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Abstract

This study explores the role of the Palestinian curriculum at the elementary stage in providing
an instrument for liberation and in promoting the Palestinian national identity. The thesis is based on
the perspectives of Palestinian teachers of all the subjects which undergo formal assessment in the
Gaza Strip. In-depth semi-structured interviews were carried out with 11 teachers to form the basis
for the analysis and the conclusions. The study takes from Paulo Freire’s critical theory of education
a theoretical framework, where the data collected are analysed in light of Freire’s theory. Through
thematic content analysis (Braun & Clarke, 2006) of the collected data through online interviews with
the sample of teachers, three interconnected themes are generated concerning the participants’ views
on the curriculum as an instrument for liberation and for promoting the Palestinian national identity.
The three themes are: ambivalence between the content and the common spirit; negative neutrality:
key to preserving oppression; and hierarchical bureaucracy: “I’m just a commanded slave!”. While
the current study problematises the Palestinian curriculum of the elementary stage for being neutral
about the oppressive nature of the reality the Palestinian generations have been living due to the
occupation, the findings confirm the curriculum’s clear deficiency in addressing the challenges the
Palestinians face. Based on the findings, the lack of education about the history of Palestine and the
detachment of the content of the curriculum diminishes the students’ awareness of their national
identity. Furthermore, it confines the role of school education at the elementary stage in enhancing
and refining the students’ perceptions of their oppressive reality, which undermine the Palestinian

emancipatory aspirations.
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1 Foreword

1.1 Researcher’s note

It is easy to observe how my lived experiences are influencing my thesis, including and
starting from the choice of my topic through my choice of [and sometimes not] using a reference to
my choice of drawing the conclusions on the input Palestinian teachers themselves provide. | have
learnt that my personal story matters and being aware of its influence on me and on my thesis will
help me better visualise my objective from conducting this research and thus help me throughout the
writing journey of my thesis. Therefore, this paper emanates from my perspective as an insider both
as a Palestinian who was born and raised in Gaza and as a teacher myself.

To better help the reader understand the writer’s conceptualisation of some important terms
pertinent to the subject of the present research paper, | believe that it is worthwhile to give some
clarifications. As | attempt to follow academic methodology of conducting social research, | take the
following concepts as prerequisites but do not attempt in any way to prove them in the paper:

First, in a report titled “/i/srael’s Apartheid Against Palestinians: Cruel System of
Domination and Crime Against Humanity” by Amnesty International released in February 2022, the
report clarifies how the israeli occupation state was established on the ruins of the Palestinians state:

[B]efore and after the May 1948 declaration of the State of [i]srael, hundreds of thousands of

Palestinians were forcibly displaced in what amounted to ethnic cleansing. Some were

internally displaced from their villages, towns and cities to other parts of what became

[i]srael... [i]srael prevents these Palestinian refugees, and their descendants, as well as

internally displaced persons within [i]srael, from returning to their former places of residence.

(p. 74)

The report describes the practices of the israeli occupation state against Palestinians as ethnic
cleansing and clarifies that hundreds of thousands of Palestinians were forcibly displaced. In a speech
at the UN General Assembly in September 2022, the President of the Palestinian Authority said that
529 villages were destroyed and 950 thousand Palestinians were displaced during and after the war
on Palestine in 1948, which accounted for more than half the Palestinian population then. They were
never permitted to return again. My grandfather and grandmother were among those who were
forcibly internally displaced in 1948 from the village of Barbara and the city of al-Majdal Asgalan
respectively to the city of Gaza. | and, before me, both my parents were born in a refugee camp. Since
then, neither my displaced ancestors nor any of their offspring have been allowed to return. In addition

to this, in the same investigation, Amnesty International concludes:
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Since its establishment in 1948, Israel has pursued a policy of establishing and maintaining a
Jewish demographic hegemony and maximizing its control over land to benefit Jewish Israelis
while restricting the rights of Palestinians and preventing Palestinian refugees from returning
to their homes. In 1967, Israel extended this policy to the West Bank and Gaza Strip, which
it has occupied ever since.
Amnesty International has analysed israel’s intent to create and maintain a system of
oppression and domination over Palestinians and examined its key components: territorial
fragmentation; segregation and control; dispossession of land and property; and denial of
economic and social rights. It has concluded that this system amounts to apartheid. It has also
documented unlawful acts committed by Israel against Palestinians with the intent to maintain
this system, including forcible transfers, administrative detention and torture, unlawful
killings, denial of basic rights and freedoms and persecution. It has concluded that such acts
form part of a systematic as well as widespread attack directed against the Palestinian
population and amount to the crime against humanity of apartheid. (Amnesty International,
2022, p. 280)
Consequently, I perceive the so-labelled ‘israeli state;” which was initially permitted as a member of
the UN under the two conditions of future implementation of the provisions of General Assembly
resolutions 181 (1) and 194 (I11)?, adopted respectively on 29 November 1947 and 1l December
1948, but never implemented any of them to the date of writing this paper; as a colonising, apartheid,
ethnic cleansing state which | do not recognise, neither did any of the participants I interviewed, even
though it had received the recognition of many states, as | consider myself a victim of this state’s
colonising practices.

Second, as a form of academic resistance, | oppose labelling ‘israel” as a proper noun. Hence,

I, as the writer of this research, choose not to capitalise it.

1.2 Motivation

It was a Thursday, the last day of the week and my last chance to travel from Gaza through
Erez® Crossing for the first time in my life, 13" September 2018. The purpose for the crossing was to

take a flight from Amman in Jordan to Glasgow in the UK for my then-fiancée to get her postgraduate

! The partition plan 181 (Il) provides for the establishment of an Arab Palestinian state on 45 percent of historical
Palestine and Jewish state on 55 percent of historical Palestine, with the city of Jerusalem as a corpus separatum (Latin:
“separate entity”) to be governed by a special international regime (UN General Assembly, 1947).

2194 (1) is a UN resolution calling for a right of return for Palestinian refugees (UN General Assembly, 1948).

3 The sole land crossing for the movement of people from the Gaza Strip to the West Bank and the occupied Palestinian
territories, and the second option for people in Gaza when Rafah Crossing with Egypt is closed.
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study instead of travelling directly from Palestine because there are no airports in Palestine. We used
to have one, but Palestinians use the Jordanian and the Egyptian airports because the only airport
Palestinians had in Gaza was completely demolished by israeli occupation bulldozers and air raids in
2000.* At around 08:30 am, the UNRWA liaison officer called us to take one bag of clothes each
and head towards the crossing. | can only recall being so glad to have this privilege of being a
UNRWA staff to be able to travel; later on, I realised that this is a sad story for around 2 million
Palestinians who are not UNRWA staff to be able to travel. Not even half the seats of the bus were
filled with passengers, to give me an additional reason to how lucky I was to be among this very few
who were permitted to cross the highly secured fence.

No one was allowed to get off the bus under any circumstances until we reach the borders
with Jordan. On the way, | asked the assistant and ticket collector on the bus to let me know when we
pass by my home village, Barbara, where my grandfather was expelled from by force in 1948. After
a few minutes, he called me and pointed at Barbara. It took me 26 years to see my home village for
the first and only time in my life. I only saw it for seconds and started to pour questions at the ticket
collector for I knew that he makes this trip very often. Then, I felt so much subjugation, helplessness
and sorrow for | had so little information about my home country. | remember receiving very limited
education about Palestine in the books of history, geography and national education. In fact, | used
to receive poor grades in these subjects because | always thought that what we learn about the history
of mostly-Egypt was totally irrelevant and detached from the life we live under the occupation.

Therefore, as an educator myself and a researcher in human rights, | decided to conduct this
research and examine the practicality of the Palestinian curriculum in promoting the national identity

and providing education for liberation for elementary school children from the perception of teachers.

4 Yasser Arafat International Airport was opened in November 1998 and ceased operation after less than two years in
late 2000.
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2 Introduction

Those who are stronger wish to continue to expand by including the weaker ones as part of

their own and to create unity and oneness, while those who are weaker struggle to establish

their identities while resisting expansion and inclusion by those who are stronger, and to

finally establish their own individuality. (Lee Byung-Jin, 2003, p. 333)

Education is one of the most influential tools used by states to establish, preserve and
reconstruct their national identity. Through education, knowledge, values, history, culture and
traditions are transmitted from a generation to another. Therefore, states place a great emphasis on
designing a curriculum and making policies that contribute to achieving their objectives.

Historic Palestine has been under the israeli zionist occupation since 1948. Ever since,
Palestinians have been sacrificing everything they have, including their souls, to achieve liberation.
The Palestinian people’s struggle does not seem to be well met by the Palestinian Authority in
designing a curriculum that promotes their Palestinian national identity and in addressing their
emancipatory aspirations. In a study titled “Education in Palestine, Current Challenges and
Emancipatory Alternatives”, Ramahi (2015) concludes that according to the available data in the
Occupied Palestinian Territories (OPT), the various political and socio-economic challenges and
demands connected with the colonial context in Palestine are not well met with adequate content of
the curriculum and assessment methods in formal education. Rather, the currently implemented
pedagogy is largely outdated and associated with power structure. Also, the conditions around which
the educational system is led lays a fertile soil for students to become passive recipients of outdated
and abstract knowledge rather than active participants in creating the knowledge.

In this study, | analyse the role of the elementary school curriculum in promoting the
Palestinian national identity and in providing an education as an instrument for liberation through the

perspectives of a sample of teachers in the Gaza Strip.

2.1 Thesis topic

This thesis attempts to examine the role of education in Palestine in liberation and promoting
the Palestinian national identity through the Palestinian curriculum in the elementary stage (from the
first grade to the sixth grade). This study aims at analysing the Palestinian curriculum’s efficiency in
providing adequate, relevant and comprehensive knowledge that fosters their awareness of their
national identity and contributes to the acceleration of liberation from teachers’ perspectives.
Quialitative method is selected to conduct this study, where semi-structured interviews with a sample
of school teachers of elementary stage teachers are used in this study as a tool to collect the data. |

use Freire’s Pedagogy of the Oppressed as a framework to analyse the collected data.
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2.2 Research objective

The principal objective of this thesis is to analyse the role of the Palestinian curriculum in
providing an instrument for liberation and in promoting the elementary school children’s awareness
of their national identity. The views of teachers in the Gaza Strip provide a crucial input to the data
collected to complete this project as the Gaza Strip is taken as a case study. The collected data will

be the basis for the written article and the drawn conclusions.

2.3 Significance of the study

Most of the literature about the Palestinian education and education policies address the
authoritarian role of the teacher as the all-knowing element in the educational process. Even when
the content of the curriculum is mentioned, it is mentioned as a passing point, without receiving the
attention that matches the significance of the role it plays in creating a submissive or libertarian
learner (citizen). From this shortage in the literature about the role the curriculum plays in shaping a
docile student, rather than shaping an active learner and thus contributor in the education process,
rises the importance of this study in putting the content of the Palestinian curriculum under the lenses
of the teachers who teach it from an emancipatory point of view following Freire’s Pedagogy of the

Oppressed.

2.4 Research questions

The overall interest of the present project is to generate knowledge about the perspectives of
the elementary school teachers in Palestine, with Gaza as a case study, on the construction of the
Palestinian national identity in the school curriculum and on education as an instrument for liberation.
To address this interest, the following main research questions were formulated:

1. What is the perception of Palestinian teachers on the role of the Palestinian curriculum as an
instrument for liberation?
2. What is the perception of Palestinian teachers on the role of the Palestinian curriculum in

shaping Palestinian national identity?

2.5 Background

Under the israeli military occupation of Palestine and the antagonistic violence against
Palestinian populations, Palestinians continue to live in a highly volatile political environment that
weakens many aspects of Palestinian people’s life, including student mobility and access to proper

infrastructure and education resources (Hamamra, Alawi & Daragmeh, 2021; Alashqgar, 2020). While
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education for liberation poses a challenge to advanced nations, this topic poses an even greater, more
demanding challenge to Palestinians. Education is one of the most important means Palestinian
people rely on in their struggle to achieve liberation. However, the quality of education that
Palestinians receive today poses yet another layer of the several complex challenges Palestinians face.
To be able to discuss the education, through curriculum, from a libertarian lens, there has to be a
chapter that presents a context for the study.

The main aim of this chapter is to provide the reader with an overview about factors that
helped in shaping the education system in Palestine the way it is today. Geopolitical, economic and
social contexts of the study area are presented. Then, a historical background of the education in

Palestine is discussed.

2.5.1 Location and context of study area

As the Gaza Strip is taken a case study in this research, it is inevitable to describe the context
of the study area, especially when the study area is at the centre of the continuous israeli aggressions
and military attacks in the Middle East since the occupation of Palestine in 1948.

The Gaza Strip is a part of the occupied Palestinian territories (see figure 1°) which was during
the British mandate period called Gaza sub-district as Historic Palestine used to involve 18 sub-
districts. It has an area of 365 km2 (OCHA, 2013) and is located along the Mediterranean Sea on a
relatively flat coastal land. The Gaza Strip borders Egypt on the South-West, the Mediterranean Sea
on the West, and the occupied Palestinian lands on the North and East (Zeidan, 2019) as illustrated
in figure 2°. It contains five administrative governorates as follows: Deir al Balah Governorate, Khan
Yunis Governorate, Rafah Governorate, North Gaza Governorate (contains Beit Lahia, Beit Hanoun
and Jabalia), and Gaza Governorate, which is the administrative and the commercial centre of the
Strip (Jouda, 2018), see figure 1. It also includes eight refugee camps, the Beach Camp, Bureij Camp,
Deir EI-Balah Camp, Jabalia Camp, Khan Younis Camp, Maghazi Camp, Nuseirat Camp, and Rafah
Camp (UNRWA, 2021), as figure 3 displays.

5 Link of photo: http://www.globalsecurity.org/military/world/palestine/images/palestine-map.gif
81 replaced ‘israel’ with Palestine and Occupied Palestine on the UN OCHA map (2019)
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Figure 3 Map of the Eight Refugee Camps in the Gaza Strip.
Source from UNRWA (2021)

The current population of the Gaza Strip is approximately 2.1 million inhabitants according
to the latest issue of the Palestinian Central Bureau of Statistics (PCBS) (2022), which makes it one
of the most densely populated areas on Earth. This large population goes back to the formation of the
refugee camps in the Gaza Strip after what is referred to as “the 1948 israeli-Arab war” that resulted
into the displacement of about 950,000 Palestinian both internally and externally and replacing them

with exclusively Jewish settlers to establish what is referred to as ‘israel’ today.

2.5.2 Political situation

The Gaza Strip was administered by three different powers starting from the Egyptian
administrative period that took control from 1948 until June 1967. Then, the israeli occupation
claimed power and lasted until April 1994. During this period, the first Intifada, i.e., uprising, took
place from 1987 to 1994. Then, it was finally the Palestinian period which started in the 1994 until
present time.

Palestinian Legislative Council (PLC) was held on 25 January 2006 in the Gaza Strip in the
presence of the two biggest political parties Fatah and Hamas in 2006. Hamas had a sweeping victory
in the elections with a vast majority (Aljazeera, 2006) and ruled the Gaza Strip. Therefore, the Gaza
Strip is currently administered by Hamas, one of the two biggest political parties in the Gaza Strip.

However, israel, the United States, and the European Union have not recognized the electoral victory
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of Hamas which resulted in imposing sanctions on the Strip and listing Hamas as a terrorist group.
Accordingly, a collective punishment took the form of a blockade was imposed on the Gaza Strip
since 2006 (Zeidan, 2019) until the date of this paper.

2.5.3 Miilitary aggressions on the Gaza Strip

The denial of democratic elections that resulted into the winning of Islamic Resistance
Movement Hamas by the United States, the European Union and certainly the occupation state of
israel led to four massive aggressions on the Gaza Strip. The first was in December 2008, which
lasted from 27 December 2008 until 19 January 2009 and claimed the lives of 1,440 Palestinians,
where 5,380 others were injured (Zanotti et al., 2009). In November 2012, another israeli aggression
on the Gaza Strip took place and continued from 14 to 21 November 2012. Its consequences were as
follows: 174 Palestinians were killed, and hundreds of persons were injured (OHCHR, 2013). The
2014 aggression was catastrophic and has “shocked and shamed the world,” as the United Nations
Secretary-General Ban Ki-moon put it. It lasted for 50 days from 8 July until 26 August 2014 and
resulted in the murder of 2,251 Palestinians and the injury of 11,231 (UNRWA, 2019). The fourth
military aggression on the Gaza Strip began on 10 May 2021 and lasted for 11 days where 261
Palestinians were killed, and over 2,200 Palestinians were injured (Bachelet, 2022).

