pain, but he walks on God’s
path without hesitation, and every time he grows and is
reborn.

We call Abraham ‘the friend of God’ or ‘the father of
believers’. Christians, Muslims and Jews honour Abraham
and consider him a ‘father of believers’.

The exercise that follows this passage requires students ‘to
write a paper on Abraham’s importance in Christianity, Islam
and Judaism using proper sources’. 22

Christian Education 7 addresses the crucifixion of Jesus.?® The
text follows the narrative of the Gospels, without using the
corresponding passages from the New Testament that contain
generalising accusations. It names ‘Jewish priests’ (sga! disS)

282
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as responsible for taking Jesus to the Roman governor Pontius
Pilate, who condemned him to death, instead of referring
generally to ‘the Jews’. When describing the crucifixion itself
itis ‘the people’ who demanded Jesus be put to death and
called for the criminal Barabbas to be released.?® There is

no discernible linguistic or didactic escalation. The portrayal
does not imply any collective guilt on the part of the Jewish
people for the crucifixion of Jesus,? nor does it contain any
corresponding invective.

The same cannot be said for the depiction of another story
of suffering from the New Testament, namely the martyrdom
of St Stephen (ca. 1-36/40 CE). The text, quoted from the
Acts of the Apostles (6), is repeated three times in the
textbooks for years 828, 9287 and 10%%8, The story discusses
the opposition of ‘some members of the congregation

known as the congregation of the emancipated slaves’
(520554 ael gazs Bo,mbl gamd) elasl yasy, ba'd a'dd’ al-majma
al-ma‘raf bi ;najma‘ al-‘abid al-muharrarin) to the faith of the
first Christian martyr, Stephen. It mentions the members of
the highest Jewish court in the ancient world, the Sanhedrin
as described in the Acts of the Apostles, and correctly
describes them as ‘Jews’. A certain anti-Jewish tenor to the
story arises from the account of ancient religious competition
between the first Christians and the adherents of Judaism.
This tone is, however, present in the original literature and
cannot therefore be attributed to the textbooks alone. The
description of his being stoned outside the gates of Jerusalem
is taken verbatim from the Acts of the Apostles. Even through
the word ‘Jews’ is not used, it is clear from the text that it

is the Jews who stone Stephen. The textbooks for years 8

and 10 feature a historic painting and a mural depicting the
stoning of St Stephen.

Christian Education 10 (2018), p. 50: .4l g2l ousmtus dsadls pdls diukl § ounly] dunal s oo Josl
On the problem of contextualising the story of the life and Passion of Jesus within Christian anti-Judaism, cf. Nirenberg, Anti-Judaism, p. 48-134 and 183-216;

specifically on the crucifixion and the collective blaming of the Jews for the killing of Jesus, cf. Schafer, Peter: Kurze Geschichte des Antisemitismus, Minchen: C.

H. Beck, 2020, p. 50-58.
284

285

Christian Education 7 (2018), p. 126: .dlde ¢S Ghid) pubMo Glos Il ¢Sl 050483 «Oi5hly g gum o ¢Sl 32 oad 050 b digSl 58U [..] all e Caaaatlly g gy 35ad) digS o3l 03

The Catholic Church distanced itself from this view, which had prevailed for centuries, with the ‘Nostra aetate’ declaration made by the Second Vatican Council

in 1965. As the textbooks are not only written for Catholic students but also for Orthodox Christian students, it would be interesting to consider the extent to

which the effects of this declaration might be reflected in the textbooks.

286 Christian Education 8 (2018), p. 41.

287 Christian Education 9 (2018), p. 27.

288 Christian Education 10 (2018), p. 140.

91



REPORT ON PALESTINIAN TEXTBOOKS 2017-2019

Figure 80: Christian Education 8
(2018), p. 41

Figure 81: Christian Education 10
(2018), p. 140

In the two images the perpetrators are, however, not

caricatured or portrayed with iconography that would identify
them as Jews. A passage from Christian Education 9 illustrates
the text with an image of a dove, symbolising the Holy Ghost:

Figure 82: Christian Education 9 (2018), p. 27

The depiction of the martyrdom of St Stephen —who is
described in all three textbooks as the first Christian martyr
(shahid) —is placed in different contexts for each year group.
Christian Education 8, lesson six, discusses the martyrdom of
Stephen in the context of the strong resistance from religious
and civic institutions faced by the first apostles, who were
imprisoned and tortured because of their faith in Jesus Christ

289 Christian Education 8 (2018), p. 40-45.
290 christian Education 9 (2018), p. 25-31.
21 Christian Education 10 (2018), p. 134—140.
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and his message but remained steadfast and patient in their
suffering. The chapter titled ‘Church of the Martyrs’ (LS
slagall, kanisat ash-shuhada’) also describes the persecution of
Christians in the Roman Empire and the suffering of the first
Christians in Palestine under Roman rule.?® An exercise refers

to current difficulties but remains non-escalatory in tone:

) Uiy i bigrlyny cbpaaall 31 el g lye o 8550 (5 g
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Figure 83: Christian Education 8 (2018), p. 45

Activities:

Compare how the early Christians used to deal with
difficulties, and how we and our communities deal with
difficulties. Try to conclude the motives, methods and
attitude needed to deal with difficulties.

Christian Education 9 places the story of St Stephen in a
chapter addressing the impact of the Holy Ghost and general
questions related to the meaning of existence from a Christian
perspective. St Stephen’s constancy in the defence of his
beliefs is highlighted.?* Christian Education 10 also addresses
the martyrdom of St Stephen in the context of the dogmas

of faith related to the Holy Ghost. Here, Stephen again
represents steadfastness in a believer filled with the Holy
Ghost. The passage does not contain any escalatory exercises
or references to the present day.>*
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3.3 THE PORTRAYAL OF ISRAELI VIOLENCE

AGAINST PALESTINIANS

3.3.1 DEPICTIONS OF VIOLENCE IN SOCIAL STUDIES

TEXTBOOKS

Israeli violence is portrayed in textbooks of most subjects,
although different patterns are recognisable when comparing
the textbooks according to subjects. Israeli violence against
Palestinians is predominantly portrayed in social studies,
history and geography textbooks. This section investigates
the representations and the textbook exercises concerning
elements that might foster a semantic or didactic escalation.
The term ‘Israel’ is employed sparingly and, as in textbooks
for other subjects, ‘the (Zionist) occupation’, occurs more
frequently.? It is portrayed as the aggressor that violates
Palestinian collective rights. The persons whose rights are
described as violated vary but include different Palestinian
groups such as children, refugees, prisoners and Bedouins.

The focus is on children as those who suffer particularly

as a result of the conflict.?*® Here the didactic principle

of addressee orientation comes into play, facilitating the
students’ self-identification with the examples given. The
textbooks thereby emphasise that children’s rights are
violated by the Israeli occupation, which, they claim, restricts
their access to education, detains and delays them at military
checkpoints, or violates their right to education by harassing
them in the vicinity of schools:

292 see Chapter 3.1.1.
293 gee also Chapter 4.2.3.
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Figure 84: National and Social Upbringing 4/1 (2018), p. 59

Activity (3): Observe and conclude:

[Images]:

- Describe each of the images above.

- Mention other practices that impact the safe living
environment for children in Palestine.

93



REPORT ON PALESTINIAN TEXTBOOKS 2017-2019

The compilation of images in National and Social Upbringing 4/1
appears to depict everyday situations in which children are
the victims of a context tainted by a military presence. These
pictures can be described as of a non-escalatory nature. The
fourth illustration, a drawing, portrays a classroom in which
students are looking at the empty seat of their classmate,
identified as a casualty of the conflict by the Palestinian flag
and the keffiyeh on his chair, together with the sign ash-shahid.
At first glance, this is a situation that may be familiar to many
Palestinian students; how exactly the missing child died, and
how others might have been involved in the tragedy, however,
is not explained by either the drawing or the text.

We find a similar compilation of images in Social Studies 9/I,
where it is striking that, as in the section above, almost all
children pictured are significantly younger than the age-group
for whom the textbook is written. A possible reason for this
may be to convey to older students that innocent (younger)
children are also the victims of the occupation policy:

SEA e e 5 A bl g gt L) ) Bl e g Tl IV el
s B el ol gpgeal) S Sl o il ST -

s 3 oo ol 75 ISVl Lgomgsl ) sV 22314 -
.M\@\WJM»V\LM\,@M@@ J\.\Aié_’:;....i d

Figure 85: Social Studies 9/1 (2019), p. 27

[Image 1:] Khan Al-Ahmar School in the Jerusalem desert

[Image 2:] Electronic checkpoints in Hebron city centre

[Image 3:] Zionist occupation attacks on students in

Hebron

[Image 4:] A daily scene of students’ difficulties as they try

to cross the annexation and expansion wall

- Mention examples of the Zionist occupation practices
against education in Palestine.

- Discuss the principles adopted by the Zionist
occupation towards education in Palestine.

- Conclude the objectives of the ‘policy of stultification’
practiced by the occupiers towards Palestinians.

While, here too, the juxtaposition of images serves a
predominantly illustrative function, this section does take on
an escalatory character with the exercises that follow, which
didactically replicate and are thus geared to internalise the
message that occupation forces violate the rights of children.
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3.3.2 STRUCTURAL VIOLENCE:
SEPARATION BARRIER

History textbooks present settlements as Israel’s method of
dominating the land, thus changing what Palestinians call
its ‘cultural and demographic character’ and in particular
understand Zionism to be a colonial settler project. Since
Israeli policy changed from military to civil settlements,?*
building houses is understood on the Palestinian side as a
continuation of the war by other means. By compromising
the environment, settlements are identified as structural — or

more precisely spatial — violence.

However, in the textbooks it is not quite clear which parts

of the land (or the map) are considered to be used for
settlements, either the West Bank and — until 2005 — Gaza,

or the whole of Palestine, i.e. the territory of the State of
Israel as well. It is obvious, however, that the textbooks seek
to portray Israeli policy on the whole as hostile to Palestinian
presence and identity. Settlements are presented as the
continuation of the ‘colonial project’ to sharpen Zionist
nationalism and ‘erase’ or weaken the Palestinian counterpart.
History 11/1 quotes a source from 1981 that explains:

Settlement constitutes a basic starting point in Zionist
thought and the practical application of Zionism, so it
can be described as Zionism at work. According to their
statement, ‘The truth is that there is no Zionism without
settlement, and there is no Jewish state without the
eviction of Arabs, the confiscation of their land, and its
fencing’. This goes hand in hand with the demolition of
Arab Palestinian society, and is in harmony with the racist
philosophy of the Zionist ideology based on the denial,
uprooting, and rejected coexistence or even existence of
the other. Its aim is to evacuate, replace and displace the
Palestinian people in order to settle new Zionists rather
than the people in Palestine.?®

The components and consequences of Israeli settlement
policy are illustrated by the following presentation of
photographs:

SETTLEMENTS AND THE
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Figure 86: History 11/1 (2018), p. 80

The concept of Zionist settlement and its components:
Activity (1/a): Look at the images, draw conclusions and
answer the questions:

[Images]

- Describe what you see in the images

- Discuss the significance of the sites where settlements
have been established by the occupation

- Explain the difference in the pattern used to build
the Zionist settlements in Jerusalem from that of other
settlements

- In your opinion, what is meant by the Zionist
settlement?

294 Allweil, Yael: ‘West Bank Settlement and the Transformation of Zionist Housing Ethos from Shelter to Act of Violence.” Footprint 19 (2016): 13-36.

295 History 11/1 (2018), p. 81, quoting ‘Abd al-Rahman Abu ‘Arafah’s work dss.xall Gesdl Gabatl] . Olagmadl. (al-istitan. al-tatbiq al-‘amali lil-suhyinia)
(‘Settlement. The practical application of Zionism’): eadlsal ek Jasll dlo § dosspall Gl dhos oS 1 disall Jasdl Gehtls (3sspall SAI § Golol lillaie Glagadl iy
aehith sl dilos e paity Y 6l Cossdl glagadl 30 oxt 3o dospall Ll 58 3] lyzanads pandl rdlasy wopsll o] 095 d3sas Uss Vs lhastul 033 Lo Y o didsdl O]
2259 WoYls MYl oo dule BV 0352y Jsll ol s tolstll Y dsdidly 51 5 poled o Akl & patsl) Gsspeall SA Biadd mo Bloradl £ icaaddl] 3 ) mazeed] s g I3 3l Uy
pbudd & paie Yoy duslgall (398190 oogs Jol (e ‘ihuldll =all The second part of the source is discussed with regard to its statements relating to Zionism in 3.1.1.
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The four photographs depicted here are said to show ‘Zionist’,
i.e. Israeli, settlements. The bottom-left photograph shows
the Agsa Mosque and the Dome of the Rock in front of
French Hill, a district of Jerusalem located in the territories
seized by Israel in 1967 and therefore not recognised as part
of Israel under international law. This also applies to East
Jerusalem in general, which Israeli law has deemed part of
Greater Jerusalem — and thus Israeli territory — since 1980.
The places depicted on the other photographs are probably
settlements in the West Bank; the lack of captions renders it
impossible to determine their exact location. The top-right
photograph shows the separation barrier, which in this picture
runs between a modern-looking neighbourhood on one side
and an Arab village on the other. The images are presumably
supposed to make plain the geopolitical and strategic

impacts of settlements on the situation of Palestinians —

their dominance over the land, the carving up of Palestinian
territory, the segregation of Palestinian lands and their
populations. It is probably this that the fourth exercise aims
to convey in its enquiry as to the intentions of the ‘Zionist’
settlement. The photograph of Jerusalem is presumably
supposed to symbolise the threat posed by a ‘Judaising’

(w543, tahwid) of sections of the city claimed to be Palestinian.
The exercise seeks to emphasise the significance of Jerusalem
and the impact of the ‘Zionist’ construction projects around
the Old City and on Muslim holy sites.

In another passage in the same textbook, some settlements
are discussed as a measurement of security (LYl Olbgrudl,
al-mustawtanat al-amniyya, literal translation: ‘security
settlements’) used by Israel to pressure the Palestinians and
intimidate those who have thus far remained in Jerusalem
into leaving. According to the text, Zionism proclaims a
historical and religious right to the land and the realisation of
the settlements is in line with these claims. The only historical
continuity depicted in the textbook, however, appears to be
that between Jewish immigration and Zionist ideology and
settlements.?®

2% fistory 11/1 (2018), p. 82.
297

Settlements and other forms of structural violence are also
of significance in the real-life connections identified in the
textbooks for mathematics and science. Here, Israeli policy

is criticised for being segregationist and for considering

itself superior. As is the case in other real-life connections

as well, a mathematics exercise in a lesson on algebraic
operations describes the separation barrier as a ‘wall of racial
segregation’ (s el Jadl ylaz, jidar al-fasl al-‘unsuri) while the
text actually focuses on the damage done to a farmer who
has lost substantial parts of his land due to its construction.?’
In a research task about heavy metals in the life sciences
textbook for year 8, Israeli industrial areas in the ‘Israeli
colonial settlements [...] on Palestinian soil’ are described as
polluting the environment.?® The research task is to give a
presentation about the danger of heavy metals:
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Figure 87: Science and Life 9/11 (2019), p. 12

Research Task:

Industries of the Israeli colonial settlements in

the Palestinian territories produce many types of
environmental pollutants. Examples of these pollutants
are heavy metals that have destructive effects on the
environment and are dangerous to human health,
including cadmium, chromium and mercury.

Prepare a scientific presentation about the heavy metals,
the pathological symptoms of poisoning, and their
dangerous impact on human health.

[Image]

Industrial area in an Israeli colonial settlement

‘The wall of racial segregation has destroyed and despoiled a wide area of Palestinian agricultural land. A farmer owns a square piece of agricultural land;

the length of one side is 23m. The wall has taken away a square part of it with a side length of 17m. What is the area of land remaining to the farmer?’
Mathematics 8/1 (2019), p. 55: s s &nks Jlazdl lyie gl ¢ 23 lywls Jsb i yo &isly) Loyl gl ellig Lty & ldall &l ool 5o droly Slolus §paisdl fadll jluz 535

$e 15k 0ol e dikirl) bl dolus Ld .p17 ly=lo Jsb
298 science and Life 9/11 (2019), p. 12.
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The textbooks also present the ‘occupation’ as a competitor
for natural resources. This characterisation draws attention to
the limitations that Palestinians face in maximising the use of
their resources and developing their economy. The following
passage from a social studies textbook demonstrates how
the policies of ‘occupation’ are singled out and addressed as
the obstacles hindering the Palestinians’ ability to access the
resources of the West Bank and the Gaza Strip:
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Figure 88: Social Studies 5/11 (2019), p. 18

| have learnt:

The livestock resources in Palestine face many difficulties
and problems such as limited pastures for grazing
because of the declining rainfall, the confiscation of vast
areas of pasture by the occupation, the urban sprawl, and
the increasing costs of necessary fodder and treatment.
Furthermore, fisheries in Palestine face challenges
because of the Zionist occupation’s policy that prevents
fishermen from practicing their rights to fish on the Gaza
coast and isolates the West Bank from the coast.

The depiction of these forms of structural violence is, here
too, to a large extent visual. In the more narrative and
conceptually oriented textbooks for history and social studies
the portrayal is accompanied by a message characterising
these forms of violence as manifestations of an Israeli policy
that is colonialist, racist and contrary to the interests of the
Palestinian people.

With regard to the criteria introduced at the beginning of this
section, the portrayal primarily fulfils those of competition and
the aspect of aggression, while the depiction of Israeli actors
as nameless ‘Zionist’ occupiers homogenises them. The criteria
dehumanisation and deception are not applicable here.

Structural and spatial violence is also invoked when the
textbooks denounce the destruction of Palestinian living and
settlement space on the part of the ‘occupation’, and the
symbolic or actual appropriation of secular or sacred sites
that Palestinians claim for themselves on national or religious
grounds. The claim that ‘the occupation’ is changing the Arab
character of Jerusalem or of other places in ‘Palestine’ to a
Jewish one appears in several textbooks as in the following
passage.
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Figure 89: Social Studies 7/1 (2019), p. 60
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The dangers faced by the Islamic monuments in Jerusalem:

Activity (4): Read the following text, draw conclusions
and answer the questions:

The Zionist gangs were able to take over the largest part
of Palestine in 1948 until they fully took over in 1967
when the Zionist forces entered Jerusalem. Since that
time, they have been pursuing a policy based on defacing
the principal Arab and Islamic monuments in Palestine,
especially in Jerusalem. Despite the issuance of the
Security Council Resolution No. 252 of 21 May 1968,
which considers all Zionist measures in Jerusalem invalid,
the Zionist occupation continues to pursue the same
policies today.

1. Give examples of the Zionist occupation’s attempts to
deface the Arabic and Islamic monuments in Jerusalem.
2. List the holy religious Christian sites in Jerusalem.

Research and write:
Some of the names of the holy religious Christian sites in
Jerusalem.

I have learnt:

The Zionist occupation has been following a policy to
deface Arab and Islamic sites in Palestine and especially in
Jerusalem. The Zionists started to change the Islamic and
Arabic identity of the city by giving it a Zionist style.

They confiscated Palestinian land and built settlements
on it. They have made life difficult for Palestinian
inhabitants in order to force them to leave Jerusalem and
replace them with settlers. So they destroyed homes,
forced them to migrate, confiscated their identity cards,
separated Jerusalem from its Arab surroundings and
included the Islamic monuments on the list of Zionist
heritage monuments. Thus they changed the Buraq Wall
to the Wailing Wall (mabka), destroyed the Moroccan
quarter, changing its Arabic and Islamic characteristics,
and removed some of the stones from the Jerusalem wall
(sdr al-quds) replacing them with stones showing Zionist
drawings and shapes. They have also inaugurated Zionist
synagogues in Jerusalem’s Old City, and are currently trying
hard to control the haram al-quds [Temple Mount with
Agsa Mosque] by allowing Zionist settlers to enter it daily
in preparation for full control over it and forbidding any
Islamic connection to this holy site for Muslims.

The text presents facts such as the destruction of the Moroccan
(Moghrabi) Quarter at the Western Wall by Israel when the
latter captured East Jerusalem at the end of the Six-Day

War. Some of the accusations presented, however, appear
exaggerated. Using ‘Zionists’ with such frequency tends towards
a linguistically escalatory portrayal. The authors come close

to propagating a conspiracy theory in their claim that the
‘Zionists’ ‘changed’ the Buraq Wall — also sacred to Muslims
because of the ascension of Muhammad — into the Wailing
Wall. Furthermore, the text states, Zionists removed some of
the stones from the ‘Jerusalem Wall’ (wud)l ysw, SUr al-quds),
apparently the city wall, and replaced them with stones bearing
‘Zionist drawings and shapes’. That the Jews in the Jewish
sector of the Old City had had synagogues for centuries, some
of which had been destroyed in the Jordanian occupation and
rebuilt after 1967, is presented here as though the ‘Zionists’
had built those synagogues with the effect of altering the
Arab-Islamic character of the Old City. This text therefore
contains several elements of ‘deception’ and ‘aggression’.

The previous edition of this textbook, published in 2017,
contained a caricature showing a digger (marked as Jewish or
Israeli with a Star of David) undermining Temple Mount on
the following textbook page. This escalatory caricature, which
reproduces the anti-Semitic stereotype of conspiracy and
deception®?, is not included in the editions of Social Studies 7/,
2019 and 2020.
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Figure 90: Social Studies 7/1 (2018), p. 63

Think about the following drawing and write a paragraph
on what the illustrator was aiming to convey.

299 The topos of a conspiracy by Jews and the western world to destroy the Muslim character of Palestine and Jerusalem is symbolised here by the ‘undermining’

of Temple Mount. See Rickenbacher: ‘Der “judisch-westliche Krieg gegen den Islam™’.
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3.3.3 THE PORTRAYAL OF ISRAELI VIOLENCE IN ARABIC

LANGUAGE TEXTBOOKS

In the Arabic language textbooks each chapter or lesson
generally addresses the Israeli-Palestinian conflict in one
way or another. Sometimes a whole chapter is composed
of reading and listening material and poems written by
Palestinian or Arabic writers or by the textbook authors,
tasks, grammatical or writing exercises that make reference
to the Israeli-Palestinian conflict, or topics that pertain

to it. In lessons that generally address different topics, or
contain religious texts (‘Noble Sayings of the Prophet’;

4 4 bgo Cuslel, Ahadith nabawiyah sharifah) from the
Sunnah and Qur‘an that call for tolerance, for example, the
exercises generally contain at least two to three sentences
that are relevant to the Israeli-Palestinian conflict.3® As
well as illustrations depicting the conflict and its violent
consequences, the textbooks also contain portrayals that
not only condemn the Israeli use of violence but at the same
time dehumanise and to a certain extent demonise these
Israeli actors.

