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Executive Summary

This IMPACT-se report examines 127
textbooks from the Kingdom of Morocco’s
national school curriculum, published
between 2013 and 2022. The study
focuses on humanities subjects,
particularly social studies, geography,
history, Islamic studies, Arabic language
and literature, French, and English.

Main Findings:

e Moroccan textbooks broadly adhere to
UNESCO standards of peace and
tolerance education.

e Tolerance is a central theme of the
curriculum and is depicted as an
essential value for a civilized human
society. Many examples cite Islamic
scripture to highlight racial, religious,
ideological, and ability-based
tolerance. Students are presented with
interpretations of the concept which tie
it to universal human rights, Islamic
teachings, and Moroccan identity.

e Peace is taught as a key component of
respectful human relations, and a core
principle of Morocco’s national policy.
Practical conflict resolution is taught on
an interpersonal level.

o Textbooks reflect an effort to promote
democracy, human and civil rights. The
monarchy is praised.

e The curriculum encourages self-
reflection and critical thinking in relation
to Moroccan history.

e Women's issues occupy a prominent
position in the curriculum. Women's

rights and gender equality are
frequently discussed, and textbooks
present examples of female role models
across multiple sectors. Many of these
representations challenge or subvert
stereotypical gender  roles, by
highlighting women’s achievements.

Textbooks acknowledge the
indigenous Amazigh population, and
teach about its history, traditions, and
way of life while generally avoiding
politically sensitive issues.

Morocco’s Jewish community, its
practices, and individual Moroccan
Jews are frequently and thoughtfully
represented. The Jewish community is
clearly portrayed as an inseparable
aspect of Moroccan society. Jews are
presented in an affectionate manner:
students are exposed to Jewish
cuisine, holidays, music, as well as
stories of Jews’ nostalgia and affection
toward Morocco which textbooks
interpret as a sign of Moroccan
patriotism. Antisemitic stereotypes are
largely avoided or subverted.

The textbooks present a more
moderate tone toward European
countries in a modern-day context but
are antagonistic toward European
colonialism. Textbooks express an
unsympathetic account of Israel.

Discussion of Morocco’s territorial
integrity centers on the Kingdom’s
claims to the Western Sahara region,
which is presented as a non-negotiable
issue for Morocco.




e While the great mass of teaching
materials encourages religious
tolerance, a handful isolated examples
in Islamic Education textbooks are
unsympathetic toward non-Muslims in
their direct quotation of scripture,
rather than interpretation.

Moroccan textbooks promote democracy,
and the concepts of human rights and civil
liberties. They praise the Moroccan
monarchy and its reigning sovereign,
Mohammed VI, holding both the King and
the Kingship as central components of
Moroccan national identity. This view is
bolstered by history lessons focusing on
the chronicles of the reigning Alaouite
dynasty, and previous dynasties that ruled
Morocco. At the same time, in describing
the contemporary Moroccan political
system, the role of non-royal actors who
participate in Moroccan political life are
de-emphasized.

In an initiative that is rare in the region, the
curriculum encourages self-reflection with
regards the leadership’s actions to
preserve the regime during past social and
political turmoil, including “grave violations
of human rights.” Students are also asked
to think critically about tensions between
society and the state, in relation to
freedoms and human rights.

The values of peace and tolerance are
central to the curriculum and appear both
directly and indirectly in the vast majority
of textbooks, regardless of grade or
subject. Peace is taught as a key
component of respectful human relations,
and a core principle of Morocco’s national
policy. Practical conflict resolution is

taught on an interpersonal level, based on
ideals such as mutual respect,
compromise, and non-violence. To
highlight this, lessons cite examples of
peacemaking in Islamic scripture.

Tolerance is a recurring theme in the
curriculum, and students are presented
with interpretations of the concept which
tie it to universal human rights, Islamic
teachings, and Moroccan identity. The
forms of tolerance explored include racial,
ideological, and ability-based tolerance,
and most prominently, religious tolerance,
the last of which is not necessarily limited
to monotheistic religions. There are a few
isolated elements, mostly in Islamic
education, which express the opposing
idea that non-Muslims will face divine
retribution for their disbelief in Islam.

Women’s issues occupy a prominent role in
the Moroccan curriculum. Women are
frequently portrayed in varied settings,
and in diverse clothing. Representations
include specific examples of Moroccan
women in politics, history, science, and
sports, and they are presented as role
models to be emulated by girls. Many of
these representations challenge or
subvert stereotypical gender roles, by
highlighting women’s achievements as
athletes or political leaders. The concept
of women’s rights and gender equality is
taught and often anchored in the
constitution and law, international
documents, and Islamic sources. Violence
against women is addressed. Women's
education is portrayed as a significant
issue of national importance. The notion
that Moroccan women have yet to attain
equality is recognized in the curriculum,




alongside certain factors contributing to
this issue. Textbooks avoid content that
may offend religious sensibilities and
institutions, which may impede women’s
development. They do not challenge
women’s traditional roles in the household.

Textbooks recognize the historical and
cultural heritage of the indigenous
Amazigh people, emphasizing their
integral position in Moroccan society.
Students learn of the ancient roots of the
Amazigh people and their deep ties and
commonalities with present-day
Moroccan Arabs, as well as their
contribution to the creation  of
contemporary Morocco. The textbooks
also encourage students to learn about
Amazigh cuisine, dress, traditions, and
way of life. Topics that may cause a rift
between Amazigh identity and Orthodox
Islam, or between Moroccan national
cohesion and identity, are avoided.

The Moroccan Jewish community is
represented frequently, and in an
affectionate  manner. The curriculum
familiarizes students with Judaism and
teaches that the Jewish community is an
inseparable part of Morocco, with ancient
roots and a legacy of centuries of
coexistence  with  the non-Jewish
population. Textbooks describe life in the
Jewish quarter in detail and highlight
current government efforts to preserve
Jewish heritage and Jewish contribution
to Moroccan culture. Jewish contributions
to Morocco’s economy and the integration
of Jews into the community in professions
such as science, journalism, popular
culture, and business, are featured.
Students are exposed to Jewish cuisine,

holidays, music, and stories of nostalgia
and affection toward Morocco, which
textbooks interpret as a sign of Moroccan
patriotism. The portrayal of Jewish people
is sympathetic, and antisemitic
stereotypes are largely avoided, or
subverted by  examples  variously
portraying Jews as loyal, patriotic,
generous, or open-minded. Students are
also exposed to some aspects of Jewish
religion and practice, and allusions to its
commonalities with Islam help cultivate
this sympathetic image. It is worth noting
that this significant amount of educational
content on Jewish people appears to have
been newly added as recently as 2021.
Textbooks do not teach about the
Holocaust and lack certain aspects of the
Moroccan Jewish experience including its
emigration in the 20™ Century. While not
violent in nature, textbooks at times
contain material that undermines the
religious beliefs of Christians, Jews and
Polytheists for denying the Islamic faith.

With regards foreign policy, in a modern-
day context the curriculum presents a
more moderate tone toward European
countries. Yet, textbooks express a
negative approach toward European
colonialism and foreign rule. Discussion of
Morocco’s territorial integrity centers on
the Kingdom's claims to the Western
Sahara region, which is presented as non-
negotiable for Morocco. Some textbooks
express the non-recognition of Spanish
sovereignty over Ceuta and Melilla and
dispute the Morocco-Algeria border. Much
attention is afforded to the Arab-lsraeli
conflict. One example explicitly endorses a
two-state  solution to the lIsraeli-
Palestinian conflict, which includes “the




State of Israel” living “side by side” with
Palestine. Moreover, a few unsympathetic
examples toward Israel were toned down
or removed in more recent editions, such
as a reference to “ugly Zionist crimes,” and
a poem on the cruelty of the Israeli colonial
occupier. However, elsewhere in the
curriculum there is an unsympathetic
account of Israel, and textbooks endorse
the Palestinian cause. Representations of
the 2020 normalization of ties with Israel
do not yet appear in the textbooks: those
higher-grade textbooks surveyed that
would cover the issue precede the
normalization of ties.




Introduction

Situated in the northwest corner of the
African continent, Morocco is considered
the Arab world’s window to the West. This
is reflected in the country’s name in Arabic,
Al-Maghreb (“the West”), which is quite
distant from the Arab-Islamic urban
centers of the Fertile Crescent and the
Arabian Peninsula. Morocco was not part
of the Ottoman Empire, unlike much of the
region, which enhanced its unique
position. Morocco’s geographical contours
— bordered by the Atlantic Ocean to the
west, the Mediterranean Sea to the north,
the Sahara Desert to the south, and the
Atlas Mountains which traverse it — have all
influenced its history, society, and
economy. Morocco’s proximity to Europe
has also influenced its development, as it
experienced military reprisals due to pirate
attacks from its shores. Until the mid-19th
century, Morocco was relatively isolated
and insulated from much of the world, a
deliberate choice of its rulers, who were
not interested in engaging with foreigners
- especially Europeans. The emergence of
European  colonialism and  growing
economic difficulties forced Morocco to
interact with foreign powers, creating a
vicious cycle of increased economic
dependency that paved the way for
European infiltration, and culminated with
the establishment of colonial rule in 1912.

In studying the narrative employed by
school textbooks, we begin to understand
the textbooks’ authors vision of the
guiding principles of the country’s identity,
and attitude towards the rest of the world.
This is particularly the case with state-

published textbooks: they are not only the
primary means by which a country’s
leadership provides its citizens with the
tools citizens need to participate in the
effort to overcome national challenges,
but textbooks are nonetheless the primary
means by which the state communicates
where it stands, and what challenges it
faces. In other words, state education
reflects both the country’s present-day
situation, and its future. Consequently, a
thorough examination of the content and
materials used in Moroccan state
education will offer insight into how a
unique country like Morocco operates, and
how it aims to address social changes and
external challenges.

Pre-Colonial Morocco:

Conquered by Arab-Muslim armies in the
8th century, Morocco joined the Muslim
world relatively late, and atypically
retained some of its pre-Islamic heritage.
This is particularly evident in the
indigenous Amazigh (Berber) population,
whose origins have been linked to the
eastern Mediterranean. Although they
converted to Islam and are accepted
adherents of the faith, constituting around
thirty percent of Morocco’s Muslim
population of over 35 million people, they
have retained various historical customs
and social practices of Amazigh tradition
that are at odds with Islamic orthodoxy,
such as the veneration of tombs of saints.
The overwhelming majority of Moroccans
are Sunni Muslims, and there are almost no
other religious or ethnic groups. This
homogeneous population was, and




remains, a highly traditional society in
which religious and cultural mores are
instilled in daily life.

One religious minority that was integral to
Morocco was its Jewish community.
Moroccan Jews can trace their history
back to the destruction of the first temple
(586 B.C.E), but the significant expansion
of the community occurred after their
expulsion from Spain in 1492. Jews
resided in urban centers such as Essaouira
(Mogador), Mazagan (ElI Jadida), and
Rabat, along the Atlantic coast; inner cities
such as Fez, Meknés, and Marrakesh; and
northern enclaves like Tangier and
Tetouan. Their livelihood was often based
on crafts and professions forbidden to
Muslims by Islam, while others were
involved in the small international trade
sector in Morocco. Jews also resided in
remote rural hamlets in the Atlas
Mountains alongside Amazigh
communities. It was not uncommon to see
a mutual exchange of culture and ways of
life between the two populations. Jewish
life in Morocco remained very traditional,
as Jews were recognized as “People of the
Book” (ahl al-kitab) according to Muslim
law. Their status as dhimmis placed them
under various legal and social restrictions,
but internally they enjoyed a degree of
religious, judicial, and  educational
autonomy. They were often forced to live
in secluded quarters (the mellah), where
they received some form of protection
from the authorities from periodic attacks
carried out against them.

There are many accounts and chronicles
that chart Jewish-Muslim relations in
Morocco. One narrative presents a rosy

picture of warm ties, while others
underscore ongoing tensions, periods of
violence, and other forms of persecution.
The reality, however, is more complex.
Relations between Jews and Muslims, it
has been suggested, were both good and
bad, friendly and hostile, and defy
categorization. Recent scholarship on
Moroccan Jewish history highlights a
complex paradox of closeness and
distance.

Any discussion of Moroccan politics and
society tends to focus on the central
position of the Moroccan monarchy. It
would be difficult not to overstate the
monarchy’s role in Morocco, a traditional
Muslim monarchy uncommon in today’s
society, combining religious and political
authority. Various dynasties vied for
political power in pre-colonial Morocco.
The Alaouite dynasty, in power since the
late 17th century, has maintained much of
Morocco’s unique royal tradition, while
uncompromisingly holding onto power and
suppressing political threats. The Sultan
(later, King) of Morocco was recognized as
the uncontested religious leader, the
“commander of the faithful” (amir al-
muminin) of Moroccan Muslims, and a
descendant of the prophet who
possessed holy charisma. On the other
hand, the monarch’s temporal power was
more fluid. The Sultan often faced
rebellions from groups who refused to
accept his political rule and pay taxes, and
struggled to assert his rule across the
Kingdom. This led to a great deal of
political instability, which was later invoked
by European powers to justify their
intervention in  Morocco. While the
dichotomy between various regions in




their acceptance of the monarchy’s
political authority (or lack thereof) was less
pronounced than European perceptions,
the monarchy was, and still is, the driving
force of Moroccan politics and society.