2.5.4 Education in Palestine

Historically, formal education has been under the control and administration of foreign rule
in Palestine. The Palestinian education system has been under the control of the successive colonial
external powers, starting from the Ottoman (Turkish) Empire, then the British Mandate and
afterwards the israeli occupation (Abu-Saad & Champagne, 2006). Every power that claimed control
over education over the years shaped their education to serve the maintenance of the status quo. In
Turkish language to an overwhelming majority of Arabic speaking Palestinian Population, education
started to be provided by the Ottoman Empire in 1517 (Barakat, 2007; Ramahi, 2015). Public
education started to be provided in the region in 1869 (Al-Haj, 1995; Mar’i. 1978), but having no
curriculum of its own, the Ottoman Empire established a system of elementary and secondary public
schools modelled on the French one. The Ottomans translated French text books and adopted the
French standards (Yousuf, 1956, as cited in Abu-Saad & Champagne, 2006, p. 1036). The low level
of relevance of the education provided as well as having Turkish as the language of instruction rather
than Arabic did not succeed in attracting the Palestinian Arab populations to enrol (Al-Haj,1995;
Bowman, 1942).
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The aftermath of the Ottoman Empire period in Palestine was defined by two international
colonial agreements that established the cornerstone of the geopolitics of Palestine. First, the secret
Sykes-Picot Agreement in 1916 between French and British colonial powers which partitioned the
Middle East into 5 countries, including Palestine, when freed from the Ottoman control. This
agreement resulted into Palestine being governed under the direct British mandate. The following
year, British foreign minister Arthur Balfour issued the Balfour Declaration of 1917, which against
the will of the indigenous Palestinian populations promised to establish a “Jewish national home” in
Palestine (Broco & Trad, 2011).

Starting from 1917 during the British rule, education was steered to serve the interests of the
ruling power to fill the growing shortage for civil servants for the British Empire. Rather than aiming
at advancing the indigenous inhabitants’ social welfare, the sort of education in this phase was
associated with power structures and the political elites. It alienated indigenous Palestinians from
their own education and focused on improving the individual socio-economic and political interests
(Ramahi, 2015).

With the establishment of what is referred to as the state of israel and the ethnic cleansing of
the majority of indigenous Palestinian populations in 1948 in the event that is commonly referred to
as “al-Nakba” in Arabic (literally meaning “catastrophe”) (Barham & Akbar, 2022), the Palestinians'
hopes of having an education under their own rule were dashed (Ramahi, 2015). Instead, Palestinian
refugees who were forcibly displaced to the neighbouring states in the refugee camps administered
by the UN were subject to the curriculum and the educational policies of the hosting states (UNRWA,
2013). In the remaining Palestinian territories, Jordanian national curriculum was effectuated in the
West Bank and the Egyptian national curriculum was provided to Palestinians in the Gaza Strip until
1967. As a consequence, the education Palestinian population received both in the occupied
Palestinian territories and the diaspora was not concerned with preserving the Palestinian identity and
did not support the Palestinian social advancement. Neither did it lay a fertile soil to address
Palestinians’ aspirations for liberation and achieving their political independence (Ramahi, 2015). On
the contrary, it undermined the aspirations of the Palestinians of maintaining unity in the vision and
the purpose to achieve liberation through formal education.

In 1967, israeli occupation occupied the West Bank and Gaza Strip and subjected them,
including the education system, to the military rule. Education turned then from bad to worse, as
books were censored for containing the word Palestine or referring to the Nakba “Catastrophe” of
1948. Many books were banned from use in educational facilities claiming that they contained
subversive material against israel (Asaad, 2000).
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Even though the Palestinian Liberation Organisation (PLO)’ did not have the operative
mechanism or the authoritative means as an official national government, there were several attempts
to make up for the decrease of education in that period through newspapers, radio station Sawt
Falastin, “The Voice of Palestine,” and periodicals (Khalidi, 1997). These attempts culminated in
drafting a document called “educational philosophy of the Arab Palestinian People” by the PLO’s
department of education which resulted into publishing and distributing several books in most
Palestinian communities in the West Bank, Gaza Strip, Lebanon, Jordan and the occupied Palestinian
territories (Asaad, 2000).

By the end of 1987, the first Intifada (uprising) erupted in occupied Palestine calling for
national rights, self-determination and independence from israeli occupation. During the 1987
intifada, Palestinian education — formal and informal — effectively became illegal casting an enormous
catastrophic shadow over education in Palestine in an unprecedented way (Rigby, 1995). During the
four following years of the Intifada, the Palestinians’ informal attempts at providing education was
intercepted by israeli systematic closure of schools and universities and israeli soldiers’ harassment
and arrest of students and teachers for participating in education or even for carrying a book (Hussein,
2005). Israeli military rule forcibly closed down schools and universities for what accumulates to two
years during the first four years of the Intifada resulting into a disastrous decline in academic
standards in the occupied Palestinian territories (Asaad, 2000; Ramahi, 2015).

The following year of the Intifada, specifically in November 1988, the PLO in diaspora
declared the Palestinian independence. With this declaration, PLO recognised the UN resolutions 181
concerning the partition of Historical Palestine even though the occupation was still standing. They
declared the state of Palestine as “a peace-loving State, in adherence to the principles of peaceful co-
existence,” (the declaration of independence, 1988). Armed resistance ceased to be a means for
achieving liberation from occupation.

The declaration also established a ground for the education and culture of the future of the
declared Palestinian state, “The State of Palestine is the state of Palestinians wherever they may be.
The state is for them to enjoy in it their collective national and cultural identity” (the declaration of
independence, 1988).

Following a series of discussions with UNESCO started in 1990 requesting financial and
organisational support from UNESCO to develop a Palestinian curriculum, The Palestinian Centre

for Development of Curriculum was established in 1995 in the city of Ramallah to be run by the

7 A Palestinian nationalist political and military organisation that was founded in 1964 where most Palestinian
liberation movements had united for the purpose of opposing the israeli occupation and establishing a Palestinian
state.
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Palestinian ministry of education in cooperation with UNESCO. This took place one year after the
implementation of Oslo agreement in 1994, wherein the Palestinian Authority started to claim
authority in areas in the West Bank and Gaza Strip including the ministry of education from the israeli
military rule (Asaad, 2000).

The Palestinian Authority did inherit the educational system from israeli military rule, but it
did not receive the whole package. The structure, regulations and the system remained the same. Only
the people in charge were changed. To place any change, cancelation or reform to any of the
regulations in operation, the Palestinian Authority had to provide a proposal to the occupation
authorities. If the Israelis did not respond within a month of placing the proposal, the changes can be
operated. If the occupation authorities object, both parties would go to negotiation (Rigby, 1995).

The year 1996 marked the publishing of the First Palestinian Curriculum for Public Education
by the Palestinian Curriculum Development Centre in Ramallah (Asaad, 2000). It was not long until
it received criticism for shortcomings in the curriculum and notes for reform from the Palestinian
Curriculum Development Centre in 1997. It did not address the political, economic and social
development on the Palestinian level. For instance, the borders of the Palestinian State were not
defined by the curriculum because there was no agreement yet and politicians were still negotiating
them. In addition to this, the culture represented by the curriculum did not address the Palestinian
national spirit. Rather, it promoted that of the Egyptian and Jordanian. The history of Palestine and
the 1948 war that resulted into the displacement of Palestinian refugees was a sensitive issue and
consequently, was not mentioned in the curriculum. The construction of a Palestinian state with
Jerusalem as its capital require emphasising relevant Palestinian values (Nasr, 2022).

Pertinent concepts to the Palestinian collective national identity need to be given core
emphasis in the Palestinian curriculum. Until the date of this paper, some important concepts are not
resolved or discussed in the Palestinian curriculum. Examples of these issues are: Which Palestine to
teach? Is it the historical Palestine? Is it the remnants of political agreements with the occupation
authorities? Or is it the remnants of settler colonial annexation after political agreements? All these

questions are still relevant for the curriculum in use today.

2.6 Thesis structure

This thesis is divided into seven main chapters with the objective to explore the perspectives
of a sample of teachers in the Gaza Strip on the role of the curriculum of the elementary stage in
promoting the Palestinian national identity and in providing education as an instrument for liberation.
Chapter one is intended to provide the reader with notes of information that | take prerequisite before

conducting the research study in addition to my personal motivation to conduct this research. Chapter
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two sets an introductory context about the study: a thesis topic is presented, followed by research
objective, then the significance of the study, research questions, background on education and context
of study area, and the thesis structure. Chapter three examines the concepts and literature pertinent to
the current study, where nationalism, identity, education and its relation to politics and national
identity and the importance of the curriculum in the educational process are introduced briefly. In
chapter four, the theoretical framework of this study is discussed to familiarise the reader with Paulo
Freire’s critical theory of education used in this study. In this chapter, | define the radical, to whom
Freire directed his theory, the banking concept of education, Freire’s libertarian solution, the
importance of the individual for the community, and | conclude with a summary. Chapter five
displays my methodology in conducting the research, where | present and rationalise my selection of
method, my methodological approach, scope and delimitation of the study, recruitment of
participants, ethical considerations and principles, positionality and the tool | used for the data
analysis. My data findings and analysis are presented in chapter six, where | analyse the three themes
and their subthemes to answer the two main research questions of the study. Chapter seven concludes

my research and gives recommendations for future research.
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3 Literature review

The following literature review is an attempt to display a brief summary of the key concepts
and approaches that might be of help in understanding the discussion around promoting the national
identity and providing education for liberation through the school curriculum. The main aim from
collecting this brief account of pertinent academic contributions to the research is to explore different
approaches orbiting key concepts of identity, nationalism, national identity, the role of education in

state-building and education for liberation.

3.1 Identity, nationalism and national identity

The concept of identity in its current usage is relatively recent and can be traced to the works of the
German-American developmental psychologist and psychoanalyst Erik Erikson in the 1950s. The
term received interest in everyday discourse and in many disciplines of social science by the 1970s.
In the late 1980s and 1990s, historians, anthropologists and scholars of humanities depended
abundantly on identity following the influence of postmodernists.® They explored social categories
such as the cultural politics of race, ethnicity, class, citizenship and gender. Class, race and gender
were the cornerstone of literary criticism as viewed of a literary historian in the eighties (Appiah &
Gates, 1995; Fearon, 1999). But what is the definition of identity as a concept and consequently, what

is national identity?

3.1.1 Identity: between usage and definition

Stuart Hall (1989) views identity as a space that cannot be resolved. He presents identity as
an ongoing process of self-exploration that stems from the relationship between the Self and the
Other:

Identity emerges as a kind of unsettled space, or an unresolved question in that space, between

a number of intersecting discourses. ... Identity is a process, identity is split. Identity is not a

fixed point but an ambivalent point. Identity is also the relationship of the Other to oneself.

(p. 198)

The scope of the definition of identity mesmerisingly differs from a scholar to another in academia.
Whereas Hall highlights the often-changing feature of identity, Taylor (1989) accents the personal

characteristic of his identity:

8 See Mackenzie’s “Political Identity” (1978); and, Gleason’s “Identifying Identity: A Semantic History” (1983).
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My identity is defined by the commitments and identifications which provide the frame or

horizon within which I can try to determine from case to case what is good, or valuable, or

what ought to be done, or what | endorse or oppose. (p. 27)
However, his take on identity is not limited to this short statement. In fact, after dedicating a number
of pages attempting to display what he means by identity in his “The Sources of the Self: The Making
of the Modern Identity”, he continues, “but in fact our identity is deeper and more many-sided than
any of our possible articulations of it" (Taylor 1989, p. 29). Identity is a slippery concept. It
emphasises both sameness and difference (Al Ramiah, Hewstone & Schmid, 2011). In his article
titled “What is Identity (as we now use the word)?”, James Fearon (1999), argues that the term
“identity” as a concept remains somewhat enigmatic and rather complicated. He posits that identity
is a recent social construct that even though everyone is capable of using it in everyday discourse, the
dictionary definitions fail to provide an adequate definition that reflects its meaning as we use it today
but rather reflect an older connotation of the concept. However, Fearon attempts to formulate a brief
statement of the meaning of the term in light of its present use in most academic writings in two
linked senses, social and personal. The social boundary of the term suggests a social category where
a group of people share a set of, allegedly, distinguished attributes, characteristics, or expected
behaviours and rules to decide their membership. The personal identity serves to highlight the
characteristics that distinguish the person from others and to which the person feels particularly proud
for having and views as unchangeable. In the latter sense, it resembles the dignity where it points out

the individual self-respect.

3.1.2 Nationalism and national identity

Even though nationalism has provided a significant influence on the modern world, plausible
theory about it or a universal consensus on what exactly constitutes it are notably deficient. As
Anderson summarises “Nation, nationality, nationalism — all have proved notoriously difficult to
define, let alone to analyse” (2006, p. 3). Hugh Seton-Watson (1977), inheritor to an immense
tradition of liberal historiography and social science and author of one of the most comprehensive
English-language text on nationalism, describes, “thus I am driven to the conclusion that no scientific
definition of the nation can be devised; yet the phenomenon has existed and exists” (p. 5, emphasis
added). However, some scholars attempted to define nation and nationalism. Benedict Anderson
(2006) proposes a definition of the nation from an anthropological spirit, “it is an imagined political
community — and imagined as both inherently limited and sovereign” (p. 6). He clarifies that it is
imagined because it is not a possibility that a member of a nation, regardless of how small the nation

could be, knows most of his/her fellow-members, yet the members consider in their minds, and
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consequently behave, as though they form a nation. In other words, nationalism suggests that a group
of people having common characteristics that, in their beliefs, distinguish them from others should
be politically autonomous. Nation as a term constitutes one of the most crucial forms of collective
identity in modern communities. There are several possible factors the people of a community share
that constitute this feeling of oneness or the sentiment of a nation. Smith (1991) gives examples of
some sort of characteristics people might share to form this sentiment of nationhood, for instance,
language, ethnicity, religion, historic territory, culture, economy, legal rights and duties. The term
“nation” has often been used interchangeably with the term “state” in many contexts, but in fact they
are two different concepts. A state is more of a territorial entity that can be referred to as an
administrative unit where the power and the political institution of the state require loyalty of the
people in the governed territory, while a nation refers to a different entity. For instance, states usually
seek to foster the sentiment of a nation in their territorial entity to consolidate legitimacy and
strengthen governance (Yuen & Mok, 2014). This clarifies that the base the concept of the state relies
on is quite clear if compared with the vague base of the concept of the nation.

National identity is positioned among numerous social identities, including, inter alia,
territorial, racial, religious and linguistic identities (Ashmore & Jussim, 1997). Al Ramiah, Hewstone,
& Schmid (2011) clarify that national identity has an affective dimension where people who share
the same national identity have the feeling of proximity to one another, psychological belonging to
their own country and pride of its symbols. Many scholars today distinguish between two types of
affective love of one’s own country or nationality and the expression of one’s national identity. One
has a positive connotation, i.e., patriotism, which is generally used to describe positive sentiments,
attitudes or actions encompassing serving the interest of all people of the country. This type often
embeds defensive connotations in the case of resisting an occupation for instance. The other
expression of national identity is characterised of being extreme and is referred to by chauvinism.
This encompasses extreme loyalty to one’s country and a firm belief of the country’s superiority over
other countries, often leads to offensive consequences against groups or individuals of other identities
(Ashmore, Jussim, & Wilder, 2001).