Within the narrative on the conflict and events and violent
acts pertaining to it, Israel is portrayed as responsible for
the deprivation of and injustices towards Palestinians, who
are struggling to preserve their identity and heritage. The
occupation’s practices are described as aggressive and
oppressive, in some cases even as brutal. Furthermore,
Israel is depicted as a military aggressor and a violator of
human rights such as the right to mobility, the right to
belong, the right to education, and the right to live at liberty,
among others. For instance, in a lesson titled ‘The Wall of

300
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Expansion and Annexation’ (zasills gl jlaz, jidar a-dam

wa a-tawassu‘)*®, the author lays out how ‘the Zionist
occupation’ started to build the wall in Palestine in 2002, thus
violating international agreements.

The poem ‘The Homeless’ (. _J), a-sharid) by the Palestinian
poet Ali Hashem Rashid, addresses the right of Palestinians to
belong to their country, and depicts the story of Palestinian
people who were displaced, fled Palestine and became
refugees in other countries due to the Nakba.3%

Most portrayals of violence come in the narrative context of
historical events (e.g. the Nakba or refugees’ narratives).3%
Here, authors narrate in detail what happened in those events
as a method of commemoration. The Arabic Language 10/Il,
for example, in an authored text titled ‘The Massacre of
Tantura Village — A Memory that will Never Die’ (&;ghill 5755
Osé 4 8,515, majzartu a-tantdra dhakira lan tamat) sheds light
on an incident during the first Arab-Israeli war. The textbook
states that war crimes were committed when hundreds of
villagers were killed and displaced by the ‘Zionist gangs’
(Lospall ©llasll, al-isabat as-suhydnia).®* The authors
denote this as ‘in line with Zionist policy, which is based on
ethnic cleansing’.3® They detail the important historical and
geographical aspects of Tantura and how it was ruined by ‘the
occupation’: ‘A massacre was committed intentionally and in
a pre-meditated manner one week after the establishment of
the state of the Zionist entity (genocide, forced displacement,
ethnic cleansing)’.3%

The Arabic Language 9/11 (2019), Chapter 1: ‘Noble sayings of the Prophet’ (da & 495 Coslol, Ahddith nabawiyah sharifah).
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It is worth noticing that the term ‘Zionist gangs’ (dsssall SLlasll) is used here and in other textbooks and passages referring to Jewish paramilitary units before

the establishment of the Israeli army. The term ‘isGba could also be translated as ‘brigade’ or ‘unit’.
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The authors refer to documents and testimonies from the
soldiers who participated in the attack on Tantura and from
villagers who were displaced, focusing on how the Israeli
soldiers were indifferent to human rights and describing their
policy as one of oppression, killing and destruction. The authors
state that the Israeli authorities show a ‘lack of respect’ for

the memory of the Palestinian victims and the Arab heritage
of the land: ‘The occupation has transformed the cemeteries
into a tourist resort, without placing any importance on human
values’.>” They note that ‘Palestinians are not able to return

to their homes because of the occupation’s racist laws’,*® and
they end the text with the statement that Palestinians will
never stop dreaming of returning to their homes.

Whether true or untrue, this narrative of a historical event
makes grave accusations and portrays Israeli actors as

overly aggressive and generally homogenous. Even though
several allegations appear to reflect research by critical

Israeli historians®® regarding what happened at Tantura,

the textbook does not mention these critical voices within
Israeli society. In the context of a different historical event,
however, the massacre committed by Israeli troops against the
inhabitants of the Arab village al-Dawayima (4slsw1) in October
1948, the textbook The Arabic Language 7/11 establishes that
‘details of this massacre were revealed by a reporter from

a Zionist newspaper’3% |t is striking here that, even when
pointing out that it was an Israeli journalist who was the first
to publish facts leading to a reassessment of the event in the
Israeli public sphere, the designation ‘Israeli’ continues to be
avoided, the term ‘Zionist’ once again being employed.3!!
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The present-day Israeli-Palestinian conflict often appears in
Arabic language textbooks when they refer to the realities of
the students’ everyday lives. For instance, a whole lesson of
The Arabic Language 7/11, spanning ten pages, addresses the
‘struggle of Palestinians on the move’.3'? The lesson starts with
a listening exercise concerning a teacher who was prevented
from moving freely and reaching his workplace by the
‘occupation soldiers’ (UMY sgi>, jundd al-ihtilal), and who was
ultimately killed while trying to cross a checkpoint. Students
are asked in the comprehension exercise that follows to name
other images that symbolise the struggle of Palestinians in
relation to Israeli checkpoints and barriers. The reading text
addresses the same issue, describing their negative effects,
such as the segregation of Palestinian society and consequent
suffering on several levels, as people cannot move freely and
are ‘harassed, insulted, arrested and killed while waiting for
many hours at Israeli checkpoints’.3!® In these texts, beside
elements depicting the violence of everyday situations,

such negative attributions of the Israeli soldiers are adding
escalatory potential to the portrayals.

For instance, a reading exercise in The Arabic Language 9/l
titled ‘Sniper Deprives him of his Sight’3' by the Palestinian
author Zaki Al lla narrates the story of ‘Youssef’, a Palestinian
child who was shot by a sniper during the first Palestinian
uprising 1987-1993 (Intifada) while walking home from
school with a friend, who in turn was paralysed by the
gunshot wounds. In this story Palestinian children are
portrayed as victims, killed, injured and deprived of their
dreams by ‘the occupation army’ in the course of their

The Arabic Language 10/11 (2018), p. 25: .Gzl g2 J) &5 L o 018 CEEE 1 5L 19055 o8] ALY o2 G yla 2l Hlaed) & DI do) SB)aLI G0
The Arabic Language 10/11 (2019), p. 26: .5;shikll Jlal 5352 G35 Jgomy Ul g o3 il dislsd e dlazy Y1 o L
Cf. Morris, Benny: The Birth of the Palestinian Refugee Problem Revisited. Cambridge: Cambridge University Press, 2004, p. 247.

The Arabic Language Teacher Guide 7/11 (2019), p. 316:* Lo dlul,s 85 J5Y 42 EAES §1 U] leiSUl (b lyleolid CB 335 &35l ode LISL sl Sllasl Eab Eis

The article is by journalist Yair Auron: ‘Breaking the Silence: The Poem that Exposed Israeli War Crimes in 1948’, Ha’aretz, 18 March 2016,

https://www.haaretz.com/israel-news/.premium-the-poem-that-exposed-atrocities-perpetrated-by-israel-in-48-1.5418995, accessed 21 October 2020.
312 The Arabic Language 7/11 (2017), p. 63-73: .igalis cloji & 52351 &5 s2lsedl e Grhldall il sblss
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everyday lives. The text conjures up the symbols of the

First Intifada from the child’s perspective of an everyday

life permeated with violence by having Youssef think about
‘the Apache aircraft, the M-16, the sniper, the heavy bullets,
the slingshot, the stones, the shuhada’, the wounded, the
ambulances..."3%

The text highlights the power imbalance between Palestinians
— here Palestinian children —and the Israeli military in the
conflict context, while the children are portrayed as lacking in
agency or indeed hope:

The north side of the camp: burning tyres, yells, a wagon
turned upside down, empty barrels, a group of boys
carrying stones and pebbles in their soft palms, cries,
ambulances sirens, bullets scattering around the children,
cautious soldiers hiding behind distant concrete barriers,
a distance that the stones of the children cannot reach,
the roar of a plane, the bursts of a machine gun, a sniper
hiding behind a concrete wall, shooting his bullets at the
children.31®

The perpetrators are explicitly referred to as ‘the occupation’
and once as ‘the Israeli sniper” (3|1 pola)l, al-gannds
al-Isra’tli) who was shooting at children while they were
crossing the street and is thus depicted as an existential
threat to them. According to the story, some other children
tried to defend themselves by throwing rocks at the

soldiers, who were shooting at them from behind concrete
barriers.

Figure 91: The Arabic Language 9/I1 (2019), p. 50

The reading text is illustrated by a montage of images showing,
on the right, two armed Israeli soldiers, one of whom is
pointing his weapon at a target on the left, where a photograph
of a small boy with a bandage on his right eye has been
inserted. He is holding a portrait of a boy in a mortarboard,
presumably himself, which may be intended to highlight his
now shattered dreams as a result of his injury. The aggressive
reddish tones with which the soldiers’ montage is overlaid
form a striking contrast with the paler yellow tones on the
side with the child and his photograph. The montage suggests
that the Israeli sniper was purposely aiming at the little boy,
and thus produces a demonising and dehumanising portrayal
of the ‘other’; in this case the Israeli soldier. The text also
implies a fundamental malice and inherent barbarity of
soldiers who aim their weapons, as it comes across in the text,
at children crossing the street. The story and its visualisation
portray the Israeli soldiers as aggressive and insidious, hiding
behind concrete barriers while shooting at the children.

315 The Arabic Language 9/11 (2019), p. 51: .l SHES oo yzdl ol i) 2] GYEL Ju ol (ol (16 o (23 E33lb
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3.3.4 THE PORTRAYAL OF ISRAELI VIOLENCE IN NATURAL

SCIENCES TEXTBOOKS

Israeli violence is portrayed in real-life connections in
textbooks for mathematics and the natural sciences. Most of
the 43 real-life connections in which Israelis appear portray
them as perpetrators, homogeneously referring to them

as the ‘(Zionist) occupation’, the ‘occupation forces’, or the
‘occupation soldiers’, i.e. as collective entities in an exclusively
military context and as oppressive occupiers. Two of the 43
real-life-connections show individual actors as perpetrators:

a soldier and a settler, who remain unnamed. One exercise
following a lesson on the human lymphatic system inquires as
to the dangers facing a boy named Rami who has been beaten
on his left side by an Israeli soldier.3'” The other is a real-life
connection in a statistics lesson: ‘A settler is shooting at passing
cars on a road. If the probability of his hitting a car with a
bullet is 0.7 and he shoots at 10 cars, how many cars are likely
to have been hit?’3'® Both actors are portrayed committing
acts of physical aggression. In the 2020 edition the arithmetic
problem itself is the same, but the settler has been replaced
by a hunter. The conflict context with the Israeli actor is thus
removed from the exercise, alleviating its escalatory potential.

In contrast to the Israeli perpetrators, Palestinians are mostly
presented as civilians. Some of them are fictional protagonists
representing a profession (engineers, farmers, doctors or
teachers), which in some cases highlights their economic
relevance for Palestinian society. This aspect is also notable

in a conflict-related context (resources, agriculture, etc.) and
portrays Israel in unfair competition with Palestinians.

An escalatory portrayal depicts Jewish protagonists in real-
life connections in the process of what the textbook calls
the ‘Judaisation of Jerusalem’ (.ua)l wsas, tahwid al-quds),

317

in an exercise about solubility in water. The introductory

text describes a Jewish organisation of settlers who ‘work

[...] silently’ (Cwwas 5 [...] Jos3) in Jerusalem as a part of a
‘policy of Judaisation of the districts of Jerusalem, changing
the population and the identity of places’.3!® The text thus
attributes deceptive strategies to the protagonists, who, here
by way of rare exception, are called Jewish settlers rather than
Israeli or Zionist settler organisations (&s¢gd! dslasadl Olsesd!). 320

The text presents a district of Jerusalem as home to Ali’s
mother, who is making a traditional Ramadan dessert,
requiring sugar syrup, to serve to the Murabitin (osksl,4l), @
group of Muslim men and women who take turns to stay day
and night in the Agsa Mosque. The description of the process
by which the sugar dissolves in water establishes the real-

life connection between the chemistry teaching content and
everyday life. This is the only reference to the Murabitin in a
real-life connection; the first working task question inquires

as to ‘the role of the Murabitin in the Agsa Mosque’. While
teachers may well open up the question to discussion in class,
the teacher manual nevertheless provides ‘the’ answer:

‘The role of the Murabitiin is to defend oneself against the
Zionist gangs that are continuously storming the Agsa Mosque
and its compound and to maintain it as an absolute Islamic
monument [...]".3%! This passage stands out from the real-life
connections described in Chapter 4 in terms of its description
of Jewish settling organisations and their deceptive approach
to judaising Jerusalem. The reference to ‘Zionist gangs’ is also
noteworthy as the term is usually used for Jewish paramilitary
units with reference to the period before the establishment of
the State of Israel. Here this term may have been used to refer
to non-state actors.

Science and Life 9/1 (2019), p. 48: sels jblis b sl ile e Phl ] Sz o &y ) oy 0255 -€

318 \Mathematics 11; humanities and sharia tracks (2018), p. 55: lbi 0,7 sa suslg)l dalkll & Bleal) anslo] Jlazt 95 13] @kl sae] § S Sl o W b gk asl 3l
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320 ¢t Rickenbacher: ‘Der “judisch-westliche Krieg gegen den Islam”’.
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3.4 THE PORTRAYAL OF PALESTINIAN VIOLENCE
AGAINST ISRAEL

3.4.1 VIOLENT AND PEACEFUL MEANS OF PALESTINIAN
RESISTANCE

The grand narrative of Palestinian nation-building is closely

interlaced with the concepts of struggle and resistance. It AP Byl
draws connections with other, more universal narratives such - 5 e -
as that of the anti-colonial struggle for independence, drawing bt g0

on the latter to arrive at the concept of revolution.

History textbooks portray the current conflict with Israel as
ongoing and as unaccomplished decolonisation with its roots
in the British mandate and its apex in the ‘Zionist occupation’.
With History 11/1 (2018), a whole book is dedicated to
colonialism and its effects, examples of colonialism and post-
colonial theory. History 11/11 (2019) focuses on anti-colonial
liberation movements in Asia and Africa. The history book for
year 12, and some chapters for year 10, as well as sections in

other books for civics and social studies, also address forms of s olesy Rl

anti-colonial resistance, the various revolutions that shaped By By ) e B Yy cBndly o i ) G

the modern world, and leading figures such as Gandhi, Che

Guevara, Fidel Castro and Ho Chi Minh. The textbooks start Figure 92: History 12 (2019), p. 40

with the theoretical framework and move on to concrete

examples, including French colonialism in Morocco and the Unit two:

British mandate in Iraq, Jordan and Palestine, placing the People‘s revolutions

colonial-settler frame for France in Algeria, Italy in Libya and Think and reflect:

‘Zionism in Palestine’. Palestine’s path to liberation from The path to Palestine is neither far nor near; it is as far
the yoke of colonialism —i.e. from Zionism according to the away as the revolution.

textbook for year 12 — has to be achieved via a ‘people’s

revolution’. Nevertheless, this path is long and rocky and

demands patience, as the caption of the first illustration in the ~ The following page presents the learning objectives for the
second textbook unit suggests: unit and the competencies the students are expected to gain:
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Figure 93: History 12 (2019), p. 41

After studying this unit and completing the included
activities, the students will be able to define the concept
of revolution and its causes, types and tools. They will
also be introduced to various examples of revolutions

in the world: the Algerian Revolution, the Palestinian
uprising and current Arab movements (the Arab Spring).
To train students’ thinking, analysis, inference, and
comparison between revolutions, they should explain
and judge them, drawing conclusions that develop their
minds and their sense of belonging to their country,
strengthening their ability to take a stand and defend it.

This is achieved by the following:

- Practicing self-learning through the activities and
different knowledge sources

- Awareness that historical truths are not absolute but
relative, and that history is not written in one narrative

- Engaging life skills of the students such as cooperation,
teamwork, dialogue, respecting each other’s opinions,
and tolerance

- Forming attitudes and positive patriotic thought on
national, Islamic and humanitarian causes

- Organising and moderating academic seminars

- Carrying out the selected pedagogical projects from the
unit topics

- Preparing reports and academic research

- Analysing photographs, maps and drawings given in the
unit

- Making brochures on the topics of the unit

- Benefiting from international experiences, lessons
learnt from international revolutions

The first lesson of the unit begins by addressing the learning
objectives, followed by an illustration of the public uprising
around 2011 in which one masked man is carrying the
Palestinian flag, another the Egyptian flag and a third the
Tunisian flag:
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Figure 94: History 12 (2019), p. 42




First Lesson: the Revolution

After finishing this lesson, students are expected to be

able to:

1. Define [the concept of] revolution

2. Clarify causes of revolutions

3. Classify revolutions into different types, giving
examples

4. Explain the importance of revolutions to the people

5. Deduce the successes or failures of revolutions to
achieve their aims

Warm up:

Some people believe that revolutions are necessary

in order to move beyond current conditions and bring

about change for the better, especially for people under

colonisation. Revolution thus becomes a main vehicle

for independence and liberation. In corrupt regimes,

revolutions are necessary to help people move out of

poverty, oppression and injustice.

And there are some who claim that revolutions are no

more than violent and destructive movements that result

in a lot of damage and loss of human life with no real

justification. In this view, it is a negative tool of change

that transfers people from light into darkness, from

stability into chaos and may lead to civil wars that result

in deeper division of the country and its people.

*What is your opinion of such a statement? How would
you respond to it?

The concept of revolution:

Exercise 1: Look at the picture, draw conclusions and
answer the questions:

* Describe what you see in the picture.

*Which revolution do the people in the picture symbolise?

The didactically orientated task calls for a discussion amongst
the students on the nature of revolutions. The last exercise
calls upon students to locate Palestian revolutions within the
context of uprisings in Egypt and Tunesia of the last decade.
These countries have also seen heated debates about the
legitimacy and forms of revolutions, voicing similar positions
to the ones given in the exercise above.

3.4 THE PORTRAYAL OF PALESTINIAN VIOLENCE AGAINST ISRAEL

A text-and-image combination summarises that the
Palestinian ‘Revolution’, like (almost) all revolutions has
witnessed phases of peaceful resistance between violent
events:
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Figure 95: History 12 (2019), p. 43

Revolutions are known to be attempts to bring radical
change to societies. They could be planned by elites or be
spontaneously initiated by ordinary people. [...]

Causes of revolutions:
Activity 2: Read the text, look at the photo, draw
conclusions and answer the questions:

Human history witnessed several outbreaks of revolution,

some related to political conditions and others also

involving economic and cultural aspects. Overall, they

all aim to achieve better standards for the society and

are considered a means of social change. Causes of

revolutions therefore vary according to the circumstances

from which they evolve and the rebels’ aims, ambitions,

ideology or values.

- Mention revolutions that have occurred over history in
political, economic and cultural areas.

- Work out other methods of social change.

[Image] Figure 1: Palestinian Revolutionaries
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The text continues to explain that public uprisings aim to
change the prevailing conditions for the better, sometimes
using force; sometimes using peaceful means.3?> While the
text does not go into further detail regarding methods of
revolution, the accompanying image does go one step further
than the image of the street fight on p. 40 of the same book.
The image with the caption ‘Palestinian revolutionaries’
shows five masked fighters armed with machine guns.

Here the textbook has left the context of comparatively
civilian resistance in the form of stone-throwing and is now
addressing military, potentially lethal violence which —such is
the message in the juxtaposition of text and image — has also
been a part of the ‘Palestinian Revolution’.

The textbook depicts the First Intifada (1987-1993) as a
prominent milestone of that protracted revolution in which
forms of violent protest were carried out alongside those of
peaceful resistance:
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Figure 96: History 12 (2019), p. 58

322 History 12 (2019), p. 44.
323 History 12 (2019), p. 58.

Methods of the Intifada (Uprising):

Activity 3: Look at the pictures, draw conclusions and

answer the questions:

[Images]

- Discuss the methods that were used in the 1987
Palestinian Uprising against the occupation.

- Explain why the 1987 Palestinian Uprising was called
the ‘Uprising of Stones’ [intifadat al- hijara).

- Work out other ways and methods used in the 1987
Uprising.

The photographs show a person spraying slogans and shops
closed during a strike as peaceful forms of resistance. The
picture of the slogan ‘On the road to freeing the land and
human beings’ (olus¥ly 21,5 &b e, ‘ala tarik tahrir
al-ard wal insan) and the picture of the Dome of the Rock
framed by the black-and-white chequered fishnet pattern of
a keffiyeh stand for the objective of the ‘revolutionary path’:
the liberation of Jerusalem and Palestine.3?

Burning car tyres, a hand armed with stones, and a man with
his face covered brandishing a slingshot in a group of similarly
dressed people symbolise the use of violence against an —
here invisible — opponent, presumably Israeli soldiers. The
exercises require the students to engage with the methods
of the First Intifada presented here. By referring to the 1987
Intifada as the ‘Uprising of Stones’ (5,l==l L5l intifadat al-
hijara) they emphasise the significance of stones as weapons
against the Israeli occupation. These images, in combination
with the exercises, display but do not necessarily promote
the use of possibly lethal violence using military arsenal.

A few pages later, the authored text summarising the First
Intifada begins by emphasising peaceful means of resistance:
‘popular demonstrations of men, women and children who
raised Palestinian flags, sometimes waving the Palestinian
keffiyeh, throwing rocks or empty bottles at the soldiers

of the occupation, setting fire to damaged tyres, closing
their commercial stores, staging collective strikes, workers’
strikes, or setting up barriers on main roads and entrances to
residential areas to impede the movement of the occupation
mechanisms.?*
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It was, the textbook maintains, the ‘brutality of the occupation
and the practice of a policy of breaking bones [of the Palestinian
protesters]’3?* that ultimately caused the escalation leading

to the Intifada and to the violent use of arms: ‘Finally, military
means were used in what became known as the militarisation
of the uprising, which focused on the use of individual firearms
to respond to the occupation’s crimes against unarmed
civilians.?% Here the textbook appears to be presenting the
use of arms as counterviolence during the First Intifada in
response to violence from Israelis towards ‘unarmed civilians’.
The euphemistic term ‘individual firearms’ harbours a certain
contradiction to the aforementioned ‘military means’ that
suggest a coordinated effort rather than the use of ‘small arms’.

The considerably more bloody Second Intifada (2000-2005)

is addressed by the textbooks in less detail; Geography of
Palestine and its Modern and Contemporary History 10/
(2019) features a two-page presentation of the Second Intifada
within a comprehensive chapter on Palestinian resistance and
the Oslo Peace Process. The summarising paragraph here also
holds Israeli policy responsible for the outbreak of the uprising:
‘the continuation of the occupation in his [Israel’s] oppressive
policy of the confiscation of land, the Judaisation of Jerusalem,

the arrests, the refusal to release prisoners, and the repeated
incursions into Al-Agsa and the areas of the Palestinian
National Authority’.3?” The textbook names Ariel Sharon’s visit
to Temple Mount on 28 September 2000 as the direct trigger
for the Second Intifada. The clashes ‘between worshippers
and the occupation army’ led to a large number of ‘shuhadd’
and wounded’, with the result that the uprising ‘spread all
over Palestinian lands’. This textbook also speaks of a ‘military’
form of resistance in this context: ‘The Second Intifada was
distinguished by its military character, as it witnessed a
number of confrontations and armed operations between

323 History 12 (2019), p. 59:0 .[...] pUasl S5 dulew Luyloos ISV didiors

326

il

327

Aaghaddl) dubgll daludl gblisg (o8N 8y ,Sll OloloxdVly (s 8l oo 831 pady5 VY LizeYls

328
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the resistance and the occupation forces; the resistance of
the Palestinian people was united, so a higher follow-up
committee was formed for the national and Islamic forces.”3?