Colonial Morocco:

By the mid-19th century, Morocco could
no longer isolate itself from international
developments reaching its doorstep.
France’s conquest of Algeria in 1830
ushered in an era of European presence in
North Africa, and Morocco felt threatened
by the prospect of French colonial
expansion. Morocco experienced
economic difficulties that forced it to take
out increased loans from foreign
governments. Unable to repay these loans,
the political elite watched helplessly as
European pressures weakened Moroccan
sovereignty. Morocco lost control of its
economic affairs in 1906, now in the hands
of European powers. Despite efforts to
stem this tide, Morocco confronted
political and economic forces far beyond
its control. This deterioration reached its
lowest point in 1912, as French troops
invaded the Kingdom and imposed
colonial rule. Thus commenced a new
chapter in Moroccan history.

Although Morocco’s experience under
colonial rule was relatively short compared
to its North African neighbors (1912-1956),
the impact of those decades on the
Kingdom’s politics, society, and economy
was profound. In the past, Moroccan
officials tended to minimize the
protectorate era, dismissing it as negligible
in the greater context of Moroccan history
and the Alaouite dynasty’s centuries-long

reign. However, a closer look at the
colonial era reveals sweeping changes
that altered critical aspects of Moroccan
life.  The  transformation Morocco
experienced under the French
protectorate was highly significant — the
Spanish protectorate, smaller in size, was
less influential. Therefore, understanding
contemporary Moroccan politics and
society requires a greater appreciation of
the protectorate era.

At face value, the protectorate’s
establishment did not change Morocco’s
official status. The Kingdom retained its
sovereignty, and the Sultan’s government
remained intact, except for two significant
areas where France assumed
responsibility: foreign relations and military
affairs. The French administration, whose
hybrid regime was intended to support
rather than eclipse the Moroccan Makhzan
(political establishment), was initially less
intrusive in the lives of Moroccan Muslims.
However, it became clear to Moroccans
that the French government agencies and
services were the driving forces in political
and economic life.

The architect of France’s colonial
enterprise in  Morocco was Hubert
Lyautey, a high-ranking officer in the
French military who rose to the rank of
maréchal. Lyautey left a unique mark on
the development of French Morocco and
was an adamant opponent of a system
emulating the Algerian colonial model of
annexation and settler-colonialism in
Morocco. Serving as the résident général
from 1912-1925, Lyautey laid the
groundwork for Morocco’s transformation
during the protectorate era. For Lyautey,




promoting the monarchy was part of his
vision for the French protectorate, in which
the colonial power would maintain indirect
control. At the same time, the Sultan’s
dependency on the French would be
discreet.

The primary outcome of this approach was
a stronger and more popular Moroccan
monarchy, which became the embodiment
of the Moroccan nation. The monarchy,
rather than political movements and
parties, gained the wupper hand in
Moroccan  politics. The monarchy’s
strengthened position also benefited from
total French control over Moroccan
territory, an expansion completed in 1934.
For the first time, the Moroccan Sultan was
not subjected to periodic uprisings against
his political rule, a feature of pre-colonial
Morocco. After the Sultan Moulay Youssef
died in 1927 and the French appointment
of Sidi Mohammed ben Youssef, one of his
sons, France went a step further in its
efforts to stabilize the monarchy by having
the Sultan designate an heir to succeed
him eventually. This marks a change from
the previously chaotic transition between
monarchs, where potential successors
would battle against each other to gain
superiority and the support of various
tribes and clans. Only when it became
clear who was in control would the Muslim
religious scholars (the w/ema) swear their
oath of allegiance to the new Sultan,
ending a rivalry that often lasted over a
year, destabilizing the Kingdom. This new
measure thus enhanced the monarchy’s
stability.

Lyautey presided over expansion and
development  projects in  Morocco,

outlining a renewed economic landscape.
Moroccan Muslims were not indifferent to
these changes and increasingly reacted to
them with dismay and consternation.
Beyond the insult of being subjected to
foreign rule, these economic
developments had profound social
impacts, including migration from the
countryside to new urban centers in
search of employment, which upended
existing social structures. It was not long
before local insurgencies against colonial
rule erupted. The most serious was the
revolt in the northern Rif region, a
historically restless area that periodically
rebelled against the ruling authority. The
Rif uprising, which broke out in 1921, was
led by Abd al-Krim al-Khattabi. The revolt
was surprisingly successful, allowing Abd
al-Krim to establish self-rule in the region
and seek to advance to other parts of
Morocco. The French and Spanish armies
were forced to deploy more troops to
repress the revolt, which ended in 1925.
This also effectively ended Lyautey’s
tenure and vision for Morocco. His
successors were far more conventional
colonial officials, with little interest in the
first résident général’s ideas.

Morocco’s Jewish community experienced
significant developments during the
protectorate era. Many Jews were
exposed to new educational, professional,
and social opportunities, particularly in
urban centers. A significant portion of the
Jewish community embraced French
culture and lifestyle, gradually drifting
away from Moroccan Muslims and
increasingly identifying with colonial rule.
This growing separation between Muslims
and Jews was exacerbated by Moroccan




nationalism, which promoted a Muslim-
centered agenda that did not leave much
room for Jewish involvement. Moreover,
the rise of Jewish nationalism and the
growth of the Zionist movement further
distanced the Jewish community from the
Muslim majority.

In the 1930s, an embryonic nationalist
movement began to emerge. Its leaders
were primarily members of Morocco’s
socially conservative traditional elite, who
sought to restore the Kingdom’s
independence without threatening its
social order. Their broader influence at
that time was limited, with most of their
demands centering on reforming the
protectorate system. It was not difficult for
France to repress these activists and
silence them. Nevertheless, anti-colonial
sentiment in Morocco gained traction
throughout the decade and was further
propelled by the impact of France’s defeat
in World War Il. Although Moroccan
Muslims did not support Nazi Germany or
take advantage of France’s defeat to stage
a wartime rebellion, they concluded that
regardless of the war’s outcome, it was
unlikely that France would remain a
colonial power. As the war drew to a close,
nationalist activity intensified with the
establishment of the Moroccan /stiglal
(independence) party in January 1944,
which voiced an unequivocal demand for
independence and the abrogation of the
protectorate treaty. French authorities
initially dismissed the /stiglal and its
leaders, correctly deducing that they had
more to fear from the Sultan than the new
political party if he championed the
nationalist cause.

As the 1940s continued, the Sultan, who
was previously reluctant to endorse the
nationalists and wary of their potential
political threat to his status, now identified
with the anti-colonial struggle. In a famous
speech delivered in Tangier in April 1947,
the Sultan refrained from his customary
greetings to France, a display of the
monarch’s growing hostility toward France
and an indication that he supported
nationalist demands. Given his elevated
status in Moroccan society, it became
clear that Sidi Mohammed was the leader
of Morocco’s struggle for independence.
This reality, in which the monarchy
towered over political parties relegated to
a secondary position, would later
overshadow Moroccan politics in the post-
independence era.

The Sultan’s growing popularity, and the
intensifying  nationalist  struggle, led
France to resort to extreme measuresin an
effort to neutralize the threat to their rule.
In July 1953, French rulers deposed the
Sultan, exiling his and his family to
Madagascar and installing a puppet
replacement in his stead. This backfired
completely. The Moroccan public refused
to accept the Sultan’s removal, viewed him
as a martyr suffering for his subjects, and
continued their struggle against the
French. The emerging nationalist uprising
in neighboring Algeria was far more
alarming to France, which viewed the
territory as an integral part of France, and
thus caused Paris to reconsider its policy
in Morocco. In a deliberate effort to
maintain control over Algeria, France
opted to withdraw from Morocco: they
restored the deposed Sultan in 1955 and
negotiated Morocco’s independence. One




year later, the Kingdom’s independence
was secured. For Moroccan Jews, the end
of colonial rule contributed to a rising
sense of uncertainty over their future. The
community  experienced  exponential
growth during the colonial era, and by the
mid-20th century numbered 250,000
people. The establishment of the state of
Israel in 1948 had already led some Jews
to depart Morocco and settle in the new
Jewish state. A second exodus occurred
after 1956, but a sizable Jewish population
remained.

Post-Independence Morocco:

Although Morocco’s struggle for
independence was not very violent and
did not leave many societal scars, it
resulted in considerable political
uncertainty. Questions surrounded the
nature of the political system and the
monarchy’s role within it, as Morocco was
officially ~a constitutional monarchy.
However, King Mohammed V (as the
Sultan was now known) had no intention of
ceding power or deferring to political
parties. His position was grounded in the
notable aspects of the Moroccan
monarchy, which combined religious and
political leadership. The king’s legitimacy
was further enhanced by his role as a
national leader who championed the
struggle for independence. This
effectively silenced any rumblings within
some political parties against the
monarchy; however, the king's untimely
death in 1961 exacerbated these tensions.

The succession in Morocco was carried
out in a timely fashion, with the designated
Crown Prince Hassan acceding to the

throne as King Hassan Il. While the new
king's religious authority was accepted, he
struggled to secure political legitimacy
throughout his first decade in power.
These were difficult years for Morocco,
which experienced ongoing clashes
between the king and left-wing
opponents. During those “Years of Lead,”
as they became known (in reference to the
lead bullets security forces fired at
protesters), thousands of Moroccan
opposition supporters were killed. Many
faced arbitrary arrests and harsh prison
sentences, and fear reigned over the
Kingdom. The king, who after 1965 ruled
by decree, was becoming increasingly
unpopular; he faced several attempts to
overthrow him by military forces (in 1971
and again in 1972), indicating that his rule
was under serious threat.

Economic difficulties compounded these
political questions. Morocco does not have
abundant natural resources and is still
highly ~ dependent on a largely
underdeveloped agricultural sector. Its
education system has struggled to meet
the challenges of training a new
generation, with mixed results. llliteracy
rates in Morocco, especially among
women and in rural regions, remain high.
The prospect of developing a highly
educated, sophisticated economy remains
illusory. The status of women in post-
independent Morocco is also problematic:
women were subjected to legal and
societal restrictions, such as the Personal
Status Code (the Moudawana), which
placed them in an inferior position to men
in matters of matrimony and divorce,
forcing them to rely on a male guardian in
many areas of daily life. Morocco’s




conservative social norms thus remained
stubbornly intact.

Realizing that his rule was under serious
threat, King Hassan sought ways to
improve his political standing. On an
international level, he pursued moderate,
pro-Western policies, which provided him
with  much-needed foreign support.
However, domestically, the king was in
search of a cause that would unite
Moroccans around the monarchy. This
opportunity emerged in 1974 when Spain
announced it would withdraw from the
Western Sahara region. This territory, rich
in minerals that would attract a country
without natural resources such as
Morocco, had historical ties to Morocco
but was not incorporated into the Kingdom
after independence and remained under
Spanish rule.

Over the years, Morocco voiced interest in
controlling the territory and argued it was
an integral part of the Kingdom. The
question of the region’s future was brought
before the International Court of Justice in
The Hague, which issued an inconclusive
ruling acknowledging Morocco’s historical
ties to the region while refraining from fully
recognizing its claim of sovereignty. For
King Hassan, the ruling was sufficient to
declare the region part of Morocco.
Following his call, hundreds of thousands
of Moroccans symbolically marched into
the desert region in what became known
as the “Green March” (November 1975).
While Morocco staked its claim, tens of
thousands of Sahara residents rejected
Moroccan rule and vowed to fight it. Thus,
began guerrilla warfare, in which the
Saharan Polisario militia (supported by

Algeria, which sought to assert its regional
hegemony) attacked Moroccan forces.
The Sahrawis also declared
independence, which was recognized by
many African nations. This soured
Morocco’s ties with African countries and
led it to abandon African politics. Although
Morocco gained the upper hand in
Western Sahara over time, the region’s
future remains uncertain. A 1991 United
Nations plan to hold a referendum among
the local population on the region’s future
has never materialized. Morocco has
promoted a plan for autonomy where the
region would remain under its control,
which has increasingly gained traction in
the international community. Morocco’s
position on Western Sahara was further
buoyed in late 2020, when the United
States recognized Moroccan sovereignty
over Western Sahara. The issue remains at
the top of Morocco’s diplomatic agenda.
However uncertain the Western Sahara
issue may be, it undoubtedly bolstered
King Hassan’s domestic position. By the
1990s, Hassan’s popularity increased,
having been on the Moroccan throne for
thirty years and responsible for largely
neutralizing opposition forces. He was
now seen as an elder statesman, a
benevolent ruler keen to gradually expand
civil liberties in Morocco and prepare for
his succession. His last years in power
were marked by the release of political
prisoners and a far more open society.

King Hassan’s death in 1999 and the rise of
his successor, Mohammed VI, were seen
as another step in that direction. The new,
young king projected an image of an
energetic and caring monarch. He
embarked on a widespread tour of the




Kingdom, informally interacting with his
subjects. The king promised economic
reforms and promoted development
projects. He also initiated an
unprecedented transitional justice
process, where Moroccans could come
forward and testify against government
actions during the “years of lead.” In 2003,
he took the bold step of abolishing the
Moudawana and issuing a new personal
status code more favorable to women. In
foreign policy, he continued his father’s
pro-Western, moderate policies and
agreed to renew diplomatic relations with
Israel in late 2020 as part of an agreement
where the US would recognize Morocco’s
territorial claim on Western Sahara. He
presided over an expansion of ties with
African countries, placing a much heavier
emphasis on Morocco’s connection to
Africa, thereby reducing the impact of the
Western Sahara issue on Morocco’s
African policy.