Therefore, national identity in its moderate, positive connotation is equally important both for
the state, and for the individuals. Pulitzer Prize-winning historian Anne Applebaum argues, “we’re
coming to the period where people want to argue over something more existential [than economics],
about national identity, about who they are” (Croucher, 2018, p. 4). But who shapes the national

identity and what constructs the national identity for states or groups?
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3.2 Education, policies and national identity

Education and the process of forming education philosophy cannot be separated from politics.
In fact, they are issues of political and social struggle among the ruling elite that is characterised and
driven by interests. Education, including philosophy, school curriculum and the process of education,
is often used as a tool by the power structure and the ruling hegemony to shape, produce, reproduce
and reform the identity, and consequently, future of the society and the individuals to serve the
purpose they establish for themselves and the society they rule (Freire & Shor, 1987). In his
description of the inseparable relationship between education and politics, Shor (1996, as cited in
Asaad, 2000) proposes that education is in its “essence political because the education process is a
meeting place between man and society. Education is a joint development for society and the
individuals in it, and the future of both is shaped in an educational process” (p. 26).

It is the responsibility of the political government to maintain and protect the national identity
in balance against the claims of other group identities. In fact, political governments have the power
of identifying and shaping the identity for their nations. Massimo d’Azeglio, a famous Italian
politician and a pioneer of Italian unification, gave an example of how a nation state and a nation are
brought to life. He said at the first meeting of the parliament of the newly united Italian kingdom,
“we have made Italy, now we have to make Italians” (Hobsbawm, 1992, p. 44). As Shvets (2020)
states that ‘state elites made nations happen’, Veronika Bajt (2010) declares: ‘In order to create an
idea of national identity and common destiny of the nation, the state power determines which version
of the past is hegemonic and invests into building a shared national identity through marginalizing or
removing different’ (p.141).

It has to be acknowledged that elites and the political state, or political government play a
crucial role in the process of forming the national identity and for this, they use the various available
tools they possess to establish, preserve, [reform] and reconstruct their concept of their national
identity. Among the available tools for the state to achieve this rises the role of education. In this
regard, across history, education has been one of the major platforms to establish, preserve and
promote national identity (Shvets, 2020). To illustrate, in China for instance, the highest levels of the
Chinese state authorities govern education of citizenship. Therefore, Marxism-Leninism guides and

promotes the main themes in the Chinese curriculum (Man Chong, 2012).

3.3 Education and national identity

According to Shvets (2020), the state and elites have a crucial role in forming national

identity. They ‘establish, maintain, and reconstruct the notion of national identity’ (p. 122).
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Afterwards, they use certain platforms to introduce it to their people, the most important of which is
education. Therefore, the educational system could be used to promote new policies the state needs
to build national identity. The importance of children's education in forming national identity stems
from the fact that young children are in a continual process of developing identity (Diaz, 2017).
Therefore, Shvets (2020) and Man Chong (2012) argue that all over the world and throughout history,
educational systems are used to foster national identity and its most important objective is to cultivate
loyalty of citizens to a nation. This way, national education could shape the mind of the recipients to
put the nation first (Shvets, 2020). This could be called ‘nationalistic indoctrination” which Shvets
(2020) and Bajt (2010) find dangerous. “It limits people in their decision making, limits their thinking
itself. The existence of the state-endorsed dominant historical perspective and the unique right of
elites to shape these perspectives may lead to tragic consequences” (Shvets, 2020, p. 129-130).
Hewitt (2006) refers to curriculum in a world of nations as a political tool. It is used as a
means to organise society and construct loyalty to it. He argues that curriculum is an essential part of
nation building that possess the capacity to create unity, conformity and practices of civic duty. Ideas
about the aim and use of education is included in the agenda of any particular political party or interest
group. Schools in this understanding are used as channels to enforce these ideas through curriculum

development and policy making.

3.4 Importance of the curriculum in the educational process

The curriculum plays a crucial role in the learning process and is considered a decisive factor
of the provision of quality education. It provides a content to support the educational process that
aims at ensuring a holistic development for children (Stabback, 2016). The curriculum provides the
foundation for students’ learning experiences as well as the acquisition of knowledge for learners
throughout their education. According to Priestley and Philippou (2019), the curriculum is the centre
of any learning or educational institution.

Curriculum is significant in the educational process (Lopes & Pereira, 2012; Hong, 2012;
Haning, 2020). It is important for both the teaching and the learning processes; for both the teachers
and the students, and it affects both. Lopes & Pereira (2012) believe that the curriculum is important
since it is considered as a reference for both teachers and students, and it has an impact on the
students’ learning process and on the educational process as a whole. Hong (2012) posits that the
curricula is important for the learning development and skill development of the students.

Curriculum is a basis for what students learn, what skills they are expected to gain, and what
they need for their learning development (Hong, 2012; Lopes & Pereira, 2012; Haning, 2020).
According to Haning (2020), the curriculum reveals how a particular institution chooses to shape its

27



students’ knowledge, skills, and educational experiences by the curriculum they provide. In other
words, what is delivered to the students is what the curriculum designers prioritise and believe is
valuable for the students. Being a source for students’ learning, curriculum helps form students’
identities (Haning, 2020; Lopes & Pereira, 2012). Lopes & Pereira (2012) state that “curriculum is a
document of identity and identity is an expression/manifestation of a curriculum” (p.19).

In addition to that, curriculum is important for the teachers as it provides them with the
resources and the information needed to support students’ learning (Lopes & Pereira, 2012). It affects
the teacher’s teaching process as teachers deliver what is relevant i.e., what is included in the
curriculum; therefore, it influences the formation of the teacher’s as well as students’

identity (Haning, 2020).

3.5 Summary

In the literature review provided in this chapter, it is found that national identity and state identity
are almost overlapping terms that are often used interchangeably whereas some scholars cite slight
differences between them. It can also be found that nationalism and identity are loose terms and that
national identity is not a term that everyone that comes in agreement on what it encompasses.
Therefore, this study does not attempt to explore what the Palestinian national identity is to the
interviewed sample, neither does it attempt to provide a norm on what the Palestinian national identity
is. Rather, it attempts to explore the perspectives of the elementary school teachers of a variety of
subjects on the role the Palestinian curriculum they teach at the elementary stage plays in promoting
the Palestinian national identity and in providing an education as an instrument for liberation. The
answers of the teachers on their perspectives of the role of the curriculum is based on their
understanding on what the Palestinian national identity is and what liberation means to them.

Furthermore, the literature presented in this chapter confirms that the power structure and the
political elites through education shape the national identity of the state. Finally, the importance of
the curriculum in the educational process was highlighted to emphasise the significance of the
curriculum in deciding the national identity through education.
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4 Theoretical framework

In order to connect the discussion of the Palestinian elementary school curriculum as an
instrument for liberation and for the construction of national identity from the perspectives of teachers
with existing knowledge relevant to this topic, it is inevitable to consider researching the already
existing theories that clarify the issues under investigation. Using a Freirean theoretical framework
within this study, | aim at providing my research with the foundation that will support my analysis
and help me interpret my findings.

This research takes from Paulo Freire’s critical theory of education in Freire’s Pedagogy of
the Oppressed (2000) as a theoretical framework. The leading Brazilian educator and philosopher is
best known for the theory of liberation, which he developed through his work as a teacher and activist
in Brazil and other Latin American countries. He was born in 1921 to middle-class parents in Recife,
Brazil. He reflected on the difficulty he faced in his childhood education saying that he had the
motivation to study, but his economic condition did not allow him to, “I tried to read or pay attention
in the classroom, but I didn’t understand anything because of my hunger” (Gadotti & Milton, 1994,
p. 5). The most renowned of Freire’s publications was Pedagogy of the Oppressed (2000), in which
he proposes the moral potential in a transformative education, i.e., the potential to liberate. The
profound impact Freire’s views have made were not limited to the field of education, but also in the
overall struggle for liberation. The pedagogy of the oppressed critically manifests and reflects on the
relationship between the coloniser and the colonised, the oppressor and the oppressed. It even evokes,
by reflection, the fragility of the oppressed who themselves become oppressors, misguided by their
conception of their role while (mis-)leading the revolutionary actions against the oppressor (Freire,
2000).

4.1 A task for radicals

Pedagogy of the oppressed is a task for radicals to recover their lost humanity by the yearning
of the oppressed for freedom and justice. The critical theory of education Freire (2000) proposes is
an emancipatory one that is grounded in the belief that all individuals possess the capacity to think
critically and challenge the dominant ideologies and power structures that shape their lives. Freire
(2000) declares it early at his work that his contribution is for radicals and clarifies what it means to
be radical as well as the significance of being radical, not sectarian or fanatic, for the purpose of the
removal of oppression and consequently for the achievement of liberation:

Sectarianism, fed by fanaticism, is always castrating. Radicalization, nourished by a critical

spirit, is always creative. Sectarianism mythicizes and thereby alienates; radicalization
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criticizes and thereby liberates. Radicalization involves increased commitment to the position

one has chosen, and thus ever greater engagement in the effort to transform concrete, objective

reality. Conversely, sectarianism, because it is mythicizing and irrational, turns reality into a

false (and therefore unchangeable) "reality." Sectarianism in any quarter is an obstacle to the

emancipation of mankind. (Freire, 2000, p. 37)

The radical is committed to human liberation and is free from imprisoned reality. It is vital to
be radical because the more radical the person is, the more aware he or she is of the reality. This
awareness of the reality is not limited to being able to understand it, but also to being able to better
transform it. This person has the capacity to confront, to listen, to see the world uncovered. This
individual is not intimidated to interact with people or engage into dialogue with them (Freire, 2000).
“This person does not consider himself or herself the proprietor of history or of all people, or the
liberator of the oppressed; but he or she does commit himself or herself, within history, to fight at
their side” (Freire, 2000, p. 39). Thus, the radical in Freire’s pedagogy of the oppressed is an
individual who is willing to engage himself or herself into dialogue, into perceiving the world around,

into co-creating knowledge and into transforming his or her life and the lives of the society.

4.2 Banking concept of education

Traditional education systems are incapable of nurturing radicals. Therefore, Freire believes
that education is not merely a means of transmitting knowledge from teacher to student, but also an
instrument for promoting social change where individuals are empowered not only to gain knowledge
about their reality, but also to transform their lives and the societies in which they live. Traditional
education systems, according to Freire, have a tendency to be oppressive in nature, as they fortify the
status quo and prioritise the interests of the ruling hegemony. The traditional educational process is
characterised with authoritarianism and therefore, it necessarily involves two parties, a narrating
Subject (the teacher) and patient, listening objects (the students). Freire posits that education is
suffering from narration sickness. The narration Freire describes symbolises oppression where the
oppressors indoctrinate people (the oppressed) to adapt to a reality which must remain untouched.
This indoctrination turns students into an empty vessel to be filled by the teacher. The more these
“containers” are filled, the better the teacher is and the more submissive these “receptacles” are, the
better students they are. He named this concept of education the “banking” concept where the teacher
is the depositor of information and the students are the depositories. Students in the banking concept
of education have a limited scope of action, where they only receive, file and store the deposits. In
the best cases, this system, according to Freire, is a misguided one as it lacks creativity, transformation

and knowledge. The narration in this monotonous one-way educational process makes any content
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lifeless and alienating because it lacks interaction and dialogue. It imposes a content that presents a
one-sided aspect of reality, the sort of reality the ruling hegemony wants them to see and mechanically
memorise. Freire argues that the traditional oppressive education treats students as passive recipients
of knowledge. The person in this banking concept is a person in the world, not with the world or with
others. The banking concept makes the individual a spectator, not a re-creator. Freire clarifies, “the
person is not a conscious being (corpo consciente); he or she is rather the possessor of a
consciousness: an empty “mind” passively open to the reception of deposits of reality from the world

outside” (Freire, 2000, p. 75).

4.3 Lifeless and alienating content

Any sort of content of this education system, whether values or empirical aspects of reality,
becomes lifeless and petrified in the process of being narrated. In the oppressive banking concept of
education, the learner is considered to be an empty vessel and knowledge is a present gifted by the
ones who consider themselves knowledgeable to these empty vessels. The content of this type of
education varies to fit the ideologies and interests of the power structure and the ruling elites (the
providers of this oppressive education), rather than directing the education to fit the needs of the
society and the learners, i.e., an education that liberates and shapes a radical, active and creative
participant. An oppressive education system tends to provide a content that alienates learners and
detaches them from their reality, resulting into projecting absolute ignorance onto others. This is a
characteristic of the ideology of oppression that goes against education and knowledge as processes
of inquiry.

The teacher talks about reality as if it were motionless, static, compartmentalized, and

predictable. Or else he expounds on a topic completely alien to the existential experience of

the students. His task is to "fill" the students with the contents of his narration— contents
which are detached from reality, disconnected from the totality that engendered them and
could give them significance. Words are emptied of their concreteness and become a hollow,

alienated, and alienating verbosity. (Freire, 2000, p. 71)

The teacher in Freire’s text embodies the system, the ideology of the oppressive ruling power, and
the content of the curriculum, not the teacher per se. As a consequence, the content presented in this
process is detached from reality. This content is alienated from what gives meaning to students and
therefore, is alienating them from their oppressive reality. Instead of working on changing the
situation which oppresses the oppressed, the oppressors focus their interests in changing the
consciousness of the oppressed. The oppressors believe that the more they can lead the oppressed to

adjust to the situation of oppression, the more easily the oppressors can dominate the oppressed.
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Therefore, the oppressors exert all the efforts in all the possible mechanisms, directly and indirectly,
to detach the oppressed from their lived reality and to control them to adjust to the situation of
oppression they lead them into.

4.4 Freire’s libertarian solution

To defy the fundamentally narrative nature of the teacher-student relationship, Freire’s
pedagogy of the oppressed advocates creating a dialogical relationship between teachers and students.
With this dialogical relationship, democracy can be achieved where both parties are treated as equals
and work collaboratively to create knowledge together. Freire clarifies that oppression is functionally
domesticating. It turns the oppressed into an object, a thing, that has no purpose except that the
oppressor prescribes for them. By following the prescriptions of the oppressors, the oppressed remain
unconscious of the causes of their oppressive situation and thus, they accept being exploited.
Therefore, Freire proposes how one can no longer be a victim to its force. His proposal of how to
eject oneself from the causes of oppression is by emerging from oppression and turning upon it where
reflection and action are the only means of the praxis to transform the world and stop oppression.

It is only when the oppressed find the oppressor out and become involved in the organized

struggle for their liberation that they begin to believe in themselves. This discovery cannot be

purely intellectual but must involve action; nor can it be limited to mere activism, but must

include serious reflection: only then will it be a praxis. (Freire, 2000, p. 65)

In Freire’s critical theory of education, the struggle starts when the oppressed recognise that they have
been destroyed. The recognition is important because as long as the oppressed do not recognise the
oppression they live under, they will remain caught with their unauthentic view of the world, which
is controlled by the oppressors. The only effective instrument for liberation, according to Freire
(2000), is a humanising pedagogy where a permanent relationship of dialogue with the oppressed is
established by the revolutionary leadership. Without the dialogue, the oppressed will continue to be
perceived as semi-humans and any attempt to treat people as semi-humans only dehumanises them.
Freire here emphasises that liberation as a human phenomenon can only be achieved by humans and
any method employed to liberate the oppressed that does not perceive them as humans will fall in the

trap of dehumanising them.

4.5 The individual as a starting point for the collective

One of the most crucial elements of Freire’s critical theory of education in the Pedagogy of
the Oppressed is that it addresses the individual; the individual that oppresses and the individual that

is oppressed, the education that liberates, and the education that shapes the radical, active and creative
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individual participant. Meanwhile, the objective of this study is to check the role of the curriculum in
shaping and consolidating the Palestinian national identity and in providing an education for
liberation. Speaking about a “Palestinian national identity” is speaking about a shared identity, which
indicates a group rather than the individual. Likewise, checking the role of the curriculum as an
instrument for liberation indicates the collective rather than the individual that Freire is most
concerned with. As the topic under discussion with teachers in this paper addresses the education
from a collective national perspective, the theory Freire establishes to the structures of society refers
to the individual as a point of departure for social change. To clarify, Freire postulates in his pedagogy
of autonomy (1996) that the process of obtaining freedom of individuals is the trigger of the process
of liberating a society. Therefore, the individual and the collective are not disconnected in this
context. This is because shaping the individual who is a creative and active learner and who
participates in creating knowledge with everyone around is the basic element and an integral part in
creating a community that shares mutual aspiration for liberation, a community that is free from
inside, one that is equipped with the historical tools and the mutual collective aspiration for liberation
and seeks freedom. In other words, an education that gives emphasis on liberating the individual is
the starting point to achieve an education that promotes “a collective” national identity and one that

“collectively” liberates.