With regard to the portrayal of violence, a significant point
of criticism is that the textbooks make no mention of the
numerous suicide attacks on Israeli territory that resulted in
much bloodshed and became characteristic of the Second
Intifada, as well as the violent use of arms and the Israeli
besiegement of the occupied territories.

The textbook Social Studies 9/1 also takes up the theme of
resistance in the sense of the grand narrative of Palestinian
nation-building. In unit 2, chapters 1 and 2, the textbook
discusses the emergence of liberation movements and
violent vs. non-violent as the different forms of resistance.
Resistance is defined as ‘confronting the coloniser by peaceful
or military means, or both, to respond to injury, maintain
existence and identity, and gain freedom. It is a legitimate
right confirmed by monotheistic canons and international
conventions’.3? The textbook provides examples of both
kinds of resistance (violent and non-violent), drawing on
different cases from history, such as Algeria. When relating
these reflections to Palestine, the text demonstrates that
Palestinians have engaged in violent resistance over the
course of the Palestinian struggle. Returning to the present,
the textbooks describe non-violent forms of resistance
through peaceful protests, engagement with the international
community to enforce international law in the Palestinian
territories, promotion of Palestinian national products, and
the boycotting of Israeli products in Palestine. A compilation
of photographs in Social Studies 9/1, p. 48, summarises the
various ‘forms of peaceful protest’ (&Ll deslikl Ui, ashkal
al-mugawama a-silmia):
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Figure 97: Social Studies 9/1 (2019), p. 48

Activity (2-c)

Observe the following images, draw conclusions, and then

answer the questions:

[Images] Figure (1): Forms of peaceful resistance

1) Categorise the forms of peaceful resistance displayed
in the images.

2) Work out why the merchant marked the products on
the shelf with the label: ‘Palestinian product.

3) Mention other forms of peaceful resistance.

A few pages later, Social Studies 9/1 (2019) once again
juxtaposes methods of non-violent resistance with those of
violent force over the course of Palestinian history in a text,
together with a compilation of images:
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Figure 98: Social Studies 9/1 (2019), p. 49

e sy A Bl dugladl SIS 22 -y
pal el e L) 2 ga Ll sps B & s a0 S -y
) eV o e ) dagad) LS5 I ) s ¥

:c.aj:u‘ Uié

Dl I ey esletlly (5l B dadd) Cntl] Gl ) 635 » Erpbanld)) aglid
Gl o o B et sl ¥y (Y1 Buglie ) ges Al lhaally ey )y
i el Aglal SISl ey W pnt SLST ) O e B sley S
fom Y Sl sty & Selly bl Gy Jal)

B o el s By e ol e ) Reglidl S oedaad! aglid)
B o Sy (58t doe ) s 5 )y e sl e el 0 ol
LY ey (1T ple 8,55 601 4Y8 ple G 8 iadand) Sl 0 oy il I sVl
Samal) a1y o) 3 5y Degliadl e 1ty ¢ ) D] bl 1S
21870 ol Lles den Dol Guglaadl fedoni) sl Rk 5 By (pV 8 EA oo el

Y1 Lolisly (01 BAY ple §ylonnd) 2UslS Lonsd) Lol b e cdialld) Zagliad!

_IIW




llaad 50 Bl 3 elally (Lol Sl gally e pliaddly (bl ¥ly cpvee s ple

VIS Ly st LS (gl ) oW 300y ol 8 5 radenJil Call) o

bl 8yl (leilS” (Zoliasi!

e Lil oV Hee (@Dl wladl dablie ) 5]

cagaZal) J300 g gl JW i et

s

i) S N et GV o 315 o lamz W aglin 3 5k 505 ol 31,000 O

3 e Jia (8 Wy oy ellg 2 315 oy ian  JBlem V1 s 31N lbeal) 3l LS
LA iy 23 Bas 236 A A d¥sy Gl b ) LNl s

Ladall lea 8y (Lipgs Bt W o p b liie 0 o4

AV AVA sl :_’.‘4_...J - e

eVl oy Bl el jlad e SN L)

Figure 99: Social Studies 9/1 (2019), p. 50-51

Types of Palestinian Resistance against the Zionist
Occupation:

Activity 3: Read the following text, look at the pictures,
draw conclusions and then answer the questions:
[Addressing active participants of the Intifada] ‘To all of
you who, by your unified will, unconditional generosity and
sacrifice and by escalating the Intifada events could give a
firm answer to the allegations of enemies who are claiming
that the Intifada is fading away, and that your enthusiasm
is waning. Day after day, the Intifada is achieving more on
the path to our freedom and thanks to your support and
solidarity in boycotting the occupation entities. For example,
via increased resignations from public administration,
refusing to pay taxes to the occupier, boycotting Zionist
products, supporting national industry, and refusing to
work in settlements, cultivating our lands and raising our
own cattle, rationalising consumption, achieving social and
economic solidarity, supporting the building of our nation’s
administrative authority and conforming with the people‘s
will and the decisions of the PLO.

(The Unified National Leadership, call number 19, year 1988)
[Images]

1. Discuss the forms of Palestinian resistance as
mentioned in the text.

2. Ascertain when each of the events of Palestinian
resistance depicted in the photos took place.

3. Draw conclusions regarding the impacts of Palestinian
resistance on the Zionist occupation.

| have learnt:

Palestinian resistance is a natural reaction of the Palestinian
people in their homeland and in the diaspora. Resistance
refers to movements, invitations and operations that call for
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resistance towards the occupation and Zionist discrimination
in the hope of achieving freedom and independence and
establishing a state in our homeland like the rest of the
world‘s peoples. Palestinian resistance varies according to
political and military circumstances, taking on two forms:

Armed resistance: The armed Palestinian resistance
started with the beginning of Zionist immigration to
Palestine around the end of 19th century and increased
with this immigration. Then it became political and military
operations and revolutions by the beginning of the British
Mandate. The most important Palestinian revolutions are:
the Buraq Revolution of 1929, the revolution of 1936, and
the declaration of the biggest and longest strike in history.
The resistance operations continued after the issuance of
the partition resolution and after the Zionist occupation in
1948. The PLO has engaged in armed resistance since it was
founded in 1965.

Peaceful resistance: is achieved through public uprisings
such as the Uprising of Stones in 1987, the Agsa Uprising
in 2000, sit-ins, demonstrations, national festivals, and
attendance of international events in order to demand the
right of Palestinian people to self-determination and the
right of return for refugees. Resistance on an economic
level is achieved by establishing national banks, boycotting
Zionist products in Palestine, in the Arab world or in other
countries in the region.

Arab women have played a prominent role in resisting
colonialism. They did not hesitate to join the rebel bases
and training centres, they led commando operations against
the occupation and were added to the lists of shuhada’,
wounded and prisoners. Such women include Algerian
Djamila Bouhired, who resisted French colonialism in
Algeria, and Dalal Al-Mughrabi who led the Deir-Yassin
commando operation on the Palestinian coast in 1978,
which resulted in the deaths of more than thirty Zionist
soldiers and many others. Many other women have also
confronted colonialism bearing the slogan of resistance and
liberation.
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The description of the various phases and forms of resistance
here mentions Dalal Al-Mughrabi and thus implicitly the acts
of terror committed by the PLO in the 1970s and early 1980s.
In a brief paragraph on female participants in resistance she
is placed next to Djamila Bouhired of the Algerian resistan-
ce against the French colonial powers. This representation
appears to frame violence against Israeli civilians both in the
anticolonial narrative and a context of women’s empower-
ment. As no further portraits of significant female figures in
Palestianian history are presented, the path of violence impli-
citly appears to be the only option for women to demonstrate
an outstanding commitment to their people and country.33°

The photographs in Social Studies 9/1 (2019), p. 49 and 50
illustrate the various phases and forms of resistance described
in the text. The first row of pictures shows (right) the leader of
the Arab Revolts of 1936-39 while the image to the left — not
quite chronologically — depicts a protest of Palestinians in the
occupied territories or perhaps in the north of Israel. While the
two pictures in the last row show more scenes that could have
taken place during the First Intifada (burning tyres, youths
throwing stones), the third and the fourth photograph depict
less recent phases of Palestinian ‘resistance’. The photo on

the right shows a peaceful demonstration of Palestinians in a
large city, possibly Beirut. The photo on the left shows Yasser
Arafat with Khalil al-Wazir (1935-1988), known as Abu Jihad,
the co-founder of Fatah and commander of its armed wing.
Al-Wazir was held responsible by Israel for a number of terrorist
operations against Israeli targets in the late 1970s, including the
Coastal Road Massacre of 11 March 1978. He was assassinated
in Tunis in 1988. The picture shows the two Palestinian leaders
walking with a group of men, presumably when the PLO was in
exile in Lebanon. Almost all of them are in uniform; one —on
the left-hand edge of the picture —is carrying a gun. The picture
thus at least evokes the armed confrontation with Israel that
took place between 1970 and 1982 in the form of terror
attacks, primarily using Lebanon as a base. Although he is not
mentioned in the text, the depiction of al-Wazir next to Arafat
in the photograph could further symbolise the integration of
armed violence against civilian targets into the Palestinian
narrative of resistance. The working tasks raise student’s
awareness of the different forms and phases of resistance

and encourage them to reflect upon the impact of Palestinian
resistance. This task, to reflect upon violent and non-violent
forms and phases of Palestinian resistance, is repeated from
year 9 to 12 in different subjects and textbooks.

3.4.2 THE PORTRAYAL OF VIOLENCE IN ARABIC LANGUAGE

TEXTBOOKS

Unlike the textbooks for history and geography as well as
social studies, the textbooks for Arabic language and literature
do not attempt to conceptually embed violent forms of
resistance into an overarching narrative and then proceed to
analyse them; rather, they describe them and subject them

to poetic elevation. This glorification of resistance does not
shrink from affirming that opponents may be killed during an
armed confrontation. It is, however, difficult, in the case of the
textbooks for Arabic language and literature, to unequivocally
grasp their ‘intentions’, since they contain not only texts from
the pen of the textbook authors, but also literary works by
Palestinian and Arab poets and writers with an artistic style

that eludes an unambiguous interpretation. Both tendencies
are illustrated in the following examples.

The Arabic Language 8/l includes a section on the battle
for the village of Al-Karameh, an extremely important

event for Palestinian and Arab collective memory as the
battle is commemorated as successful from the Palestinian
perspective.®! In this military conflict, Israeli troops invaded
Jordanian territory in March 1968 in order to attack a

Fatah camp near the village with the declared objective of
defence against terror. In addition to the Palestinian fida’tyin
(o518, fighters), units of the Jordanian army engaged in

30 p larger group of female figures such as Fatima Bernawi, Leila Khaled, Samiha Khalil, Marie Alphonsine Ghattas, Nabiha Nasser, Zulaikha al-Shihabi and Yusra

al-Barbari are presented, for instance, in the Arafat Museum in Ramallah. For a further discussion of Dalal Al-Mughrabi see Chapter 3.4.3.

31 The Arabic Language 8/11 (2019), p. 40-47.
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the confrontation with the Israelis. Although the camp was
completely destroyed in the course of the battle, the Israeli
side also suffered significant losses, not having expected such
intense resistance. The text presented in the textbook is an
excerpt from a book about this battle and describes how ‘the
soldiers of the Zionist occupation’ (Jswall MYl sgie, junid
al-ihtilal as-suhyiini) entered the village and fought against the
Jordanian soldiers and the Palestinian fida"tyin. Israeli soldiers
are depicted as ‘the enemy soldiers’ (sus)l 391>, juniid al-

‘adii) who tried to burn the region but were surprised by the
fida’tyin resistance, who are described as valiant fighters. The
introductory paragraph explains:
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Figure 100: The Arabic Language 8/11 (2019), p. 40

The dignity [karama] of Karameh

[Image]

About the text:

After the defeat in 1967, the occupation of the West Bank
and Gaza, and after the Zionist occupation had taken
control over all of Palestine, the Arab and Islamic nation
felt defeated, dejected and disappointed. But it was not
until the battle of dignity [al-karama] in the following

year that the Zionist army was defeated. The nation thus
regained to a certain extent its dignity and self-confidence.

3.4 THE PORTRAYAL OF PALESTINIAN VIOLENCE AGAINST ISRAEL

The text narrates the battle in detail, with violent acts committed
by both sides, portraying the Palestinians who took part in this
battle as ‘the champions who defeated the brutal Zionist soldiers
who were trying to burn everything’.33? The text glorifies the
battle of the fida’lyin against the Israeli army as heroic. Unlike
the heroising of the Palestinian fighters, the Israeli soldiers are
depicted in the text as cowardly and thus inferior, such as the
‘burnt Zionist soldier held by thick chains inside his tank by his
commander who feared that the soldier would otherwise flee”.3%
The text is accompanied by a drawing of a Palestinian fighter
shooting at an Israeli tank with a Kalashnikov gun and hitting two
Israeli soldiers. One of the soldiers has already been hit and is
hanging lifelessly over the machine gun of the tank turret; the
other throws his arms up in the moment he is hit and loses

his steel helmet. Similarly to the text, the illustration not only
glorifies as heroic the use of arms in resistance by the Palestinian
fida’iyin (Kalashnikov vs. tank; keffiyeh vs. steel helmet, etc.);
the violent use of firearms is glorified if it — as is the case here
— serves to defend against an attack. More problematically
still, in this textbook for year 8 the wounding or even killing of
the opponent is presented in a positive light.

An Arabic textbook for year 9 contains an excerpt from a story
by the Palestinian author Nabhan Khraishi, titled ‘Biography
of the Cuffs and the Pen’.3** The text is written in language
that at times is highly poetic, employing a variety of narrative
and stylistic techniques such as stream of consciousness. The
story is set during the time of the Intifada and describes the
imposition of a curfew on the home town of the first-person
narrator, near Ramallah, and the arrival of a search-and-arrest
squad from the Israeli military. The narrator’s reflections
revolve around the circumstances surrounding such nightly
raids and the visual and acoustic impressions associated with
them. He characterises himself as an ‘ex-prisoner’ (sl gow,
sajin sabiq) who has been incarcerated in Israeli prisons several
times already and was under house arrest for five years. After
the Israeli security forces violently forced their way into a
neighbour’s house, whose USA passport proves to be of little
value, it transpires that the narrator himself is the target of the
raid. The soldiers break into his home through the windows
and arrest him in the presence of his tearful wife. The violence
described in the text is primarily executed by the Israeli
security forces, who are portrayed as particularly ruthless in

332 The Arabic Language 8/11 (2019), p. 42: bz (il dlgall (imell ot & Dl Soalsls dgislid Llss sumll Cpbaol (1 og5lodl dtsao ssadin olsll Boliy L3 dumdll LS J) &8L]
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33% The Arabic Language 9/1 (2019), p. 61-64.
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their behaviour — showing no consideration for the narrator’s

sleeping children, for instance — and cynical in their statements.
The story contains elements of a dehumanising portrayal, such

as when the intruders, ‘who enjoy watching the victim’,** are
described as sadistic or when the raid is characterised as a
‘ravenous hunt for prey’.3* Nevertheless, it is a literary text
that uses highly figurative language, and in comparison with
other textbook portrayals of Israeli violence presented above
does not go so far as to demonise the opponent.

The text contains one passage that can be read as promoting
violence against the other side: ‘The neighbour: The curfew

doesn‘t include us in (al-Shurfa); it is imposed on (an-Natarish).

It seems there is a barbeque party using fire-bombs on one of
the (Psagot®¥’) settlement buses, over the high mountain.3®

The term ‘barbeque party’ (slss da>, haflatu shiwd’), used

to refer to an attack on a settlement bus, presumably

with Molotov cocktails and with likely fatalities among the
passengers, is a cynical downplaying of the attack. This
statement is made not by the first-person narrator himself
but by a ‘neighbour’ introduced in the third person, who
remains nameless and whose statement is neither confirmed
nor rejected by the narrator. The text as a whole thus
remains ambiguous as to the acceptability of this form of
violence towards settlers. A direct call for violence cannot,
therefore, be derived from the text. The cynical statement
made by ‘the neighbour’ was replaced in the 2020 edition of
the textbook with the following sentence: ‘The neighbour:
[...] It seems the situation is escalating in (Psagot) settlement
over the high mountain.’3%

3.4.3 THE DEPICTION OF DALAL AL-MUGHRABI

Dalal Al-Mughrabi (1959—-1978) occupies a prominent
position in Palestinan national memory. For example, she

is featured prominently in the mural displaying the most
important figures of Palestinian history in the Arafat Museum
at Ramallah. Al-Mughrabi became known as a result of the
role she played in 1978 in one of the most deadly terror
attacks in the history of Israel, widely referred to as the
Coastal Road Massacre. Al-Mughrabi herself was killed in this
attack. This, together with highly symbolic elements added to
embellish the story at a later stage have imbued Al-Mughrabi
with a solid position as resistance fighter and shahida in the
Palestinian collective memory. As one of few women in the
Palestinian national movement she is presented as a role
model to girls and young women in particular. She is given a

335

prominent depiction in the textbooks, symbolising the armed
violence of ‘resistance’ in the form of terror attacks on Israeli
citizens and institutions, not only in Israel, especially in the
1970s.

As she occupies a distinctive place among the identification
figures that Palestinian students encounter in their textbooks
of various subjects, the following section will focus on

her portrayal in the textbooks analysed for this Report. In
Palestinian history and social studies textbooks, Al-Mughrabi
is presented in the historical narrative of the events of the
1970s, while in Arabic language textbooks she is depicted
more poetically as a woman who sacrificed herself for the land
and thus often titled shahida.?*

The Arabic Language 9/1 (2019), p. 62: ‘What bothers me most in the arresting act is not my destiny, but rather the sadism of the soldiers of the Givati and
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The place referred to here is Psagot, an Israeli settlement close to Ramallah.

The Arabic Language 9/1 (2019), p. 63: ‘Their cars were parked two or three streets away from the house. A typical ravenous hunt for prey.

The Arabic Language 9/1 (2019), p. 63: (& (Osélus) Baxiis Ml a5y &ylodl LUAIL <lss dbs b 535 L & (Gioylll) & Ghs,da (48,a)1) & Wads ¥ J3ad Sas Ll

The Arabic Language 9/1(2020), p. 61: skl Jzdl § (Ostlan) Szt o dumas Jlia g be o

For further reading on al-Mughrabi and her place in the Palestinian collective memory see: Kuriansky, Judy: Terror in the Holy Land: Inside the Anguish of the

Israeli-Palestinian Conflict. Westport, Conn.: Praeger, 2006 and Peteet, Julie: Gender in Crisis: Women and the Palestinian Resistance Movement. New York:

Columbia University Press, 1991, p. 155.
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An analysis of the portrayals of Al-Mughrabi in the textbooks
unveils how violence against civilians is presented as a means
of resistance and examines whether these portrayals also
contain a justification or glorification of this form of violence,
as illustrated in the following sections.

DESCRIPTIVE EMBEDDING IN THE NARRATIVE
OF RESISTANCE

Geography of Palestine and its Modern and Contemporary
History 10/11 (2019), mentions Dalal Al-Mughrabi’s act in
passing in a section on the antecedents to the South Lebanon
conflict (the so-called ‘Operation Litani’ of 1978):
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Figure 101: Palestine’s Geography and its Modern and Contemporary History
10/11 (2019), p. 68

Zionist Aggression towards Lebanon in 1978:

Activity (1): Read and draw conclusions:

The Liberation Organisation continued the resistance

operations, starting from their military bases on Lebanese

territories, where a group led by Dalal Al-Mughrabi carried

out the coastal operation. The Zionist aggression used this

as a pretext to invade southern Lebanon in 1978.

- The purpose of the Zionist invasion of southern
Lebanon in 1978.

The text provides an account of the situation prior to the
advance of the Israeli army into southern Lebanon in 1978.
The acts of violence launched by the PLO from Lebanon
against Israeli national territory are declared to be ‘resistance
operations’ (dsslikl wllss, ‘amaliyat al-mugdwama) and
include the ‘coastal operation’ (J>LJ ddss, ‘amaliyat a-sahel)
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—about which no further detail is given — led by Dalal Al-
Mughrabi. The textbook does not criticise the PLO terrorist
attacks which are described here as acts of ‘resistance’, but
rather — through the choice of words — the ‘Zionist aggression’
(Gsaaall Olsasdl, al-‘ududn as-suhyani) in response to these
attacks. By characterising the PLO commandos as ‘resistance’
the acts of the group — which remain undescribed — are
presented as justified. The fact that the text in its historical
explanation refers to Al-Mughrabi, presenting her iconic
photograph in illustration, is indicative of a certain level of
familiarity with Al-Mughrabi and her actions within the public
sphere (and thus a certain recognition value).

IDEALISING IN THE CONTEXT OF THE ANTI-
COLONIAL STRUGGLE

In another social studies textbook, Al-Mughrabi features
among notable Arab women who have participated in the
decolonising struggle, which associates her with Algerian
Djamila Bouhired and draws upon the ‘common cause’

of these two women who led militant operations for the
liberation of their countries from colonial rule:
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Figure 102: Social Studies 9/1 (2019), p. 51

Arab women played a prominent role in resisting
colonialism. They did not hesitate to join the rebel bases
and training centres, they led commando operations
against the occupation and were added to the lists

of shuhada’, wounded and prisoners. Women such

as Algerian Djamila Bouhired, who resisted French
colonialism in Algeria, and Dalal Al-Mughrabi who led
the Deir-Yassin commando operation on the Palestinian
coast in 1978, which resulted in the deaths of more than
thirty Zionist soldiers, and many other women who have
confronted colonialism bearing the slogan of resistance
and liberation.
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This presentation features two striking elements that
presumably aim to present violence on the part of Al-Mughrabi
and her commandos as fair and therefore justified. First, the G4
account is embedded within the narrative of the anti-colonial
struggle against an occupying power, which can be explained in
the light of the history textbooks’ habitual equation of Zionism
with colonialism. ‘Resistance’ and ‘liberation’ are catchwords
presenting ideals that supposedly justify the use of violence
against the actual (France) or alleged (Israel) colonial power.

It is women who are given prominent portrayals as symbols

NP Ry 1508 5ol glagadt slezd o ,~<4 St il Wb (i
SR 35 e 5o Lglliay St A eoshl ON5 8B 1S (bl
S ol o3 0 205 g bl 5 Tl 1E s e el

Al i e b

§

of anti-colonial resistance, leading the ‘ranks of shuhadd’,
wounded and prisoners’ — Djamila Bouhired in Algeria and
Dalal Al-Mughrabi for the PLO.