After over two decades in power, King
Mohammed continues to rule confidently.
However, many social and economic
qguestions remain. The status of women is
also a difficult question for Moroccan
society, as is the role of Islam, Morocco’s
Jewish heritage, and broader questions
concerning the foundations of Moroccan
identity. These topics play out in Moroccan
textbooks and educational initiatives,
echoing the ongoing debate and

TMohammed Sassi et al., “Morocco: Overview of
Education System,” TIMSS 2015 Encyclopedia,
undated. Retrieved 20 December 2022.
https://timssandpirls.bc.edu/timss2015/encycloped
ia/countries/morocco/

2 “Education in Morocco,” K12 Academics, undated.
Retrieved 20 December 2022.

underscoring  their  importance in
contemporary Moroccan society.

Moroccan Education System:

The Moroccan education system is under
the purview of the Ministry of National
Education, and this policy is devolved on a
regional level: each of the 12
administrative  regions of  Morocco
established in 2015 have been charged
with implementing national educational
policy." School attendance is compulsory
until age 13, and about 56% of young
people are enrolled in secondary
education.? Basic education, introduced in
the 1960s, divides all levels of education in
Morocco into two parallel tracks: “modern
general education” or the “modern” track
(in French. /enseignement  général
moderne, in Arabic: at-talim al-umuamr al-
asr7), and “original education” or the
“original” track (/enseignement original, at-
talim al-asil). In the modern track, a
continuation of the French education
system, basic education is split into two
cycles of six and three years, respectively.
Modern Standard Arabic is the language of
instruction, and French is introduced as a
second language in the third year. In
contrast, the original track focuses on
Islamic disciplines which include Islamic
law, Arabic, history, Arab civilization,
Islamic thought and philosophy, and
sciences.® Given the composition of the
textbooks studied, and that the original

https://www.k12academics.com/Education%20Wor
Idwide/education-morocco

3 Nick Clark, “Education in the Maghreb: Morocco,”
World Education Services, 1 April 2006. Retrieved
20 December 2022.
https://wenr.wes.org/2006/04/wenr-apr-2006-
education-in-morocco




education enrolls far fewer students than
the former track, it is our assumption that
the textbooks researched by IMPACT-se
fall into the category of modern education.

Year groups in the Moroccan school
system follow a similar structure to the
French educational system.* A minority of
children the ages of 4-6 attend preschool
(préscolaire, at-ta’lim al-awwall), of which
the vast majority attend public Quranic
schools, and a minority attend private
kindergartens.® Primary education
(orimaire,  al-ibtidal) lasts 6 years
(between the ages of 7-13); in 2006 it
comprised 4,301,157 students in total,
219,539 of which were educated in the
private sector.® Students attend middle
school (college) as part of junior
secondary education (secondaire
collégial, ab6-6anawr al-idadi), between
the ages of 13-16, equivalent to grades 7
to 9. The final three years of high school
(lycée) are  known as  “gualifying
secondary” (secondaire qualifiant, a6-
Ganawr at-tahil); the first year of high
school, equivalent to the tenth grade, is
called “common core” (tronc commun, al-
Jid" al-mustarak), and is followed by two

4 “Présentation générale du systeme éducatif
marocain,” Centre national de documentation
pédagogique, 25 January 2006. Retrieved 20
December 2022.

http://www.ecoliers-
berberes.info/presentation%20systeme%20educati
f.htm

S Ibid.

6 /bid.

7 “"Enseignement secondaire qualifiant,” Kingdom of
Morocco Ministry of National Education, Preschool
and Sports, undated. Retrieved 22 December
2022.

https://www.men.gov.ma/Fr/Pages/Ens-

secoqualif.aspx
8 “Présentation générale...”.

years of studying for the baccalaureate
(baccalauréat),” which grants access to
higher education, or vocational training. In
2006, 559,497 students attended /ycée,
28,736 of which were enrolled in private
schools.® Parents are able to choose
between public and private schools at all
educational levels.

Since 1989, the primary language of
instruction in schools has been Arabic;
however, as of 2015, some primary schools
have started offering education in
Tamazight, the second official language of
Morocco.® The teaching of Tamazight has
been endorsed, and teaching materials
and teacher education programs have
been designed in Tamazight since the
creation of the Royal Institute for the
Amazigh Culture (IRCAM) in 2001.'
Furthermore, French, although it has no
official status in the kingdom, is taught as
a second language from primary school
onwards, and is also the language of
instruction for sciences and economics in
most secondary schools and in higher
education.”

9 “Guide sur I'éducation internationale — Maroc,”
Government of Alberta, 2022. Retrieved 20
December 2022.
https://www.alberta.ca/fr-CA/igas-education-
quide-
morocco.aspx#:~:text=L'enseignement%20scolaire
%20au%20Maroc,offrir’s20un%20enseignement %2
Oen%20tamazight

0Sassi et al., “Morocco: Overview...”.

" Chloe Pellegrini, “Language Teaching in State
Schools in Morocco: Multilingual Literacies and the
Conflicting Making of National and Cultural
|dentity,” European Educational Research
Association, 2019. Retrieved 20 December 2022.
https://eera-ecer.de/ecer-
programmes/conference/24/contribution/48333/




Textbooks in Morocco are composed and
published by private entities, but with the
approval of the Ministry of National
Education. In this research, at least 10
publishers of learning materials have been
identified, some of whom exclusively
publish school textbooks, and others who
produce other types of publications as
well. For every subject and every grade, at
least two publishers are contracted; each
publisher titles its textbooks with a distinct
brand name alongside the name of the
subject, e.g., Rehab Social Studies, Fadaa
Social Studies, etc. Textbooks of a given
grade and subject by different publishers
are not identical in terms of content and
structure, but largely adhere to common
themes and the same topics, indicating
extensive government oversight in terms
of dictating textbook content. The extent
to which publishers retain freedom to
innovate educational materials (provided
government approval) is taken into
account in this research when observing
unusual or uncharacteristic examples, to
ensure that findings are representative of
the overall national vision.

2 Hassan Ait Bouzid, “Promoting Values of
Religious Tolerance through Moroccan ELT
Textbooks,” Asian TEFL, 2016. Retrieved 25
December 2022.
https://www.researchgate.net/profile/Hassan-Ait-
Bouzid-2/publication/324127747

8 Hassan Ait Bouzid, “Exploring Global Citizenship
as a Cross-Curricular Theme in Moroccan ELT
Textbooks,” Eurasian Journal of Applied
Linguistics, 31 July 2020, pp. 229-242.
https://dergipark.org.tr/en/pub/ejal/article/775801
4 Mostafa Hassani-Idrissi, “Manuels d’'histoire et
identité nationale au Maroc,” Revue internationale
d’éducation de Sevres, no. 69, 1 September 2015,

Literature Review:

As far as was possible to discern, no
comprehensive study of educational
content produced by the Moroccan state
has been published to date. In recent
years, a significant portion of research
conducted into Moroccan textbooks has
focused on English Language Teaching
(ELT), for example two studies by Hassan
Ait Bouzid (2016, 2020) which assessed
how a small sample of ELT textbooks
promote religious tolerance' and values of
global citizenship.”® Existing research
tends to focus on multiple aspects of the
Moroccan curriculum. Of note,
Mostafa Hassani-Idrissi (2015) examined
how Moroccan textbooks construct
national identity,'”* Laila Aboussi (2011)
analyzed the use of literature from the
Maghreb in Moroccan school contexts,™
and Mathias de Meyer reviewed an
elementary school textbook to determine
the relationship between Islam and
modernity.” In light of this, IMPACT-se’s
comprehensive, multidisciplinary study of
currently taught and produced Moroccan

textbooks  offers  an unparalleled
perspective  compared to  existing
literature.
pp. 53-64.

https://journals.openedition.org/ries/4425

'S Laila Aboussi, “Réception des textes littéraires
maghrébins dans l'institution scolaire marocaine,”
Theses.hal.science, 31 May 2010. Retrieved 25
December 2022.
https://theses.hal.science/tel-00551694/

6 Mathias De Meyer, “Islam et modernité dans un
manuel d’école au Maroc,” Revue des mondes
musulmans et de la Méditerranée, no. 150, 30
December 2021, pp. 127-148.
https://journals.openedition.org/remmm/17128#toct
o2n3




Current research:

This report aims to evaluate the Moroccan
state school curriculum’s adherence to
international education standards and
explore its major themes and trends. To
this end, the study featured in this report
employs the IMPACT-se standard method
of textbook content analysis. Textbooks
used in Moroccan state (modern general)
education were acquired both in digital
and hard-cover formats; a very small
number of textbooks were acquired only in
digital fragments, and are marked as
“unverified version.” The textbooks were
analyzed individually on the basis of
UNESCO standards of peace and
tolerance education, as represented by
IMPACT-se’s methodology (detailed on
p.92), and scanned for overarching
themes and issues. A total of 127
textbooks have been studied in full (see
list on p.94) from grades 1-12. Textbooks
were selected primarily from humanities
subjects, i.e., social studies, history,
Islamic studies, Arabic, English and French
languages. For the purpose of this report,
the latest available edition of each
textbook was analyzed; in practice, this
means that most books were dated 2020
or 2021, with the earliest dated 2013. In
some instances, where older versions of
the textbooks were available, these were
compared with the latest ones to produce
diachronic insights into the developing
nature of the curriculum.

This report presents the study’s findings in
six sections, based on central themes,
trends, and issues identified in Moroccan
textbooks. These are representations of
Morocco’s monarchy and democracy;

elements of peace, tolerance and
intolerance in the curriculum; a discussion
of Morocco’s foreign policy; women and
gender issues; Amazigh representation;
and the portrayal of Morocco’s Jewish
community in the textbooks. Each section
explores a specific theme using concrete
examples taken from the textbooks, each
of which includes a screenshot of the
original Arabic text and its translation into
English. Report conclusions reiterate the
main takeaways from these central
themes, and provide an overall
assessment of the curriculum’s adherence
to international education standards.
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Constitutional Monarchy

Morocco’s monarchy - the Alaouite
dynasty —has been in power since the late
17th century, and plays a central role in
constructing and promoting the national
identity and historical memories of the
Kingdom. King Mohammed VI holds the
highest temporal and spiritual authority in
the state, possessing extensive powers,
including; choosing the prime minister
from the largest political party that won in
parliamentary elections; removing
ministries; and, if necessary, dissolving the
parliament and government. According to
its subjects, the dynasty also possesses
‘holy charisma, which helps explain
continued support, leading to the
monarchy’s longevity and the King’s
political and religious position in Moroccan
society.

These themes are reflected in Moroccan
textbooks. A Grade 9 Islamic education
textbook asserts that the King of Morocco
is the “Commander of the Faithful,” and
that Moroccans should obey him, and are
not allowed to challenge his rule."” Another
Social Studies textbook outlines the King’s
authority over parliament and
government.” Grade 1 students are
similarly taught the Moroccan slogan,
“God, Country, King.”

Since framing its first constitution in 1962,
Morocco has been a constitutional

V [slamic Education (Manar), Grade 9, 2019, pp. 84-
85.

'8 Social Studies (Manar), Grade 8, 2021, p. 146

'® Constitution of the Kingdom of Morocco, Article
1.

monarchy. The key element of the new
constitution, adopted in 2011, states that
“Morocco is a constitutional, democratic,
parliamentary, and social monarchy. The
constitutional system of the Kingdom is
based on the separation, balance, and
collaboration of powers, as well as
citizenship and participatory democracy,
and the principles of good governance,
and the correlation between responsibility
and accountability.””®

Notwithstanding its official designation,
Morocco’s political system has always
been weak, as most critical decisions are
channeled through the royal palace. The
monarchy remains the focal point for
policy and decision-making, while the
parliament and political parties maintain a
more marginal position in areas of public
life. Although Morocco has become a far
more open society over the past decade,
with greater attention on protecting civil
liberties and human rights, the breadth
and scope of democracy within the
Kingdom remain unclear. Despite these
uncertainties, recent textbooks reflect the
Kingdom’s growing emphasis on
promoting democracy, equality, civil
liberties, and human rights.?° Textbooks
also stress the importance of these values,
which are guaranteed in the Moroccan
constitution, where it is stated that
human rights are crucial for building a

https://morocco-emba.jp/wp-
content/uploads/2021/02/Morocco_2011.pdf

20 Social Studies (Najah), Grade 8, 2021. p. 141;
Social Studies (Manar), Grade 8, 2021, p. 166.
2 Social Studlies (Najah), Grade 8, 2021. p. 141.




democratic society.?? Students learn about
the Moroccan government and parliament,
their roles and relation with the king,?® and
are taught about the importance of
political ~ pluralism.?*  Students  are
presented with the idea that Morocco is in
the midst of completing its democratic
transition.