4.6 Summary

From Freire’s emphasis on the importance of reflecting on oppression and taking actions to
transform this reality of oppression, it is inferred that through education, showing rejection of this
oppression and transforming this rejection into action of resistance is vital and is probably one of the
most influential and effective forms of resistance. Freire portrays the teacher as the all-knowing
element of the process of education. The teacher chooses the program content and presents himself
to his students as their opposite. He justifies his significance to them by considering their ignorance
absolute. Freire describes the students as slaves by their acceptance of their ignorance. The teacher
in Freire’s text symbolises the system and the power structure that govern the educational process,
which governs and enslaves the teacher himself. Freire proposes a libertarian education that is based
on democracy and dialogue where the two poles of the educational process, i.e., the teacher and the
student, learn from each other and co-create the knowledge together instead of having one pole
dominating and oppressing the other.
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5 Research Methodology

This chapter introduces the methodology implemented in this research. In this chapter, |
present the data collection method, the recruitment of participants and the epistemological foundation
of conducting this social research. This research adopts a theoretical framework from Paulo Freire’s
critical theory of education in Pedagogy of the Oppressed (Freire, 2000). Semi-structured interviews
are carried out with a sample of elementary school teachers of all the subjects that undergo formal
assessment. The scope of the study is limited to teachers in the Gaza Strip. This chapter provides a
rationale for my selection of methodology among the alternatives to conduct this study. In this
chapter, | attempt to clarify what | used for conducting this research as well as to rationalise why to
every choice | made, as illustrated in figure 4. In addition to discussing the data collection method
and the rationale, the chapter also clarifies the method of data analysis of this research as thematic
content analysis is utilised. Furthermore, positionality, ethical considerations, limitations and
participant recruitment are displayed throughout this chapter under the relevant subtitles.

11 teachers

Both

Teachers genders

eachers of
subjects that ;
undergo - Gaza Strip
formal NN
assessment

Elementary
SE

Figure 4 Questions to be answered in the chapter
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Since the aim of this study is to explore the role of the Palestinian school curriculum in
promoting the Palestinian national identity and in providing an education for liberation among
students of the elementary stage, there was a growing need to think wisely and thoroughly about each
step to select appropriate methodology for data collection and data analysis. In this chapter, the
motives behind the selection of various tools are displayed. The careful selection of these tools helps
in obtaining relevant and valid input to lay the ground for accurate and precise findings that help in

answering the research questions.

5.1 Selection of method

There are presumably, inter alia, two possible tools to investigate the issue of the role of the
Palestinian school curriculum of the elementary stage in promoting the Palestinian national identity
and in providing an education for liberation. The first possible approach is the analysis of the text of
the school curriculum. This method is based on analysing the content of the textbooks and measuring
it against one of the theoretical frameworks, which are characterised of being diverse and sometimes
somewhat feuding. Indeed, | did not select to conduct the text analysis in this paper. The aim of
selecting not to use the text analysis as a research methodology in this paper is to attempt to get
objective findings away from potential bias from my side as a researcher, as it would be possible for
me as a researcher to choose a theory that supports and gives evidence of predetermined assumptions
or beliefs.

The second possible method from my point of view is to interview people and hear from them.
The intention of this paper is not to check the conformity of the curriculum with a certain nationalist
theory. However, it is to survey whether the curriculum is designed in a way to provide a sufficient
source of input to promote the Palestinian national identity and to provide an education for liberation.
This can be found from the people to whom the curriculum is designed to serve. Therefore, | favour
interacting with the human target to whom the textual means, i.e., the text of the curriculum, is
designed to educate. The human target in this sense is the school children who are educated using this
curriculum. However, since the school children of the elementary stage are not developed enough in
terms of their cognitive ability and their intellectual repertoire to evaluate the efficiency of the
curriculum in promoting their national identity, I tried to find an equivalent alternative to replace the
school children. In my selection of the alternative, |1 based my choice of an alternative on two
important qualities: first, to share the quality of being directly involved in the educational process of
children; and second, to possess the quality of having extensive acquaintance and interaction with the
school curriculum. Hence, | choose to interview a sample of teachers in the elementary stage in the

Gaza Strip.
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5.2 Data collection: Qualitative interviews

Considering the nature of this research, a qualitative research approach was chosen, focusing
on analysing and interpreting the data that is gathered through views, perceptions, and experiences of
research participants. Unlike quantitative research, which relies on variables and numerical
expressions, qualitative research delves into real-world experiences, cultural elements, and societal
values (Bryman, 2016; Creswell, 2009; Taylor, Bogdan, & DeVault, 2016; Yin, 2011). The
qualitative approach of research methodology has the potentiality of giving an in-depth understanding
of the role of the curriculum in promoting the Palestinian national identity and in providing an
education for liberation from the teachers’ perspective. There are a variety of qualitative methods
developed to serve as means of collecting data to get an extensive understanding of the studied issue
in the research, the most common of which are interviewing and observation. According to Bryman
(2012), the aim in the social research interview is that the interviewer elicits from the respondent
information concerning the interviewees’ beliefs, attitudes, values and behaviour or the behaviour of
others. Oakley (1998) and Jamshed (2014) explain that a qualitative interview is a sort of framework
where practices and standards are achieved, challenged and reinforced, not only recorded. Jamshed
(2014), argues that no research interview is short of structure; research interviews are either in-depth,
semi structured or lightly structured. Bryman (2012) differentiates between two main styles of
qualitative interviewing depending on the approach taken by the interviewer. The unstructured type
of interviews, which tends to resemble a conversation where none of the questions are predetermined
in topic or order and the interviewer uses an aide-memoire “written notes to help in remembering” to
provide himself or herself with prompts. The respondent in this type of interview is given much
freedom, with the interviewer just responding to important points. The second of the two main types
of interviews that Bryman lists is the semi-structured interview. The researcher in this type has a list
of predetermined questions, but also has the possibility to ask further unplanned questions to follow
up with points mentioned by the interviewee. If | were to label these two types of qualitative
interviews, |1 would label the former with the almost totally free type and the latter with the flexible
type.

My research questions guide my selection of the research methodology in this study. My
research questions require analysis of teachers’ perceptions of the curriculum in relation to promoting
national identity and to provide an education for liberation according to their subjective views and
experiences. | have selected qualitative methodology for the study guided by the following research
questions of the study:

1. What is the perception of Palestinian teachers on the role of the Palestinian curriculum as an

instrument for liberation?
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2. What is the perception of Palestinian teachers on the role of the Palestinian curriculum in
shaping Palestinian national identity?

Both of my research questions are based on the perception of Palestinian teachers from the
Gaza Strip; my first question discusses the views of the teachers on the curriculum as an instrument
for liberation, whereas the second question explores the teachers’ views on the role of the curriculum
in shaping and promoting Palestinian national identity. The free type of interviews might not be the
most convenient for this study as it is important to keep the relevance to the main topic. For this
reason, | decided to adopt the flexible semi-structured interview format. To avoid the risk that the
informants’ responses be framed or constrained by my preconceptions, my choice of in-depth semi-
structured interview format is to encourage the teachers to answer a list of general and open-ended
questions. In addition, the teachers are encouraged to share their points of view on any issues they
think are important to understand the main research question.

In order to facilitate the process of conducting the interviews and collecting the relevant data
to answer the main research question, | developed an interview guide containing the following
questions:

e What are the geographical boundaries of Palestine in the perception of the interviewed
teachers?

e Does what the curriculum presents go in conformity with the teachers’ perception?

e What are the most important characteristics that demarcate the Palestinian national identity?

Is it presented in the curriculum taught? How?

e What is the perception of the interviewed teachers of the israeli occupation? Do they recognise

it as a neighbouring state? Is this issue tackled by the curriculum? If yes, how?

5.3 Sampling

This study explores the role of the Palestinian curriculum in constructing and promoting
Palestinian national identity as well as in providing an education for liberation. The two main study
questions are concerned with teachers’ perception of the role of the curriculum in providing students
with the relevant education. Therefore, the age during which children start to receive and construct
their conception about national identity and formulate their personality is key in the study. In a
number of studies conducted by the University of Surrey to explore the development of the subjective
sense of national identity, it was found that the importance of national identity for children increases
significantly between the age of 5 and 11 years. Likewise, the children’s acquisition of national
geographical knowledge positively correlates with their sense of national identity (Barrett, 2000).

These findings imply that the development of national identity with children is influenced by, but not
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solely dependent on, the cognitive development of children that helps them better conceptualise the
social world around them. However, the development of children’s understanding of national identity
is also influenced by the sociocultural settings within which the children are growing. The school
system in Palestine is divided into three stages: elementary, preparatory and secondary. The
elementary stage starts from grade 1 to and including grade 6, which includes the ages from 6 years
to 11 years. The preparatory, often referred to “prep,” stage extends for three years to contain students
of 7, 8" and 9" grades. The final stage is the secondary, which continues the final three school
grades of 10", 11" and 12™. As the elementary stage contains students in the age that falls within the
years when children develop their perception and awareness of their national identity that Barrett
(2000) suggests from 5 to 11 years of age, my selection of the stage fell on the elementary stage
Palestinian school curriculum.

There are many approaches for selecting participants, and the type of sampling depends on
the way the information will be used. In addition, the selection of samples alters depending on the
type of information the researcher attempts to collect to answer the questions the research poses
(Bryman, 2016). | managed to interview 11 elementary school teachers of all assessable subjects.
Whereas all school subjects can be studied in relation with the promotion of national identity for
children as they all can provide valuable reference to national identity and they all can form a basis
to explore the liberation through them, my selection fell on the subjects that receive formal assessment
by the end of each semester and with which students get credit from them in their certificate of
achievements. There are three subjects that either do not receive formal assessment like Physical
Education, or receive formal assessment but students do not credit from them like Arts and Crafts,
and Technology Education. This can be demonstrated by the minimal number of classes students

receive in these subjects every week, (see table 1).
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Grade and number of classes every week
Subject First | Second | Third | Fourth Fifth | Sixth
grade | grade | grade | grade grade | grade

Religious 3 3 3 3 4 4
education
Arabic 11 11 9 9 8 8
language
English 3 3 3 3 4 4
language
Mathematics | 7 7 6 6 5 5
Scienceand |0 0 3 3 4 4
life
National and | 2 2 0 0 0 0
life
education
National and | O 0 2 2 0 0
social
upbringing
Socials 0 0 0 0 3 3
Technology | 0 0 0 0 2 2
education
Arts and 1 1 1 1 1 1
crafts
Physical 1 1 1 1 1 1
education

Table 1 Revised study plan — Ministry of Education & Higher Education, General Directorate of
Planning & Development (2022 / 2023)

My interest in interviewing teachers, not parents for instance or curriculum authors, stems
from the particularity the teachers possess, which others lack per se, of being in direct and daily
contact with both the children as well as the school curriculum. In addition to having a first-hand
experience of numerous learning situations where school children are likely to articulate their
perception of their national identity, teachers are there to reflect and evaluate which areas the

curriculum lacks. Furthermore, the Universal Declaration of Human Rights (UDHR) establishes a
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basis that everyone has the right to education and in the third paragraph, it declares: “Parents have a
prior right to choose the kind of education that shall be given to their children” (United Nations, 1948,
art. 26.3). Subsequently, teachers can also be parents of their own children. That being the case, they
combine between being teachers who have direct interaction with school children and the curriculum,
as well as being parents to their own children. In other word, by interviewing teachers, I can have the
view of an expert in the curriculum taught and a parent who cares about what his or her children learn.

Therefore, | assume that the most authentic data can be collected from teachers.

5.4 Scope and delimitation of the study

Bryman (2012) problematises generalisation in qualitative research. He argues that the case
study as well as the interviewed participants are not necessarily a representative of the population.
Therefore, there is a need to define the boundaries that specify the objectives of the research. This
study focuses on exploring the role the curriculum plays in promoting Palestinian national identity as
well as its role in providing an education for liberation through the elementary stage. To illustrate,
the current research paper does not cover the role of the teacher or what happens in the classroom;
rather, it aims at studying the curriculum from the perspective of the teachers who teach it. The data
is gathered from 11 teachers of different subjects who teach or have taught at the elementary stage in
the Gaza Strip. The interviews took place online with 11 teachers during the first month of 2023. The
study is limited to the views of a sample of teachers from the Gaza Strip and does not contain views
of teachers in the West Bank even though they use the same curriculum. However, due to my inability
to connect myself with teachers in the West Bank and my lack of the information about the context
of education in the West Bank, | limited the boundaries of my study to the Gaza Strip. Also, the
current study only covers the teachers’ perspectives on the elementary school curriculum away from

the curriculum of the preparatory and secondary stages.

5.5 Recruitment of participants

The participants in this study were recruited through random snowball sampling recruitment
technique (Baltar & Brunet, 2012). Being a teacher myself, I have a community of teachers from both
genders. However, most of my teaching experience was in the preparatory stage, not the elementary
stage. Initially, I tried to reach out to participants through my social media platforms, where | wrote
that | need teachers of elementary stage to participate in a study about the curriculum they teach. All
the respondents who expressed their willingness to participate were teachers of English. This was
understandable for me since my network of teachers is mostly teachers of English. Most of the

teachers who expressed their willingness to participate were female teachers. In the recruitment
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process, | made an effort to maintain transparency and impartiality by refraining from hiring
individuals who were my acquaintances or had previously worked with me. This was feasible for me
because, for the majority of my career as an educator, | taught at the preparatory level rather than at
the elementary level. While interviewing participants, | was looking for other participants who teach
different subjects for different grades, so benefited from the participants both by the input they
provided and by their help in recruiting other participants.

I aimed at recruiting teachers of different subjects who teach different grades in the elementary
school. My main criteria were to cover all the subjects assessable in the elementary stage and all the
grades, to recruit teachers from both genders and to avoid recruiting friends. | succeeded in meeting
all the criteria | drew for my research. The scope of the sample was also taken into account, where
all the participants are teachers who teach in the Gaza Strip.

The process of recruiting participants was challenging and stressful as | initially thought that
it would be an easy process first. However, the fear of participants from being dismissed from
employment when they learned about the topic of the research hindered the process of recruitment.
Some participants who were suggested dismissed their interest in participation from the beginning,
while others refused to participate when they learned about the topic. One of the participants agreed
to participate and were sent the information letter and consent form via email and we set an
appointment for the interview, but when | contacted her after preparing all the arrangement for the
interview, the participant sent a message refusing to participate due because “the UNRWA imposes
a policy of neutrality on us.” It was stressful and challenging for me, especially that | struggled to
find participants and the time was limited. However, | adhered to the research ethics by replying to
the participant expressing my understanding and thanked the participant.

My initial plan was to recruit from 9 to 12 participants depending on receiving data that
answer my research questions. Some interviews were more informative and resourceful than others.
However, all the interviews contributed in providing an insight for the analysis of data and in drawing

the conclusions. By the end of the interview process, | received my data from a sample of 11 teachers.

5.6 Ethical considerations

When conducting research involving human subjects, several ethical principles should be
considered. Thus, this research notifies the Norwegian Centre for Research Data (NSD) and is
performed in line with Guidelines for Research Ethics in the Social Sciences and the Humanities
(NESH). According to NESH (2022), researchers are responsible for all human subjects involved in

the study. Researchers should maintain confidentiality, respect the participants privacy, and ensure
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their safety. It isa principle that participants are involved based on the informed consents they provide
(NESH, 2022, p.18).

The participants in this study were recruited through random snowball recruitment (Baltar &
Brunet, 2012) and reached out initially through social media and teachers’ communities in Gaza.
Although I belong to the same social group as my participants being a Palestinian from Gaza, and
a teacher, I tried to be transparent and neutral in the recruitment process by avoiding recruiting friends
and people who worked with me. This was possible for me because most of my teaching career, |
have been teaching in the preparatory stage not the elementary.