The second justification for the violence committed by the
commando operatives in Israel (camouflaged here as ‘on
the Palestinian coast’) occurs in the characterisation of the
Israeli fatalities as ‘more than thirty Zionist soldiers’. The
misidentification of the civilian casualties as Israeli (‘Zionist’)
soldiers has a twofold function: (i) It portrays Al-Mughrabi’s
operation, which was ultimately a failure (it was intended to
facilitate an exchange of hostages for Palestinian detainees
in Israeli prisons), as an heroic military achievement in which
a courageous woman sacrifices herself for greater ideals
(liberation from colonial oppression). (ii) It also seeks to

justify the use of lethal violence since —in this reading — the
opponents would appear to be armed forces, equally trained Figure 103: The Arabic Language 5/11 (2019), p. 51341
and prepared to employ violence. Another factor that may have

influenced this ‘re-declaration’ of victims as combatants may be Dalal Al-Mughrabi
an awareness of the shamefulness of presenting the violence (The authors)
committed by one’s own side against unarmed civilians. About the text:

Our Palestinian history is full of many names of shuhada’
who sacrificed their lives for the homeland, including

ROMANTICISING AND HEROIC GLORIFICATION the shahida Dalal Al-Mughrabi whose struggle took the

form of defiance and heroism, which made her memory
An Arabic language textbook takes the portrayal of Al-Mughrabi immortal in our hearts and minds. And the text in our
and her operation further. In the following accounts and hands talks about one aspect of her struggle.

the illustrations that accompany them, the authors’ will to
commemorate Dalal Al-Mughrabi and underline her role in
the narrative of resistance and its violent phases is particularly
notable:

341 For changes to this photograph in the PDF edition of 2020 see Chapter 5.
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This brief introduction, illustrated by a portrait of Al-Mughrabi
and already adopting a heavily emotional tone (‘made her
memory immortal in our hearts and minds’), is followed by an
embellished account written in a lyrical style, glorifying and
giving a detailed description of the commando operation:
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Figure 104: The Arabic Language 5/11 (2019), p. 52
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Reading Comprehension:

Dalal Al-Mughrabi, the leader and fighter, was born in
Camp Sabra, one of Beirut’s refugee camps that had to
suffer the consequences of the Nakba. Two decades later,
she answered the nation’s call for help.

She sailed, leading her ‘Deir Yassin’ group of 13 fida’iyin
to Palestine, enduring raging waves that caused their
inflatable boat to capsize, resulting in the drowning of two
heroes from the group. The rest of the group members
braved the waves, clinging to the boat until they saw the
lights of the Palestinian coast. They crept onto the beach
to find the fields and the orchards welcoming them with

a smile.

Dalal grasped a handful of her bleeding homeland soil
and passionately inhaled its scent. She waited for the
right time and, with her group, she blocked the path of

a bus that was heading to Haifa, forcing it to change its
direction towards Jaffa. She proudly got on the bus and
addressed the passengers: ‘We don’t want to kill you. We
are here to liberate our brothers from your prisons. We
are a people who claim their right to a homeland that you
have stolen’, and then she took out the Palestinian flag
from her bag, kissed it and hung it inside the bus.

The occupation forces knew about the bus, which was
now arriving in (Sayyiduna Ali) region, and assigned a
special military unit led by (Ehud Barak) to attack the bus
with machine guns and shells using aircrafts and tanks

to kill everyone inside the bus, a tactic known as the
scorched-earth policy. Many passengers were killed. Dalal
and eight of her heroic comrades became shuhada’ and
their bodies are still, to this day, confined in what the
occupation authorities call (the cemetery of numbers).
Only two fida’iyin survived.

Dalal restored to Deir Yassin some of its rights and
watered the land of Palestine with her pure blood, so
it could bloom with a rebellious history that cannot be
diminished.
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In this text, Dalal Al-Mughrabi is introduced as a leader and
fighter who grows up under the difficult conditions of a
Palestinian refugee camp in Lebanon. The Nakba is named as
the cause of this suffering, and the name of the commando
operative cell, Deir Yassin, evokes the events of the year 1948
once again. It is not the State of Israel whose territory is to be
infiltrated for the purposes of this attack; rather, the group

in its rubber dinghy is heading for ‘Palestine’; Al-Mughrabi
then sees, while in severe distress at sea, the lights of the
‘Palestinian coast’. The text is resplendent with primarily
national symbolism, often coming across as clichéd kitsch: the
rural coastal landscape that ‘welcomes’ the ‘heroes’ with a
‘smile’, the ‘bleeding homeland soil’, the bus headed for Haifa
that was forced by the fida’iyin to change its destination to
Jaffa. Particularly significant is the unrolling of the Palestinian
flag in the hijacked bus on territory which —in this reading — is
occupied by the enemy.

Another interesting aspect of this section is that the use of
deadly violence against civilians appears to be disapproved
of, since there is no mention of the part played in killing

the hostages by the fida’Tyin accompanying Al-Mughrabi.
Rather, the textbook states that Al-Mughrabi announced to
the (civilian) passengers her intention not to kill them but to
instrumentalise them as hostages for the purpose of freeing
Palestinian detainees from Israeli prisons. This depiction
lends her and her operatives a noble objective for their
actions. Their taking of the hostages is, further, presented as
justified by the motive of liberating the homeland from the
grip of Israeli occupation. The blame for the hostages’ deaths
is assigned exclusively to the ‘occupation forces’, who are
depicted here as attacking the bus with a special military unit,
indifferent to civilian losses. The textbook describes this as
an overkill operation (machine guns, bombs, aeroplanes and
tanks) and part of Israeli ‘scorched earth’ tactics, aiming here
‘to kill everyone inside the bus’, including the Israeli civilians
present. The exaggeration inherent in the text — similar to the
(correct) information that Ehud Barak, elite soldier and later
Israeli prime minister, was also involved — at this point serves
not only to portray the opponent as particularly ruthless and
merciless but also to highlight the actions of

Al-Mughrabi and her operatives as especially heroic in the
light of an overbearing military power. This act of violence and
its consequences are also lent a sense of balancing justice by
the final sentence of the passage: reference here to the (self-
given) name of the commando unit — Deir Yassin — implicitly
draws a connection with the village of the same name that
suffered a massacre by members of Jewish underground
organisations in April 1948: ‘Dalal restored to Deir Yassin
some of its rights’. Here again, Dalal Al-Mughrabi is poetically
glorified as a shahida.

The reading comprehension is followed by exercises that
primarily require the students to repeat what they have read:

il o s y

Y WY 8 Cooss VI

NN NP ;uwjzjw LS @
o :;/LJ\ V3 g3
: £ g R0 I3 L3653 201 0
ekt e e 8 el 05 G
B 8 pedall JUsS 322 218 -

§S0gkEn Lilie 1 iRl V5 52 08 35 @

Ao %5 255 o @

AR L L gediag V5 45 e S0P 255 @

A £ a3y SV I 5 s A 55 S L @
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First answer the following questions:

1. Fill in the blanks:

a) Dalal Al-Mughrabi was bornin

b) The group that was led by Dalal Al-Mughrabi is called

c) From the group, members drowned before
reaching the Palestinian coast.

d) The number of heroes in the fida’iyin group was

2. How old was Dalal Al-Mughrabi when she died as a
shahida?

3. Where did Dalal and her group end up?

4. Clarify the goal of Dalal and her group regarding this
operation.

5. What was the result of the confrontation that took
place between the occupation forces and the fida’iyin
group?




Repeating the text’s content causes the students to internalise
its ultimate message — that Dalal Al-Mughrabi sacrificed

her young life for noble goals: the liberation of Palestinian
detainees from Israeli prisons and fulfilment of the justified
claim to the stolen homeland. She fought and died as a
shahida on Palestinian soil, the message continues, and the
result of the confrontation with the ‘occupation forces’ was
that — due to the Israeli overkill tactics that elude all morality
and sense of humanity — many of the passengers on board the
bus lost their lives. Dalal Al-Mughrabi and her group are thus
—so the textbook implies — not to blame for the death of the
hostages; the true culprits were, it suggests, Ehud Barak and
his ‘Zionists’.

In Part Il of the history textbooks for year 11, a presentation
of six photographs is said to illustrate the Palestinian struggle
for their own nation since 1948. Using these photographs,
the students are required to identify the ‘stages of Palestinian
resistance’ and summarise their significance.
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Figure 106: History 11/11 (2019), p. 50

Activity (4/b): Look at the pictures, draw conclusions and

answer the questions:

- Describe what you see in the pictures.

- Work out the stages the Palestinian Resistance had to
go through from 1948 until it became a member of the
United Nations in 2012.

3.4 THE PORTRAYAL OF PALESTINIAN VIOLENCE AGAINST ISRAEL

The order of the photographs, presumably intended to

be examined from top-right to bottom-left, culminates in
membership of the United Nations in 2012; this refers to

the ‘non-member observer state’ status that Palestine has
held in the UN since November 2012, which is equated to
recognition of Palestine as a state under international law.
The photographs show three group situations and three
individuals. While the group situations cannot be attributed to
a clear point in history, they could refer to the first Arab-Israeli
War (War of Independence/Nakba — above right), armed
resistance against Israel as a military power (for instance
during the PLO’s presence in Jordan or Lebanon — above

left), and the First Intifada (1987-1993 — bottom right). The
portraits show Yasser Arafat (at the UN General Assembly in
1974) and Mahmud Abbas (also speaking at the UN in 2012),
and Dalal Al-Mughrabi in Fatah uniform with the Palestinian
flag montaged in behind her. It is interesting that the textbook
editors did not select the picture of her wearing army
equipment and a keffiyeh for this compilation (as featured in
the text discussed above from the Arabic textbook for year

5) but rather a photograph of her with her hair cut shortin a
feminine style and wearing make-up; only the uniform — which
seems to have been added using photographic technology —
identifies her as a ‘fighter’. She is thus associated more closely
with the other two figures presented here. Once again, this
collection of photographs lays bare how the violent phases

of ‘resistance’ are portrayed in history teaching as an integral
part of the Palestinian nation-building process, thus gaining
historical legitimacy. Similar to the episodes of armed conflict
(here: 1948, 1982) which are part of the national narratives
of many peoples as a confrontation between combatants and
as such play an important part in the upbringing of young
people, violence against civilians equally occupies a historical
space in the narrative of Palestinian nation-building.
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3.5 THE PORTRAYAL OF THE PEACE PROCESS

The current textbooks issued by the Palestinian Authority
contain only faint echoes of the short-lived rapprochement
and reconciliation process that became known as the Oslo
peace process. As noted in a recent review, Palestinian history
textbooks issued prior to 2014 not only contained a number of
references to the various stages and agreements of the peace
process but also dedicated an entire chapter to the subject.’*
In the entire body of textbooks examined for this Report,
however, the depiction of peaceful attempts to resolve the
conflict is limited to a few pages in Geography of Palestine and
its Modern and Contemporary History 10/Il from 2019.34

The six-page section titled ‘The peacebuilding process and

the establishment of the Palestinian National Authority’
(daudd)] &bl dalud) s Mudl dilas, ‘amaliat as-salam,

wa ta’sis as-sulta al-watania al-filistinia) is part of a larger
teaching unit on ‘Palestinian resistance and projects for peaceful
solutions’ (dieled! &gudd] @)lins dughuldll doslill, al-mugawama
al-filistinia wa masharr* at-taswia as-silmia).>** The first lesson
in this unit begins with Palestinian resistance in Lebanon in
the 1970s and mentions different kinds of armed and peaceful
resistance, including Yasser Arafat‘s well-known 1974 UN
General Assembly speech: ‘Today | have come bearing an

olive branch and a freedom-fighter’s gun. Do not let the olive
branch fall from my hand. War flares up in Palestine, and yet

it is in Palestine that peace will be born’. The unit progresses
chronologically and in the second lesson addresses the
Egypt—Israel peace treaty of 1978 and subsequent events as
well as Arab dissatisfaction at the time. Here, students are
invited to evaluate Anwar Sadat’s speech to the Israeli Knesset,
considering the peace treaty as ‘the new tendency in the
Arab-Zionist conflict’, or to inquire whether the Camp David
Accords acknowledge the rights of the Palestinian people. The
third lesson of the unit addresses armed Palestinian ‘resistance’
during and prior to the 1982 Lebanon war, including terrorist
operations. The fourth lesson is about the First Intifada in 1987,
described as highly significant in modern history and as an Arabic

term that found its way into the ‘international dictionaries of
politics’. The Intifada is said to have received ‘wide international
support from people around the globe, because it came from
an unarmed civil society that faced with its simple methods a
repressive policy supported by the most advanced methods and
military weapons’.3* The fifth lesson is dedicated to the peace
process, beginning with the Madrid Peace Conference of 1991
and culminating in the establishment of the Palestinian National
Authority and its legislative, executive and judiciary branches.

Throughout this entire chapter it is striking that Israel is
mentioned by name more frequently than in all other textbooks
and chapters studied, and in the context of peace negotiations
or attempts to mediate between the conflicting sides. In

most of these cases Israel is mentioned in quoted sources,

but sometimes also in authored texts and exercises. The
description of the attempt by USA Secretary of State William
Rogers (1913-2001) to arbitrate between the belligerent parties
following the Six-Day War, for instance, affirms that Rogers
‘suggested peace between Israel, Egypt and Jordan (the Rogers
Plan)’.3* It is interesting that, when the authored text moves
on to describe the subsequent belligerent events (Yom Kippur
War or Ramadan War), use of the term ‘Zionist occupation’ is
resumed. In the same section, however, the text also purports
(self-critically) that it was the PLO who rejected Rogers’ peace
plan, unlike Egypt and Jordan, and who was therefore to blame
for its failure. Similarly, the excerpt from the speech given

by Anwar al-Sadat to the Israeli parliament in 1977, in which
he demanded recognition for the rights of Palestinians, also
mentions Israel by name several times; indeed, the section
appears under the heading: ‘Sadat’s Speech to the Israeli
Knesset” (Al vyl CewsSUI, al-knesset al-isr@’ili). The Knesset

is mentioned again in the summary, which explains that it is
the ‘Israeli parliament’ ((Lsl Y1 oWsJl, al-barlaman al-isra’ili).
However, there is an inconsistency in this paragraph because
Israel is also denoted a ‘(Zionist) occupation state’ (=Yl dss
Uswall, dawlat al- ihtilal [as-suhydni]).>

342 Agassi, Arik, Asher Spekterman and Dina Tsamir: Palestinian Authority Curriculum 2019-20, Grades 8-10. IMPACT-se: August 2020, p. 5,
https://drive.google.com/file/d/1zDeyc4lswFU_7wmLt]_ksAXmaZIfOLVO/view, accessed 20 September 2020.
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Palestine’s Geography and its Modern and Contemporary History 10/11 (2019), p. 76-81.
Palestine’s Geography and its Modern and Contemporary History 10/11 (2019), p. 59-87.
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Geography of Palestine and its Modern and Contemporary History 10/11 (2019), p. 54: 53,¥ls pass Jul sl o ) Ol158) 3,295 ey Sdoubl LY dzyls 35 rlé [...]

Geography of Palestine and its Modern and Contemporary History 10/11 (2019), p. 65.



In the summarising paragraph of the fifth lesson of this
chapter the students read:

3.5 THE PORTRAYAL OF THE PEACE PROCESS

Israel is also mentioned by name in the exercises at the end of
the lesson, without recourse to terms of avoidance:
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Figure 107: Geography of Palestine and its Modern and Contemporary History
10/11 (2019), p. 78

I have learnt:

The Palestinian Liberation Organization (PLO) conducted
secret negotiations with the Israeli side in the Norwegian
capital, Oslo. These negotiations lasted for a year and

a half and led to the Declaration of Principles of (Oslo),
which was signed in the White House in Washington on
13 September 1993, in the presence of Yasser Arafat,
Yitzhak Rabin and the US President Bill Clinton.

The Declaration of Principles document defined ‘Gaza —
Jericho first” and stipulated that the Palestinians would
be allowed to establish a Palestinian Interim Self-
Government Authority in the West Bank and the Gaza
Strip, for a transitional period not exceeding five years,
leading to a permanent settlement based on UN Security
Council Resolutions 242 and 338, and after six months,
the second phase of the transitional period would begin.
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Figure 108: Geography of Palestine and its Modern and Contemporary History
10/11 (2019), p. 81

- What was the goal of the negotiations between
the Palestinians and Israel in their first phase
[of the negotiations]?
a) The founding of an independent Palestinian state.
b) The establishment of self-governance.
c) The withdrawal from the West Bank and Gaza.

- What were the results of the Accord signed in
Washington on 28 September 1995 between the
Palestinians and Israel?

a) The termination of settlements.

b) That Palestinians gain control over the West Bank and
the whole of Gaza.

c) The division of the West Bank into areas A, B and C.

The lesson also includes the Arabic versions of the well-known
letters of mutual recognition exchanged by Israeli Prime
Minister Yitzhak Rabin and Palestinian leader Yasser Arafat in
September 1993:34

348 The following passages provide a back translation of the letters from the Arabic text provided in the textbooks — which should explain any anomalies when

compared to the original English text. This can be viewed under the following link:

https://www.jewishvirtuallibrary.org/israel-palestinian-letters-of-mutual-recognition-september-1993, accessed 22 October 2020.
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Letters of mutual recognition between the Palestinian
Liberation Organisation and Israel:

Activity (2-a): Read and then we do the following [answer
the questions]:

Letter of recognition from the Palestinian Liberation
Organisation to Israel, dated 09/09/1993:

From President Yasser Arafat to Yitzhak Rabin, Israeli Prime
Minister:

The signing of the declaration of principles opens a new
era in the Middle East. With firm conviction, | confirm the
commitment of the Palestinian Liberation Organisation to
the following:

The PLO recognises the right of the State of Israel to live in
peace and security, and the organisation accepts the Council
of Security decisions no. 242 and no. 338.

The organisation commits itself to the peace process in
the Middle East and to a peaceful solution to the conflict

between the two sides. It also declares that all major issues relating
to permanent status will be resolved through negotiations [...] In
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Figure 109: Geography of Palestine and its Modern and
Contemporary History 10/11 (2019), p. 77

accordance with this the organisation condemns the use of terror and

other violent acts [...] and assures that the articles that deny Israel’s

The two letters show the students that there

right to exist are no longer valid. The Palestinian Liberation Organisation
pledges to submit the necessary amendments to the Palestinian Charter

to the Palestinian National Council for official approval.

PLO President, Yasser Arafat

was willingness on both sides to find a peaceful
solution to the conflict. It is the only testimony
to these efforts based on a comprehensive

source in the entire body of textbooks studied.

Israel’s recognition of the PLO, dated 09/09/1993

From Yitzhak Rabin to President Yasser Arafat:

It is, however, important to note that several
passages in the main body of the letter have

been omitted, which is indicated twice by the
inclusion of an ellipsis. The (back translated)

Mr. President, in response to your letter dated 09/09/1993, | would like
to assure you, in the light of the PLO commitments mentioned in your
letter, that the Israeli government has decided to recognise the PLO as

the representative of the Palestinian people, and that negotiations in the

context of the peace process in the Middle East will start with the PLO.
Israeli Prime Minister Yitzhak Rabin

- Compare the aforementioned commitments in the two letters of
recognition.

349 passages in italics are from the original English version.
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letters are cited again in the following, with the
missing passages included as they stand in the
original document, here in italics.3*



The organisation commits itself to the peace process

in the Middle East and to a peaceful solution to the
conflict between the two sides. It also declares that

all major issues relating to permanent status will be
resolved through negotiations... The Palestinian Liberation
Organisation [PLO] considers that the signing of the
Declaration of Principles constitutes a historic event,
inaugurating a new epoch of peaceful coexistence, free
from violence and all other acts which endanger peace
and stability. In accordance with this the organisation
condemns the use of terror and other violent acts... and
will assume responsibility over all Palestinian Liberation
Organisation [PLO] elements and personnel in order to
assure their compliance, prevent violations and discipline
violators. In view of the promise of a new era and the
signing of the Declaration of Principles and based on
Palestinian acceptance of Security Council Resolutions 242
and 338, and assures that the articles that deny Israel’s
right to exist and the provisions of the Covenant which
are inconsistent with the commitments of this letter are
now inoperative and are no longer valid. The Palestinian
Liberation Organisation [PLO] pledges to submit the
necessary amendments to the Palestinian Charter to the
Palestinian National Council for official approval.

The omission of the passage that speaks of beginning a new
era of peaceful coexistence free of violence reflects the
current situation between the two parties, which does not
provide a roadmap to non-violence and peace acceptable to
all sides involved. The second significant omission refers to
the undertaking by the PLO to require all its elements, armed
groups and their respective members to renounce violence.
Three key points stand out from the reproduction of the letter
from Arafat to Rabin:

Firstly the letter refers explicitly to the right of Israel to exist
in peace and security. This is a de facto recognition of the
State of Israel by the PLO, reproduced in a textbook which
generally otherwise — similarly to all other textbooks studied
here — uses the term ‘Zionist occupation’ when referring to
Israel. Naming Rabin and addressing him as prime minister is
also significant as all other protagonists on the other side only
generally appear as anonymous representatives of a collective
of ‘occupiers’.
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Secondly the text states that the PLO renounces the use of
terror and all violent acts. It is significant that this passage
includes the word ‘terror’ in black and white; a linguistic usage
that is otherwise avoided in the textbooks when describing
acts of violence by Palestinians. This renunciation of terror is
not necessarily contradictory to the otherwise downplayed

or even glorified depictions of terrorist violence; rather, it
supports the classification of terror as a historical phase of the
Palestinian ‘resistance’ up until 1993, at least in the official
view of the Palestinian Authority.

The third significant point is that the textbook reproduces
(parts of) the passage that declares invalid the controversial
article in the Palestinian National Charter questioning Israel’s
right to exist. When viewed together these points are not
inconsequential.

The inclusion of the unabridged letter from Rabin is also
important. Even if this letter only essentially acknowledges
the PLO as the legitimate representative of the Palestinian
people, it appears here as a document from the opposing side
that records willingness to engage in peaceful negotiation
with their former enemy. This contrasts with the otherwise
dominant approach of the textbooks to refer only to the
opposition’s use of violence. The exercise instructing students
to ‘Compare the aforementioned commitments in the two
letters of recognition’ does contextualise this aspect but
without diluting the message of the two letters. On the
whole, the fact that this textbook prints the letters of mutual
recognition should be highlighted as significant, even if it fails
to seize the opportunity to provide an exercise fostering a
stronger commitment to peacebuilding here.

The narrative of the chapter is primarily concerned with
depicting the establishment of the Palestinian Authority,
which did not necessarily require the inclusion of the two
source texts; simply mentioning the negotiations between the
two sides would have been sufficient for the narrative. The
source texts constitute a reminder of the disappointments
associated with the foundering of the peace process associated
with the cipher ‘Oslo’, but are also a sign of hope that such

an agreement might still be possible in future — even if such
sentiments are not explicitly expressed here. Whether the
students are able to recognise this hope or whether it might
be explained to them by dedicated teachers is another matter.
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3.6 CONCLUSION

This chapter of the Report examines portrayals that refer
directly to the Israeli-Palestinian conflict, focusing particularly
on the linguistic, symbolic and didactic techniques employed
by the textbooks. The chapter analyses the terminological
practices employed and symbolic and cartographic
representations. It also looks at portrayals of the Jewish or
Israeli protagonists in the context of Israeli violence towards
Palestinians on the one hand, and at the depiction of
Palestinian violence and also of the peace process on the other.