Emphasis is placed on teaching students
how to practice democracy?® - they are
taught about the democratic process in an
active manner by holding mock elections
in  class.?®  Textbooks portray King
Mohamed VI in a positive light; he is
praised for strengthening Moroccan
democracy and promoting openness
toward all citizens.?’

Furthermore, Moroccan textbooks
emphasize the history of Morocco’s
monarchies, often focusing on earlier
dynasties that preceded the Alaouites,
such as the Almoravid and Almohad
dynasties, who are portrayed as the
historical protectors of Morocco from
Christian rule.?®

4438585 65 0 Gl L Dl A1yl 3 8550 3 sl

| will find out the name, date, and location of the battle
that the Almoravid Dynasty waged against the Christians
in Al-Andalus.

22 Arabic Language (Raid), Baccalaureate Year |,
2020, p. 34.

23 Social Studies (Najah), Grade 8, 2021, pp. 147-
154.

24 Arabic Language (Manar), Baccalaureate Year |,
2021, p. 37, 39.
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Social Studies (Moufid), Grade 5, 2020, pp. 35, 37.

Allah destined Yusuf ibn Tashfin to unite al-Maghrib al-
Agsa under a united leadership, and to set out to Al-
Andalus as the savior of the land of Islam from the hands
of the Christians |[...]

The Almoravid Dynasty is presented as the
protector of Muslim lands from Christians,
although they still maintained relations
with Christians by upholding various pacts
and treaties. This shift from an anti-
Christian stance to a more moderate
stance, allowing Muslims to protect their
homeland while maintaining relations with
Christians, is significant. It reflects
Moroccan efforts to present a model of
religious coexistence with other faiths,
and present the Kingdom as a model of
tolerance, which can already be found in
its distant past.
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Social Studlies (Jadid), Grade 6, 2021, p.25

25 Socjal Studlies (Najah), Grade 6, p. 112.

26 Social Studies (Najah), Grade 6, 2021. p. 119.

%7 Social Studies (Tajdid), Grade 9, 2021, pp. 68-70.
28 Social Studlies (Moufid), Grade 5, 2020, pp. 35,
37, 39.




The Almoravid Dynasty’s Policy Toward the Christians:
Striving to save the lands of the Muslims.

Maintaining the treaties with the Christians.

Making use of their combat experience by enlisting some
of their members to the Almoravid’s army.

The Idrisid Dynasty is credited with
spreading Islam.2° Architectural
achievements of the earlier dynasties such
as the Almohads are emphasized, as is the
Saadi Dynasty and its role in the sugar
industry.®® This instils a sense of pride, and
confidence in their ability to aspire to
similar goals.

The current reign of the Alaouite Dynasty
is credited in Moroccan textbooks with the
reunification of Morocco.® Much emphasis
is placed on the 18™-century rule of
Alaouite Sultan Mohammed Ill, who
promoted  Moroccan openness  for
diversity, respected Christianity and
Judaism, and promoted coexistence.
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Sidi Mohammed ben Abdallah greatly insisted on
respecting the religions of the People of the Book. Since
the beginning, the old Casbah was a fundamental center
to house groups of multiple beliefs and origins, who at the
same time are tied by relations of friendship and interest.

The house of the Casbah was a residence and storehouse

for the Sultan’s merchants [Muslims and Jews] to foreign

merchants and to members of foreign consulates, with
their different origins. | will read the text and then:

- | will track the aspects of openness and diversity in the
policy of Sidi Mohammed ben Abdallah, in terms of
religion, economy, and diplomacy.

- | will prove that Essaouira was a small community in
which diversity and variety were apparent.

29 Social Studies (Jadid), Grade 5, 2021, p. 29.
30 /bid., pp. 37, 44.
81 Socjal Studlies (Jadid), p. 47.
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Social Studies (Massar), Grade 6, 2021, pp. 44,
47.

Sidi Mohammed ben Abdallah insisted on respecting the
religions of the People of the Book and encouraged
coexistence with them.
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Social Studies (Najah), Grade 6, 2021, p. 45.

| will properly read the attached paragraph and then
orally fill in the empty spaces in a way that corresponds
with the following words:

Diversity and tolerance; the Atlantic Ocean,; Europeans;
Essaouira; Amazigh; tithe; Jewish; the openness policy.
As part of the openness policy toward Europe, Sultan Sidi
Mohammed ben Abdallah built the city of Essaouira in
1765, which is located on the Atlantic Ocean. He
encouraged Moroccan and European merchants to reside
and trade there by absolving them of the tithe tax. It was
inhabited by residents of different Arab, Jewish, African,
Amazigh, and European origins. The city’s relics and the
Bayt Dakira Museum, which was visited by King
Mohammad VI in January 2020, serve as witnesses to this,
which proves the diversity and tolerance of the people of
Moroccan society in the past and present.

Sidi Mohammed ben Abdallah is also noted
for respecting peace treaties with France®?
and for conducting an “open door” policy.®
The role of Alaouite Sultans in developing
education and sciences is also featured.®*
These positive references are to be
expected, as is the emphasis on the

82 Social Studies (Massar), Grade 6, 2021, p. 48.
33 Social Studies (Najah), Grade 6, 2021, p. 45.
84 History (Rehab), Common Core, 2019, p. 164.




monarchy’s continuity that has continued
since the Idrisid Dynasty.®

Reference to political instability and the
state's shortcomings is rarely found in
Arab  textbooks. There is little
acknowledgment, references, or
discussions of periods of political unrest
that often accompanied transitions
between Moroccan rulers; however, one
example is conspicuous. A Grade 12
History textbook instructs students to
address and discuss complex events of
social and political turmoil that bolstered
the establishment of the Moroccan state,
including examples of grave violations of
human rights by the regime. Notably, the
textbook portrays these events as unique
and unfortunate cases perpetrated to
preserve the regime. In exposing the
pupils to this subject, the exercise features
two historical records and a list of events,
which the pupils are required to inspect
and consider before answering questions
pertaining to: the period of events in
question, the types of violence
(perpetrated by and against the regime),
the nature of the political tensions, and the
state and social reforms that followed. As
such, the exercise confronts pupils with a
controversial chapter in their country’s
history, constituting a telling example of
the willingness of the Moroccan
government to hold itself accountable for
past shortcomings in statecraft.

35 History (Rehab), Baccalaureate Year I, 2021, p.
192.
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In the Realm of History (Rehab History), Grade 12,
2021, p. 199.

Activity 2: | will monitor some violations which
accompanied the building of the Moroccan state and the
unique Moroccan experience in addressing them.

20. “Morocco experienced periods of political upheaval,
and violent actions or attempted actions against the
regime... and security interventions in order to preserve
the regime, during which, in some cases, grave violations
of human rights were perpetrated. And yet, our country
generally remained stable and true to its political choices,
avoiding descent into military dictatorship or one-party
rule, slides which took place in some comparable
countries. The legitimate opposition, which had sharp
criticism, was able in some cases to express its positions,
in spite of harassments and excessive oppression... In
addition, some factions of the opposition joined the
government at various stages during the history of the
building of the independent Moroccan state...”

Executive board, The Possible Morocco, 2006, pp. 70-71
Chronological milestones of social and political turmoil
and violations of human rights:

[Right column]

Social turmoil:

1965 Casablanca events, 1981 Casablanca events, 1984
northern cities events, 1990 Fez events

[Middle column]

Violent attempts against the regime:

1963 great conspiracy against the regime, 1971 coup
attempt, 1972 coup attempt, 1973 Atlas Mountains
events




[Left column]

Types of violations of human rights:

Forced disappearance, Arbitrary arrests, Torture and
mistreatment, Excessive and inappropriate use of force

lcel

I will read the three documents and then use the

information provided therein to do the following:

- Define the time period in which Morocco witnessed
violations in the area of general freedoms and human
rights, and explain what type they were.

- Deduce the nature of tensions which defined the
conflict between the state and society, and their
impact on the process of nation building.

- Deduce how state and society were reformed and the
uniqueness of the Moroccan experience in this regard.

[The final three rows define the terms “forced

disappearance”, “arbitrary arrests”, and “paradigm

shift”]

Overall, the examined textbooks promote
democracy and emphasize the importance
of human rights and civil liberties. A more
moderate approach toward relations with
Christians reflects Morocco’'s growing
efforts to be a model of religious tolerance
and coexistence without compromising its
Islamic  identity.  This  praiseworthy
approach leaves some unanswered
questions, such as the parliament’s
political weight, and the ability of political
parties to play a more active role in
policymaking. These questions are still a
matter of debate in Moroccan public life.




Peace and Tolerance

One of the main goals of education is to
impart shared values around which a
society develops its identity, and which
also provide the framework upon how it
functions. While every society has its
distinct priority of values, it is possible to
look for a set of universal values which
allow all societies, without distinction, to
interact with each other in a positive and
mutually beneficial way. Chief among
these universal values are peace and
tolerance; any given country may not be
considered to have a peaceful and tolerant
curriculum unless it teaches students the
core principles of peace and tolerance,
and how they may be adhered to in various
settings. It is instructive, therefore, to
examine how these are addressed in
Moroccan textbooks.

Peace and peaceful conflict resolution:

Non-violent conflict resolution begins with
the peaceful resolution of interpersonal
conflicts. When students learn that they
are to resolve disagreements without
using violence, they may later apply this
notion to national and international
contexts.

In the example below, a fourth-grade
Social Studies textbook prompts students
to prepare a “class charter” outlining rules
of conduct in the classroom. The textbook
stresses that such a charter must include
mutual respect as a basis for interpersonal
relations, and non-violent settlement of
conflicts. The textbook then walks
students through the stages of peaceful
conflict resolution: understanding the

issue, searching for possible solutions,
finding which solution is acceptable to
both sides, and carrying it out.
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Social Studlies (Jadid), Grade 4, 2021, p. 84.

Exercise 2: | shall explain how | manage a dispute

When drafting a charter in our department, we agreed
that mutual respect will be a basis for organizing our
relations, so if a conflict breaks out between some of us,
then we will work on resolving it peacefully.

Situation 1: I intervene to resolve a conflict that broke out
in the courtyard between Radwan and Mustafa.

Central to peacemaking is the value of
forgiveness. Dialogue and compromise
cannot be achieved without setting aside
resentment. Islamic Education textbooks
for the second year of high school
corroborate this idea, teaching that
forgiveness (‘afw) is a significant value of
Islam and crucial for creating a tolerant
society.
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Islamic Education (Rehab), Baccalaureate Year |,
2020, p. 62.




Courts have been seeing an alarming rise in lawsuits over
violence, due to many people hurrying to violence and
counter violence, due to the absence of forgiveness from
social relations, and due to oppressed people resorting to
oppressing those who are weaker than them, even
spreading controversy and debauchery in discord, in
families, and between spouses, brothers, and relatives.
People’s life has turned to an unbearable hell; forgiveness,
to some, has turned to a weakness; tolerance has turned
to foolishness and negligence. So, what is forgiveness and
what is its impact on making amends between people in
dispute? What is the meaning of tolerance and how is it
manifested in terms of behavior? What is the way to
adopt this value, according to the Prophetic guidance?
The Almighty said: “Be gracious, enjoin what is right, and
turn away from those who act ignorantly.” (7:199) * |
shall draw conclusions from the verse regarding the
complete approach to forgiveness. The Almighty said:
“They begged, ‘O our father! Pray for the forgiveness of
our sins. We have certainly been sinful.” He said, ‘| will pray
to my Lord for your forgiveness. He is indeed the All-
Forgiving, Most Merciful.” (12:97-98) * | shall discuss the
virtue of forgiveness and tolerance to the offender.

The textbook mentioned above also
employs Islamic sources to teach practical
conflict resolution. Rather than merely
advocating for peace as a vague concept,
the example of the Prophet Muhammad
teaches students how conflicts can be
resolved through forgiveness, dialogue,
and compromise.

This textbook teaches about the Treaty of
Hudaybiyyah, a truce signed in 628 AD
between Muhammad and the pagans of
Mecca. Instead of focusing on how the
treaty served the Muslims' strategic
interests and was later violated, the
textbook frames this treaty as an example
of peaceful conflict resolution, showing
that the Prophet viewed this course of
action as favorable. Doing so encourages
present-day Muslim students to pursue
peaceful conflict resolution as a way of
emulating the Prophet’s example.
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Islamic Education (Rehab), Baccalaureate Year |,
2020, p. 22.

I shall reflect and contemplate:

After the first Muslims and Migrants from Mecca
experienced forms of conflict and distress, and all kinds of
harm and war from the Infidels of the Quraysh tribe; after
the great Battle of Badr and its miraculous victory; and
after the Battle of Uhud and its painful victory, as well as
other difficult events —the Messenger of Allah’s vision that
they would enter the Kaaba came to soothe the
Companions of the Prophet and bring them peace of
mind, it informed the Muslims that joy that was drawing
near, and foretold the conquest of Mecca. What are the
religious and educational lessons that are derived from
the Treaty of Hudaybiyyah?

The Almighty said: “Joseph said, ‘There is no blame on you
today. May Allah forgive you!

He is the Most Merciful of the merciful!” (12:92)

* | shall clarify the impact of forgiveness on reconciling
people in dispute.

The Lesson’s Assignment:

In an article, | shall discuss the value of reconciliation in
resolving conflicts, in fending off disputes, and in avoiding
hostilities. | will add this article to a collection of my
group’s works in the department, in preparation for the
school magazine.