Based on NESH (2022), participants should provide voluntary, informed, unambiguous, and
preferably documentable ethical consent. In this research, all the teachers I interviewed participated
voluntarily. I ensured that no influence or any kind of pressure was put on them when they were
invited to participate in the research study, (lowa State University, 2016; NESH, 2022) especially
that a number of participants refused to participate when they learned about the topic even though
they showed consent at the beginning, of them one refused for fear to be dismissed from employment
because of the neutrality regulation at the UNRWA. | also ensured that the consents were informed
and clear (NESH, 2022). The participants received an information letter in advance about the project
to help them decide whether to participate as this letter explains what the study is about, what
participation in the study involves, and other important information that participants need to know. |
tried to make sure that the participants understand the purpose of the study, why it is important, and

what they will contribute to the study field by the data they will provide.

Afterwards, | clarified to them that even after they give informed consents and until the study
is submitted, they are free to withdraw and discontinue participation whenever they want without
having to provide justifications or explanations (NESH, 2022). In the early stages of inviting some
teachers, a number of teachers refused to participate. Although it was not easy for me to reach out to
these teachers, it was important to respect their desire of not wanting to participate as participation
should be voluntarily. Likewise, after some teachers accepted to participate, and after ensuring that
they understand what they are agreeing upon, they withdrew in the day of the interview for personal
reasons, among which were fear of the regulations and some because their life partner refused to be
interviewed by a male teacher. Even though their withdrawal caused me some concerns as | had a
limited time, | understood their wish of discontinuing as I did not want any further conversation with
them to form any kind of pressure on their decision of participation. Also, I did not forget to thank

them for their initial willingness to participate.

Considering maintaining confidentiality and respecting the being of the participants, I tried to

be clear to them in all the actions | am conducting as it is essential that participants have confidence
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in me as a researcher and to gain their trust in the research study (NESH, 2022). Having the intention
to record the interviews to acquire accurate data (Swain & King, 2022), | informed the participants
beforehand and confirmed their acceptance at the time we started the interview. They were also
informed that their personal information will be anonymized which means that | will place their
original names, which I did not ask about but were able to recognise through our communication via
social media, for example, by “participant” and numbers, i.e., pseudonymous (Gatta et al., 2019;
NESH, 2022). All the data will be stored in line with the advice of NSD, and no personal or sensitive
data will be revealed at any time. Assuring the participants that | will deal with the information
privately and will only use the information they provided during interviews for research purposes

help strengthen their confidence in the study.

5.7 Positionality

Insider role position

Being part of the people that are involved in the research study, it is fundamental to understand
my role and positionality in the research. As | am both a Palestinian from Gaza, and a teacher like
my participants, 1 am considered as an insider in this research. According to Dwyer and Buckle
(2009), this can be both challenging and advantageous. As an advantage, the inside role position
helped me collect accurate, in-depth data. It made the participants completely accept me as a
researcher and trust me and my study without having to make a lot of effort, even though | have been
asked multiple times even during the interview whether their personal information will be
anonymised. It helped the participants feel more approximate to me as a researcher; therefore, they
were, to a big extent, comfortable in sharing answers, and they openly discussed the interview
questions. The insider role position also allowed me to understand my participants’ views and
answers deeper as I understand the circumstances revolving around in the teachers’ community and
in the Gaza Strip (Dwyer & Buckle, 2009).

On the other hand, the insider role could be challenging for the researcher (Dwyer & Buckle,
2009). Having a thorough knowledge of the teachers’ community in Gaza made me expect what they
were going to say during interviews. This could cause failure in putting a fine line between what |
expect them to say and what they actually said. To overcome being affected by my own views and

beliefs, | took notes in the interviews alongside the audio recording.

5.8 Data analysis

I have chosen thematic analysis as a method for my data analysis (Braun & Clarke, 2006).

Thematic analysis is a method used to identify, analyse and report the patterns or themes that exist
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within data. This method is not limited to organising and describing the data set in detail, but exceeds
it to include interpreting different aspects of the research topic (Boyatzis, 1998). My choice to employ
thematic analysis rises from the distinctive feature it possesses that it works both to “reflect reality,
and to unpick or unravel the surface of ‘reality’” (Braun & Clarke, 2006, p. 81). My choice is also
driven by the research questions | have to explore the perspectives of elementary stage teachers on
the role of the curriculum in a) promoting Palestinian national identity, and b) providing an education
for liberation. Thematic analysis is typically used in qualitative research for the purpose of
understanding the meanings entailed in a text. Therefore, through the use of thematic analysis, |
attempted to connect the tentative themes | had before starting the data collection from participants
with the themes that emerged throughout my reading of the data I collected from my informants.

| coded the data in the form of themes as | analysed the data I collected from the semi-
structured interviews. Only one of the interviews was conducted in English and one other informant
spoke English at some points and Arabic at others. nine of the eleven interviews | had were conducted
exclusively in Arabic as six of the teachers do not speak English and three are able to speak English,
but chose to have the interviews in their first language so as to be able to express themselves the way
they feel more comfortable. This added extra work in the analysis process as it added translation of
the Arabic text into English.

In the process of data analysis, | followed the method of thematic content analysis proposed
by Braun & Clarke (2006). As displayed in figure 5, this method encompasses the analysis of the data
systematically through six phases of analysis as follows: 1) familiarising myself with my data; 2)
generating initial codes; 3) searching for themes; 4) reviewing themes; 5) defining and naming
themes; and, 6) producing the report, or writing up. The use of these phases outlined by Braun &
Clarke (2006) provided me with a structured mechanism to analyse the text I collected in light of the

theoretical framework | had selected forth.
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Step 1:

Familiarising
nneself with the
Step 6: Writing the Step 2: Generating
report initial codes
Six phases
of thematic
analysis _
Step 5: Defining Step 3: Searching
and naming themes for themes

Step 4: Reviewing

themes

Figure 5 Braun & Clarke’s phases of thematic analysis

In the first phase, | familiarised myself with the data I collected from my informant. Braun
and Clarke (2006) assimilated this phase to immersion, which they illustrated: “Immersion usually
involves ‘repeated reading’ of the data, and reading the data in an active way — searching for
meanings, patterns and so on” (p. 87, emphasis in original). I read through the data in an interactive
way aiming at searching for meanings and picking up patterns to help me reflect on the data in light
of the theory applied. I implemented the familiarisation phase through three steps. In the first step, I
gathered all the notes I had jotted down while conducting the interviews and read through them. This
step reminded me of the important notes | wanted to focus on in the analysis chapter. The second step
involved listening through the recorded audio and transcribe the content. By the time | was listening
and transcribing the content, the ideas (codes) the informants discussed during the interview were
getting clearer to me as | highlighted some of the key aspects brought up which are connected to the
research questions. In the third step, | translated the key elements and quotes | intended to use in my
analysis of the data. Some researchers regard the process of transcription and translation as an
exceptional way to familiarise the researcher with the data and a crucial phase of data analysis in
qualitative research, even though the process is practically challenging and time consuming (Bird,

2005; Riessman, 1993). This process was not an exception in my journey; it took a lot of time and
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effort. While translating the content of the interviews, being an insider to the community of the
participants myself as a Palestinian from Gaza and as a teacher, | tried to transmit the participants’
views without any distortion or alteration by using my sociocultural knowledge of both the language
and the society of the research. This effort | exerted in transcribing and translating the interviews
helped me identify the key concepts necessary for the analysis of data.

After familiarising myself with the data, | proceeded to the second phase of generating initial
codes. This phase is mainly concerned with extracting codes through organising the data into
meaningful groups — codes (Tuckett, 2005). The coding is either performed through a software
program or manually. | performed the coding manually, wherein | identified the codes and paired
them with the corresponding data extracts that demonstrate them. This was done in accordance with
the suggestion of Braun and Clarke (2006) of highlighting the data extracts and writing notes to
indicate potential patterns.

Having the initial codes extracted from the interviews, | proceeded to the third phase of
searching for themes. This phase is connected and dependant on the previous phase of coding.
Searching for themes “begins when all data have been initially coded and collated, and you have a
long list of the different codes that you have identified across the data set” (Braun & Clarke, 2006, p.
89). It takes place when the analyst reflects on how different codes can be liked together to form a
broader theme (Braun & Clarke, 2006). | paired the codes that have common conceptual links together
and formed initial overarching themes.

In the fourth phase, I reviewed the themes I developed in the third phase. Bearing in mind the
research questions, | followed the two levels suggested by Braun and Clarke (2006) in reviewing and
refining my themes. | refined my themes by reading the collated extracts for the themes to check
whether they form a coherent pattern. After that, | checked the relevance of the data extracts to the
applied themes. For those extracts that do not fit in, | listed them under more relevant themes, whereas
those which do not fit in the already developed themes which answer the research questions were
eliminated. | finalised listing the corresponding codes with each theme. By the end of this phase, |
had three interconnected themes related to the promotion of national identity and the provision of
education for liberation in the elementary school curriculum.

In the fifth phase, definition and further refinement are applied to the themes. The analyst of
the data would be “identifying the ‘essence’ of what each theme is about (as well as the themes
overall), and determining what aspect of the data each theme captures” (Braun & Clarke, 2006, p.
92). | applied this by returning to the collated data extracts of each theme so as to organise them to
ensure cohesion and consistency in the analysed text. | paraphrased the data extracts, further clarified

the areas of interest about them, and backed them with a rationale for each of the extracts. | conducted
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a comprehensive and thorough analysis of the generated themes and further organised the analysis by
supplementing relevant subthemes to provide a structure and demonstrate the meanings within the
data (further presented at length in chapter 6).
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6 Data Findings and Analysis

Promoting the national identity manifested itself as one of the main concerns states
governments have not only to preserve their group identity, but also to promote it and be able to cope
with the changing world. Nation-states utilise education to consolidate a collective national narrative
through making and enforcing their curriculum within their borders. The curriculum represents the
basis on which future citizens share relatively common culture, values, history and traditions they
develop at school. The care the process of creating and designing a curriculum receives varies from
a state to another depending on the state’s objectives, history, and vision for the future. Fully
sovereign states, for instance, provide exceptional care for the sort of values and traditions they aim
at transmitting from a generation to another, whereas less sovereign states pay less attention to the
curriculum their citizens receive or are conditioned to lay some concessions so as to receive some
sort of benefit. Therefore, curriculums often receive criticism as state officials use their power to
prioritise aspects on the expense of others.

Given that the main objective of this paper is to check the role of the Palestinian curriculum
in the elementary stage in promoting national identity and providing education for liberation from
teachers’ perspectives, this chapter attempts to answer the following main two research questions:

1. What the perception of Palestinian teachers on the role of the Palestinian curriculum in
providing an instrument for liberation?

2. What is the perception of Palestinian teachers on the role of the Palestinian curriculum in
shaping Palestinian national identity?

The theoretical framework, Freire’s critical theory of education, is the guiding star of this
study. Therefore, the findings and data analysis displayed in this chapter are inspired and led by
teachers’ perspectives as well as Freire’s critical theory of education. The two research questions are
closely interconnected and answering one overlaps with and helps answering the other. As a
consequence, both research questions are tackled simultaneously in the data analysis, where all three

themes attempt to answer both research questions.
6.1 Ambivalence between content and common spirit

6.1.1.1 Vagueness

“As long as their ambiguity persists, the oppressed are reluctant to resist, and totally lack
confidence in themselves. They have a diffuse, magical belief in the invulnerability and power of the
oppressor” (Freire, 2000, p. 64). Freire (2000) distinguishes between the reactionary education and

revolutionary education in terms of their treatment to the past, the present and the future. The
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traditional reactionary education, the distinctive features of which are indoctrination, memorisation
and repetition, treats the present as permanent and the future as predetermined. As it emphasises
permanence, it is characterised with immobility and knowledge is prepared in portions for the teacher
to fill them into the empty receptacles (the students). On the other hand, the problem-posing education
does not accept a predetermined future; rather, it is a revolutionary education that positions itself in
the dynamic present and move forward towards the future with a prophetic and hopeful eye. In order
to be an education that liberates, the learners in the problem-posing education look at the past to
understand what and who they are so as to be able to build the future more wisely. Whereas learners
of a reactionary education are objects that receive, memorise and repeat knowledge, learners of a
liberating education are Subjects who reflect, interact and contribute to creating knowledge and
transforming their realities (Freire, 2000).

One of the points raised about the role of the curriculum in promoting the Palestinian national
identity is the confusion in the content of the curriculum about what Palestine is. One of the
participants illustrated that there is a confusion about which Palestine the curriculum presents: is it
the Historic Palestine before the israeli occupation? or, is it what is left of Palestinian territories after
the continuous colonial settlements? The participant continued:

There is nothing in the curriculum of the occupied cities that suggests that we have the right

to return to them. These cities are limited to religious landmarks that exist in these cities, but

there is nothing in the curriculum that suggests that they are Palestinian cities and that we

were expelled from them and that we have the right to return to them. (Participant 5)

The interviewed teachers proposed criteria in order for an education to be promoting of the
Palestinian national identity. Of the criteria they proposed, education has to present a) clear, and, b)
consistent knowledge about what is Palestine and how the Palestinian state looks at the occupation
state of israel. The interviewed sample of all the subjects stated that they do not recognise israel as a
state. Participant 7, the social studies teacher, thought that even though not sufficient in promoting
national identity, the social studies curriculum does provide clear statements that Palestine is
presented in the book as the Historic Palestine with Jerusalem as its capital. All teachers of other
subjects complained about the lack of clarity about the borders of Palestine and under what category
israel should be put. Whereas participant 1 was reluctant about whether the curriculum teaches about
the israeli occupation saying, “the grades I taught from 1% to 6" grade to be honest, I don’t remember
that we have tackled that,” the same participant provided a firm conclusion, “I think, me not
remembering tells a lot that it is not even an important part.” A teacher of mathematics explained that

the curriculum reinforces identity through Math questions about some Palestinian cities, but at the
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same time clarified that there is no mention of any occupied city. The teacher suggested that the
curriculum is restricted and monitored from outside parties.

What makes the curriculum even vaguer is the tight regulations UNRWA imposes on its staff
to be completely neutral (further discussed in the following theme 5.2). The teacher of social studies
illustrated that there is a clear ambivalence between what is there in the curriculum taught in this
subject and the regulations that prevent teachers to use terms like “occupation” or “settlement” for
instance. The participant said:

I know a teacher who published information about the proportions of israeli settlement in the

West Bank through his account on social media, so the teacher was suspended from work

pending interrogation, and another teacher who was interrogated with and the supervisor of

the specialization because of preparing an enriching material on the same topic that was

originally in the textbook. (Participant 7)

This vagueness generated by the duality between the regulation that govern the UNRWA staff
and the content of the social studies curriculum leads the teachers to censor their teaching in order to
avoid losing their jobs. Although teachers argue that rarely does one find in the curriculum what
promotes national values, “we take personal initiatives to enrich the students in these values”
(Participant 5). Participant 2 adds, “had it not been for the teacher’s intervention, it [the curriculum]
does not support the Palestinian [national] identity.” However, the personal initiatives teachers take
while considering to keep their source of income mostly fall short of instilling national values due to
the over-crowdedness of the curriculum and the limiting regulations. In the best cases as explained
by Participant 4: “I try to take detours to convey some information to the students in order to strike a
balance between preserving our livelihood and preserving what remains of our identity.” The best
case explained by Participant 4, i.e., taking detours and explaining information that would contribute
to the development of the Palestinian national identity in vague and inconsistent ways, unsurprisingly,
only contribute in accumulating more distraction of young students who need to have national and
geographical values inculcated in them in clear, consistent and motivating ways, rather than more
distraction and disorientation.

These regulations are not the same for the teachers of the governmental schools in the Gaza
Strip, especially that the governmental schools in the Gaza Strip are administrated by Hamas which
opposes the policies of the Ramallah-centred Palestinian Authority. However, the curriculum is the
same and the requirement to finish all the curriculum is also the same. Hence, vagueness in what the
Palestinian homeland means is a given in the content of the Palestinian curriculum regardless of the
efforts the teachers exert to bridge this gap in the elementary school curriculum. Furthermore,

avoiding to educate about the israeli occupation in the taught curriculum adds insult to injury for
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being the root cause of the oppressive situation of Palestinians. This conclusion can be connected to
Freire’s description of the reality of the oppressed: “As long as the oppressed remain unaware of the
causes of their condition, they fatalistically “accept” their exploitation” (Freire, 2000, p. 64).
(Discussed further in “promoting ignorance”).