Concerning the use of terms designating the adversary,

as stated earlier in this Report, the term ‘Israel’ is used
comparatively seldom while the term ‘(Zionist) occupation’ is
prevalent. This is almost consistent throughout the textbooks.
Firstly, the term ‘Zionist occupation’ can be interpreted as
referring to the effects of Israel’s occupation policy in the
occupied territories when emphasis is placed on occupation
practices. Secondly, it can be understood as a device through
which to avoid naming the adversary or ‘other’ by name and
to even question the legitimacy of the State of Israel and its
political existence as an international legal entity. A history
textbook for year 10, however, provides a source documenting
the recognition of Israel by the PLO. While the term ‘Jews’,
which occurs far more seldom and primarily in religious
education books, is connotated positively in passages pointing
to the common roots of the three monotheistic religions,
examples of a pejorative use of the term reminiscent of anti-
Semitic prejudice were also identified in the analysis.

The religiously informed terms jihdd’ and ‘shahid’ are
politically charged, and their use in textbooks reflects the
diversity of meanings that these terms embody in Islamic

and —to a certain extent, oriental Christian theology. The
Arabic word ‘jihad’ is, for example, introduced in Christian and
Islamic religious education textbooks as signifying spiritual
struggle and self-reform, but also engaging in combat. Here,
textbooks explain the rules and conditions of jihad as well

as regulations which forbid bloodshed and the killing of
innocents and demand good treatment of prisoners.

Especially when taken up in other subjects than religious
education, the latter meaning dominates. Rarely is the term

connected to the current conflict; when it is, however, it
carries escalatory potential. The term ‘shahid’, however,

is nearly exclusively connected to the conflict context and
applied to two different groups: to individuals killed while
committing violent attacks against Israel and also to victims of
Israeli violence who were themselves not actively involved.
Maps presented in Palestinian textbooks express the conflict
in a highly symbolic way. The cartographic representations
of an imagined All-Palestine, either as a political entity or an
imagined homeland do not provide a spatial representation
of the presence of the State of Israel or cities founded by
Jewish immigrants. The State of Israel and cities like Tel-Aviv
are not mentioned in the maps. Sites or cities located in
Israel with large Arab populations, such as Akko or Haifa,
are incorporated into the imagined All-Palestine, as are
landscape formations that lie within Israeli state territory.

A few maps show the borders of the West Bank and the
settlements within it and thus visualise the disconnected
territorial space administered by the Palestinian Authority.
The geographic outline of All-Palestine belongs as much to
the celebrated symbolic inventory of Palestinian identity as
the keys to the doors of the houses that the Palestinians had
to leave in 1948 and 1967. Texts as well as illustrations in
the textbooks for nearly all subjects contain imagery of keys
and/or maps symbolising the right of return for Palestinian
refugees.

When Jews do appear in the textbooks, identified explicitly
as such, they primarily do so as a collective. Christian
education textbooks acknowledge Jews as representatives of
a further monotheistic faith alongside Islam and Christianity,
and refrain from reproducing prejudices from the New
Testament. An Islamic education textbook expresses
appreciation for the loyalty of the Jewish tribes of Medina

at the time of Muhammad, while then focusing on the

one tribe who ultimately betrayed the Prophet. When

Jews appear as individuals in a section on early Islam in
Islamic Education 5/I1, published in 2017 and 2019, they

are featured negatively with didactic reinforcement. This
section displays anti-Semitic motives and links characteristics
and actions attributed to Jews at the dawn of Islam to the
current Israeli-Palestinian conflict.



Representations of the contemporary Israeli adversary are
generally — with very few examples — connected to depictions
of structural or physical violence. The analysis reveals significant
differences in the quality and quantity of the portrayals of
violence across the school subjects; however, the different
subjects also conceptualise and contextualise the experience
and the use of violence in profoundly different ways.

In general, portrayals of violence perpetrated by the Israeli
side present the latter as a homogenous entity referred to as
the ‘(Zionist) occupation’ or using similar epithets. On the rare
occasions in which individual Israelis do occur in the books,
they are de-individualised as violent representatives of a
negatively connotated collective, such as soldiers or settlers.
Voices criticising Israeli violence from within the internal
Israeli discourse remain silent in these textbooks (which
corresponds with the criterium of homogenisation).

The textbooks for Arabic language are strikingly saturated
with depictions of the conflict, past and present, often using
literary stylistic techniques to portray violence suffered

or committed by Palestinians. Arab language textbooks
present pieces of original literature (such as poems or short
stories) together with authored texts designed to evoke
identification. In comparison to those of other subjects,
textbooks for Arabic language contain emotionally laden
depictions of Israeli violence that tend to dehumanise the
Israeli adversary; occasionally with accusations of malice or
deception. Concerning violent acts by the Palestinian side
against Israel, the textbooks for Arabic Language contain
depictions of violence as a heroic struggle. These textbooks
contain literary texts portraying acts of violence committed
by the Palestinian side neither unambiguously denouncing
nor approving them.

Textbooks for history, geography and social studies take a
conceptual and analytical approach to the relevant facts,
consistently embedding them within the narrative of national
resistance against Israeli occupation. The portrayal of violence
towards Palestinians is primarily descriptive and context-
specific, whether in regard to physical, military violence
towards Palestinians or whether in depictions of structural

3.6 CONCLUSION

or spatial violence (settlements, checkpoints, barriers). The
opponent is described as aggressive and hostile (aggression).
The language, however, is for the most part objective in tone
and avoids inflammatory expressions. While exercises in
lower grades can bring about a didactic escalation by asking
students to repeat the messages they find in the texts or
images, exercises in the textbooks for years 10 to 12 ask
open-ended questions and working tasks call for reflection on
different forms of resistance.

History and (some) social studies textbooks present violence
perpetrated by Palestinians as a legitimate means of
resistance in certain periods of Palestinian history: violent
methods have occupied a prominent place on the long path
to national sovereignty and liberation from the yoke of
occupation. The textbooks primarily refer to the First Intifada
when presenting acts of violence committed by Palestinians
against the Israeli occupation, justifying these acts as means
of ‘resistance’. Violence against civilians is presented as a
historical phase in the Palestinian struggle; its depiction
avoids going into detail and does not explicitly denounce

it, with the exception of History 10, which quotes from the
letters exchanged by Arafat and Rabin. As a type of ‘military
operation’, violence against civilians is also presented as part
of the narrative of resistance. Besides the violent, armed and
bloody forms of ‘revolutionary’ resistance declared to be
‘military strategy’, the textbooks for social studies, geography
and history over four consecutive school years repeatedly call
for reflection on peaceful and violent forms of protests.

The Israeli-Palestinian peace process is discussed in a history
textbook for year 10 and quotes the letters of mutual
recognition between Israel and the PLO from September 1993.
This textbook section confirms the recognition of Israel and
the renunciation of violence and terrorism by the PLO. The
recognition of Israel’s right to exist documented in the letters
by Yasser Arafat and Ytzhak Rabin stands in opposition to the
questioning of the legitimacy of the State of Israel in other
textbooks and passages. While earlier textbook editions did
mention initiatives of the peace process subsequent to the
Oslo Accords, these are no longer present in the textbooks
analysed for this Report.
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4  REAL-LIFE CONNECTIONS IN TEXTBOOKS

The following chapter analyses real-life connections
(hereafter: RLC) in Palestinian textbooks for the natural
sciences and mathematics, and a short excursus at the

end of the chapter will show that RLC with relevance to

this Report’s research questions are found in grammatical
exercises in textbooks for Arabic as well. The quantitative
analysis was conducted on the basis of all everyday-life
examples in Palestinian textbooks for the natural sciences
and mathematics, having defined categories of RLC. This
chapter begins with a general explanation of the elements,
characteristics and functions of RLC, and a subsection will
examine the function of RLC within the context of Palestinian
nation-building with a focus on RLC that relate to the conflict.
Three cases of typical RLC that refer to the experiences of
children or adolescents are analysed in depth, unveiling,
alongside the non-escalatory RLC which are restricted to

a mere description of a conflict situation, a number of
escalatory RLC containing didactical or linguistic elements that
emphasise the negative characteristics of the ‘perpetrators’.

Textbooks for mathematics, life sciences, chemistry and
physics are not usually characterised by an overarching
structure for the imparting of historical or political meaning
and social values. These textbooks contain, however, sporadic
fragments of a narrative that does reflect the dominant
discourse of the given society and which may also be used
to transport messages not derived from the content of those
disciplines. They neither convey the syllabus content per se,
nor do they fulfil the learning objectives directly; rather,
they serve the pedagogic aim of establishing a connection

to the lifeworlds of students, thus indirectly demonstrating
the relevance of the material to be taught. Textbooks for the
natural sciences and mathematics thus demand a different
methodological approach.

As outlined above, the focus of the methodological approach
is on experience-related content. In textbooks, this is content
that refers to aspects of everyday life in order to link the
sciences and mathematics to the familiar surroundings

of students. Using relevant examples in school textbooks
promotes ‘double-purpose learning’.3>°

Mathematics textbooks explain and train the abstract science
of numbers, quantities, shapes and patterns, not only as
academic concepts in imaginary contexts, but often with the
assistance of real-world items or by incorporating storytelling.
The life sciences textbooks — which are generally about

living beings and thus teach not only abstract knowledge —
connect new, complex scientific matter to knowledge the
students already possess, thus establishing a more relatable
understanding. Chemistry and physics textbooks for secondary
education also employ RLC, albeit, as the quantitative review
of Palestinian textbooks revealed, to a significantly lesser
degree.

This Report refers to RLC in textbooks for mathematics,
physics, chemistry or life sciences, whenever elements

of everyday life are used in an authored text, quotation,
illustration, exercise or title, giving students a relatable
understanding of the scientific content. Practical exercises
in particular often contain RLC, as they frequently refer

to elements of everyday life and equipment from school,
laboratories, the environment or from the students’ homes.

350 UNESCO/Mahatma Gandhi Institute of Education for Peace and Sustainable Development: Textbooks for Sustainable Development, p. 19-22.
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4.1 CHARACTERISTICS OF REAL-LIFE CONNECTIONS

CHARACTERISTICS OF REAL-LIFE CONNECTIONS

4.1.1 REAL-LIFE CONNECTIONS ACCORDING
TO PREFACES AND TEACHER GUIDES

The textbook prefaces generally state their educational targets
and didactic methods. Life sciences textbooks, for instance,
aspire to ‘link knowledge with the student’s reality on the one
hand, and with sports, arts, drama, painting and life skills on
the other’.3*! In the preface to the mathematics textbooks, the
authors introduce their scientific content in a ‘modern format’
as a part of ‘a curriculum based on linking learning with real-
life contexts (d&5l> OB, Siyaqat haiydtia) in an appealing and
pleasing way’.3>2 The explicit goal is ‘to develop an interactively
participating student’. Another emphasised purpose of real-
life connections in the prefaces of mathematic textbooks

for years 5 to 10 is to solve real-life problems: ‘The process

of learning and teaching is the backbone of equipping the
student with knowledge, concepts and skills, and integrating
these into proper contexts that solve real-life problems. This
can only be achieved by inspiring and thought-provoking
activities that make the Palestinian environment present
among its social and economic aspects, among others.”>>

351
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The teacher guides for mathematics and life sciences
textbooks emphasise RLC in the lesson targets and offer

the teacher ideas on how to didactically integrate the real-

life experiences of the students into the teaching matter.

The Palestinian poet Mahmoud Darwish, for instance, is

thus incorporated, according to a teacher guide, into a
mathematics exercise. The guide also provides ideas regarding
how to introduce the exercise, for example with a video or a
picture of the famous poet followed by questions about him
that are not necessarily linked with algebraic problems.®**

The prefaces of the life sciences textbooks analysed from years 3 to 9, [p. IV]: galls ©leol Jbs dae oo Il Bl 28y d8,2hl Jayjy [OUSY) diawls] lgslazal s 3odle
The prefaces of the mathematics textbooks analysed from years 5 to 10, [p. IV]: el=dl Jayy & Vol dhais¥l e bl zlarhl ot [] g ras G alstl) gorombl @oads on
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4.1.2 ELEMENTS AND PROTAGONISTS
IN REAL-LIFE CONNECTIONS

Mathematics exercises on rational numbers that have RLC
include, for instance, an illustration of the Great Pyramid

of Giza®*® or a Rubik’s cube.**® Another task presents an
everyday-life scenario involving a girl called Lama who wishes
to read a novel in three days, reads one third of it on the

first day and one fifth on the second day; the task requires
calculating the percentage of the novel Lama read in the

first two days.*’ In the same lesson on rational numbers, an
exercise asks students to compare in miles the distance run by
the imaginary Khalid and Said in a marathon for athletes with
disabilities.>*®

Another lesson on rational numbers shows how RLC in
Palestinian school textbooks are fostered not only via
universal topics, but also via culture-specific themes or current
and local issues. The Chukar partridge, a Eurasian upland
game bird with its natural habitat in Palestinian regions, is
introduced with an illustration of nine eggs and a very brief
introduction to its habitat as well as information regarding
how it protects its eggs. The task is to calculate the mass of all
eggs on the basis of the given mass of one egg.>*°

Mathematics and life sciences textbooks refer in their
exercises not only to real-life objects and places but also
to relatable individuals or institutions, referred to in this
Report as ‘protagonists’. The majority of the protagonists
are fictional students or individuals with a name or a
profession performing everyday roles (such as a student
doing sport, reading, donating, solving maths problems

in different ways, buying sweets, etc.). Many protagonists
appear in an economic role as well (e.g. fishermen in Gaza,
farmers, engineers fixing a stadium, meteorologists, etc.).

355 Mathematics 8/1 (2019
356 Mathematics 8/1 (2019

357 Mathematics 8/1 (2019
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Some protagonists are political (individuals going to the

polls, protesting peacefully against the separation barrier, or
drawing the flag of Palestine on Prisoners’ Day), or cultural,
the latter mostly appearing collectively (a feminist group doing
embroidery work, the soap industry in Nablus, a scout group,
football fans, Arab and Muslim scientists).

In comparison to fictional characters, real-life individuals
feature less frequently in the textbooks. Some appear

as a necessary didactical aspect, such as philosophers or
scientists, and some provide the textbook authors with ways
to demonstrate a more authentic reality. Hiba al-Shurafa
appears in the lesson on chromosomes as a success story of

a Palestinian teacher with Down syndrome.>® Yasser Arafat
appears beside the Dome of the Rock in an illustration of a
neon street billboard in a exercise following the lesson on the
chemical elements.?* In addition to individuals, institutions
and organisations also occur as protagonists such as
governmental bodies (Palestinian government, public officials,
Palestine Monetary Authority, Palestinian Central Bureau of
Statistics, Palestinian ministries), and international institutions
(FIFA, UNRWA, UN, WHO).

For the subject of mathematics, textbooks published in 2019
place greater emphasis on human rights as compared to
former versions. The 14 references to real life in the 2017/2018
versions were extended with introductions pointing to the
relevance of the problem discussed for human rights. This,
together with the framing of this content within a larger global
context, indicates awareness on the part of the textbook
editors of human rights issues and the political nature of

the RLC.
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Mathematics 8/1 (2019), p. 18: I &Lkl gs 83L5 W lgshd ) &Lkl Lo busly dobu § o 0/€ dumw ghid Lok oS Y135 ) busly dolu § s 2hd dolsdl Slalaodl god) Gl §

Mathematics 8/1(2019), p. 20: & dwlye e poiis cpaed! Y gy L 3e8)l &bl GbULI § azlsng Olymilly OLasYL Slazll sl Ghy bl § GLad) dedl S sy

Science and Life 8/1 (2019), p. 28-29: § lyelgw tdewlall dlopal) dalsa alug e Cilas ls dopdlis dlas &36 diyde o deiabnld 818 1l do duidauld plos dads Oslo dojdlie



4.2. REAL-LIFE CONNECTIONS IN THE CONTEXT OF PALESTINIAN NATIONBUILDING

4.2 REAL-LIFE CONNECTIONS IN THE CONTEXT
OF PALESTINIAN NATIONBUILDING

4.2.1 CONFLICT AND NON-CONFLICT RELATED REAL-LIFE

CONNECTIONS

Originating within a conflict situation, Palestinian textbooks
also present real-life connections that address the Israeli-
Palestinian conflict, its protagonists and its consequences. In a
lesson on rational numbers, for instance, an exercise requires
students to compare the number of Palestinian refugees

in Arab countries and ‘in the state of Palestine’. This task is
illustrated by a picture of people fleeing and a brief sentence
about nationality as a human right.3¢?

Based on a frequency analysis, the following chart shows the
proportion of RLC with reference to diverse (or universal)
topics, culture-specific Palestinian topics and RLC that relate
to the ongoing Israeli-Palestinian conflict.

Real-life connections in textbooks for the natural
sciences

___ culture-specific
18%

"~ conflict-related

diverse topics _ 5%

77%

M culture-specific M conflictrelated uidiverse topics

Figure 110: Real-life connections in textbooks for natural sciences and
mathematics

In 28 textbooks for mathematics, life sciences, chemistry and
physics included in the analysis, 2,343 RLC were identified. Of
these, 415 refer to a specific Palestinian everyday-life situation
or address current and local issues with a culture-specific
theme, without, however, forming a connection to the Israeli-
Palestinian conflict. Nevertheless, the latter is referred to by
127 of the RLC, and in various ways.

The frequency analysis shows that the large majority of the
cases reference universal everyday life with no connection to
the region or the Israeli-Palestinian conflict (77%).

%82 Mathematics 8/1 (2019), p. 12: Uss & a1V US Gu &0 O 5 gl @5 syl Joall & ooy opidbnadldll o 7€ oo Gumy ootz (o 0l pie 3,30 Ll B5andl e
ol Jsl & gt ol ophradd Ugd § onpthrad )] oM dud ST logol ol . opishanddd iz¥ 3 (plandd
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4.2.2 CULTURE-SPECIFIC REAL-LIFE CONNECTIONS WITHOUT
REFERENCE TO THE CONFLICT

‘_f:q — —v While the majority of the RLC identified in the mathematics

and life sciences textbooks do not explicitly describe or
ww‘ st‘ refer to the cultural, national or regional everyday life

of Palestinians, 18 per cent of the 2,343 RLC represent a
cultural, national or regional theme without addressing the

ongoing Israeli-Palestinian conflict (e.g. a Palestinian flag in an
illustration, olive trees and olive oil production, a Palestinian

board game, folk dances, traditional dishes, and traditional
clothes with embroidery work). The manifestations of
mechanical energy are explained by the traditional Palestinian
Dabke dance (duadrudd)) du=id) 3o, ad-dabka ash-sha'biya
al-filistinia), for instance. An illustration shows a group of
Palestinian women performing the dance in front of the
famous Hisham palace in Jericho:3%

1536y ik O Unit 2: Mechanical Energy
5 AN ) 6585 5 Lo o oy e e Bon AS [Picture]
Look [at the picture] and discuss:
To perform the Palestinian folk dance Dabke, in order to
L‘ i 4 stomp the ground with your foot you have to lift it up first.

Figure 111: Science and Life 8/1 (2019), p. 44

4.2.3 CONFLICT-RELATED REAL-LIFE CONNECTIONS

As discussed above, five per cent or 127 of the 2,343 RLC is based on the terms, illustrations or maps identified in the
identified in textbooks for mathematics, life sciences, analysed textbooks. The many ways in which the ongoing
chemistry and physics refer explicitly or implicitly to the conflict is referred to in the textbooks require categorisation

Israeli-Palestinian conflict. Defining an RLC as ‘conflict-related’ and further explanation.

363 Another example in a Mathematics textbook relates to the production of the traditional Palestinian dessert kndfeh nabilsiyeh (i..Ll) 4LsJN), with the exercise
asking the students to calculate the amount of cheese a mother has to use in order to produce the dish for her family and neighbours: Mathematics 1/l

(2019), p. 36.
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One set of cases from the authored texts and exercises with
regard to the students’ lifeworlds includes references to the
everyday lives of children under the conditions of occupation.
The portrayals of events clearly have the objective of referring
to that which is familiar, of building on the students’ own
direct experience or evoking the echo of an occurrence that
the students would recognise from their everyday lives, from
news broadcasts or from social networks. Regardless of where
the reference to such personal experiences has originated,
these examples are always relevant for the everyday; they
generalise individual or collective experiences and memories
in a lifeworld permeated with conflict. Given the ubiquitous
nature of the occupation and the conflict in Palestinian
everyday life and collective memory, it is notable that the
share of conflict-related RLC is small in comparison to the
lifeworld references that do not relate to the conflict.

It is, of course, valid to question whether it is truly necessary
to use an everyday reference that involves violence, for
instance, or threatens escalation in its portrayal of the
opponent, in order to illustrate a specific law of physics or

a chemical reaction. Presumably examples from peaceful
daily life could equally have been incorporated, as indeed

is the case in 95 per cent of RLC. The necessity to also
include conflict-related RLC for illustrative purposes arises
from the inner logic of the learning objectives framework
described in the textbook prefaces and the teacher guides.
If, as described above, ‘the Palestinian environment’ with its
‘social and economic aspects’ is to be taught to the students
as a secondary learning objective via the contents of a
mathematics textbook, then the conflict-related aspects are
to the same extent facets of Palestinian daily life.

The teacher guides for the life sciences textbooks list the
learning objectives of every teaching unit and provide the
answers for the exercises. The learning objectives of each
unit that are not related to the subject-specific content of the
teaching unit, but rather to a real-life experience are mostly
highlighted in another colour (for instance in red as shown
below):
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Figure 112: The teaching targets of the lesson ‘The Structure of the Atom’,
in: Science and Life Teacher Guide 8 (2018), p. 54.

Teaching targets in black:
‘That the students can
write down the electron
configuration of an
element;

That the students can
write down the group of
an element according to
its electron configuration;

That the students can

use the periodic table to
find out the number of an
element group.’

Teaching targets in red:
‘That the students

can name some of the
places where there are
Palestinian refugees;

That the students can
name some examples
of Palestinian refugee
camps;

That the students can
describe the living
conditions of refugees in
refugee camps.’

Categorising the conflict-related RLC facilitates analysis and
assessment. The process is begun by identifying the particular
topoi that will form the thematic subcategories. Some RLC
refer to the territorial claim when emphasising Jerusalem as
the capital of Palestine®®* or when an Israeli city is referred
to as Palestinian, thus invoking the conflict from a national,
geopolitical perspective. Further, some maps identified

are part of the narrative of identities and territories (as
demonstrated in Chapter 3). Otherwise, Jerusalem appears
in the textbooks as a theme in its own right, mostly without
explicit reference to the Israeli-Palestinian conflict.