Having been taught the importance of
peace as a value and how it is achieved,
students learn how to apply it on the
international stage. While several Arabic
Language texts speak of the woes of war
or advocate against it,*® some textbooks
explore the notion of peace as a principle
of international relations.

In a ninth-grade Social Studies text, peace
between nations is defined as one of the
key goals of Morocco’s foreign policy. The
textbook bases this notion on a 1967 royal
speech, which commends the UN for its
work to guarantee peace and declares
that Morocco shall henceforth refrain from
interfering in other sovereign states’
affairs. Note that the quoted text does not
allude to practical conflict resolution.
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Social Studies (Manar), Grade 9, 2021, p. 202.

The First Learning Piece: Explore the status of peace in
Morocco’s foreign policy and in perfecting its territorial
unity.

The First Activity: | shall summarize the status of peace in
the basic principles of my country’s foreign policy:

36 For example: Arabic Language (Moufid), Grade 7,
2021, pp. 74-75.
Arabic Language (Mourchidi), Grade 9, 2021, pp.
63-65.

“Morocco has demonstrated - in words and actions - its
enduring faith in the joint international activity within the
UN, because it views this harmonious international
activity as saving civilization from destruction; as rescuing
vulnerable populations from suffering from economic and
social stagnation; as strengthening the principle of peace,
security, and tranquility, and as guaranteeing a peaceful
coexistence between countries and peoples, with all their
different tendencies and doctrines. Based on this sublime
principle in which we believe, our behavior in the field of
foreign policy continues to be characterized by non-
interference in other countries’ interior matters, while
respecting their sovereignty and choices, and dealing with
them according to the requirements of the rules of
international cooperation.”

| shall read the text and the paragraph on terms and
definitions, and then:
- I shall clarify and emphasize Morocco’s attitude towards
Joint international activity.
- | shall extract and explain the principles that form the
basics of Morocco’s foreign policy.
- | shall summarize the status of peace in the principles
that Morocco relies on in its foreign policy.

Terms and Definitions: Peaceful coexistence: A policy that
is based on adhering to peaceful solutions that solve
international conflicts and problems, that fend off wars,
and that avoid using violence.

Tolerance and respect:

Tolerance is one of the defining themes of
the Moroccan curriculum. The term
appears frequently throughout grades and
subjects and is embedded in diverse
themes, or taught as a standalone lesson.
In either case, tolerance is often presented
as an inseparable part of any civilized
human society, particularly in Morocco.
One textbook defines “tolerance” as
“accepting the diversity and difference of
cultures, respecting them, and recognizing
basic rights such as the right to life,
property, freedom, dignity, and security,”’
connecting this amorphous term with the

Arabic Language (Manar), Baccalaureate Year |,
2021, p. 154.
87 Arabic Language (Manar), Grade 6, 2021, p. 86.




well-established idea of universal human
rights.

Another textbook uses a more visual
approach, showing students a drawing by
a girl named Lilia which contains various
expressions of tolerance: gender, opinion,
skin color, geographical origin, and
physical appearance; a drawing of human
faces of various complexions; an
illustration of a person in a wheelchair,
representing disabilities; and symbols of
major Abrahamic faiths — crescent moon
for Islam, the cross for Christianity and the
Star of David for Judaism - symbolizing
religious tolerance.
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Social Studies (Jadid), Grade 5, 2021, p. 154.

[Center:] Tolerance

[Top, right to left:] women-men; color [of skin]; dress
[Bottom, right to left:] thoughts; accepting and respecting
the Other as they are! diversity and equality; desert-city

I will extract from Lilia’s drawing the situations which
express tolerance

38 For further reading see: Joseph Schacht and
Duncan B. MacDonald, “Idjtihad,” in Encyclopedia
of Islam, Second Edition, retrieved 19 December
2022.

The message of tolerance develops as
students mature. Arabic  Language
textbooks for high school expand on the
idea of tolerance by way of reading texts
which mention forms of tolerance and
legitimize it as an ideal with various
arguments. Some of these references to
tolerance appear to invoke religion,
implicitly or explicitly advocating for a
tolerant and moderate, rather than violent
and extremist, form of Islam.

An interesting example of this may be
found in a textbook for the second year of
high school, which contains an excerpt
from a book by Moroccan writer
Abdelkader El-Alami. The text asserts that
tolerance means “distancing oneself from
all  forms of zealotry, extremism,
fanaticism, radicalism, bigotry, and close-
mindedness” — all potential descriptions of
religious belief — as well as “recognizing
the relativity of truth” and “the right of all
to conscientiousness” (ijtihad). This
possibly references the homonymous
Islamic principle of using individual
reasoning to innovate jurisprudence.®®
While the text does not openly mention
religion as a source of intolerance, nor
does it preclude other interpretations (e.qg.
political ideologies), the fact remains that
this text, like others, associates the idea of
tolerance with moderation and open-
mindedness, and regards it as an antidote
to extremism.

http://dx.doi.org/10.1163/15733912_islam_COM_035
1




REa B T (RUITC s (NPT e Rty

| ‘e Y1 L
Yl a d 4
| = = )J*-u*vg—-‘c-......lohus; s

8182 o ot B G bl 2 02 5

Arabic Language (Raid), Baccalaureate Year |,
2020, p. 137.

In the context of this loaded view regarding the values of
democracy and human rights, the concept of tolerance
includes distancing oneself from all forms of zealotry,
extremism, fanaticism, radicalism, bigotry, and close-
mindedness; overcoming any selfish narrow tendency;
recognizing the relativity of the truth and the right of all
to conscientiousness; and everyone taking into
consideration others’ rights, freedoms, aspirations, views,
and approaches. In other words, tolerance means
improving one’s behavior and coaching it to respect the
Other, in order to achieve coexistence and dedication to a
comprehensive building, construction, or development, in
which everyone — man and woman — regardless of their
beliefs — is involved.

Racial tolerance is one of the most
common forms of tolerance that can
be identified in Moroccan textbooks.
Students learn that despite human
beings having different appearances,
they must be respected equally. This
principle is embedded in multiple
subjects through multiple contexts.

A fifth-grade Social Studies textbook
does so by employing both visual and
textual methods. In a chapter titled
“Knowing the Other,” students are
shown photos of boys and girls of
various ethnic groups from around the
world, with the heading reading, “we
are all from the same human race.” A
page later, students read a dialogue

between two children, one of whom
scolds the other for mistreating an
immigrant from sub-Saharan Africa,
reminding him that she had fled her
country involuntarily and that in spite
of her external appearance, which is
different to that of native Moroccans,
she is still a human being.
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We are from the same human race: Rakiatou, Frangois,
Shakila, Carmen, Zhao, Ghitha.
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A conversation between students, the girl Amal and the
boy Sa‘ad, about how he behaved toward an immigrant
from Sub-Saharan Africa:

Amal: My friend Sa‘ad, | want to talk to you about how
you behaved yesterday on the way home from school, if
that’s okay.

Sa‘ad: Yes, sure, Amal. What is it?

Amal: Okay, thanks. | wanted to discuss your behavior.
Sa‘ad: Please, explain what you mean? Amal: | mean how
you reacted yesterday toward an immigrant from Sub-
Saharan Africa who was with her baby. Sa‘ad: Did you see
how aggravated she was? She kept insisting on her
request, which made me very worried. Amal: The way you
behaved might have been insulting, and your movements
indicated you were tense. Sa‘ad: Yes, that is true, but | see
those people as a burden on us. Why don’t they return to
their countries? Amal: My friend, you must consider their
misery, for they did not choose this situation. Sa‘ad: | have
nothing to do with that.




Amal: They are people just like us, so you and | and others
must accept them despite our differences in color, roots,
and origins. Sa‘ad: Yes, yes. Amal: We must abandon
grudges and hatred, for tolerance is the path to living
together.

Religious tolerance is another prominently
featured theme. Content teaching respect
toward religions other than Islam appears
across all grades and in various subjects.
This is particularly common in Islamic
Education textbooks, which typically
teach that tolerance toward other religions
is a core feature of Islam, thus
simultaneously educating Muslim students
to respect non-Muslims, and elevating the
status of Islam itself as a progressive faith.
Some textbooks invoke the example of the
Prophet Muhammad® or one of his
companions.*®

An eighth-grade textbook conveys this
message unambiguously, devoting a
chapter to “the Brotherhood of Man,” and
asserting that respecting non-Muslims is
“one of the most important intentions of
the Message of Islam.” The textbook then
lists the rights that Islam guarantees non-
Muslims, including the right to life,
property, dignity, freedom, and even
solidarity with non-Muslim compatriots. It
is noteworthy that the textbook does not
attempt to limit these rights to recognized
monotheistic faiths, i.e., Christianity and
Judaism, but implies that they apply to all
non-Muslims.
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Nineteenth Lesson: Human Brotherhood: The Non-
Muslim’s Right Over the Muslim.

Ensuring human brotherhood is one of the most important
objectives of the message of Islam and is at the core of the
calling of the Messenger of Allah, who sent mercy to
mankind by firmly establishing the principle of making
acquaintance, coexistence, and tolerance between
nations and peoples, regardless of religion, language, or
race.

The Requirements of the Foundations of Human
Brotherhood in Islam:

These foundations of human brotherhood in Islam must
be the criterions of coexistence, tolerance, making
acquaintance, respect, cooperation, and exchange of
benefits and interests with non-Muslims.

Difference in religion, language, race, and color cannot be
a reason for disharmony, antipathy, or violation of rights
and freedoms, as Allah holds credit only for those who are
pious and do good deeds. In his Farewell Pilgrimage
speech, the Messenger of Allah said: “An Arab has no
advantage over a non-Arab, nor does a non-Arab over an
Arab, nor does a red [person] over a black [person], nor
does a black [person] over a red [person], besides when it
comes to piety.”

39 For example: /slamic Equcation (Rehab), Grade 9,
2021, p. 89.

40 For example, Muhammad’s successor ‘Umar ibn
al-Khattab: /slamic Education (Rehab), Common
Core, 2021, p. 117.
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Islamic Education (Mounir), Grade 8, 2021, pp. 91-
93.

The Second Part: The Non-Muslim’s Rights Over the
Muslim

| will analyze:

First: His right to protect his human dignity and feelings:
Allah has honored Muslims and non-Muslims and
elevated their status over much of His creation. As part of
protecting the dignity of non-Muslims, it is in their right
that their feelings and arguments are taken into
consideration in a graceful manner, while their beliefs are
not being deprecated. The Almighty said: “Do not argue
with the People of the Book unless gracefully, except with
those of them who act wrongfully. And say, ‘We believe in
what has been revealed to us and what was revealed to
you. Our God and your God is One. And to Him we submit.”
(29:46)

Second: His right to freedom of religion, according to the
following principles:

ll]

Third: His right to justice, equality, honesty, and kindness:
lcel

Fourth: His right to social solidarity:

lcel

Fifth: His right to protect himself, his good name, and his
property:

lcel

Sixth: His right to protection from aggression:

[]

41 Social Studies (Najah), Grade 6, 2021, pp. 42-43.

Religious tolerance is likewise treated as
an attribute of Moroccan identity itself.
Students are often reminded of the
coexistence between religious
communities in Morocco across the ages.
This has the benefit of legitimizing and
entrenching religious tolerance, while also
providing a reason to take pride in
Morocco, its diversity, and the good
virtues of its society.

Thus, a sixth-grade lesson about the
history of Morocco under the Alaouite
Dynasty chooses to place significant focus
on the port city of Essaouira founded by
the dynasty, “the capital of open Morocco”
and “the city of coexistence,” which is
described as a place where Christians and
Jews prospered alongside Muslims for
centuries.*’ Contemporary Morocco is
likewise praised as a place for religious
coexistence, with one ninth grade Social
Studies textbook, seen below, describing
the country’s enthusiastic support for
interfaith dialogue, complete with a photo
of former King Hassan Il meeting with
Pope John Paul Il and pictures of a church,
a synagogue and a mosque in Morocco.
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Morocco and Interreligious Dialogue:

[Caption above picture:] His Highness the late King Hassan

Il with His Holiness the Pope.

lcel

The First Activity: | will firmly establish what | know about

the dialogue between religions, with a text and a diagram.

1. Text: The Meaning of Dialogue Between Religions:

Hatred threatens opportunities of coexistence and peace

in  multireligious, multi-sectarian and multiethnic

societies, through sectarian and religious means. The

spread of interreligious dialogue can lower the intensity of

this hatred. It does not mean giving up principles, faith, or

a belief, rather it is recognizing the right of all parties to

have equal opportunities to live with security, freedom,

and peace, held by their right to maintain their beliefs and

protect their followers, as dialogue does not occur without

letting go of former convictions and inflexible views.

| will read the text, and then:

- | will define the meaning of dialogue between
religions.

- | will explain the upholding of the dialogue between
religions.

- | will draw conclusions as to the importance of the
dialogue between religions.
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Social Studies (Manar), Grade 9, 2021, pp. 198,
200.

First Activity: | will clarify Morocco’s position towards the

dialogue between religions.

6. Text and pictures: Article 3 of the Constitution of the

Kingdom of Morocco: “Islam is the religion of the State,

which guarantees to all the free exercise of beliefs.”