In addition to having to present clear and consistent knowledge about Palestine and its relation

to the occupation state of israel, a libertarian and national identity-promoting curriculum requires,
according to Freire (2000), to educate about the past, look critically at the present and strive to
collaboratively shape the future of the nation rather than wait for others (the israeli occupation in the
Palestinian case) to predetermine the future for them.
Reflecting on the role of education in shaping the future of Palestine, Participant 4 and 1 agreed that
education is the most effective means for the development of nations and the most important tool for
social change. However, they expressed that the curriculum that we have today is uncapable of
providing a vision for shaping the future of Palestine. Freire (2000) emphasised that oppression is
functionally domesticating. He developed a manual to turn upon oppression, achieve liberation and
as a consequence be able to control one-self’s future: “To no longer be prey to its [oppression] force,
one must emerge from it and turn upon it. This can be done only by means of the praxis: reflection
and action upon the world in order to transform it” (Freire, 2000, p. 51). Corresponding with Freire’s
manual, a teacher explained the way to achieve liberation through education as follows:

The starting point for liberation is an idea. Then it’s followed by the knowledge. When you

have the idea, you need the knowledge to support your idea and understand it more. After the

knowledge you need the tools and I think tools could be part of the knowledge. The tools to
act upon the knowledge that you have. As we’re discussing liberation here, I think tools here
sometimes we have the tools inside of us but we are not aware of them [emphasis added] or
there are not developed in a way for us to use them so it’s not always outside tools, but
sometimes we need the outside tools. What makes us not developed enough brings us back to
the idea of framing. When you frame someone, you develop some parts of them that you want

to develop to serve their purpose. We’re blinded most of the times. (Participant 1)

The teacher demonstrates a clear awareness about the role education needs to play and what
the curriculum should aim at achieving. This answer also indicates that the teacher is able to notice
that there is an urgent feeling inside of students that a change in their reality is a necessity to take
place. However, this feeling is not developed, through education, to transform into the tools necessary
to change the reality of oppression and shape the future, “which is not something given to be received
by people, but is rather something to be created by them” (Freire, 2000, p. 39). This participant, not

unlike other participants, asserts that this curriculum is blinding Palestinian students from their
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national identity and from seeking to reflect and act upon their oppressive situation, especially as
occupied and besieged citizens. The participant further posits that the Palestinian curriculum in its
current form frames Palestinian students to serve the purpose of the oppressor, i.e., the occupation.
“The oppressed, as objects, as "things," have no purposes except those their oppressors prescribe for
them” (Freire, 2000, p. 60). To conclude by connecting two forms of education Freire (2000)
distinguished between, namely the problem-posing education and the reactionary education,
participant teachers demonstrated in their answers that the Palestinian curriculum taught in the
elementary schools is far from posing the problems, reflecting on them and proposing mechanisms
to overcome them. As a consequence, the curriculum is described as being reactionary through the

lenses of the interviewed teachers.

6.1.2 Diminishing history

Freire (2000) presents that the work he proposes in his Pedagogy of the Oppressed is for
radicals justifying that the radical is committed to human liberation in that the radical aims at knowing
reality better for the purpose of transforming it. This individual has the willingness to explore the
world, to listen and to enter into dialogue with others, bearing in mind that this radical does not own
people or history and is not “the liberator of the oppressed; but he or she does commit himself or
herself, within history, to fight at their side” (p. 39). Freire here asserts that while the radical is
committed to liberation, this individual takes from learning about his or her reality a tool to move
prophetically forward towards the future so as to transform it. However, this brings back looking at
the past as a means to learn and understand “more clearly what and who they are so that they can
more wisely build the future” (Freire, 2000, p. 84). This implies that understanding the past is a
precondition for liberation as well as building a better future.

To check the role of the curriculum in educating students in the elementary stage about their
history with oppression and occupation, | asked the interviewed teachers about the significance of
educating students about the history of Palestine and the role the curriculum plays in encouraging
students to research about the Palestinian history. Two concepts were elicited from teachers’ answers:
limitation of connection to historical Palestine and constant elimination of Palestinian content. Both
concepts contribute to the obliteration of the Palestinian national identity and of the Palestinian
emancipatory aspirations.

Discussing the role of the curriculum in educating about the history of Palestine, teachers
emphasised a sever deficiency in addressing the occupation. Participant 8 expressed resentment
against the curriculum for the scarcity of topics discussing the Palestinian history with occupation.

The teacher said:
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The curriculum may be exposed in passing to a topic about the occupation, but in my opinion,

a curriculum that includes 10 units, it is not treated as should. Having an occupation that

causes a big problem for every Palestinian, | would expect at least half the 10 units to treat

this problem. This happens to everyone. Say, for example, | have a problem. You will find me

talking about it to everyone about this problem. It does not make sense that while | have a

problem myself, | would be discussing the problems of my neighbours. (Participant 8)

The idea the teacher highlighted corresponds with the nature of human beings. Freire (2000) provides
two conditions for the oppressed in order to be able to wage a struggle or a revolution so as to gain
liberation. First, they must perceive the reality of oppression. While learning about this reality, they
need to have a belief that this oppressive reality can be transformed. One of the teachers mentioned
that there are rhythmic songs in every unit of the taught curriculum, none of which comes from the
Palestinian folklore even though the Palestinian folklore is rich of songs and tales that would enhance
the students’ connection to his or her history, culture and national identity. Another teacher clarified
that there is not a single objective that supports the libertarian issue, not even in the national education
teacher’s guide. Second, this perception of the oppression and motivation to transform it need to lead
to liberating actions. While the interviewed sample affirmed their beliefs that Palestinians are
oppressed, they criticised the curriculum’s sterility in providing a source to help students perceive
their oppressive reality to provide them with the basis to emerge from this oppressive reality and turn
upon it. In other words, the occupation is clearly a major impediment to liberation. As a consequence,
the curriculum of the oppressed Palestinians is expected, in accordance with Freire’s (2000)
conditions for liberation, to dedicate sufficient content that helps learners perceive their oppressive
reality, reflect on it, discuss it, and triggers them to search for solutions to wage a struggle against it.
On the contrary, participant 4 reflects, “there is nothing [in the curriculum] that reflects about the
challenges of establishing a Palestinian state. Thus, it does not reflect the Palestinian spirit, and the
evidence is the objection of many to the curriculum.” This demonstrates the negative way Palestine
is presented in relation to the occupation.

Furthermore, the interviewed sample referred to the issue of the elimination of content that
contributes to raising the students’ perception of their Palestinian nationalism, their lived oppressive
situation and the history of Palestine in relation to occupation. The interviewed teacher of social
studies disapproved reducing social studies subject from containing four books (geography, history,
civic education and national education) into one book. Participant 7 stated, “it [the content that
promotes the Palestinian national identity] used to be clearer than it is today. With every new edition
we receive every year a sentence or a paragraph about Palestine is omitted.” The teacher gave an

example about the omission of a paragraph about “the revolution of Izz ad-Din al-Qassam” which
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used to be in a previous edition. Participant 8 said that the heritage found in the old curriculum was
more than the new one. Not only that, but also what triggers students to search is omitted. Participant
8 clarified that the old curriculum used to trigger students to search. However, the curriculum today
“does not at all encourage the search for the history or identity of Palestine. When I was a student, I
used to go and search and learn more about some topics™ (Participant 8). The teacher said that these
points were raised and discussed with supervisors and their answer was that the occupation is
responsible for this deletion. This correlates with Freire’s (2000) criticism to oppressive education,
whereby manipulation, depositing and prescription are among the main components. Freire affirms
that these are components of the praxis of domination, where the dominator denies to the people their
right to think their own thoughts and say their own words. Participant 7 concluded regretfully, “if the
policy remains as it is, | expect even the borders of Palestine in the curriculum will not remain as they

are in the coming years, and they will be erased and transformed into peaceful coexistence.”

6.1.3 Passive follower, not active leader

In his critical theory of education, Freire (2000) clarified what he named the “banking”
concept of education where education becomes an act of depositing. The teacher in this traditional
type of education treats the minds of learners as depositories, where he deposits knowledge in the
empty containers. In this traditional education, the learning process lacks communication between
the teacher and the students. “Instead of communication, the teacher issues communiqué and makes
deposits which the students patiently receive, memorize, and repeat” (Freire, 2000, p. 72).

Of the answers I received for the question “what is the collective memory the curriculum
activates?”, there was an emphasis on “anger, helplessness and despair.” One of the teachers
answered the following on the question:

That’s what I always hear my students say. They usually curse the curriculum books. They

always complain about how much information they have in these books and how it doesn’t

make sense to them. When | started teaching children of higher grades like ninth grade, they
were aware of it. They notice that. They would say “why would we learn this?”” They are not
gonna use some information. For example, they [the curriculum] would teach some
complicated rules they [students] will never use them. And they would start wondering why?

So, anger is what they will remember from the education they receive. And | think this is the

thing they are not aware of because | can see it now growing among parents; their anger about

the curriculum. | think it is helplessness and despair that they will remember. When you have

smart students who would start having kind of depression symptoms because of how
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complicated everything is how much they need to memorise in order for them to get ‘A’s.

(Participant 1)

From this answer, we can read that there is a common dissatisfaction among the students not
only with the curriculum being overly crowded, but also with the content being disconnected with
their lived realities and not addressing their interests. We can also infer from the teacher’s answer
that teachers, students and parents are aware of this problem. The qualities of this sort of education
characterise the oppressive, traditional education which treats people [learners as merely guided
objects] by adapting them to the objectives of the manipulator. This process is used as a means of
“massification” which means in Brazilian political terminology “reducing the people to a
manageable, unthinking agglomeration” (Freire, 2000, p. 148). The difference here is that not only
students are the only objects which receive the action; the teachers are also guided through regulations
to follow and finish all the curriculum regardless of what they think about what is important and what
IS not important, especially that the teachers do not participate in setting the questions of the final
exams. If we connect this reading with Freire’s critical theory of education, we find that truly
libertarian education is problem-posing education, which bases itself on creativity. In the problem
posing education, students are stimulated to reflect and take action upon their reality. This suggests
that they are authentic beings as much as they take part in inquiry and creative transformation (Freire,
2000). However, the education that the teacher describes is the one that makes students objects that
receive what the oppressor produces, unaware of their reality until they reach the point when they
blindly follow the consciousness of the oppressor which Freire (2000) clarifies that it “tends to
transform everything surrounding it into an object of its domination” (p. 58).

This participant thinks that anger is among what they will remember in the future from the
education they receive from this curriculum. This participant also thinks that they are unaware of this
anger at this stage, but indicates that the older students become aware and express their anger and
frustration for the education that is detached from their reality. The anger, helplessness and despair
generated in the minds of students stem from their passive role in the learning they receive. Their role
is limited to rote learning where students memorise the deposited knowledge and repeat them when
required. This passive role students have in the learning process is faced with struggle from the
teachers to involve the students in dialogues and reflection, but as expressed by one of the teachers,
“we have a curriculum that we are required to comply with. There are rarely any interactive lessons,
perhaps one lesson during the semester” (Participant 3). This burdens the teachers with the
responsibility to do their job within the constraints the curriculum poses by attempting to engage
students and give them an active role to reflect on their learning. However, the limited time they have

in their teaching plan, large content of the curriculum, and density of the classes with an average of
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40+ students lead to more docility to the circumstances and more education that domesticates the
learner rather than liberating them.
The curriculum is unable to provide any technical knowledge to the students. The teacher
explains theoretically for the lack of time and possibilities. There is a very clear deficiency in
the students’ ability to express themselves. Communication skills are weak and fragile, and
lessons do not develop them. Also, the students are not able to express their opinion, because
there is no opportunity for them to speak in the class. All indoctrination. (Participant 4)
Treating the learners as empty vessels to be filled clearly results into the students’ lacking of
expression and composition skills. It creates a passive recipient rather than what a truly committed to
the cause of liberation needs, i.e., reflection, active participation and influential leadership. Participant
6 concluded that, “the curriculum does not lay the basis to shape leaders, but rather establishes a
person without a personality. A person who runs after obtaining grades.” The content of the
Palestinian curriculum, which represents the Palestinian Authority regardless to the pressure imposed
on it, is the dialogue between the elite (authors) and the masses (students, and teachers). This
resonates with the reflection Freire (2000) posits on the education that liberates and that which
oppresses, “any apparent dialogue or communication between the elites and the masses is really the
depositing of “communiqués,” whose contents are intended to exercise a domesticating influence”
(p. 131). As a consequence, the Palestinian curriculum positions itself on the side of the education

that shapes a passive follower rather than an active leader.

6.1.4 Promoting ignorance

Contrary to an education that liberates that possesses the ideology of triggering learners to
pursue knowledge through exploration and questioning, a characterising symptom of an education
system that is oppressive is teaching material that makes learners feel disconnected from their own
experiences (Freire, 2000). So as to sustain their dominance over the oppressed, the oppressor utilises
the oppressive education that contributes to the prevalence of ignorance among the oppressed to
deprive them of the right to their own purpose, i.e., liberation. The more submissively the oppressed
adjust to the purpose of the oppressor, the more docile pawn of the elites he or she becomes and
consequently, the more confined from waging a struggle to achieve liberation (Freire, 2000). While
asking about the role the curriculum plays in promoting national identity, participant 9 revealed that
beside being limited in teaching about the Palestinian identity, the curriculum that we have today has
a main focus on the basic skills of literacy and numeracy. Commenting on this response, the
curriculum can be foundational to establish a basis for literacy and numeracy while still using a

content that promotes national identity to teach reading and writing for instance. However, provided
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that the curriculum focuses on stuffing students with information incompatible to the lived reality,
while providing ambiguous input about their national identity, history and heritage, it produces
parochial students lacking confidence in themselves and their cause. Freire (2000) suggests, “[a]s
long as the oppressed remain unaware of the causes of their condition, they fatalistically “accept”
their exploitation” (p. 64). A continuation to Freire’s argument, the purposeless and reluctant to resist
oppressed (the outcome of this taming education) will not have the tools necessary to think critically,
to enter into dialogue and to transform his or her reality.

Participant 10 recalled an incident when a teacher compiled a self-learning material for
students. One of the multiple choices for the questions was “Jerusalem,” UNRWA administration
asked the teacher to eliminate this choice or replace it with another choice, justifying that this goes
against the regulation of the institution. Participant 8 added that education in Palestine serves the
purpose for which it was found, not the purpose Palestinians want. “I find that it [the curriculum] was
found to promote ignorance, or to provide knowledge that another party wants for us, not that we
want for ourselves” (Participant 8). This stresses Freire’s reflection on the importance of finding the
oppressor out, through education and reflection, to be able to involve in the struggle for liberation.

To conclude, the education provided through the Palestinian curriculum in the elementary
stage according to the interviewed sample does not per se constitute an element for liberation, nor
does it contribute positively in instilling the Palestinian national identity in students. The analysis of
the collected data from the interviewed sample demonstrates an ambivalence between the common
spirit of the Palestinians to achieve liberation and the content the curriculum provides. This in a way
hinders preserving the collective identity of Palestinians, blurs their vision and undermines their

chances to win their struggle to put an end to the oppressive situation they have been suffering from.

6.2 Negative neutrality: key to preserving oppression

6.2.1 Superficial over-crowdedness

Freire (2000) describes how the banking concept of education serves the interests of
oppression. “Based on a mechanistic, static, naturalistic, spatialized view of consciousness, it
transforms students into receiving objects. It attempts to control thinking and action, leads women
and men to adjust to the world, and inhibits their creative power” (p. 77). By keeping the oppressed
overwhelmed with memorising and repeating what they were indoctrinated while lacking objectives,
the circle of oppression keeps spinning none-stop. The interviewed sample criticised the Palestinian
curriculum of the elementary stage for addressing the quantity while eschewing the quality of the

learned material.
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Participant 6 complained that the curriculum is too crowded and the time is very limited. The
direct indication inferred from this over-crowdedness of the curriculum is the negative impact it
causes to teachers as they feel stressed to cover the topics. Participant 8, for instance, expressed clear
dissatisfaction with the textbooks being too compacted, “this negatively impacts the teacher’s ability
to give.” The stress of the teachers necessarily reflects not only students’ negative attitudes towards
school and towards learning, but also limits their participation in discussions and co-creating
knowledge, a decisive element to achieving radicalism. It also leads to reliance on memorisation and
rote learning, and thus, diminishing critical and creative thinking skills rather than activating them.