364 science and Life 9/1 (2019), p. 53. For instance, an introductory page of a teaching unit entitled ‘Electricity in our Lives’ shows a photograph of Jerusalem in the

evening. The illustration is followed by a question about how the ‘city of Jerusalem, the capital of Palestine’ is lit and how electricity reaches the whole city:
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Some exercises or authored texts bring up historical events
and their consequences, such as the Nakba or the situation

of the Palestinian refugees and the quest for their return. An
example is a RLC in a lesson on probability, referring to the year
1948 as a turning point in the life of Palestinians. A symbolic
map of Palestine within the borders of the British Mandate,
an old house key as a symbol of the ‘return’, and the word
‘return’ itself in Arabic and English all accentuate the Palestinian
narrative that focuses on the historical moment of the Nakba
as a perpetuated catastrophe.?®* In another textbook, an
introductory story titled ‘My Relatives in Refugee Camps’,
which references the names of family members, their current
residence in refugee camps and their relationships to each
other presented in a table is used to give an understanding of

the classification of chemical elements in the periodic table.3

Palestinian prisoners appear in the mathematics and life
sciences textbooks in the context of RLC. In the teaching unit
on probability, for instance, an exercise requires the students
to calculate the probability that, if a day in April were chosen
randomly, the chosen day would be the 17 April, the ‘Day of
the Palestinian Prisoner [...] in the prisons of the occupation’.3®’

Although the textbooks contain many references to ‘fictional’
schools and facilities, real-life schools dedicated to national
figures linked to the Israeli-Palestinian conflict are also inclu-
ded. One case is a school called ash-Shahida Riham Dawabsha
(Laalgs plasy 3a,42)1) 2% and another is named after ash-shahid
Abu Jihad (slyz sl u04.21).3° The mere existence of these
schools in RLC implicitly addresses the conflict in an authentic
manner. Another example, referring to a special case of
martyrdom, merges with the above-mentioned geopolitical
perspective in the context of Land Day ( ,2,Yl ¢s:, yawm al-Ard).

365

(] ! i) BsS B3 real Lol . oleally cesenll] Olosins § Lomd o859 cipadld

3% Life Sciences 8/1(2019), p. 65: .5zl Olase & )61

-

The exercise is to calculate the probability of students
suggesting certain activities to preserve the memory of the

six portrayed shuhada’ (slugs) of Land Day. The authored

text refers to the historical event of the 30 March 1976 and
the deaths of six Palestinian-Israeli citizens while ‘defending
the land which the occupation tried to expropriate’.3”° The
following exercises suggest commemorating the shuhada’ of
Land Day by organising a sports competition or in the school
morning assembly. The text neither mentions that the persons
killed were Palestinian-Israeli citizens nor that the events
commemorated took place in Israel. It is highly problematic
that the use of the term ‘occupation’ here denotes Israel as an
occupying power within its own state borders.?”*

As shown above, a large quantity of non-conflict-related
examples engage with a national-cultural theme. The Israeli-
Palestinian conflict, however, also appears as part of this
cultural collective memory. For instance, an exhibition of
Palestinian products is named ‘Lest we Forget’ (w3 Y §, kai
Ia nansa@)®? and in another exercise an illustration of an olive
tree — as part of an algebraic problem using the example of
olive oil production — is captioned with a quotation from a
poem by Mahmad Darwish: ‘if the olives remembered who
planted them, the oil would turn into tears’373

The archetypal RLC in textbooks are those that refer to the
experiences of children themselves. In Palestinian textbooks
these references to students and individualised fictional
characters often occur within a storytelling framework. The
majority of the references identified portray an everyday
occurrence, for instance in school or with family. Some
references, however, portray individuals, including children,
as victims of the ongoing conflict.

Mathematics 7/11 (2019), p. 97. The exercise is about finding the probability space: culioly dSul 4d Cdas sl el 525 (irudd)) L Sl & Blade Gle A€aY plall Jig

Here, the content of the RLC corresponds with the teaching targets given in the Life Sciences Teacher Guide 8 (2018), p. 54.

367

368 science and Life 9/1 (2019), p. 115.

369 Mathematics 9/11 (2019), p. 13.
370

371 see Chapter 3.

372 Mathematics 8/11 (2019), p. 63.
373 Mathematics 8/1 (2019), p. 39: &ss Cu3ll slal duyle gsu3)l Sy of
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In the following, two categories of RLC will be presented that
address the didactic and semantic intensity of the conflict-
related portrayals in line with the distinction between
escalatory and non-escalatory characteristics as outlined in
the introduction (see 1.3.1). Both categories — escalatory
and non-escalatory RLC — will be explained using everyday
scenarios specifically relevant to children, followed by an
analysis. This categorisation also raises the question as

to whether — and if so, how — the references might have
an escalatory effect and whether their function is merely
representational or rather pursues a call to action.

Irrespective of their escalatory potential, the RLC of both
categories are twofold in character: they reflect everyday

life experience (see above), and, at the same time, they
convey a message that extends beyond the mere necessity
to illustrate the scientific material. This message refers to the
conflict, its consequences and its actors; by explicitly naming
these interrelationships, the contours of the ‘opponent’
come into clearer focus and the students’ awareness is
aligned to the concept of nation-building in a state of
resistance to an alleged or actual enemy. In their message,
these RLC correspond to the (secondary) learning objectives
outlined above, although with their escalatory elements
their impact exceeds these aims. Rather, escalatory elements
intensify the message; they are emotional triggers for anger
and rage, and yet for the actual message that the textbooks
are tasked with conveying they are expendable.

To illustrate the first category, escalatory depictions, the
Report draws on an example from a science and life textbook
for year 7 students. The function of the adrenal glands in the
production and distribution of adrenaline, the ‘fight or flight’
hormone, is explained using an anatomical diagram with

an accompanying text that contains exercises. An emotion
familiar to every child, fear, is used to illustrate the effect of
this biological relationship.
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Figure 113: Science and Life 7/11 (2019) p. 66

The Adrenal Glands and Fear
A group of Palestinian children experienced an hour of
horror in the woods near Jibiya village in Ramallah after
heavily armed Israeli occupying forces broke into a scout
camp. The soldiers besieged the camp and shot sound
bombs and tear gas on the tents where the children were
sleeping. The children were struck with terror and fear.
Answer the following questions:
- What incident triggered the children’s panic and fear?
- Which organs of the human body work together to
confront this situation? Explain.
- Which endocrine gland was influenced by the brain to
confront the situation?
- What is the name of the hormone released by this
gland?
- What is the effect of this hormone on the heart, on
breathing and on the pancreas? [...]
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The text explaining the function of the adrenal glands and
the effects of adrenalin is preceded by a passage depicting

a terrifying situation experienced by a group of children.

The text highlights the lack of normality for children and
young people in the Israeli-Palestinian conflict in a seemingly
‘normal’ free time activity, such as a scout camp taking place
in woods near Ramallah. The text notes that the children
were sleeping, which indicates that the incident took place
at night. However, the sounds that scare the children are not
those of a wild animal moving around at night such as might
be the case in a ‘normal’ situation. Those responsible are
named as the ‘forces of the Israeli occupation’ (UMY &lss
s, quwwat al-ihtilal al-isra’ilT), who raid the camp and
set off tear gas and shock grenades. The example does not
stop at simply naming the perpetrators of the violent act.
The Israeli soldiers appear as devious, cowardly and cruel.
They ambush a scout camp at night, full of unsuspecting,
sleeping children, and attack their tents using weapons
which, while they do not kill, can cause serious injuries
especially in children (although this is not mentioned here).
‘An hour of horror’ (_s, dsls, sa‘at ru'b), ‘terror and fear’ (zls
Ggss, hala“ wa khauf) — the terms used underline the extent
of the distress evoked in the children by the soldiers. As no
reasons are given as to why the Israeli army happened to be
in this location during the night, the impression arises that
they were aware the camp was a (Palestinian) scout camp
and their aim was to terrorise sleeping Palestinian children
and to cause a state of panic and fear. In addition to this
linguistic escalation, the ‘message’ is further emphasised by
the use of a didactic instrument: one of the five exercises
requires the students to name the ‘incident’ that caused the
children to feel ‘panic and fear’. The exercise section moves
sharply between the requirement to provide a scientific
explanation of a physiological process — the triggering of fear
and the production of adrenaline are often preceded by a
situation perceived to be dangerous or threatening — and the
reinforcement of the negative image of the adversary already
provided by the text. Through the written or oral reiteration

of the events described, the horror and terror are repeatedly
evoked and with them the underhandedness and brutality
of the protagonists. Although the everyday lives of children
living under the conditions of conflict and occupation have
the potential to produce many confrontational, frightening
and violent situations, the selected example can be
characterised as highly escalatory due to its linguistic and
didactic structure. The escalation takes place particularly on
a linguistic and conceptual level; the depiction arouses anger
and rage. This example does not, however, contain a call for
action.’”*

The following example is less escalatory than the RLC
mentioned above, but not entirely free of escalatory potential
as a result of the didactic technique of repetition employed

in the exercise section. In a science and life textbook for year
8 students the physical properties of gases are explained
through a situation with which presumably every Palestinian
child or young person will be familiar:
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Figure 114: Science and Life 8/1 (2019), p. 15

374 Further escalatory examples identified portraying Israeli violence: an exercise following a lesson on the human lymphatic system asks about the dangers

facing a boy called Rami who has been beaten on his left side by an Israeli soldier. See Science and Life 9/1 (2019), p. 48: Js Gill gtz oo &) aly 2y

TS bl Lo ol dil>
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4.2. REAL-LIFE CONNECTIONS IN THE CONTEXT OF PALESTINIAN NATIONBUILDING

Activity (4) Diffusion

The students of the Bil‘in secondary school in Ramallah

and al-Bireh Governorate have been affected by the tear

gas used by the Zionist occupying army during a peaceful

demonstration in the village. The demonstration was

against the annexation and expansion wall that engulfed

most of the agricultural lands in the village and in

neighbouring villages.

1) The smell of the tear gas fired by the occupying army
can be identified from a distance. Explain this.

2) Give examples of other substances spread by diffusion?

3) What is the effect of this gas on people’s health and on
the environment?

4) What are the safety procedures to be followed when
exposed to tear gas attacks by the occupying army?

[...]

The text describes a violent confrontation between the Israeli
military and Palestinian demonstrators at which tear gas
grenades were employed. The effects of the tear gas are felt
by children at a neighbouring school. Providing precise details
of the village and including the name of the school creates

a concrete everyday context. The reason for the protests is
given as the ‘annexation and expansion wall’ constructed on
land belonging to the villagers. This text therefore addresses
two grievances that accompany the Israeli-Palestinian
conflict: the separation barrier and the use of violence
against Palestinian demonstrators. The perpetrators of the
violence are named ‘soldiers of the Zionist occupation’ (>4:>
Jssgall W=, junad al-ihtilal as-suhydni); otherwise the text
gives a simple explanation for the situation that remains free
of escalatory elements. The text does state that tear gas is
employed against peaceful demonstrators but, unlike the text
about the scout camp, the language is not used to highlight
particularly negative aspects. The photograph accompanying
the text depicts a masked youth with what appears to be

a slingshot in his hands, which is somewhat at odds with

the text and its description of a ‘peaceful demonstration’.
The image does not contain any obvious encouragement or
glorification of violence; it is a common motif for the violent
confrontations in the occupied territories and has more of

an illustrative than escalatory character. However, two of

the exercises are didactically escalatory. When asking about
the physical properties of gases and about safety measures
to be taken with tear gas, the name of those responsible
(‘occupying army’, U=Vl Giue, jaish al-ihtilal) is unnecessarily
repeated.

An example of a non-escalatory RLC can be found in an
excerpt from a mathematics textbook for year 10:
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Figure 115: Mathematics 10/1 (2019), p. 8

(1-1) Even and Odd Functions

Activity 1: Extracurricular activities for students include
school trips. As our children are banned from entering
Palestinian cities inside [Israeli borders (al-mudun al-
filistinia fi ad-dakhil)], school trips have been limited to
cities of the West Bank. In order to attract visitors, some
amusement parks and playgrounds have been offering
special rides.

[Picture] Look at the ride in the picture. (It is called the
Ferris wheel.)

Mohammed went with his family to the amusement
park. As he rode on the Ferris wheel, he noticed that the
rotation on the right side [...].

The illustration shows a Ferris wheel of the variety found in
any amusement park anywhere in the world. Its passenger
cars are numbered with positive and negative numbers in
order to visualise the explanation of mathematical functions
that will follow. The actual mathematical explanation is
preceded by the non-mathematical ‘message’ that refers to
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the everyday experience of the students under the conditions
of the conflict. It begins by pointing to school trips as extra-
curricular activities. However, these activities, reference to
which initially presupposes a normality of school practice
and of children’s RLC, are then described in the second
sentence as being curtailed by restrictions to the children’s
freedom of movement. The section neither mentions the
actors responsible for this state of affairs nor does it provide
an explicit assessment of the situation presented in this
example. The second sentence, however, with its statement,
using specific key terms, that the children are banned from
entering ‘Palestinian cities inside’ (JzlWl § dadawldl) oull, al-
mudun al- filistinta fi ad-dakhil) clearly locates the subject
matter within the context of the Israel-Palestinian conflict
before the third sentence re-directs the text away from this
context in order to return to the normality of amusement

parks and special fairground rides. What is striking in this
example is its fusion with the aspect of the conceptual
‘appropriation’ of Israeli cities as ‘Palestinian cities inside’
(meaning ‘inside [the green line]’ or ‘inside [the borders of
Israel]’), which can be interpreted as non-recognition of the
State of Israel. Although this example does not feature a
specific entity (such as the ‘Zionist occupying forces’ or the
‘Israeli occupation’) as responsible for this clearly iniquitous
state of affairs — that children are unable to visit certain
places on their school trips — rather, the example as a whole
is contained within a nominal construction written in the
passive voice. The example is thus to a large extent limited
to the portrayal of a grievance resulting from the conflict. It
contains neither a call for judgement or indeed action, nor
does it escalate or intensify negative traits associated with
the opponent.3”

4.3 REAL-LIFE CONNECTIONS IN ARABIC

LANGUAGE TEXTBOOK

Following the classic language teaching approach that focuses
on what are known as the four essential skills of language
learning (reading, listening, writing and speaking), the Arabic
Language textbooks include many reading and listening
comprehensions that have either been written by the authors
or are citations from the work of well-known writers.

While such texts have been analysed in the previous chapters,
this section focuses on the real-life aspects that are integrated
in the tasks designed to develop language skills such as
vocabulary and grammar exercises or tasks related to written
and oral expression. RLC in Arabic language textbooks connect
the material with real-life topics or events and therefore
enable students to reflect on what is taking place in their
surroundings.

The RLC appear briefly and generally without specific context,
in tasks in which students are asked, for example, to apply a
grammatical rule. Similarly to the mathematics and life sciences
textbooks, the RLC in the Arabic language textbooks include
imaginary protagonists with a name or a profession, such as
farmers, nurses etc. Topics vary widely in the sample texts. RLC
refer, for instance, to historical places, well-known individuals
or portray an aspect of the students’ daily life. Some invoke
geopolitical aspects of the ongoing Israeli-Palestinian conflict,
mentioning Jerusalem as the capital of Palestine, for example,
or revisiting the topic of the Agsa mosque and the Dome of the
Rock in sections on Jerusalem in the textbooks. Other themes
related to the Israeli-Palestinian conflict are, for example, the
separation barrier or references to Palestinian shuhada’ who
have found their way into the Palestinian collective memory.

375 Other examples of non-escalatory conflict-related RLC can be found in, for example, Mathematics 10/I1 (2019), p. 29.

In the lesson on ‘Graphing Trigonometric Functions’, Palestinian students develop solar cells for electricity production, as ‘the forces of the

occupation’ were blocking the electricity supply to a particular area. Similarly, in Science and Life 8/11 (2019), p. 71-72 (Arthropods), a young hobby

beekeeper experiences difficulties with his bees as a result of ‘decreasing agricultural areas due to the appropriation of land by the occupation’:

Jadly (ol ey ooVl e (Joudl L} o2ly I OBYI g was) jLasly (JMsY) Olhbi 8yslas ams desl)3l ébljyl Hluss) JSLadl o3 oe; alongside this comment

on an Israeli action, however, other, natural reasons are given for bee colony collapse disorder.
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Here are some examples:
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Figure 116: The Arabic Language 5/1 (2019), p. 79, exercise
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Figure 117: The Arabic Language 5/11 (2019), p. 24, exercise
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Figure 118: The Arabic Language 7/11 (2019), p. 47
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Figure 119: The Arabic Language 9/1 (2018), p. 100 376

The RLC in Arabic language textbooks are usually limited to one
or two sentences or sometimes to one or two words per page.
In contrast to other teaching units in Arabic language textbooks,
which mostly include quoted passages for reading and
listening texts, the sentences with RLC are generally scattered
throughout the books and no coherent context is established.
Occasionally, some RLC identified did form a coherent theme.
One working task designed to develop written expression asked
the students four questions related to Jerusalem with the aim
that their answers result in a simple text. The questions are:
‘1. What are the most significant religious sites in Jerusalem?
2. Why do people visit Jerusalem? 3. What is your duty toward
Jerusalem? 4. Write a sentence about Jerusalem.”?”’

4.3 REAL-LIFE CONNECTIONS IN ARABIC LANGUAGE TEXTBOOKS

5) Jerusalem is the flower of cities and our eternal capital.

4) | will not give up an inch of my homeland.

The detainee became a witness to the terrorism of the
occupation.

Second exercise:

Identify the errors in the following sentences:

a) The passenger forgot his robe on the chair as he was
very tired.

b) The names of the shuhada’ remain present in the
memory of their people

However, in Arabic language textbooks RLC with a coherent
conflict relation can also be found. Five sentences provided
to illustrate a grammatical rule in Arabic Language 6/I refer
to the conflict, in part encourage implicitly to action, and

in combination are escalatory in character. In contrast to an
earlier version the 2019 textbook The Arabic Language 6/1 in
Chapter 1 titled ‘Verses from Surah al-Dhariyat’ (8ysw e OUT
ob,lWl, ayat mn sdrat a-dhariat) expands the exercises to
include, for example, the implicit call for the boycott of Israeli
products (changes highlighted in bold print in the translation
below):

376 The original text in the textbook contains grammatical errors to be corrected by the students. The “errors’ are not translated into English.

377" our Beautiful Language 3/1 (2019), p. 134: .quadll oo oo iS5 & Foudll olos izl Lo ¥ Seudll ] pold] ety 13 Y Suddl]  B092 5hl &l oLl el )
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Figure 120: The Arabic Language 6/1 (2019), p. 14

4.4 CONCLUSION

As demonstrated above, Palestinian textbooks for
mathematics and natural sciences seek to communicate
meaning by referencing real-life contexts. Grammar and
lexical exercises in Arabic language books also often include
elements that are lent significance through clear references
to authentic situations. Communicating social values through
references to everyday life in STEM and language textbooks
is standard practice around the world and, in terms of values
and objectives such as sustainable development or inclusion,
is recommended by education stakeholders such as UNESCO.
Palestinian textbooks also adhere to these guidelines. In the
spirit of such ‘double-purpose learning’ and conforming to
previously defined secondary learning objectives, several
RLC in Palestinian textbooks convey messages that are
significant in the context of Palestinian nation-building. These
are predominantly peaceful in nature, referencing national
and above all cultural symbols and practices and addressing
attributes such as love of the homeland and patriotism.
Against the backdrop of the ongoing Israeli-Palestinian
conflict in which this nation-building is taking place, several
RLC reference this conflict and its manifestations in everyday
life. The quantitative analysis of Palestinian mathematics and
natural sciences textbooks revealed that RLC with references
to nation-building comprised almost a quarter of the total RLC
identified. The majority of these relate to Palestinian culture

Second: Fill in the blanks choosing the appropriate word

from the words in brackets (vocal distinction between

Hamzat Al-Wasl and Hamzat Al- Qat’).

1) Palestinians united to face the Judaisation of Jerusalem.

2) | stand guard before the Agqsa Mosque.

3) He is from Palestine and his name is Mujahid.

4) The boycott of Zionist products is a national
responsibility.

5) The meeting brought together various Palestinian
factions.

or other national symbols or practices without focusing

on the conflict. In the entire sample of textbooks studied,
five per cent of the RLC directly address the conflict, its
manifestations, consequences and the contentious parties.

All RLC relating to the conflict are positioned somewhere
between non-escalatory instances on the one hand, where a
grievance related to the conflict is described in semantic and
didactic moderation and where the depiction is not overly
emotive, and escalatory RLC on the other hand, which not
only name the precise grievance and those responsible but
also strongly highlight the actions of the opposing protagonists
—in most cases the Israeli military —and portray them as
exceptionally objectionable. Such elements of didactic and
semantic escalation are not necessary to communicate the
‘message’ that the occupation is unjust and that it causes
much suffering, especially among children. These elements
amplify the negative characterisation of the opponent in

the conflict. Although they do not contain calls for violence,
escalatory RLC can intensify feelings of animosity and anger
towards the opposition and therefore do not contribute to
reducing feelings of hatred towards the other. Ultimately, the
inclusion of RLC in textbooks corresponds with a UNESCO
recommendation. A minority reflect the Israeli/Palestinian
conflict both in escalatory and non-escalatory ways.



5 EXCURSUS I: TEXTBOOKS PUBLISHED IN 2020

5 EXCURSUS I|: TEXTBOOKS PUBLISHED IN 2020

As discussed above, Palestinian textbooks constantly undergo changes that are implemented each new academic year. Changes
to existing content in these yearly revisions take on different forms, such as rewriting objectives for units and chapters or
expanding on existing topics. In some cases, different sections within one textbook are subject to amendments. Such changes
also reflect an editorial process focusing on the correction of linguistic errors, reshaping the structure of chapters in order to
facilitate clearer communication, or updating the units’ introductory pages.

The above analysis, guided by the Report’s research questions, has shown that between 2017 and 2019 whole new chapters
were added, for instance on civic education (see Chapter 2.1.1) and human rights (see Chapter 2.2.1), but also that images or
texts with escalatory potential were removed (see Chapter 3.3.2). For the academic year 2020/2021, the first parts of the textbooks
had been uploaded to the MoE website by September 2020, and the second parts are expected to have been uploaded and
distributed to schools by early February. For this section on the most recent textbooks, 18 of 69 textbooks produced in 2020
were reviewed for changes. The review of these books was added after the analysis for this Report had been finalised.

While previous versions of the textbooks had organised their learning objectives in terms of subject matter, the 2020/2021
books are more orientated towards pedagogic, methodological and didactic learning objectives. Particularly noteworthy, and
the primary themes to be addressed in this chapter, are changes to the following topical content: reconsideration of portraying
Israelis in violent contexts, reconsideration of symbols and figures of the armed Palestinian struggle, inclusion of Christian
Palestinians, and a more comprehensive representation of women.

5.1 RECONSIDERATION OF PORTRAYING
ISRAELIS IN NARRATED VIOLENT CONTEXTS

A paragraph on the participation of Islamic states in debates on Jerusalem and the founding of the Organisation of Islamic
Cooperation in Social Studies 7/11 (2019), p. 50, has been modified in the 2020 edition thus: ‘The fire of Al-Agsa Mosque
ignitedby-theZionists provoked reactions from the Arab and Islamic peoples, represented in the declaration of a general strike
in all Arab and Islamic countries on August 23 1969’. The assignment of guilt in ‘ignited by the Zionists’ is thus removed.