[Captions of pictures, right-to-left:] A synagogue in

Casablanca; A church in Rabat; A mosque in Casablanca.

I will read Article 3 of the Constitution, look at the pictures,

and then:

- | will name the freedom that is mentioned in Article 3
of the Constitution.

- | will define a topic to each picture individually,
naming the religion it represents.

-l will extract the significance of having multiple places
of worship in my country.

Lastly, the Moroccan curriculum also
advocates tolerance and respect toward
people with disabilities. While not quite as
ubiquitous or explored as in-depth as the
other themes of tolerance mentioned
above - and typically paired with other
issues, such as racism - it is clear that
textbooks attempt to draw attention to
this topic in particular.

For instance, a sixth-grade Islamic
Education textbook briefly shows a
cartoon of a boy in a wheelchair playing
basketball, as part of a lesson on optimism
and satisfaction in Islam, with the caption,
“look at my abilities, not at my disabilities!”
On this occasion, students are asked to
research treaties that guarantee the rights
of people with special needs.
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Islamic Education (Rehab), Grade 6, 2021, p. 22.

[Cartoon title, right:] Look at my abilities, not at my

disabilities!

[Left:] | shall consider the picture:

- | will express my opinion.

- | will cite a treaty that protects the rights of people
with special needs.

Alongside established themes of tolerance
and peacemaking, the Moroccan
curriculum contains some material that
may undermine these themes —teaching
about the “Other” negatively, whether as
worthy of harm or simply contempt,
contributes to feelings of antipathy and
hostility. In some cases, the “Other” is an




external, alien party, such as European
nations. Textbooks generally describing
their history of warfare and colonialism
with  Morocco through the lens of
victimhood (see chapter on foreign
relations). Moreover, some Social Studies
textbooks quote external, historical texts
describing hostile European powers as
“the Christians” or even “the Infidels,"*?
essentializing these parties as enemies of
the Islamic faith while implying their
hostility is timeless and religiously driven.
Usually, the texts in question are not
composed by the textbooks’ authors, and
appear to be authentic historical
documents. Nevertheless, citing them
without contextualizing their use of the
word “Christian” may leave room to
develop resentment.

An interesting exception to this rule is a
fifth grade Social Studies text which refers
to 16th-century Portuguese incursions
into Morocco as “the Christian danger” (a/-
xatar al-masih). The text in question is
entirely modern, written by a Moroccan
historian in 2006, and its wording is
reiterated in the textbook’s own words as
“the Christian external threats” (a/-axtar
al-xarijiyyah al-masihiyyah).

42 For example, 19th century France is referred to
as “the Infidel Enemy” (a/-adaw al-kafin in: History
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Social Studies (Moufid), Grade 5, 2021, p. 46.

[Document] 1: “A delegation from the tribes of the Souss
region... approached Sheikh ibn Mubarak and asked to
swear allegiance to him, to defend the country from the
Christian danger [..]”
- With permission from: Dr. Abdelkarim Karim, “Morocco
in the Saadi Period: An Analytical Study”, Association of
Moroccan Historians, Rabat T., March 2006, pp. 37-52
lcel

- | shall explain about the Christian external threats
Morocco became exposed to, and how Moroccans
responded to them (Doc. 1).

In other cases, the target of intolerance
may be non-Muslims in general. Despite
the vast quantity of teaching materials
which entrench the idea of religious
tolerance, as explored above, some
isolated elements of the Moroccan
curriculum express the opposite idea. One
expression of this is content in Islamic
Education textbooks which encourages
students to persuade non-Muslims to join
the Islamic faith.** While not violent in
nature, the choice to include proselytismin
school textbooks may lead students to the
assumption that there is something
fundamentally flawed in holding non-
Islamic beliefs. Furthermore, one textbook,
though not through the authors’ own
words or interpretation, cites the Quran to
call polytheistic beliefs “foolishness”

and Geography (Maourid), Baccalaureate Year |,
2021, p. 50.
43 [slamic Equcation (Fadaa), Grade 7, 2021, p. 95.




(suxh,** while another in the same way
cites a hadith which may be interpreted as
arguing that Islam is the faith of human
nature (fitrah), in contrast to religions like
Christianity and Judaism, which are
instilled through education.®

These isolated examples aside, a regular
theme of the Moroccan curriculum
appears to be the idea that non-Muslims
are destined to burn in Hell. Most often,
the textbooks do not profess this notion in
their own words, but merely quote Islamic
scriptures which support it; but they do so
with noticeable consistency. Students
encounter the idea that some or all non-
Muslims will suffer in Hell, or be otherwise
punished by God for their disbelief. This is
especially prevalent in Islamic Education
textbooks from the fourth grade onward,
and is found in 1946 out of the 22 examined
textbooks for these grades. 36 instances
of such messaging have been found in the
Moroccan curriculum, 28 of which mention
Hell (an-nar or jahannam) explicitly; verses

44 [slamic Education (Manar), Baccalaureate Year I,
2022, pp. 148-149.

45 [slamic Education (Manar), Baccalaureate Year |,
2021, p. 122.

46 /slamic Education (Moumtaz), Grade 2, 2017, p.
44,

Islamic Equcation (Moufid), Grade 4, 2021, pp. 12,
46-47,54,74.

Islamic Equcation (Mounir), Grade 4, 2021, pp. 10,
35, 62.

Islamic Education (Ouaha), Grade 4, 2020, pp. 8,
12-13, 42-43, 67, 70.

Islamic Equcation (Manar), Grade 5, 2021, pp. 22,
63.

Islamic Equcation (Rehab), Grade 5, 2022, pp. 26,
52, 61.

Islamic Education (Mounir), Grade 6, 2021, p. 17.
Islamic Equcation (Rehab), Grade 6, 2021, pp. 44-
45,

Islamic Equcation (Fadaa), Grade 7, 2021, p. 37.
Islamic Equcation (Ouaha), Grade 7, 2018, p. 40.
Islamic Equcation (Rehab), Grade 7, 2022, pp. 36,

from no fewer than 21 distinct surahs from
the Quran are cited to this end,* as well
as two hadiths. Most often, the group of
people threatened with divine punishment
are “infidels” (kuffar or kafirtn), or “those
who accuse [the prophet(s)] of lying”
(mukaddiban), i.e., reject the message of
Islam: in 6 cases itis “idolators” (musrikan).
In three instances, “the People of the
Book” (ahl/ al-kitab), i.e., Jews and
Christians, are condemned to Hell, based
on a quote from Surat al-Bayyinah.

In all cases, the collective in question are
understood to be non-Muslims or people
who deny the Islamic faith, and the cause
for their punishment is their act of refuting
God or Islamic teaching. While alternative
interpretations are possible for some
individual verses, the consistency at which
content of this nature appears decreases
the likelihood that these quotes from
scripture  were  selected randomly.
Students could easily conclude that Islam
should be followed out of fear, and that

39, 70.

/slamic Education (lhya), Grade 8, 2019, pp. 51, 73.
Islamic Education (Mounir), Grade 8, 2021, p. 54.
Islamic Equcation (Manar), Grade 9, 2019, pp. 7, 37,
94-95.

Islamic Equcation (Manar), Common Core, 2021,
pp. 77, 80.

Islamic Equcation (Rehab), Common Core, 2021,
pp. 110-111, 132.

Islamic Equcation (Manar), Baccalaureate Year |,
2021, pp. 14-15, 44,132.

Islamic Equcation (Manar), Baccalaureate Year I,
2022, pp. 73, 117-118.

Islamic Equcation (Rehab), Baccalaureate Year |,
2020, pp. 88, 121, 145.

47 Including: Surat al-Bagarah (2), An-Nisa (4),
Yusuf (12), Al-Kahf (18), Lugman (31), Ya-Sin (36),
Muhammad (47), Qaf (50), Al-Qamar (54), Al-Hadid
(57), Al-Mulk (67), Al-Haqqgah (69), Al-Ma‘arij (70),
Al-Mudaththir (74), Al-Insan (76), Al-Mursalat (77),
An-Naba (78), Al-Infitar (82), Al-Mutaffifiin (83), Al-
Ghashiyah (88), and Al-Bayyinah (98).




abandoning Islam or merely refusing to
accept it is a crime of faith, which carries
violent consequences.

The two examples below demonstrate
material of this sort: in one, students are
asked to read a portion of the Qaf surah,
and then tasked with extracting from the
text what the textbook considers to be its
main messages, including the idea that
disbelief leads to infernal punishment; in
the second, the textbook states in its own
words that “idolatry” or “polytheism” (sirk,
lit. “sharing [the divinity of Allah]”) is an
unforgivable sin which leads to infernal
punishment, and cites quotes from the
Quran to support this idea.
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Islamic Education (Fadaa), Grade 7, 2021, p. 37.

2.1 will extract from the Qur’anic excerpt [50:15-30] the

following:

- The angels register every saying of Man;

- There is repayment for denial of Allah’s blessings, and
disbelief in Allah Almighty;

- Allah Almighty oversees the thoughts of Man;

- The terror of Hellfire and its torment.
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Islamic Education (Mounir), Grade 8, 2021, p. 54.

Idolatry: is the worst sin in the absolute sense. Allah

”, //I

named it “the Great Wrongdoing”: “Indeed, association
with Allah is great injustice” (31:13). Idolatry is a
transgression on the Truth of Allah Almighty, which is the
absolute oneness of God. It is the sin which Allah Almighty
does not forgive, and condemns anyone who perpetrates
it to an eternity in Hellfire: “Indeed, Allah does not forgive
association with Him, but He forgives what is less than
that for whom He wills.” (4:48)

A deliberate examination of the values of
peace and tolerance in Moroccan
textbooks reveals that these are crucial
curriculum features. Lessons teaching or
invoking these values, directly or
indirectly, are found in the vast majority of
textbooks, regardless of grade or subject.
Peace is taught to be a key component of
respectful human relations, as well as a
core principle of Morocco’s national policy.
Practical peacemaking is taught on an
interpersonal level, based on principles
such as mutual respect, compromise, and
non-violence. Islamic examples are cited
to this end. Tolerance is a recurring theme
of the curriculum, and students encounter
Interpretations of the concept which tie it
to universal human rights, Islamic
teaching, and Moroccan identity. Forms of
tolerance  explored include  racial,
ideological, and ability-based tolerance,
and most prominently, religious tolerance,
the last of which is not necessarily limited
to other monotheistic religions. However,
the curriculum contains certain elements
that undermine notions of tolerance,
specifically religious tolerance, with the
significantly recurring idea that non-
Muslims will face divine retribution for their
disbelief in Islam.




- Foreign Policy

Morocco is proud of its extensive
diplomatic activity, and willingness to
cultivate relationships with a wide range of
foreign countries. This notion is reflected
in the examined textbooks, which portray
Morocco as striving to project an image of
a moderate, pro-Western country, and a
dependable ally in an otherwise turbulent
region. Social studies textbooks
emphasize the importance of peace in
Moroccan foreign policy, and the country’s
support for international conventions,
including emerging world causes like
environmental protection.*® This emphasis
places Morocco into the realm of cutting-
edge international diplomacy, while
underscoring its support for peaceful
solutions to regional and global conflicts.
Although the Kingdom'’s colonial past is a
faded memory to most citizens, Morocco’s
anti-colonial struggle for independence
remains an essential element that informs
the principles of its foreign policy.
Concurrently, relations with neighboring
Europe continue to be a top foreign policy
priority. Morocco’s former colonizers,
France and Spain, are its primary European
Union interlocutors.

This duality is evident in textbooks, which
criticize European colonialism and the
exploitation of native populations in the
past while presenting cautious, indirect
references to contemporary issues that

48 Social Studies (Manar), Grade 9, 2021, pp. 202-
203 ; /slam (Rehab), Common Core, 2021, pp. 126-
127.

generate tension in Morocco’s relations
with Spain and France.
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Social Studies (Manar), Grade 9, 2021, pp. 202-
203.

| will find out the importance of peace in Morocco’s
foreign policy and in completing its territorial unity.

| will infer the importance of peace as a part of the
fundamental values of my country’s foreign policy.
“Morocco has proved in its words and actions, that its
belief in international cooperation in the framework of the
United Nations grows strong as time passes. Morocco
believes that this cooperation [...] entrenches the faith in
peace and security, and ensures peaceful coexistence
between countries and peoples despite their different
inclinations and ideologies...”

| will read the text and the paragraph explaining the
terms, and then:

- | will explain Morocco’s position regarding international
cooperation, and present it.

- | will deduce the principles which serve as the main
principles of Morocco’s foreign policy, and explain that.

- | will infer the importance of peace as a part of the
principles that Morocco applies in its foreign policy.




Terms and concepts:

Peaceful coexistence: a policy based on adhering to
peaceful solutions to solve international conflicts and
problems, avoiding wars, and rejecting the use of
violence.

Relations with Europe are referenced in
various texts. One text cites Morocco’s
cooperation with France, or the Kingdom’s
positive economic ties with the European
Union.*® One point of friction that is dealt
with cautiously is the Spanish control of
Ceuta and Melilla. Some maps in different
textbooks present these cities as
Moroccan territories that are “still under
Spanish occupation.”*® However, one
textbook presents an excerpt from a
statement by King Hassan Il weeks after
the Green March, in which he expresses
his hope that one day Spain will return
Ceuta and Melilla to Morocco. However, it
stresses that Moroccan policy regarding
this issue is not predicated on pressures,
but on dialogue and friendship.®" This
cautious approach reflects the delicate
manner in which Morocco relates to the
two enclaves, careful not to irritate Spain
while not neglecting to acknowledge the
issue.