While overcrowded, teachers argued that the quality of content in the curriculum is poor. One
of the teachers said, “while it is very condensed, it is honestly empty of value” (participant 8).
Participant 5 states that even though the curriculum content is detached from the students’ realities,
the teachers have the capability to connect it through extra-curricular activities and supplementary
materials to make it more connected to students’ realities and connect it in a way to create meaning
to the students. However, the timeframe does not allow for extra-curricular activities. Also, the
regulations that compel teachers to maintain their neutrality impede this process and turns it into a
gambling the teachers are not willing to risk playing it. Given that some topics are seen less important
than others and that reasonably, exams dictate what happens inside the classrooms, the over-
crowdedness of the curriculum presumably results into emphasising topics over others which might
give more meaning to students, especially that the teachers do not participate in setting final exams.
This also emphasises neutralising the invaluable role the teacher is able to play to overcome the
shortcoming of the curriculum.

Teachers who have the capacity to make a significant change in the process find themselves
overwhelmed in the oppressive role they are compelled to continue to play involuntarily.
Corresponding with what Freire (2000) argues, they find themselves spinning in a vicious circle of
oppression “living “submerged” in a world to which they can give no meaning, lacking a “tomorrow”
and a “today” because they exist in an overwhelming present” (p. 98). Teachers certified that this
curriculum even though large and condensed with topics, lacks the quality of consolidating students’
national identity and belonging. Participant 8 suggested the urgency to reduce the content of the
curriculum so as for the teachers to enrich the topics presented from all aspects. This suggestion goes
in harmony with Freire’s (2000) teachings. it can be interpreted from the teacher’s suggestion that
minimising the quantity of the curriculum in addition to revising the quality and value it adds to
students as well as the teachers enriches the students’ awareness of their national identity, reinforces
reflection of their lived reality, enhancing their critical thinking skills. These are all preconditions to

shaping a radical individual (a member of the community) who reflects, interacts and able to co-create
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the change to realise liberation. Therefore, the over-crowdedness and superficiality of the curriculum
in addition to the lack of connection the curriculum has to the lives and experiences of the students
are significant impediments to radicalism, which is a key to achieving liberation.

6.2.2 Incompatibility with reality

In criticism to oppressive education, Freire (2000) describes its symptoms in the banking
concept of education. He asserts that this type of education suffers from “narration sickness” (p. 71).
While being narrated, the content, including the facets of reality and the values, becomes lifeless and
petrified. In the banking concept, the narration of reality is presented as though it is static and stagnant
(Freire, 2000).

In correspondence with the common features of the oppressive education Freire (2000) is in
criticism of, the values displayed in the Palestinian curriculum, according to the perceptions of the
interviewed teachers, indicate obsolescence and alienation from the lived reality. Participant 7
claimed that students have a sense of awareness of their national identity, but at the same time denied
the curriculum’s contribution in creating this awareness. However, the teacher thinks that this
awareness 1s still lacks refinement and consolidation. The teacher added, “it [the curriculum] is just
a bunch of information presented in an abstract way that does not keep pace with reality” (Participant
7). The teacher claimed that what creates the sense of awareness of the children’s national values and
instils national identity in them are the accelerated events and the community, whereas the role of the
formal education through the curriculum of the elementary stage is missing. The analysis of the
participant’s answer through Freire’s critical theory of education, it can be understood that it is neutral
in the face of the reality the students face. The teacher uses the word “abstract” in clarifying the sort
of information the curriculum provides. For example, participant 3 referred to a lesson titled
“Freedom” saying, “rather than connecting it to the Palestinian situation as lacking to this freedom,
it treats the value of freedom in an abstract way. The lesson is about a bird in a cage with no reference
to our situation.” This abstraction embedded in the curriculum contributes to the total opposite of
triggering reflection which leads to the perception of the individuals of the oppression revolving
around their reality.

To further elaborate on the role of the curriculum in the educational process in providing a
source for promoting the Palestinian national identity, the sample were asked about the modernity of
the curriculum taught today. Participant 6 answered with an example question in the mathematics
textbook:

The curriculum is obsolete. Even the pictures are old and do not keep pace with development.

For instance, the question asks about the number of users of the internet in Palestine and the
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number the question provides is very small, the users of the internet in any small

neighbourhood in Palestine exceeds this number. (Participant 6)

The example the teacher provided presents a clear dissatisfaction among the interviewed sample
about the curriculum for being detached from the experiences of the students. This causes
demotivation of both the teachers and the students and consumes the class-time with questions and
discussions about side issues, such as the pictures and the inauthentic numbers, rather than focusing
the attention on main issues that help the students keep up with the world around him or her. This
could relate to Freire’s (2000) clarification of the banking concept of education where the topics are
“completely alien to the existential experience of the students... [The contents] are detached from
reality, disconnected from the totality that engendered them and could give them significance. Words
are emptied of their concreteness and become a hallow, alienated, and alienating verbosity” (Freire,
2000, p. 71)

While the curriculum as well as the UNRWA regulations reinforce neutrality, the neutral
education does not exist. Education is either used to function as a means to achieve liberation through
genuine critical reflection on reality and playing a role in transforming it, or an instrument to
institutionalise the young generations and bring them into conformity with the oppressive status quo.
Therefore, neutrality and abstraction are not really standing on a fence. Neutrality in an oppressive
situation is standing at the side of the oppressor. To elaborate, Freire (1985) states, “[w]ashing one's
hands of the conflict between the powerful and the powerless means to side with the powerful, not to
be neutral” (p. 122). For its obsolescence and inability to connect the students with their lived reality
that is characterised with oppression, it was suggested by the interviewed sample of teachers who
have been teaching this curriculum for years that the curriculum of the elementary stage does not only
require modification, but needs to be changed as a whole so as to be able to genuinely address the

pressing issue of promoting the Palestinian national identity.

6.2.3 Western funds: false generosity

Freire (2000) clarifies that generosity does not always represent a goodwill. The oppressor,
and sometimes through its allies, use charity to constrain the oppressed to serve the purpose of the
oppressor through maintaining the status quo of oppression. Freire (2000) testifies that any form of
generosity with the purpose to “soften” the power of the oppressor defending the weak oppressed,
rather than seeking to eliminate the oppressive power, “almost always manifests itself in the form of
false generosity” (Freire, 2000, p. 44). In order to maintain their capacity to express their generosity,
they need the oppression to keep going. In other words, as long as injustice, despair and poverty take

place and perpetuate, they will still have the opportunity demonstrate their generosity. False
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generosity is the other side of the coin of oppression because rather than assisting to erase the source
of oppression, it feeds on continuing this oppression. Furthermore, false generosity compels the
oppressed “to extend their trembling hands,” (Freire, 2000, p. 45) in fear and supplication.
Meanwhile, true generosity aims at liberating these hands and transforming them into human hands
that work and work to transform their realities.

The interviewed sample were asked about their perception of the role foreign funds for
education and for programmes play in relation to the education for liberation. The answers were clear
in favour of what corresponds with Freire’s (2000) definition of false generosity. “It is a conditioned
fund that incorporates foreign agenda because the support does not target the system as a whole”
(participant 4). Likewise, participant 8 stated, “I think what is provided for education is not actually
provided for the sake of education, but rather to be said to have been provided. It does not reflect the
students’ development.” Analysing the answers in light of Freire’s (2000) concept that distinguishes
between false and true generosity, we find that targeting an aspect of a system that does not reflect
the students’ development is a form of customising the system to serve the interests of the donor. In
addition to that, the participant’s perception of the foreign funds to education in Palestine being
offered to be said that it is offered is a typical embodiment of Freire’s (2000) description of false
generosity. Participant 11 added, “in my point of view, the foreign fund is not for liberation. It is just
to keep us living this way.” I believe that this answer is remarkably expressive. It demonstrates the
shared purpose of both the oppressor and the donor to perpetuate the state of oppression: for the
oppressors to maintain their grip of power and domination over the oppressed, and for the donors to
maintain their opportunity to express their generosity. Furthermore, participant 7 is convinced that
the purpose of the funding is to “cover the basic livelihood of the employees in order to silence them,
not for the quality of education,” and concluded with a Palestinian common proverb, “Feed the mouth,
the eye will be meek.”

To conclude, the Palestinian curriculum of the elementary stage is lacking the essence that
contribute to making the curriculum and the education process a liberating one. Rather than being an
instrument for liberation and for promoting the Palestinian national identity, the curriculum is
neutralised, partly due to foreign funding, against the challenges that face the Palestinian liberation
and state building. This recalls the famous Arabic proverb, “He whose food is not from his axe, his
decision is not from his head,” which means that only when the resources are provided from by the
individuals or groups who lead the revolution against oppression, will the policies and consequently

the curriculum be decided to serve the purpose of the oppressed.
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6.3 Hierarchical bureaucracy: “I’m just a commanded slave!”

6.3.1 The teacher: an enthusiastic cog in a rotten oppressive machine — power

hierarchy

According to Freire (2000), the oppressed are treated as mere objects and have no purpose
except for what their oppressors dictate. As education in Palestine is largely funded by foreign
western funds, the condition of education according to the interviewed sample is not positive in
supporting a libertarian education that is based on critical reflection of the reality through posing the
problems of this reality and simultaneously triggers taking action upon this reality to transform it
(Freire, 2000). There is a prevailing feeling among those working in the field of education or those
who are familiar with the situation of education in Palestine that the education received at the
elementary stage serves a foreign purpose by local helpless hands. The interviewed teachers showed
awareness of the role education should play and what the curriculum needs to strive to accomplish.
They recognise the strong desire for change among students as well as their desire to help them
achieve this change, but feel that the current curriculum does not equip them with the necessary tools
to bring about that change which enables them to shape their future with their own hands according
to their own visions and purposes.

Whereas the problem-posing education, the education that liberates, is based on critical
reflection of all the elements of the educational process, including students and teachers per se (Freire,
2000), the education in Palestine, according to the interviewed sample, is based on power hierarchy
and is influenced by foreign policies. | asked the interviewed teachers, what the main principles the
curriculum is built upon according to the product they have, i.e., the curriculum. The answers had a
common ground that whoever prepared the curriculum does not have the freedom to produce a
curriculum that expresses a true Palestinian national spirit. “Politics play a huge role in preparing our
curriculum. In fact, | believe that whoever prepared the curriculum does not see our students and does
not know our schools” (participant 8). Other participants were more critical of the designers of the
curriculum by stating that who designed and authored the curriculum they teach are not Palestinians,
which is true in the case of the English subject book where the author and designer are British.

Even away from the idea of liberation and freedom, if you have a look at the curriculum, you

will find it so silly as if it is someone who has visited Palestine for a couple of days and was

like, ok give me some important places in Palestine some important topics and some important
food, and then was like, ok I’ll start a curriculum about you, and was like, ok this is your

curriculum. It does not work this way. (Participant 1)
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To analyse the responses of the interviewed teachers, it can be elicited that the change is not
easy to be secured within a hierarchical structure that governs the education system in Palestine. The
enthusiastic teacher believes that if not for him or her, education through the curriculum is detached
from the Palestinian oppressive reality. At the same time, with all the efforts the teacher tries make
up for the shortcomings of the curriculum in promoting the Palestinian national identity, his or her
efforts are faced by the confining regulations. “The system is governed in a hierarchal bureaucracy.
Everyone fears everyone, and whatever the foreigner® wants is enforced” (participant 4).

The oppressive situation referenced by the teachers’ contributions makes from the enthusiastic
teacher a cog in a rotten oppressive machine. To apply this hierarchal system on Freire’s (2000)
dialogical character of education as a practice of freedom, it can be found that it is difficult, if not
almost impossible, for the local native Palestinian — be it a teacher, a student, or a parent — to have a
dialogue, enter into discussion, or provide a suggestion that serves the purpose of the Palestinian
native student with the foreign director of the organisation who does not speak their language, but
still decides what he thinks is best for them. Even worse is when native local employees who perform
less senior administrative tasks are programmed into conformity to the logic of the oppressive system.
They internalise the role of the oppressor (Freire, 2000) and blindly perform, supervise and report
about the imposed oppressive regulations, which serve neither their purpose, nor the purpose of the
future generations of students. This is represented by the contribution of participant 6, “we have the
problem of the commanded slave. What the principal says is effective. There is no personality for
education. The principal says ‘I am the commanded slave’ when implementing any policy regardless
of the interest of the students.” This goes in harmony with the simile participant 1 provided “the
reality of our education is like a picture | saw in which a group of people, each standing under the
boots of the other, each of them receiving orders and passing them on to those under his boots.” This
gruesome portrayal of reality recalls one of the most famous quotations by George Orwell (1949), in
which the grand inquisitor of the totalitarian regime in the novel says, “[i]f you want a picture of the
future, imagine a boot stamping on a human face—for ever” (p. 337)

Participant 2 asserted that neither the students nor the teacher chooses or has the capability to
choose what to teach or learn. “This is the curriculum, this is the teacher, this is the student, and the
lessons must be implemented as they are” (Participant 2). The hierarchical structure of the education
system in Palestine, according to the interviewed teachers, undermines the role of education as an

instrument for liberation. Instead, it censors critical reflection of reality and paralyses the

9 Referring the director of UNRWA in the Gaza Strip who has across different tenures been a white western man.
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emancipatory aspirations of Palestinians generation after generation. Furthermore, it promotes the

indoctrination of young students and adjusting them to a reality which must remain untouched.

6.3.2 Authoritarian dialogue: “we communicate, but you must obey!”

According to Freire (2000) the process of persistently recreating the world by people can only
exist with humility, not arrogance. If one of the (or both) parties who are working towards a shared
purpose of learning and taking action lack humility, the dialogue is broken. The dialogue would be
an impossible task if one of the parties projects ignorance onto the other, and consequently, feels
offended by their contribution, considers recreating the world is not their task (rather, the task of the
elites), or makes the other feel afraid of being displaced (Freire, 2000). The mere possibility of being
displaced causes the other “torment and weakness... At the point of encounter there are neither utter
ignoramuses nor perfect sages; there are only people who are attempting, together, to learn more than
they now know” (Freire, 2000, p. 90).

In the classroom, the dialogue and interaction between the teacher and the student is
characterised with limitation. The large quantity of topics in the curriculum, the over-crowdedness of
students in the class, side by side with the limited timeframe planned for finishing the topics play a
big role in limiting students’ interaction, which encompasses both critical reflection and active
participation in dialogues with each other and with the teacher. “The students run and I run with them
like a writing machine [due to the overcrowded curriculum]” (participant 6).

Outside of the class, the topic of education reform was highlighted by the interviewed sample
in different ways. Some stressed the importance of immediate educational reform to make education
in Palestine compatible with the accelerating events on the ground as a result of the occupation. Others
asserted that the curriculum needs to be changed as a whole to represent a Palestinian collective spirit,
rather than representing the vision and policies of the ruling authority. However, within the
exclusivity policy in making decisions and the power hierarchy, it becomes an impossibility to
achieve a radical change. Participant 11 thinks that there is no possibility for change, but there is a
possibility to speak with a supervisor. “However, some supervisors have a self-sufficiency with their
opinion (I am always right). At a time, they would say, do this, and after a year or two, don’t. This
creates conflict among teachers at times” (participant 11). This makes from the teachers impotent in
their attempts to have a dialogue and makes the process of dialogue unequal and thus futile.
Furthermore, Freire (2000) asserts that both parties who enter dialogue need to possess the
prerequisite of humility, that they both are “attempting, together, to learn more than they now know”
(p. 90). However, when one of the parties who enters the dialogue is preoccupied with the premise

that he is the owner of knowledge and his guardian, the outcome of the dialogue is inevitable before
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the authoritarian dialogue even starts. In this case, the dominant markets himself or herself as a

democratic person who is willing to communicate, but at the end the other interlocuter must obey.
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7 Conclusion

This study aimed at exploring the role of the Palestinian curriculum in providing an instrument
for liberation and in promoting the elementary school children’s awareness of their national identity.
The collected data are the views of teachers in the Gaza Strip through online semi-structured
interviews, which formed basis for the research study and for the analysis. | have conducted a content
thematic analysis of the collected data from teachers. Three themes have been generated from the
interviews content related to the teachers’ perspectives on the curriculum in relation to liberation and
promoting the Palestinian national identity — (1) ambivalence between content and common spirit,
(2) negative neutrality: key to preserving oppression, and (3) hierarchical bureaucracy: “I’m just a
commanded slave!” These themes and their subthemes were presented and analysed in chapter 6 in
light of Freire’s critical theory of education.