The text titled ‘The Battle of al-Qastal’ by the Palestinian writer Aws Dawud Ya‘qub, presented in The Arabic Language 5/,
narrates the military engagement also known as Operation Nachshon. In the 2020 edition, the information about the ‘Zionists
killed in the battle of al-Qastal’ that had been a part of the sentence ‘Significant [military] aid reached the Zionists after they
had suffered 350 casualties’,*”® has been removed from the text without replacement. The exercise following the text, enquiring
about the number of the ‘Zionists [killed] in the battle of al-Qastal’ has also been removed.3”°

This is not the only case in the 2020 Arabic language editions in which a reading text has been adapted. The cynical term
‘barbeque party’ (sIss dla>, haflatu shiwa’) referring to an attack on a settlement bus in earlier editions®® has been replaced by
the less incendiary ‘aggravation of the situation’. The sentence now runs: ‘The neighbour: The curfew doesn‘t include us in
(al-Shurfa); it is imposed on (an-Natarish). It seems there has been an aggravation of the situation in (Psagot®!) settlement,
over the high mountain.*® (for a more detailed description of the 2019 version see Chapter 3.4.2).

378 The Arabic Language 5/11 (2019), p. 74: M frunsg &8 Is s O sy dislyall wSUl 0l clor

379 The Arabic Language 5/11 (2019), . 75: .guueis &283-3 G280 g Grames it -0 (e -1 11,3 Jawdl] 8,20 § dnlgall o 5
The Arabic Language 9/1(2018), p. 61: . Jyshll Jiz| & (Ssbluy) Bastics cMbl gy dylod] UL el dh5 Jlib 533 Lo L (Gt i) & Jboyis (38,801 § Wads Y U328 3az Sl

The place referred to here is Psagot, an Israeli settlement close to Ramallah.

380
381

382 The Arabic Language 9/1 (2020), p. 61: . Jyshll Jusdl 3§ (Ostlun) Bymatun e dumas Jls gun Lo s
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A task in Mathematics 11 includes an RLC with a reference to the Ibrahimi Mosque in Hebron. In the 2018 edition this calculation
exercise was based on the number of worshippers wounded and killed in a massacre. In the 2020 version the calculation is based
on the larger number of people praying at the mosque on Friday noon as compared to the smaller number on other days of the
week, mentioning neither the massacre nor its casualties, and refers to weekly activities without any mention of the Israeli-

Palestinian conflict.
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Figure 121a: Mathematics; humanities and sharia tracks 11 (2018), p. 4

1-1 Solving a Linear Equation With One Variable

Activity 1: The Ibrahimi Mosque is one of the most
important historical and religious monuments in
Palestine. Its name is associated with one of the
massacres committed by the Zionist occupation, during
which 180 worshippers were killed [shahid] and wounded.
If you know that the number of those wounded is five
times the number of shuhada’, find the number of
shuhadd’ and wounded in the massacre. [...]

Figure 121b: Mathematics; humanities and sharia tracks 11 (2020), p. 4383

1-1 Solving a Linear Equation With One Variable
Activity 1: The Ibrahimi Mosque is one of the most
important historical and religious monuments in
Palestine. Its name is associated with the Prophet
Abraham (pbuh). The number of worshippers attending
the mosque for noon prayers on Friday is five times

the number of worshippers on other days.

[...]

Mathematics; humanities and sharia tracks 11 (2018) featured an exercise with a probability calculation in which a settler was
shooting at passing cars (see Chapter 3.3.4). In the 2020 edition the task itself is the same but the settler has been replaced by a
hunter, thus removing the escalatory potential of the exercise and, in fact, any reference to the conflict.

2l 33, sl Dl O 130 ¢l o] 8,00 ol o 51 0 ki T 5l @)
Sl A bl 3 ad 5 L el Vo oS o sl ST,V pm 2l 1

Gl v,V s ol 1 G2l G Ggld o] Il 018 13 eciis o U1 cpslall af Ul @
St L GV el e 5 Lt 1+ o ULl

Figure 122a: Mathematics; humanities and sharia tracks 11 (2018), p. 55

3) A settler is shooting at passing cars on a road. If the
probability of his hitting a car with a bullet is 0.7 and he
shoots at 10 cars, how many cars are likely to have been hit?

383 The version received from the EU was not online by 31 January 2021.

38% The version received from the EU was not online by 31 January 2021.
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Figure 122b: Mathematics; humanities and sharia tracks 11 (2020), p. 55384

3) A hunter is shooting at a target. If the probability of
his hitting a target with a bullet is 0.7 and he shoots at
10 targets, how many targets are likely to have been hit?




5.2 RECONSIDERATION OF SYMBOLS AND FIGURES OF THE ARMED STRUGGLE

5.2 RECONSIDERATION OF SYMBOLS AND FIGURES
OF THE ARMED STRUGGLE

A different poem is featured in the 2020 version of Arabic Language 3/11 (2019), now without reference to sacrifice (_>sla,

sa’udahi).
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Figure 123a: The Arabic Language 3/I1 (2019), p. 66

Sing and learn by heart: The land of Kurama’ [generosity].

[Image]
| swear, | will sacrifice my blood to irrigate the land of
generosity, to kick out the violators and strangers from
my country.
O country of Al-Agsa and Al-Haram, you cradle of revival
and generosity.
Be patient, victory will be for us and the sun will rise after
the night.

Haidar Mahmoud

Figure 123b: The Arabic Language 3/11 (2020), p. 66

Sing and learn by heart: | have a Land
[Image]
Here, | have a land and a home; | won’t choose a country
other than you.
A dawn has risen for my people, and the journey to you
has just begun.
When people ask for freedom, fate will surely respond.
I swore, you will return, my country, and the day will
follow the night.

Lutfi Zaghloul
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Textbooks for different subjects show changes in the representation of violent struggle and its Palestinian protagonists. For
example, while Islamic Education 5/1 (2019) repeatedly refers to the (armed) struggle and the defence of Palestinian territory,
passages in the 2020 edition have been revised in this regard. A teaching unit on bravery explicitly mentions the two Intifadas,
naming fighters. Here there have been fundamental revisions. In this unit of the 2020 edition the focus is placed on the struggle
‘by pen and tongue’, referring to non-violent resistance. Violent combatants are no longer mentioned or named in this section
of the 2020 version. Accordingly, the meaning of the term shuhada’, which continues to be used in the 2020 textbook, diverges
further from the connotation of fighters killed in action towards its connotations of victims of the conflict.

In a lesson about bravery, a teaching unit is specifically about ‘The courage of the Palestinians’ (sdauls Jol dels, shaja‘at ahl
filistin). The 2019 version, mentions two personalities well known for their armed struggle: Izz ad-Din al-Qassam and Abd
al-Qadir al-Husayni. The same teaching unit in the 2020 edition replaces the reference to the two fighters by one to ‘many
Palestinian leaders and heroes — both men and women’ and differentiates between shuhadd’ and detainees who ‘fight and
struggle with their souls and their lives’ and those who ‘fight with their minds, their pens [meaning writing] and their words,
such as thinkers, poets and writers, etc., who defended the land of the Isra” and Mi‘raj [meaning Muhammad'’s ascent to

heaven]’
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Figure 124a: Islamic Education 5/1 (2019), p. 39-40

The courage of the Palestinians:

Since Palestine was under the Zionist occupation

[Uswaall =Y, al-ihtilal as-suhyani] its people, men,
women and children, stood up for heroism and sacrifice.
They resisted the Zionist occupiers with courage.
Palestine’s history marks the heroism and bravery of
many Palestinian leaders and heroes such as a-shahid
Abdul Qader al-Husseini and Izz ad-Din Al-Qassam.®
The bravery of Palestinian children became also apparent
during the First and Second Intifadas, as they resisted the
Zionist enemies with strength and courage. Some of them
became shuhada’ [died/were killed], while defending the
land of Palestine, the land of Isra” and Mi“raj.

[Image]

Figure 124b: Islamic Education 5/1 (2020), p. 39-40

The courage of the Palestinians:

Since Palestine was under the Zionist occupation

[Uswaall =Y, al-ihtilal as-suhyani] its people, men,
women and children, stood up for heroism and sacrifice.
They resisted the Zionist occupiers with courage. History
marks the bravery of a lot of Palestinian leaders and
heroes — both men and women. Some of them “fought
and struggled with their souls and their lives, such as the
shuhada’ and the prisoners and some fought with their
minds, their pens [meaning writing] and their words, such
as thinkers, poets and writers, etc., who defended the
land of the Isra” and Mi“raj’.

[Image]

385 Al-Qassam died in 1935 and al-Husseini in 1948. Both were known for their participation in violent resistance against the British colonial powers and the

Zionist movement.
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Islamic Education 5/1 (2019) featured a banner reading ‘I would sacrifice my mother and father for you, oh Messenger of Allah?’,
which was replaced in the 2020 version with ‘I follow the example of the way of living [\, akhldg] demonstrated by the
prophets of Allah and his messengers.” Remarkable here is that the reference to the ‘messenger of Allah’ — usually referring to
the Prophet Muhammad — is extended to encompass ‘the prophets [plural] [...] of Allah’ and ‘the messengers’. The revision has
also removed the pledge to sacrifice one’s mother and father, which even if left open to various interpretations, such as working
for the common good, at least could also leave room for other readings.
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Figure 125a: Islamic Education 5/1 (2019), p. 55

| would sacrifice my mother and father for you,
oh Prophet!

Figure 125b: Islamic Education 5/1 (2020), p. 55

I will follow the example of the way of living [ahla

ql

demonstrated by the prophets of Allah and his messengers.
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Further, Islamic Education 5/1 (2019) states that the ‘Israeli occupation’ (k”,lﬁslﬂyl M=V, al-ihtilal al-isra’ili, not ‘Zionist occupation’
as elsewhere) hindered Muslims in Palestine from attending prayer in the Agsa Mosque. The 2020 version has revised this
statement, now maintaining that the ‘Israeli occupation’ hinders Palestinians from accessing the Agsa Mosque, thus the focus is
moved away from religious affiliation. The banner below this statement has also been changed: the original version, ‘1 am Muslim,
| protect the Agsa Mosque and defend it and | sacrifice myself for it’ of 2019 has been replaced in 2020 by: ‘My faith calls upon
me to protect Jerusalem, its mosques and places of worship’. Below the banner, the 2020 version has added a picture showing
men in communal prayer, one of whom is wearing a small Christian cross on a chain around his neck and is reading a book.
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Figure 126a: Islamic Education 5/1 (2019), p. 99

Do you know:
The Israeli occupation authorities hinder the Muslims in

Palestine from accessing the Agsa Mosque to pray there.

They also forbade the azan [the Islamic call to prayer,
transmitted via loudspeakers] in the city of Jerusalem.
Banner: | am Muslim, | protect the Agsa Mosque and
defend it and | dedicate myself to it.

Figure 126b: Islamic Education 5/1 (2020), p. 99

Do you know:

The Israeli occupation authorities hinder the Palestinians
from accessing the Agsa Mosque. They also forbade

the azan [the Islamic call to prayer, transmitted via
loudspeakers] in the city of Jerusalem.

Banner: My faith calls upon me to protect Jerusalem, its
mosques and places of worship.
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The modifications mentioned above have dropped the verb (.3, aftadi), which can be translated as ‘to make a sacrifice

by offering something valuable’, ‘to dedicate’ or ‘to give/risk one’s life for something’, and thereby removed the phrasing
demanding dedication which could potentially be understood to advocate the loss of life in battle. These statements have thus
been disambiguated and distanced from any escalatory potential.

Here, as with other revisions made, other religions are included, particularly Christianity, for instance where the text mentions
protecting not only mosques but also other places of worship (‘defend’ becomes ‘protect’). Now, the protection of the Agsa
Mosque is more intensely connected to the Palestinian — rather than the Muslim — identity. In this textbook for Islamic
education, therefore, being a Palestinian is no longer equated to being a Muslim.

A lesson about amnesty (sa=l, al-‘afd) in Islamic Education 5/I1 is followed by a discussion in an exercise that raises the Islamic
concept of forgiveness in the face of harm or offence commited. In the 2019 edition the required act of forgiveness is directed
at the “Zionist, occupying enemy’ (Ji=ll Jsall 9a2)l, al-‘add as-suhyiani al-muhtal), which, by raising the enmity of the Zionist
occupation, provides a rather ambivalent context for amnesty and forgiveness. The answer to the rhetorical question (see
Figure 127a below) seems to be given in the exclamation mark following the question mark. In the 2020 edition, forgiveness
is still framed in a similar way (to be directed at someone who has caused harm) but now the inflictor of suffering is no longer
necessarily an enemy. Now, anyone who continuously causes harm qualifies as a possible recipient of forgiveness. Most
importantly for the context of this Report, Israelis are no longer associated with harm or offence in this exercise and and the
explicit conflict relevance of this exercise is dissolved.
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Figure 127a: Islamic Education 5/11 (2019), p. 46 Figure 127b: Islamic Education 5/11 (2020), p. 46
A topic for discussion: Does the Zionist, occupying enemy A topic for discussion: Does someone who continuously
deserve forgiveness?! causes harm always deserve forgiveness?
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Figure 128a: Islamic Education 5/I1 (2019), p. 65

d) The attempt by Ugba ibn Abi Mu‘ayt to murder the
Prophet (pbuh) while he was praying, as he put his sheet
around the Prophet’s neck and squeezed it tightly. Abu
Bakr came and pulled Ugba away from the Prophet and
said, ‘Do you intend to kill a man just because he says:
“My Lord is Allah, and he has brought forth to you the
Evident Signs from your Lord?”’ (narrated by Al-Bukhari)
[Image]

Reflect: How can we use modern mass media to support
the Prophet (pbuh) and defend Islam?

Second — The Jews’ attempts to kill the Prophet (pbuh):
Watch a video about the Jews’ attempt to kill the
messenger of Allah (pbuh).

1) The Jews of band a-nadir [the Nadir-tribe] attempted to
assassinate the Messenger after the Battle of Badr. They
were about to drop a rock onto him and kill him while

he was sitting down against a wall. But he learnt of that
through divine inspiration by Gabriel (pbuh) who told him
that the Jews were planning to kill him. So he left them
quickly and went back to Medina, where he prepared an
army of Muslims, then besieged them, fought them, and
drove them out of Medina.

2) The attempt by a Jewish woman to assassinate the
Prophet (pbuh). She brought a poisoned lamb to the
Prophet (pbuh), and he ate from it. He became repeatedly
ill from eating this poisoned lamb until he died. (narrated
by Al-Bukhari)

Also in Islamic Education 5/11, a chapter on the life of the Prophet recounts different attempts to kill the Prophet Muhammad.
This chapter, which is discussed in detail in Chapter 3.2.1 of this Report with regard to its anti-Semitic references, has been
altered at certain points for the 2020 edition. In the latter, the title ‘Attempts by the Jews to kill the Prophet’ has been deleted,
while the phrase that ‘The Jews of bani a-nadir [the Nadir-tribe] attempted to assassinate the Messenger’ remains in place.
One of the two stories of assassination attempts by Jewish protagonists, ‘The attempt by a Jewish woman to assassinate the
Prophet’ has also been removed. While the 2017 and 2019 editions focus on the attempts of Jews to murder the Prophet, the
2020 version mentions such attempts by polytheists, by a specified Jewish tribe, and by ‘hypocrites’ or false Muslims (4asls,

mundafiqin).3%

Equally, the didactic repetition apparent in the ‘Topic for discussion: Repeated attempts by the Jews to murder the Prophet’3®’
has been continued with different culprits: ‘Question for discussion: Repeated attempts by infidels and polytheists to murder the

Prophet’.38®

386 Islamic Education 5/11 (2019), p. 65.
387 Islamic Education 5/11 (2019), p. 65.

388 Islamic Education 5/11 (2020), p. 66: (slus dle 4l o) Gl U8 &S als HSI O¥slona 1S5

144



5.2 RECONSIDERATION OF SYMBOLS AND FIGURES OF THE ARMED STRUGGLE

iﬁéggﬁ&éé\:)@jw g;'La._f}Aj i :;Jlk_;;é-.%.iaﬁ&;éi;;.‘;ﬂjbu—:
A5 D S D 0 B s S el Tl T

ot s wl ek °c
@ oy "SI (STE s 55

( Y o gl H e ) 5 ) SV Ly uda,u;sfs.y

Bk ss e s Dgls 8 N B sl g a9 Dyloms L6
Gy DS ) o e ) e sy caly e oS e sl R )
U s s i caled) 0 ey 3pe) o 0, (o320 s (o 0 ) e

sl el o g 2Ty (gl cor ol 1 el pe Sy el )
FGIER e J6 183 8938 5 8 L) S oeBladl Dybus WG
Al gl Ol alounsy S A.U!’J,w, o5 L Hys sy b (v 1
A L) ) Tl b (il 191 5y (B G Lo Vo) 05 Y e 8 13
£3 B BB VB R W Jpy U8 oS
a’@;\,)uhu'@;,ﬂ;;gziugru,wwy

325 1545 O 13y sl

AT ey e ) ol e I il S NCUN S

(ol e By e e i) 6 S B G A s

Figure 128b: Islamic Education 5/11 (2020), p. 65

d) The attempt by Ugba ibn Abi Mu‘ayt to murder the
Prophet (pbuh) while he was praying, as he put his sheet
around the Prophet’s neck and squeezed it tightly. Abu
Bakr came and pulled Ugba away from the Prophet and
said, ‘Do you intend to kill a man just because he says:
“My Lord is Allah, and he has brought forth to you the
Evident Signs from your Lord?”” (narrated by Al-Bukhari)
[Image]

Reflect: How can we use modern mass media to support
the Prophet (pbuh) and defend Islam?

Second — The Jews of bani a-nadir [the Nadir tribe]
attempt to assassinate the Prophet (pbuh):

The Jews of bani a-nadir attempted to assassinate the
Messenger (pbuh) after the Battle of Badr. They were
about to drop a rock onto him and kill him while he was
sitting against a wall. But he learned of it through divine
inspiration by Gabriel (pbuh) who told him that the Jews
were planning to kill him. So he left them quickly and
went back to Medina, where he prepared an army of
Muslims, then besieged the Nadir tribe, fought them, and
drove them out of Medina.

Third — The attempt of hypocrites [munafigin] to
assassinate the Prophet (pbuh) during the battle of Tabuk:
Allah the Almighty said: ‘And they resolved that which
they were unable to carry out’ (at-tawba: 47) during the
battle of Tabuk; when the Messenger of Allah (pbuh)
and his companions were in Agaba, twelve masked men
blocked the way of the carriage. Hudhaifa ibn al-Yaman
recognised them. The Messenger of Allah (pbuh) said:
‘These are hypocrites until the Day of Resurrection, and
they want to cause trouble for the Messenger of Allah
(pbuh) in Agaba so that he will leave.” Hudhaifa said:

‘Do not notify their clans until each sends the head of
the hyprocrite amongst them.” And the Messenger of
Allah replied: ‘No, | don’t want the Arabs to say that
Muhammad was murdering his people...” (Interpretation
of Ibn Katheer, from the narration of Muslim and Ahmed)



REPORT ON PALESTINIAN TEXTBOOKS 2017-2019

Unlike in the 2019 edition, the comprehension questions on the next page do not refer explicitly to the previous statements
about the actions of the Jews or the punishment issued to them. Jews are in fact not mentioned again. The following exercise
referred explicitly to Jews in the 2019 version and refrains from doing so in the 2020 edition. Rather, the focus is placed on kuffar

(infidels) and mushrigdn (idolaters). The questions on page 67, however, remain the same (cf. Chapter 3.2.1).
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Figure 129a: Islamic Education 5/I1 (2019), p. 66

Topic for discussion:
Several attempts by Jews to kill the Prophet (pbuh).

Figure 129b: Islamic Education 5/11 (2020), p. 66

Topic for discussion:
Several attempts by al-kuffar (infidels) and al-mushrigin
(polytheists) to kill the Prophet (pbuh).

The subsequent lesson, which in the exercise on page 71 asks students to discuss the desecration of the graves of Muslims
(of companions and the righteous) in Jerusalem and Palestine by ‘Jews’ has been altered as follows:
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Figure 130a: Islamic Education 5/I1 (2019) p. 71

Topic for discussion:
The Jews desecrated a number of the graves of the
Prophet’s Companions. They removed them from Muslim
cemeteries in Jerusalem in particular, and in Palestine in
general.
[Image]: The grave of ‘Ubada bin a samit

May Allah be pleased with him

Figure 130b: Islamic Education 5/11 (2020), p. 71

Topic for discussion:
The Zionist occupation desecrated a number of the graves
of the Prophet’s Companions. They removed them from
Muslim cemeteries in Jerusalem in particular, and in
Palestine in general.
[Image]: The grave of ‘Ubada bin a samit

May Allah be pleased with him
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The following introduction to the lesson titled ‘A cheer for heroes’ (Ul > ,, marha lil abtal), in The Arabic Language 5/ no
longer features martial images of contemporary soldiers and premodern warriors on horses but rather a photograph of the
Martyr Yasser Arafat square. The portrait of Yasser Arafat on the image has been replaced by a tiny photograph of the former

Palestinian leader.

Figure 131a: The Arabic Language 5/1 (2019), p. 14

Figure 131b: The Arabic Language 5/1 (2020), p. 14

The lesson includes a list of Arab figures who are described as ‘the crown of the nation, the definition of glory, the most
generous [...]". A reference to Dalal al-Mughrabi has been removed from this list in the 2020 edition and replaced by three other
Arab personalities: Houari Boumédiéne (former president of Algeria), May Ziadeh (a Lebanese-Palestinian feminist figure from
early 20"-century Arab literary circles) and Khalil al-Sakakini (a Palestinian educator and writer, and also Orthodox Christian).
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Figure 132a: The Arabic Language 5/1 (2019), p. 15

Who can forget Khalid bin Walid, Oum Omara Nusaybah
Bint ka‘ab al-Ansariya, Khawlah bint al-Azwar, Tariq ibn
Ziyad, Salah Din al-Ayouby, Qutuz, Omar al-Mukhtar, Izz
ed-din al-Qassam, Dalal al-Mughrabi, Yasser Arafat and
others from the stars that light up the darkness in our
nights? These are all embraced by our great country, in
the past and now, from Palestine to Egypt and Libya, all
the way to Andalusia.

They are all the crown of the nation and the definition
of glory, and they are the best of those who have given
generously to the nation. [...]

Figure 132b: The Arabic Language 5/1 (2020), p. 15

Who can forget Khalid bin Walid, Oum Omara, Khawlah
bint al-Azwar, Tariq ibn Ziyad, Salah Din al-Ayouby, Qutuz,
Omar al-Mukhtar, Sultan Basha al-Atrash, |zz al-Qassam,
1zz ed-din al-Qassam Houari Boumédiene, Yasser Arafat,
May Ziadeh, Khalil al-Sakakini and others from the stars
that light up the darkness in our nights? These are all
embraced by our great country, in the past and now, from
Palestine to Egypt and Libya, all the way to Andalusia.
They are all the crown of the nation and the definition

of glory, and they are the best of those who have given
generously to the nation. [...]