4 [ ‘heure de frangais, Grade 7, 2021, p. 20 ; Social
Studlies (Najah), Grade 8, 2021, p. 65.

50 History (Jadid), Baccalaureate Year Il, 2018, p.
179; History (Rehab), Baccalaureate Year I, p. 162;
History and Geography (Maourid), Baccalaureate

27. Map: Stages of
completion of

[ 4 et . Morocco’s territorial

[ N s s 1 unity.

INgEy s [Map key:]

' B Territories recovered in

1956
Territories recovered in
1957
Territories recovered in
1958
Territories recovered in
1959

Territories recovered in 1975

Territories recovered in 1979

Two cities still under Spanish occupation
The capital

History (Rehab), Baccalaureate Year Il, 2021, p.
162.
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History (Rehab), Baccalaureate Year Il, 2021, p.
163.

32. Excerpt from King Hassan II’s statement in a press
conference on 25 November 1975:

“limagine that someday, in the future, reason would have
it that it would be incumbent upon Britain to return
Gibraltar to Spain, and it would be incumbent upon Spain
to return Ceuta and Melilla to us. Yet there are no
negotiations and no pressures, and Moroccan policy is not
predicated on pressure, but dialogue and friendship.”

- Memoirs from Moroccan Heritage, Vol. 7, 1986, p. 251

More negative depictions of Europe are
evident in references that appear in
historical studies. In one instance,
countries like Spain and Portugal are
referred to as “the Christians,” and are
accused of exploiting native Americans.

Year |, 2021, p. 105; History (Chamel),
Baccalaureate Year ll, p. 170.

1 History (Rehab), Baccalaureate Year Il, 2021, p.
163.




There are also general discussions on
European settler colonialism, and its
“extermination” of indigenous
populations.®? More indirect, subtle
criticism of Europe appears in a textbook
that discusses the violations of human
rights in Europe during the industrial
revolution (an era that preceded the
stated principles of human rights).®®
Similar negative references appear in
discussions of earlier periods, and are
presented in a general manner, without
specifics.

The emphasis is on Moroccan dynasties
that protected the Kingdom from the
Christians. The Almohad dynasty is
credited in a Grade 5 Social Studies book
with confronting the Christians (no
specified nationality given), and in
preserving the Maghreb’s unity (note:
Morocco’s name in Arabic is al-Maghreb; it
is not often clear if the references to the
Maghreb reflects Morocco, or the broader
North African region). The Saadi Dynasty,
in the same text, is described as facing the
“Christian threat.””* Some references use
the term jihad to describe the war waged
against the Iberians in Spain.>® Students in
Grade 8 are informed that jihad was
revived as a means to confront “Christian
expansion” in 13™-century Andalucia.®®
Jihad was also waged against the Iberian
invasion of Morocco.”” The concept of
Jihad is not elaborated upon, although in
these texts the term can be inferred to as

52 Social Studlies (Fadaa), Grade 8, 2021, p. 53.

53 Social Studies (Najah), Grade 8, 2021, p. 56.

54 Social Studlies (Moufid), Grade 5, 2020, pp. 39,
46, 47,90, 96, 98.

%5 Social Studlies (Najah), Grade 8, 2021. p. 18, p.
26, p. 36; Social Studies (Fadaa), Grade 8, 2021, p.
19, pp. 21-22.

a holy religious-inspired war against
Christians, rather than against a specific
country.

In a few cases, textbooks quote sources
referring to the Spanish, the French, and
the Portuguese who fought Morocco in
past centuries as “the infidel enemy” (a/-
adaw al-kafin, which can also reflect the
idea of religious war.®
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History and Geography (Maourid), 2021,
Baccalaureate Year |, p. 50.

Document 2 — Text: Battle of Isly [a 19th century battle
between Morocco and France]
“I saw that the Infidel Enemy, may God destroy him, has
taken over the Kingdom of Algiers, and is determined to
fight the people of Morocco..."
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Social Studlies (Fadaa), Grade 8, 2021, pp. 21-22.

Document 2

The causes for the establishment of the Saadi state
“When the Banu Marin dynasty became weak |[...] the
Infidel Enemy coveted the coasts and Rif of Morocco. This
was the cause for the establishment of the Saadi state in
the Souss region of Morocco.”

1. | will explain what the writer means by “the Infidel
Enemy”, using the content of the map (document 1).

%6 Social Studies (Najah), Grade 8, 2021, p. 18.

57 Social Studies (Fadaa), Grade 8, 2021, pp. 19, 21-
22.

%8 History and Geography (Maourid), 2021,
Baccalaureate Year |, p. 50; Social Studies (Fadaa),
Grade 8, 2021, pp. 21-22.




Criticism of Christians in these texts is, for
the most part, moderate. There are no
detailed descriptions specifying what
constituted the Christian “threat,” for
example. Previous anti-Christian
expressions that underscored saving
Islamic territory from Christians have been
altered in the 2021 edition of the above-
mentioned Social Studies book. In a
curious twist at odds with the historical
reality of the 16th century, the Moroccan
people are described to Grade 8 students
as uniting against “Iberian aggression” to
protect their independence. This appears
to be an effort to consolidate the idea of
an independent Moroccan nation, which
was a concept unknown at that time, and
only later developed in the 20" century.>®

Some  textbooks  provide  specific
examples of Morocco’s favorable historic
position toward European countries (but
not vice versa). The Almoravid Dynasty is
noted for saving Muslim lands from the
Christians, but is also praised in one
textbook for keeping its agreements with
Christians.®® The Moroccan  Sultan
Mohammed Il (ben Abdallah), who reigned
in the 18" century, is praised for respecting
peace treaties with France, and for
assisting a group of French Christians who
arrived in Morocco after fleeing their
sinking ships. He is also noted for securing
a trade treaty with France and pursuing an
“open door” policy,®" which contrasted
with the isolationist policies of most
Moroccan monarchs until the mid-19th
century, in a deliberate effort to avoid
contact with foreign powers. These self-

%9 Social Studlies (Najah), Grade 8, 2021, p. 26.
80 Social Studlies (Jadid), Grade 6, 2021, p. 25.
81 Social Studlies (Najah), Grade 6, 2021, pp. 43, 45.

imposed isolationist efforts are not
mentioned, further promoting the ideal of
an open, moderate, and tolerant Kingdom.
The 18"-century  Moroccan  Sultan
Mohammed is noted for his religious
tolerance, and later for Morocco’s
demonstration of religious tolerance
toward Christian Spaniards.®?
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I will evaluate what | learned

| will read the following paragraph and then fill in the
blanks using the following words:

diversity and tolerance — Atlantic Ocean — European —
Essaouira — Imazighen — tithe — Jewish — policy of
openness

As a part of [the policy of openness] toward Europe, the
Sultan Sidi Mohammed ben Abdallah built the city of
[Essaouira], which is located on the [Atlantic Ocean] in
1765. He encouraged Moroccan and [European]
merchants to reside and trade in it, by exempting them
from the [tithe] tax. The city became populated by
inhabitants of a variety of origins — Arabs, [Imazighen],
African, [Jewish], and European. The remnants of the city
testify to this past and, as well as the Bayt Dakira Museum
which King Mohammed VI visited in January 2020, which
shows the [diversity and tolerance] of the inhabitants of
Moroccan society in the past and present.

62 Social Studies (Najah), Grade 8, 2021, p. 36, pp.
38-41.
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Social Studies (Najah), Grade 6, 2021, pp. 45, 46.

Lesson 10: Morocco in the Alaouite period: Sultan Sidi
Mohammed ben Abdallah and Morocco’s openness to the
[Atlantic] Ocean and to diversity

“In order to strengthen Morocco’s Atlantic orientation,
Sultan Mohammed ben Abdallah built in 1795 a new port,
that became a symbol for his policy that was based on
openness, this is Essaouira port... By doing so, he tried to
move the trade route of the Sahara to a port closer to
Marrakesh than Agadir... Essaouira became a center that
attracted Muslim and Jewish merchants, and a
destination for foreign merchants. It enjoyed an important
economic boom, and became a symbol for the openness
of the Moroccan State towards Europe...”

- Mohammed Kably (supervision and submission), 2012,
Moroccan History — Timeline and Structure [...] Royal
Institute of Research on the History of Morocco, Rabat, p.
435 (with permission).

The colonial era in Morocco is presented in
various books as a negative period in
Moroccan history, that affected Moroccan
society. Much attention is given to the two
colonial powers, France and Spain, which
established protectorates in Morocco.
Curiously, more criticism is directed at
France rather than Spain. A Grade 1
History textbook contends that while
Spain was interested in Morocco because
of a historical connection, France had a
purely “colonial” interest in exploiting

83 History and Geography (Maourid), Baccalaureate
Year |, 2021, pp. 62, 91.

64 History (Chamel), Baccalaureate Year Il, 2021, p.
68.

8 History and Geography (Maourid), Baccalaureate
Year |, 2021, pp. 106, 113.

86 History (Jadlid), Baccalaureate Year I, 2018, pp.
82-91.

Morocco, which is what students are
asked about.®® Another Grade 12 textbook
asserts that France wused Morocco’s
dependency on it to force the
establishment of a protectorate in
Morocco.®

The French protectorate in Morocco is
presented negatively and is depicted as
harming and exploiting Morocco.®®
Additional textbooks contain  similar
vitriolic references to France. This is
noteworthy in a Grade 12 History book,
where an entire chapter is devoted to the
colonial exploitation of Morocco.®® In
another book, the colonial economic
exploitation of the Kingdom is noted.®” A
quotation  attributes  colonialism  to
capitalism, describing the protectorate as
“occupation.”®® An Arabic reader for Grade
6 contains a story about the cruelty of
colonial soldiers toward Moroccans.®®
Under the protectorate, according to one
book, Moroccans were subjected to
plagues, slavery, and the expropriation of
land.”® While no one denies Moroccan
suffering under colonial rule, these
allegations are undeniably exaggerated. In
addition, while the negative aspects of
colonial rule are presented, a general
overview of the economic and social
developments within Moroccan society
during that era (without praising colonial
rule) could enrich the discussion
concerning the later rise of nationalist

87 History (Rehab), Baccalaureate Year Il, pp. 75-83.
68 History (Rehab), Baccalaureate Year Il, pp. 63-
74.

% Arabic (Ketabi), Grade 6, 2021, p. 59.

70 History (Chamel), Baccalaureate Year Il, 2021, p.
82.




politics in Morocco, and the struggle for
independence.

French education in Morocco (offered only
to a small group of Moroccan Muslims)
allegedly discouraged independent
thinking.”" In another book, France is
accused of promoting the French
language at the expense of Arabic.”?
French authorities are described as
“conspiring against the Sultan and people
of Morocco.””3

Although much of the vitriol is aimed
against France, Spain is not entirely
exempt from criticism. The Spanish army is
accused of using toxic gas bombs during
the Rif uprising in the 1920s.”* The
uprising’s initial attack on Spanish troops in
1921 resulted in the worst defeat of a
colonial army in Africa in the 20" century.
At least 10,000 Spanish soldiers and their
commander, General Manuel Fernandez
Silvester, were Killed. Spain’s repression
was harsh, and they ultimately defeated
the rebels by cooperating with France. For
all its early success, the revolt, and its
leader Abd al-Karim al-Khattabi's ability to
unify tribal forces against colonial rule,
remain problematic for Morocco. Although
it had many hallmarks of an anti-colonial
uprising, the revolt also intended, as Abd
al-Karim later stated, to create an
independent state that could undermine
the Sultan’s authority and legitimacy. This
is why Morocco remains ambivalent

1 History (Chamel), Baccalaureate Year Il, 2021, p.
77.

72 History (Jadlid), Baccalaureate Year Il, 2018, p.
168.

73 History (Rehab), Baccalaureate Year Il, pp. 155-
166.

toward the event, acknowledging its
success in challenging colonial forces
while avoiding presenting a detailed
discussion of the uprising and its influence
on Moroccan Muslim society.”®

Whether or not the Rif uprising signaled
the opening salvo of Morocco’s anti-
colonial struggle, Moroccan textbooks
contain numerous examples of Moroccan
efforts to ward off foreign rule. Resistance
to foreign rule is highlighted in a Grade 6
Social Studies textbook,”®* and another
book for the same grade stresses the
different phases of this resistance,
including armed struggle and political
protests.””  The armed struggle s
presented as an unequal battle between
Moroccans with light rifles and an
occupying army with tanks and planes.”®
Textbooks emphasize the Moroccan
Sultan, Sidi Mohammed ben Youssef’s
(later known as King Mohammed V)
leadership in the struggle for
independence. This underscores the
Moroccan monarchy’s centrality in public
life while paying less attention to political
movements that also participated. The
monarchy’s commanding position in
Morocco cannot be overstated, and is
featured in history textbooks that cover
the Kingdom’s history from earlier
centuries to the present.