In the words of Freire (2000), a dedicated person to human liberation from oppression does
not get cornered in a limited mindset where his or her perception of reality gets also confined.
Conversely, the more radical an individual is, the more he or she immerses themselves in reality,
gaining better knowledge of it, he or she has the capability to transform it more effectively. “This
individual is not afraid to confront, to listen, to see the world unveiled. This person is not afraid to
meet the people or to enter into dialogue with them” (Freire, 2000, p. 39). In Freire’s (2000) critical
theory of education, Freire aims at shaping a radical individual who is aware of his or her reality, who
is not afraid to confront and enter into dialogue and indeed, who is capable of transforming this reality
and shaping his or her future. The curriculum, a decisive element of the quality of the educational
process, is thus influential to be highlighted in this study. In connection to this, | have attempted to
explore the role of the curriculum of the elementary stage in Palestine through the perspectives of
teachers from the Gaza Strip in providing an element for liberation and in promoting the Palestinian
national identity.

People’s perceptions of matters are variable, and so is their perception of national identity.
My study focused on bringing about the teachers’ perspectives on the promotion of national identity
through the elementary stage curriculum without entering into what they perceive of the Palestinian
national identity and what demarcates it. Likewise, I attempted to survey the teachers’ perspectives
on the elementary stage curriculum in providing an instrument for liberation without having to set
borders for the meaning of the term. In addition to that, it is important to clarify that this study is not
an investigation of the teachers’ perspectives on the teaching and learning that actually happen inside
the classroom; rather, it is a survey of the teachers’ perspectives on the role the curriculum plays in
enhancing and facilitating the educational process that helps achieving liberation and national identity

promotion.
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The thematic content analysis of the collected data was guided and aimed at answering the
two research questions in light of Freire’s critical theory of education:

1. What is the perception of Palestinian teachers on the role of the Palestinian curriculum as
an instrument for liberation?

2. What is the perception of Palestinian teachers on the role of the Palestinian curriculum in
shaping Palestinian national identity?

Each of the three generated themes provided an answer to both research questions. Through
the analysis of the interviews, it was found that the perspectives of the interviewed sample are
proximate in their dissatisfaction with the role the curriculum plays in shaping the Palestinian national
identity as well as in providing an education as an instrument for liberation. Whereas there is
proximity in the teachers’ perspectives, their views are not identical. Therefore, the generated themes
aimed at laying a common ground for the analysis of the data and for the presentation of the findings.

In the first theme, it was found, according to the interviewed sample, that the curriculum of
the elementary stage presents information about Palestine that does not represent the common spirit
of Palestinians; rather, a representation of the ruling authority that lacks credibility among
Palestinians, especially that the president of the PA has been in power without election since 2005.
The sort of knowledge that would educate students about their national identity is characterised with
ambiguity and inconsistency. There was also a reference by the interviewed sample to the elimination
of the content that would instil the Palestinian values in the students year after year with each new
edition of the curriculum textbooks. This indicates the alteration of the perception of the oppressed
of their reality, which results into the obliteration of national identity contrary to the Freirean theory
of liberation. The curriculum was found to shape a passive, characterless and docile individual who
seeks collecting marks by memorisation of content rather than critical reflection and creative thinking.
The data collected from the interviews also shows a discrepancy between the desire of Palestinians
for emancipation and the content of the curriculum. This ambivalence can impede the preservation of
their collective identity, obscure their goals, and diminish their ability to overcome their oppressive
circumstances.

In the second theme, it was found that the curriculum is overcrowded in quantity, yet poor in
quality. The superficial over-crowdedness of the curriculum is reflected in the negative attitudes of
students towards school and learning. Furthermore, it limits their ability to participate in discussion.
As a consequence, the reliance on memorization and rote learning increases. Meanwhile, critical and
creative thinking skills are necessarily diminished. In addition to being superficial, the analyses
indicated that the content presented is incompatible with the realities and experiences of students.

This abstraction of presenting concepts results into emptying words of their concreteness and
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providing a hallow, alienated, and alienating education that neither serves the purpose of promoting
national identity, nor the purpose of providing education that liberates. The analysis of the collected
data concluded that the foreign funds of education, namely the western funds, are exploited by the
donors to dictate their policies on the Palestinian education. This “false generosity” has been
domesticating the Palestinian aspiration for liberation and has been adding nothing but more
neutrality and docility to education in Palestine in the face of occupation.

The last theme discussed power hierarchy in relation to education in Palestine. The findings
indicated that the hierarchical structure of the education system in Palestine hinders the potentiality
of education to serve as a tool for liberation. On the contrary, it stifles the hopes for liberation of
Palestinians across generations. The hierarchical structure of both the government and the UNRWA
paralyses the potentiality for change and development and makes the enthusiastic efforts the teacher
exerts go unheeded. The teacher motivated by his or her consciousness and conscience in such a
confining system is fighting alone like an enthusiastic cog in a rotten oppressive machine. The
dialogue in education system in Palestine is found to be an authoritarian one, where a western white
man who does not speak the language of the natives decides what he thinks is best for them. The
dialogue in this system is an unlikely possibility, and when it takes place, the dominant party enters
the dialogue preoccupied with the premise that he is the owner of knowledge and his guardian making
the result of the dialogue inevitable. In this system, the dominant might communicate, but the
communicated to must always obey. This sort of dialogue contributes to anything but more
dominance, more docility and more stagnancy to reality of education.

To conclude, it was found that there is a sever deficiency in the Palestinian perspective not
only in the content of the curriculum, but also in the policies around which education in Palestine is
governed. There is also a lack of academic research about the education in Palestine from Palestinian
practitioner perspectives. Therefore, | recommend that more studies be conducted about education,
the curriculum and the policies governing the process of designing it in Palestine. Furthermore, |
recommend that more studies be conducted on the role of social and religious community centres in

promoting the Palestinian national identity and in providing an education for liberation.
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Annexes

Information letter

Toteacher Of cveveiniieiieiiiiniiniieenennn subject

Information about participation in the research project

Palestinian Elementary School Curriculum as an Instrument for Liberation and Consolidation of

National Identity: A Critical Freirean Study Based on Teachers’ Perspectives in the Gaza Strip

My name is Adham Ashqar. I am a Master’s student at University of South-Eastern Norway
[USN]/Department of Culture, Religion and Social Studies at a Master’s program called Human
Rights and Multiculturalism. | am a teacher of English and have been working in Schools in Gaza for
nearly 6 years. My main interest in this project is the children’s right to receiving relevant and
sufficient education that promotes their awareness of their national identity and receiving education

for liberation.

“It was found in a number of studies that the importance of national identity for children increases
significantly between the age of 5 and 11 years. Likewise, the children’s acquisition of national

geographical knowledge positively correlates with their sense of national identity.”

My Master’s project explores the perspectives of the elementary school teachers in Palestine, with
Gaza as a case study, on the construction of the Palestinian national identity and the liberation in the
curriculum of the elementary school, and | would like to invite you to participate in creating this
project together with me. In this letter I will give you information about the purpose of the project

and what the participation will involve.

Purpose of the research project

The principal objective of this paper is to generate knowledge about the efficiency of the Palestinian
curriculum in promoting the elementary school children’s awareness of their national identity and in
providing them with education for liberation. This project takes from teachers’ views in the Gaza
Strip a main source of input to generate this knowledge. The collected data will be the basis for the

written article and for the drawn conclusions.
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The research project will create knowledge about:

* Important characteristics that demarcate the Palestinian national identity in the views of teachers

» Whether the Palestinian curriculum promotes the Palestinian national identity from the teachers’
perspective

» Whether the Palestinian curriculum in its current form constitutes an instrument for liberation from
the teachers’ perspectives

 Teachers’ views on the geographical boundaries of the Palestinian state and whether it is presented
in the Palestinian curriculum

* Teachers’ views on whether the israeli occupation to Palestine is addressed in the curriculum and

If yes, how it is presented

Who is responsible for the research project?

Masters’ student Adham Ashgar; and Human Rights and Multiculturalism, Department of Culture,
Religion and Social Science, USN are responsible for the project. The work on this paper is a
contribution towards the fulfilment of the Master’s program requirement.

Supervisor: Associate Professor Gabriela Mezzanotti, Faculty of Humanities, Sports and Educational
Science.

Department of Culture, Religion and Social Science, USN.

What does participation involve for the teacher?

I will conduct semi-structured interviews with teachers of the elementary stage in Gaza, Palestine.
The interviews will be conducted online on Zoom. If the participant chooses to take part in the project,
this will involve that he/she shares his/her views on whether the Palestinian curriculum contributes
positively or negatively in promoting the concept of liberation and the Palestinian national identity.
The questions will mainly be about the views of teachers on their understanding of the concept of
liberation and the characteristics of the Palestinian national identity and whether the Palestinian
curriculum is sufficient in addressing them.

The interviews will be recorded to ensure accuracy and efficiency of the analysis of the collected
data.

Participation is voluntary

Participation in the project is voluntary. If the participant chooses to participate, he/she can

withdraw their consent at any time without giving a reason. All information about the participant
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will then be made anonymous. There will be no negative consequences for the participant if he/she

chooses not to participate or later decides to withdraw.

Your personal privacy and how I will store your consent form

Any personal data that can identify the participant will be removed. | will process the data

confidentially and in accordance with data protection legislation (the General Data Protection

Regulation and Personal Data Act).

* The participant will be sent a consent form via email

* The response of the participant on the consent form will not be stored together with any data that
will be used in the research project

Your rights
As long as the participant can be identified in the consent forms, he/she have the right to:

« access the personal data that is being processed about him/her

request that the personal data is deleted

request that incorrect personal data is corrected/rectified

« receive a copy of his/her personal data (data portability), and

send a complaint to the Data Protection Officer or The Norwegian Data Protection Authority
regarding the processing of his/her personal data

What gives us the right to process your personal data?
I will process the personal data based on the participant’s consent.
Based on an agreement with USN, NSD (The Norwegian Centre for Research Data AS) has assessed

that the processing of personal data in this project is in accordance with data protection legislation.

Where can you find out more?

If you have questions about the study, or want to exercise your rights, please contact:

» University of South-Eastern Norway via Adham Ashqar: aashgar60@gmail.com, +47 47740750, or
Gabriela Mezzanotti. Gabriela.Mezzanotti@usn.no, +47 31 00 96 15

« Our privacy representative: Paal Are Solberg, +47 35 57 50 53/ +47 918 60 041,
privacyrepresentative@usn.no

If you have questions related to NSD's assessment of the project, you can contact:

* NSD - Norwegian Center for Research Data AS by email (personverntjenester@nsd.no) or by
phone: +47 55 58 21 17.
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Yours sincerely,
Adham Ashqgar

(Researcher)
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Consent form

I have received and understood information about the project Palestinian Elementary School
Curriculum as an Instrument for Liberation and Consolidation of National Identity: A Critical
Freirean Study Based on Teachers’ Perspectives in the Gaza Strip. | have also been given the

possibility to ask questions. | give consent:

O to participate in an online interview

O to have my voice recorded by the interviewer in the interview

I give consent for my personal data to be processed until the end of the project, 28 February 2023.

Date:

Signature:
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Interview guide

Palestinian Elementary School Curriculum as an Instrument for Liberation and Consolidation
of National Identity: A Critical Freirean Study Based on Teachers’ Perspectives in the Gaza
Strip

Interview guide

- Greeting, introduce myself and my project

The researcher greets the participant, thanks him/her for choosing to participate in the project, and
gives information about the project.
- Gender, age, grade, teaching subject and for how long the participant has been

teaching it

The researcher asks the informant which subject he/she teaches and for how long he/she has been
teaching it.

- The presentation of the geography of Palestine in the curriculum

What’s the geographical boundaries of Palestine in the perception of the participant? Does what the
curriculum presents go in conformity with the teacher’s perspective?

- The presentation of the Palestinian national identity in the curriculum

What are the most important characteristics that demarcate the Palestinian national identity? Is it
presented in the curriculum you teach? How?

- The presentation of Palestine in relation with the current occupation

What is your perception of the israeli occupation? Do you recognise it as a neighbouring state? Is
this issue tackled by the curriculum? If yes, how?
- Education for the achievement of freedom and liberation
- Do you think that this curriculum contribute to the collective will of Palestinians to achieve
freedom and liberation from the occupation? Elaborate.
- How do you perceive the role of education shaping the future of Palestine?
- Would you consider education a tool to social change? How? Could you please give
examples from your everyday teachings?
- Would you consider the curriculum a tool for an emancipatory education in Palestine? If
not, why would that be?
- Inyour view, what are the main challenges to implementing a emancipatory education

(education and resistance)?
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- How would you describe Palestine’s national identity? What are the relations between this
identity and education? Is the curriculum an important tool shaping Youth’s national

identity? Can you please give me examples from your teaching experiences?

Role of the exams in guiding the traditional educational process

- What are the criteria used to assess the students’ achievement? What’s the weigh of the
marks of the final exam in students’ achievement record? Do you get to choose the
questions of the final exams?

- When you prepare for your lessons, what is the main source that helps you set the aims for
the class?

- Do the exams play a role in your preparation for the lessons?

- Do students get to choose what they want to learn? Do they contribute in decision making
over what they want to learn?

- Do teachers have the possibility to choose what they want to teach to their students? Are
teachers involved in the formation of the curriculum?

- Does the content of the curriculum promote emancipation, independence, national identity,
creativity and critical thinking?

- Do you think the education policy followed in Palestine address local Palestinian vision, or a
collection of foreign programmes? Is it relevant to the Palestinian context? Do you consider
it a libertarian form of education or neutral submissive one?

- From your point of view, is the Palestinian education policy based on dialogue or is it an

authoritative one?

Occupation
e Is the occupation mentioned in the curriculum? How?
e Are there clear mechanisms to resist this occupation? What’s the national plan (in the
curriculum)?
e Are the challenges of establishing a Palestinian state mentioned/discussed in the

curriculum? How?

e Balfour declaration? British occupation? Zionism? Intifadas? Revolutions? Palestinian

icons (martyrs)?

Suggestions
e What would you change? How?

e Isthere a possibility (a window) to give your suggestion as a teacher for reform?
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What would you like to add? What would you like your child to learn more at school?
Does this curriculum represent/serve the will and spirit of all Palestinians, or only the ruling
power structure?

Does the curriculum encourage learners to research on topics related to the Palestinian
history, culture and identity?

In your opinion, what is the collective memory the curriculum activates?

In your opinion, does the curriculum invite learners to research on the history of Palestine?
Does the curriculum provide national content relevant to students’ reality and lived
experiences?

Does the curriculum evoke critical reflection of the teacher and students that helps in
educating about the true Palestinian culture and nationalism?

What do you think of the generous support provided by Western donor countries for
education in Palestine? Does this support contribute, in your opinion, to the progress or
delay of education for liberation?

Does the content of the Palestinian curriculum contribute to promote students’ awareness
about their cause, history, and thinking about the future, or does it make them absent from
reality, the history of their cause, and thinking about the future?

Do you believe that Palestinians are oppressed?

What are the possible ways to stop this oppression?

Can education be among these ways? How?

Do you think that we should start teaching Nakba?
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Interview guide (Arabic)
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