REPORT ON PALESTINIAN TEXTBOOKS 2017-2019

Following this lesson, however, a working task in the 2020 edition nevertheless still mentions Dalal al-Mughrabi and Izz ad-Din
al-Qassam.3*° The second part of The Arabic Language 5/11 (2019) also refers to Dalal al-Mughrabi, and in this case the reference
has not been removed. Here, the text remains the same but the photograph of Dalal al-Mughrabi in military uniform has been
replaced by a picture of her in civilian clothing, thus toning down the militancy in her portrayal.
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Figure 133a: The Arabic Language 5/11 (2019), p. 51 Figure 133b: The Arabic Language 5/11 (2020), p. 51

The text above the photo remains unchanged; see Chapter 3.4.3 for more detail on the text.

389 The Arabic Language 5/1 (2020), p. 20.
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Some of the RLC in textbooks for mathematics and natural sciences with escalatory potential have also been revised, replaced or
removed in the 2020 versions. For instance, two exercises requiring the students to calculate the number of Palestinian shuhada’
have been deleted and an escalatory task with reference to a settler amended, no longer referring to Israelis at all. The example
below shows how an exercise has been amended from a calculation of shuhada’ to a calculation of confiscated land.?*°
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Figure 134a: Mathematics 4/1 (2019), p. 27

1) The number of shuhada’ of the First Intifada
[intifadat al-hijara) amounted to 2026 shahid and the
number of shuhada’ of the Agsa Intifada came to
5050 shahid.

Number of shuhada’ in the two Intifadas =

Figure 134b: Mathematics 4/1 (2020), p. 27 391

1) At the end of the year 1978, the occupying power
confiscated an area of 1,000 dunums from the lands of
Tubas, and another area of 1,200 dunums from

Beit Sahour town.

The area of confiscated lands in the two regions =

Science and Life 7/1 of 2019 presented an RLC concerning a young man with a slingshot in his hand. In the 2020 version of the
textbook uploaded to the website the following reference to the First Intifada that accompanied this image in 2019 (‘During the
First Palestinian Intifada, young Palestinians used slingshots to confront the Zionist occupation soldiers and to defend themselves
in the face of their treacherous bullets.”**?) has now been deleted.

3% see also an arithmetical task in Mathematics 9/1 (2019), p. 86, referring to the number of the shuhada’ in Jerusalem between 1994 and 2015. This task is
replaced in the edition of 2020 by a task requiring students to calculate the number of settlements on occupied lands: ‘The number of settlements in the
northern governorates [dJl.iJl OUaslbl, al-muhdfazat ash-shamaliya] according to the year in the period of 1975-1988 [...]: number of settlements
[1* row of table]; number of years [2™ row of table]’, in: Mathematics 9/1 (2020), p. 86.

391 The version received from the EU was not online by 31 January 2021.
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Figure 135a: Science and Life 7/1 (2019), p. 57 Figure 135b: Science and Life 7/1 (2020), p. 57 393
Fourth Lesson Fourth Lesson
Newton‘s Second Law Newton‘s Second Law
Activity 1: Power and Slingshot Activity 1: The Object and the Spring
During the First Palestinian Intifada, young Palestinians An object is placed in front of a spring,
used slingshots to confront the Zionist occupation soldiers as shown in the figure.
and to defend themselves in the face of their treacherous Answer the following questions:
bullets. [Technical questions] [Technical questions]

5.3 INCLUSION OF CHRISTIAN PALESTINIANS

Similar to the textbooks for Islamic education mentioned above in 5.1, more inclusive references to both Muslim and Christian
aspects of the Palestinian identity can be found in the 2020 editions of textbooks for Islamic Education and also in those for
Arabic language. The book The Arabic Language 7/1 (2019), for instance, asks ‘What is the duty of Muslims towards the holy
Agsa Mosque, the destination of Prophet Muhammad'’s journey (pbuh)?’,3* a question replaced in the 2020 edition with:
‘What is our duty towards Jerusalem?’3%

The title of the lesson has been changed from the Qur‘anic chapter on Noah (s 85, sdrat Nih) to ‘The Ship of mercy’
(&s= I d&saw, safinat ar-rahma), thus shifting the focus from the Islamic context to the more universal concept of mercy. This
allows more students to identify with this widely applied theme in cultural history. The illustration below the title, showing
people left behind to drown in the edition of 2018 has been replaced in 2020 by an illustration of a mountain in the shape of
a boat. This establishes a link to the Book of Genesis, according to which Noah'’s Ark landed on a mountain.

393 | the version received from the EU the image had also been removed. This version was, however, not online by 9 March 2021.
3%% The Arabic Language 7/1 (2019), p. 15: Sl adde @l Jguy s e Dbl 5aB] donacd] b5 Graluckl ezl Lo-6
395 The Arabic Language 7/1 (2020), p.1-6: S pwsill ol Luzls Lo-6
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Figure 136a: The Arabic Language 9/1 (2018), p. 3

Unit 1
Chapter of Nith [Noah]

Figure 136b: The Arabic Language 9/1 (2020), p. 4

Unit 1
The Ship of Mercy

Another change is the grammatical exercise which in the 2019 edition addresses corruption and in the 2020 version
interreligious relations, with sentences such as: ‘Church bells embrace the azan [Islamic call to prayer] in Jaffa’.
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Figure 137a: The Arabic Language 5/1 (2019), p. 19

Grammar rules:
Types of Noun (proper noun and pronoun)

Read the following paragraph and note the words in red:

In Palestine, like in other Arab regions, Aisha applied
for a job. She went to the interview with great hope. The
people who interviewed her admired her skills.

A few days later, the name of the successful candidate
was announced, it was Dalal, who hadn’t passed the
recruitment examination. Aisha considered what
happened an injustice and a corruption that could not
be tolerated. Without hesitation she decided to submit a
complaint to the Anti-Corruption Commission.

Figure 137b: The Arabic Language 5/1 (2020), p. 19

Grammar rules:

Types of Noun (proper noun and pronoun)

Read the following paragraph and note the words in red:
Huda went on a trip to the city of Jaffa, which is

renowned for the quality of its oranges. She visited

historical places and ancient neighborhoods. She

rejoiced as she heard the church bells embrace the

azan [call to prayer] in mosques, and enjoyed her time

on Jaffa’s beautiful beach. In the evening she returned

home happy.
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The 2020 editions of textbooks for Islamic education have revised references to the other Abrahamitic religions of Judaism and
Christianity®**® and refrain from describing them as ‘erroneous’.?*’

A paragraph on unity, recounting the story of a father giving last pieces of advice to his sons on his deathbed, has been
distanced from the context of pan-Islamism and from a reference to the caliphate. While the 2019 version included an activity
contextualising the story on unity within the global Islamic community today and a thinking task requiring the students to
imagine conditions for Muslims when ruled by one caliph, these two textbook elements have now been removed and replaced
by an image showing a circle of hands, with the universally applicable caption ‘United we stand, divided we fall’.
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Figure 138a: Islamic Education 5/1 (2019), p. 108 Figure 138b: Islamic Education 5/1 (2020), p. 108
Activity (4): What are the obstacles to the unity of the Useful to know: It was narrated that al-Muhallab ibn Abt

Islamic community at the present time?

Useful to know: It was narrated that al-Muhallab ibn Abi
Sufra, when he was nearing death, called his seven sons and
ordered them to place their spears together and to break
them. When they could not break the spears, he recited
a poem: O my sons, face problems together and do not
be separated. When your spears are together they won’t
break, but when they are separated they will easily break.
Act this scene out in front of your fellow students and
discuss it with them.

[text next to the map] Think: What would you imagine
conditions for Muslims to be like if they were in one
country, ruled by one caliph?

Sufra, when he was nearing death, called his seven sons and
ordered them to place their spears together and to break
them. When they could not break the spears, he recited

a poem: O my sons, face problems together and do not

be separated. When your spears are together they won’t
break, but when they are separated they will easily break.
[below the image] United we stand, divided we fall.

3% Further changes in this direction are found in Islamic Education 5/1 (2019), p. 8 and Islamic Education 5/I1 (2020), p. 19; Islamic Education 5/11 (2019), p. 19 as
well as Islamic Education 10/1 (2019), p. 4 and Islamic Education 10/ (2020), p. 4.

397 For instance in Islamic Education 5/1 (2019), p. 11 and Islamic Education 5/1 (2020), p. 11 criticism of adherents of the other Abrahamitic religions (‘people of
the scripture’, LUSJI Jol, ahl al-kitab) in Islamic Education 10/1 (2018), p. 9 was replaced by criticism of polytheists in Islamic Education 10/1 (2020), p. 9.
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5.4 A MORE COMPREHENSIVE REPRESENTATION OF WOMEN

5.4 A MORE COMPREHENSIVE REPRESENTATION
OF WOMEN

Several textbooks revised for 2020 include additional mentions of female persons and gender-neutral phrasing. The Arabic
Language 4/l and Islamic Education 5/1 reduce gender-specific phrases in the 2020 edition3% and The Arabic Language 4/11, for
instance, replaces the following images from a wedding party with images that include women without changes to the text:

Figure 139a: The Arabic Language 4/11 (2019), p. 7 Figure 139b: The Arabic Language 4/11 (2020), p. 7

398 The Arabic Language 4/11 (2019), p. 90 changed in The Arabic Language 4/11 (2020), p. 90 and Islamic Education 5/1 (2019), p. 59 changed in Islamic Education 5/
(2020), p. 59.
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5.0 CONCLUSION

This chapter is based on a comparison of 18 textbook editions
for the 2020/2021 academic year with earlier versions. The
comparison identified different types and numbers of changes
depending on subject and school year. Alongside the more
general adaptations concerning the pedagogical and didactic
aspects such as the learning objectives, the 2020 editions
exhibit various striking changes affecting their contents.

The changes vary according to subject: textbooks for Arabic
language and Islamic education were systematically altered to
include female and Christian positions. Several phrases have
been altered in textbooks for Islamic education that previously
called for a ‘full commitment’ or dedication (.3l , iftada),
thus carrying at least the potential meaning of sacrificing
one’s life. The statements have thus been clarified, losing their
escalatory potential, and additionally been formulated more
inclusively regarding other religions, particularly Christianity.

After being changed they call for protection of both the
mosques and other places of worship in Jerusalem, the
verb ‘defend’ having been replaced by ‘protect’. The

Agsa Mosque is still presented as a place of memory for
Palestinian identity; however, while in earlier versions it was
clearly associated with a global Muslim identity, the two
2020 editions for Islamic education discussed here invoke a
broader Palestinian identity that is no longer predominantly
equated with adherence to Islam. Arabic language textbooks
also increasingly refer to Christian narratives, for instance
grammatical exercises describing a merging of the sounds
of church bells with the call to prayer, or the alteration of a
chapter heading that had previously referred to a Qur‘anic
chapter on the Prophet Noah to ‘The Ship of Mercy’ in the
2020 edition.

Further, the comparison determined omissions of the
adversary from the representation of violent incidents

as well as the revision or removal of protagonists of the
armed Palestinian resistance in several places in the
textbooks. In Arabic language textbooks, for instance,
portrayals of Dalal al-Mughrabi have partly been altered by
exchanging a photograph of her in military uniform with a
photograph of her as a civilian. In other places her name
has been replaced with the name of a different well-known
personality or deleted altogether. A 2020 textbook for
Islamic education includes a revised text which refrains
from naming protagonists from the pre-1949 Palestinian
independence movement.

Some — but not all — RLCs in textbooks for mathematics and
the natural sciences with conflictual and escalatory potential
have been revised, replaced or removed in the 2020 versions.
In at least two cases the conflict relevance has been erased
completely. An exercise with escalatory potential referring to
a settler shooting at passing cars has been amended to refer
to a hunter, thus no longer referring to Israeli actors at all;

an exercise referring to dead and wounded worshippers at
Hebron’s Ibrahimi Mosque has been liberated of any reference
to conflict, now requesting a calculation of the number of
worshippers attending the mosque on different days of the
week; and an exercise seeking to calculate the number of
Palestinian shuhada’ has been replaced with a mathematical
problem asking for a calculation of confiscated land.

A chapter in a textbook for Islamic education that is discussed
in detail in Chapter 3 of this Report with regard to its anti-
Semitic references has been changed in several aspects in the
2020 edition. Here, the story of the deceitful Jewish woman
who tried to poison the Prophet Muhammad has been
deleted and replaced by a story about a murder attempt by
‘hypocrites’, or false Muslims. The focus on Jewish attempts
to assassinate the Prophet Muhammad has been reduced

by removing one of the two examples previously given.
Rather, the 2020 edition reports of murderous attempts by
different adversaries. In other references in exercises and in
the following chapter, the focus on Jews has been removed
either without replacement or substituted by ‘the Zionist
occupation’. The number of anti-Semitic references has been
reduced as a result of these changes; however, the questions
at the end of the chapter still uphold the focus on Jews as the
primary adversaries who attempted to kill the Prophet.

The comparison of the 2020 editions with earlier textbooks
from this generation (published between 2017 and 2019)
demonstrate the tentative will and efforts to respond to
external criticism and to undertake revisions. Particularly
significant in this respect is the defusing of potentially
escalatory elements as well as the revisions — in places — of
portrayals of Israeli and Palestinian violence. The results of the
comparison of the different editions document a willingness
to revise the textbooks while at the same time remaining
within the Palestinian master narrative.
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6 EXCURSUS Il: PALESTINIAN TEXTBOOKS
AMENDED BY ISRAELI AUTHORITIES

The ‘Education Sector Strategic Plan’ for 2017-2020 issued
by the Palestinian Ministry of Education identifies as one

of the challenges facing the Palestinian education sector in
East Jerusalem that multiple authorities have jurisdiction
over its curricula and textbooks.3*® According to an Israeli
parliamentary document titled ‘The East Jerusalem Education
System: Classrooms and Curricula’, textbooks used in East
Jerusalem schools are under the jurisdiction of the Israeli
Jerusalem Municipality and thus viewed by a supervision
committee, which amends the textbooks and removes content
it considers an incitement against Israel and the Jews. The
textbooks are then reprinted by the Israeli authorities and
sold to students for 6-8 ILS depending on the school year for
which the textbooks are designed.*®

In her publications on textbooks for East Jerusalem, which
are based on a sample of 12 history textbooks, Samira Alayan
considers this process of changing the content of textbooks
to be censorship that reflects how ‘the education system

in East Jerusalem has become a battle field [sic] for the

two conflicting powers, the Palestinian Authority and the
Israeli government, to try and implement their authority’.%%!
Moreover, both Alayan and the Palestinian MoE maintain
that the aim behind changing the content is to influence the
knowledge, values, ideologies and identities the MoE seeks to
convey to Palestinian students.

399

400

In the Position Paper published by the Palestinian MoE in
March 2020, the Ministry takes a firm stand on changes

made to the curriculum and disseminated in East Jerusalem,
describing the process as a form of ‘enforcing an Israeli
perspective in East Jerusalem’. The Palestinian MoE states
that such alterations ‘infringe on the Palestinian right to self-
determination’ and deny the Palestinian right ‘to produce
educational material that expresses [the Palestinian] national
identity and [Palestinian] history’; furthermore, the MoE cites
Article 10 of the International Covenant on Civil Political and
Cultural Rights (ICCPR) and Article 15 of the International
Covenant on Economic and Cultural Rights (ICESCR) to support
the rights of Palestinians to assert their freedom of expression
and participation in cultural life.**?

State of Palestine Ministry of Education and Higher Education: ‘Education Sector Strategic Plan 2017-2022’, p. 27, 52, 53, 54 and 137, especially p. 53 and 137.

Knesset Research and Information Centre: ‘D'TIn'7 NIMdINI TINY? NIN'D :0*7WN'-NITAA 1'NN DDA’ AN 721 [The East Jerusalem Education System:

Classrooms and Curricula], 10 May 2010, https://fs.knesset.gov.il/globaldocs/MMM/bf5b6b58-9f7-€411-80c8-00155d010977/2_bf5b6b58-e9f7-411-80c8-

00155d010977_11_9430.pdf, accessed 31 October 2020.
401

402

Alayan: ‘White Pages: Israeli Censorship of Palestinian Textbooks in East Jerusalem’, p. 512. See also Alayan: Education in East Jerusalem.

State of Palestine Ministry of Education: ‘Position Paper Il: Ongoing Incitement against the Palestinian Curricula’, p. 7.
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6.1

Textbooks for use in schools in East Jerusalem are amended
by Israeli authorities. A comparison of textbooks issued by
the Palestinian MoE and those used in East Jerusalem, which
have been amended by Israeli authorities, revealed clear
differences between the two. These amendments include not
only changes to the cover and the symbols of the MoE but
also to content. As Alayan concludes in her analysis of East
Jerusalem textbooks that were published in 2004/05, ‘three
main censorship categories emerged: “erasing symbols,”
“leaving out segments,” and “deleting the content of whole
pages.”’403

The textbooks however, do not explicitly reference the fact
that they have been changed nor who is responsible for the
changes. The original authors’ names are still listed, as are
the same members in the supervision committees; as a result
these amended textbooks attribute content to authors who
have not produced it. While the images and title on the covers
of the textbooks are unchanged, the amended textbooks

can only be recognised by the removal of certain symbols
from the covers, such as the Palestinian Authority Ministry of
Education’s symbol, the Palestinian Curriculum Development
Center’s logo and the stamp of the publishing house from the
back cover.

Changes to the textbooks are not unique to one textbook

or subject but take place across all subjects and years, with
the exception of years 11 and 12.%%* The changes can only be
recognised when comparing the original textbooks, issued
by the Palestinian MoE, with the corresponding versions
amended by Israeli authorities.

OVERVIEW OF AMENDMENTS

For this Report, seven original textbooks and the following
amended versions were compared:

1. Social Studies 6/11 (2019)
2. Social Studies 9/1 (2018)
3. The Arabic Language 7/11 (2019)

4. Palestine’s Geography and its Modern
and Contemporary History 10/1 (2018)

5. Islamic Education 9/1, (2019)
6. Mathematics 2/1(2018)

7. Science and Life 8/1, (2018)

There are differences between the textbooks’ covers,
particularly the back cover, and paratexts, such as the imprint.

For example, the original version of the textbook Social
Studies 6/11, 2019, produced by the Palestinian MoE, includes
certain symbols such as the Palestinian flag, the Palestinian
Kdfia (4355), the national emblem of the Palestinian National
Authority and the emblems of the Ministry of Education

and the Curriculum Development Center, the stamp of

the publishing house, and the names of the authors and
those who participated in the supervision and preparation
committees.*%

The amended textbook does not include any of these symbols,
but maintains the same list of authors and the names of
members of the supervision and preparation committees.

403 Alayan: ‘White Pages: Israeli Censorship of Palestinian Textbooks’, p. 512. For further details see Alayan: Education in East Jerusalem, p. 53-59.

404 Alayan explains that these changes occur from years 1 to 10 and not in years 11 and 12 as students in those years must prepare for the Palestinian ‘unified

national final school exams (Tawjihi)'. Alayan: Education in East Jerusalem, p. 14.

405 see also Alayan: Education in East Jerusalem, p. 53-59.
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Figure 140a: MoE textbook, Social Studies 6/11 (2019), cover Figure 140b: Textbook amended by Israeli authorities,
Social Studies 6/11 (2019), cover
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Figure 141a: MoE textbook, Social Studies 6/11 (2019), Figure 141b: Textbook amended by Israeli authorities,
front page Social Studies 6/11 (2019), front page
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Figure 142a: MoE textbook, Social Studies 6/11 (2019),

imprint page

Figure 143a: MoE textbook, Social Studies 6/11 (2019),
back cover
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6.2 AMENDMENTS TO THE TEXTBOOKS STUDIED ACCORDING TO SUBJECT

6.2 AMENDMENTS TO THE TEXTBOOKS
STUDIED ACCORDING TO SUBJECT

SOCIAL STUDIES

A comparison of both versions of the textbook Social Studies
6/11 and 9/I, revealed all three processes: erasing content,
adding content and replacing content.

The content changed mainly relates to the policies of
occupation towards Palestinians and the colonial history

in the region in general. As a result, content that discusses
the Israeli/Zionist occupation and its impact on different
Palestinian communities across the territories of the

West Bank, Gaza Strip and the State of Israel is diluted or
neutralised, especially that which discusses policies against
the Bedouin community, which is of Palestinian origin. When
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Figure 144a: MoE textbook, Social Studies 6/11 (2019), p. 27

496 \MoE Textbook, Social Studies 6/I1 (2019), p. 27.

discussing the Bedouin lifestyle, the textbook published by
the MoE includes a practical activity to research and discuss
the violations committed by Israel, which is referred to as
‘the Zionist occupation’, against the Palestinian Bedouin
community.®® In the textbook amended by the Israeli
authorities this activity has been removed.*” It is replaced
with a paragraph that focuses on the Bedouins as Arabs who
travelled through the Arabian Peninsula, which is followed by
two questions about the demographic spread of the Bedouins
and who can be called a Bedouin. The changed sentence
states: ‘And in our countries (Palestine and Israel together),
Bedouins live in the Negev, in the Aghwar region and Galilee.
The largest Bedouin city is the city of Rahat in the Israeli
Negev region.
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Modifications are not confined to content related to Israel
and Palestine, but also to post-colonial discourse or critical
thinking on colonialism that may associate the colonial past
in the Arab world with the current occupation of Palestinian
territories.

Social Studies 9/ includes two units on the history of
colonialism and resistance in the Arab world: Unit 1: ‘Colonial
Policy in the Arab World” (=)l obgll & 45l duliedl) and
Unit 2: ‘Resistance and Liberation in the Arab World’

(=)l obsll & s3dls deslill). Both units have undergone several
changes in the version amended by the Israeli authorities.
Some of these changes involve modifications to content
while in other cases complete chapters have been changed.
These changes include a map of the Arab world that has
been replaced by a map of Israel showing the demarcation
of the green line*® and the reduction of a text that discusses
the League of Arab States and its support of the Palestinian
cause to simply a definition of the organisation and its main
principles.*®

An example of a complete change of a chapter is the removal
of Chapter 2 ‘The Economic Colonial Policy in the Arab World’
(@)l obsll § Lsladyl & lazd] dulell)*® and its replacement
with ‘The Values of Civil Society’ (Jubl goizll ¢.3)*'%. The eight-
page chapter in the original textbooks (p. 16—23) is part of a
unit that examines the different colonial policies implemented
in the Arab world at the beginning of the twentieth century.

It describes economic colonial policies in the Arab world and
discusses the features of these policies and reactions to them.
It also associates those economic policies with the ‘Zionist

occupation’s’ practices and policies towards the Palestinian
economy. This chapter is substituted in the amended
textbook by a new seven-page chapter titled ‘The Values of
Civil Society” (abl geiz<ll ¢3) (p. 15-22), which discusses civil
society and its role in representing and advocating the civil
needs of citizens.

This new chapter defines civil society by providing a general
definition and the World Bank’s definition. It lists human
dignity, belonging to the homeland and pluralism as the

main pillars of civil society. The emphasis on pluralism and its
mani