74 History (Jadid), Grade 12, 2018, p. 79.

7S History (Jadid), Baccalaureate Year ll, p. 77.

78 Social Studlies (Jadid), Grade 6, 2021, pp. 50-52.
77 Social Studies (Najah), Grade 6, 2021, p. 49.

78 History (Jadid), Baccalaureate Year Il, 2018, p.
78.




History (Jadid), Baccalaureate Year I, 2018, p. 78.

2- | will explain the steadfastness and heroic efforts of the
armed resistance in face of the occupation.

Document 1 —two pictures:

a- Weapons of the Moroccan resistance warriors: light
rifles.

b- Weapons of the occupation army: tanks and planes.

Morocco’s territorial integrity, as it sees it,
occupies a significant amount of attention,
which is reflected in the educational
curriculum. This primarily includes the
status of the Western Sahara region. The
Western Sahara conflict, which had been
festering for decades, broke out in the early
1970s, as Spain abandoned the territory
which had historical ties to Morocco but
was not always under Moroccan
sovereignty. The mineral-rich region was
attractive to Morocco, which lacks natural
resources. Rallying the Moroccan public
behind the issue assisted King Hassan in
neutralizing domestic opposition to his rule,
and united the public behind his leadership.
An inconclusive verdict issued by the
International Court of Justice in 1975
recognized Morocco’s historical claims to
the region, but declined to declare it part of
Morocco. Local residents opposed the
Moroccan claim, and demanded
independence.

® Arabic (Mourchidi), Grade 2, 2021, p. 133.

Emboldened by the rising public support for
Morocco’s claims, King Hassan called on
Moroccans to peacefully liberate the region
by marching into the territory and taking
control. To the monarchy’s surprise, the
number of volunteers exceeded
expectations, and over 500,000 Moroccans
participated in the “Green March” of
November 1975, in which Morocco took
control of the territory. Although subjected
to guerrilla warfare launched by Sahrawi
militants, diplomatic pressure following the
declaration of independence by Sahrawis,
increasing tension with neighboring Algeria,
which supported the Sahrawis, and the
impact of a humanitarian crisis in which tens
of the thousands of Saharan refugees fled to
camps across the Algerian border, Morocco’s
position regarding the Western Sahara
remains unchanged. From its perspective,
the region is an integral part of the Kingdom.
In recent years, Morocco has benefited from
growing international acceptance of its rule
over the territory (the most significant
expression of this was US recognition of
Moroccan sovereignty over the region in
December 2020). However, for the
international  community, the conflict
remains unresolved and awaits settlement.

None of this uncertainty over the region’s
future is evident in Moroccan textbooks,
which focus exclusively on Morocco’s claims
to the region, with scant mention of any
alternative to Moroccan sovereignty there. In
this regard, the textbooks conform to the
Kingdom'’s general approach. Much attention
is given to the “Green March.” That event is
mentioned as one of Morocco’s national
holidays,”® and is referenced as a historical




moment.8° It is featured in a Grade 4 Arabic
reader, which features a story about a child
who yearns to visit the region after hearing
about the march, and the efforts to “resist
colonialism."®!

Another Grade 4 textbook presents a
dialogue between two people, of which
one is a Sahara resident, where they
express their happiness about the region’s
“liberation."8?
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Arabic (Ouaha), Grade 4, 2021, pp. 14-15.

Layla said:

- | love these annual commemorations and occasions
[referring to the annual commemoration of the Green
March], Omar, because they remind me of the jihad of our
fathers and grandfathers and their bravery.

- | cannot hide it, | feel great happiness and joy, as if I'm in
Laayoune or Dakhla, or any city of our Saharan regions.
These views and these beautiful clothes are seen
everywhere in all the cities, and all the towns and deserts
from Tangier to La Gliera, when we liberated [Western]
Sahara, our good land, and embraced our brothers, as we
have a common past, a common present, and a common
future.

Further attention to the topic is given in a
social studies book for the same grade,
highlighting Morocco’s revised
constitution and that one of the elements

80 Social Studies (Jadid), Grade 6, 2021, p. 8.

81 Arabic (Moufid), Grade 4, 2021, p. 17.

82 Arabic (Ouaha), Grade 4, 2021, pp. 14-15.

83 Social Studies (Rehab), Grade 4, 2022, p. 75.

84 Social Studies (Jadid), Grade 6, 2021, p. 7.

85 Arabic (Al-Moufid), Grade 1, 2019, p. 70; Lécole
des mots Frangais, Grade 2, 2018, p. 12; Arabic
(Jadid), Grade 4, 2021, p. 32, L'Oasis des mots
Frangais, Grade 3, 2021, p. 138; Arabic (Jadia),
Grade 4, 2021, p. 201; Arabic (Mounir), Grade 4,

of Moroccan identity is Sahrawi.®® Indeed,
maintaining Morocco’s territorial integrity
within the region is also presented as a
“religious responsibility,” echoing the
Moroccan  monarch’s  temporal and
religious leadership as the “commander of
the faithful” (amir al-muminin). The entire
issue is presented as an effort to liberate
territories occupied by Spain rather than a
territorial dispute with regional
implications.#* No mention or reference is
made to Sahrawi demands, the complexity
of the issue, or claims that counter the
Moroccan position. The region is naturally
featured in maps as an integral part of the
Kingdom.® The textbooks are intended to
solidify Morocco’s claim to the territory
and leave no doubt as to its centrality in
the country’s national identity.
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Social Studies (Jadid), Grade 6, 2021, p. 7.

2021, p. 72; Pour Communiquer en Frangais, Grade
4,2020, pp. 14, 34,191, L'8cole des mots Frangars,
Grade 4, 2021, pp. 13,14,16,40,103; French - Mes
apprentissages en frangais, Grade 4, 2021, pp. 12,
19, 30, 35, 102; Social Studies (Jadid), Grade 4,
2021, pp. 75, 104; Social Studies (Rehab), Grade 4,
2020, p. 1; Social Studies (Jadid), Grade 5, 2021, p.
55; Arabic (Rehab), Grade 6, 2021, pp. 24; Social
Studies (Massar), Grade 6, 2021, p. 63; Soci/al
Studlies (Najah), Grade 6, 2021, p. 8; Les ceuvres
intégrales, Common Core, 2021, p. 150.




| will observe the map and read the text:

Document 1: map of Morocco in 1975 before the Green
March

[the writing on the map:] Kingdom of Morocco

[map key:]

[dark green:] Areas liberated between 1956 and 1975
[light green:] Moroccan areas that were occupied by Spain
before 6 November 1975

Document 2: text:

“The verdict of the International Court of Justice on the
16th of October 1975 was as follows: [Western] Sahara
was not a territory belonging to no-one at the time of its
colonization [by Spain]...and there were legal ties of
allegiance [bay‘ah] between the Sultan of Morocco and
the tribes of [Western] Sahara.”

Abdelkrim Ghallab, History of the National Movement in
Morocco [...]

Morocco has often stressed its relations
with the US, and their long history of
bilateral cooperation (dating back to 1797),
promoting a favorable view of its American
ally, and seeking ways to enhance ties
further.®®

A focus on the Middle East and North
Africa region is naturally central to
Moroccan education. Morocco promotes
its  strong religious and  ethnic
connections, and attachment to the
region. Much effort is made to underscore
harmony and good relations between
Morocco and these countries, overlooking
disagreements and tensions. Morocco has
been engaged in a longstanding quest for
regional hegemony in North Africa,
generating tensions with neighboring
Algeria over this issue. Little reference is
given to these tensions in the surveyed
textbooks. Instead, texts discuss

86 Social Studlies (Najah), Grade 8, 2021, p. 65.

87 Arabic (Moukhtar), Grade 7, 2021, p. 134.

88 Social Studlies (Manar), Grade 9, 2021, pp. 21, 85,
139; Social Studies (Fadaa), Grade 7, 2021, p. 86;
Social Studies (Fadaa), Grade 8, 2021, pp. 77, 147,
Social Studies (Tajdid), Grade 9, 2021, pp. 82, 84,
111, 149, 150.

economic relations with other North
African countries or teach about efforts to
establish the Arab Maghreb Union, a
regional body established in 1989. The
references to the union refrain from
mentioning that the organization failed to
materialize, and that the possibility of
regional unity remains somewhat a pipe
dream.®”

Although tensions between Morocco and
Algeria are generally not mentioned in the
textbooks, some maps evoke the past
border conflict between the two countries.
Most of the Algeria-Morocco border was in
dispute until 1972, as only the northern
part of the border was previously
delineated during French control over
Algeria. This led to a border conflict
between Morocco and Algeria in 1963-
1964, following Algerian independence,
known as the Sand War. The war ended
with no territorial changes, and Morocco
and Algeria later reached an agreement
regarding the borders in 1972. Despite this
agreement, some maps in textbooks mark
only the northern part of the border, and
most of the border does not appear.t® In
some cases, when the countries are
shown on the map in different colors,
Moroccan territory seems consistent with
the recognized borders. However, the
borderline itself is not marked, unlike other
borders.® In one textbook, some of the
maps even mark significant parts of
Algerian territory as Moroccan territory.*° It

8 Geography (Manar), Baccalaureate Year Il, 2019,
p. 13; Social Studies (Tajdia), Grade 9, 2021, p. 66;
Social Studies (Najah), Grade 6, 2021, pp. 54, 59,
60, 107.

%0 Social Studlies (Najah), Grade 8, 2019, pp. 72, 73,
77,79, 81, 84, 94, 135.




should be noted that many maps do
present the recognized borders between
Morocco and Algeria. This inconsistency
regarding the Moroccan-Algerian border
suggests that Morocco still claims a right
to certain territories in Algeria, which might
promote irredentist ideas among students.

Below, the Moroccan-Algerian border is
partially marked:

=

Social Studies (Manar), Grade 9, 2021, p. 85.

Geography (Manar), Baccalaureate Year Il, 2019,
p.13.

Some Algerian territory is presented as
Moroccan:
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Social Studies (Najah), Grade 8, 2019, p. 94.

% Social Studies (Manar), Grade 9, 2021, p. 204.

Morocco adopted a unique position on the
Israeli-Palestinian conflict under former
King Hassan Il (who ruled from 1961-1999).
Hassan pursued secret ties with Israel and
met Israeli leaders, later endorsing a two-
state solution in which a Palestinian state
would be established alongside a Jewish
state, which the current King, Mohamed
VI, has maintained.®’ Hassan's efforts
complemented earlier Moroccan
mediation efforts between Israel and
Egypt, which paved the way for Egyptian
President Sadat’s historic visit to Israel in
November 1977. These were not common
positions taken among Arab leaders, and
further promoted Morocco’'s image as a
moderate country eager to reach a
diplomatic solution to the conflict. The
Moroccan monarch quietly approved the
entry of lsraeli visitors to Morocco, but
refrained from publicizing his interest in
pursuing open relations with Israel. Low-
level diplomatic ties were established in
1994, but severed by King Hassan’s
successor, Mohamed VI, in 2000, following
the outbreak of the second Palestinian
intifada (uprising) against Israel. While
Morocco quietly maintained unofficial ties
with Israel, it publicly retained an
ambivalent  attitude toward Israel.
Morocco restored relations with Israel in
December 2020, and has since
demonstrated much greater interest in
enhancing bilateral ties. The surveyed
textbooks precede said normalization of
ties.

Many textbooks play out this ambivalence
between Morocco’s willingness to accept
Israel, while avoiding a more concrete




approach to that position. Grade 12
students are exposed to the Palestinian
issue, and learning about it is presented as
a key goal in a history textbook. It is the
only specific, non-Moroccan topic taught
in the textbook.®? Israel's history is
presented to students: a short overview
concerning the rise of Jewish nationalism
and the Zionist movement is offered in one
book in quite an objective manner, with
antisemitism highlighted as one of its main
driving  forces.®® Nevertheless, the
approach presented to students is often
simplistic. There is no discussion of Jewish
historic and religious ties to their ancient
homeland, or the ideals of a social and
cultural revival that underpinned Jewish
nationalism. Jewish and British violence
during British-mandated Palestine is
emphasized, while Palestinian violence is
ignored. British support of Zionism is
exaggerated, and restrictions imposed on
Zionist activity are left unmentioned.®* A
Grade 12 textbook quotes a text criticizing
Israel for conspiring with colonial powers,
particularly the US, for taking Palestinian
rights and expelling Palestinians.®> Another
textbook explains that one of the reasons
for US support of Zionism was Jewish
influence in the US.

92 History (Rehab), Baccalaureate Year Il ,2021, p.
1.

93 Social Studies (Manar), Grade 9, 2021, p. 52.

% Social Studlies (Manar), Grade 9, 2021, p. 53.
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History (Chamel), Baccalaureate Year Il, 2021, p.
192.

Document 2: text: actors supporting the Israeli occupation
of Palestine.

“The October 1973 War ... was the inevitable result of
Israel’s policy of aggression and establishing facts on the
ground, ignoring international principles and resolutions
and human rights... Since Israel deprived Palestinian
people of its rights and expelled it from its homeland, it
strives to expand, relying on their collusion with the
imperialistic countries and their economic, technical, and
military support, especially from the United States of
America. This collusion came into view recently in the
recruitment of financial and material means in an
unprecedented manner, and in arranging a political
campaign which involved all of the enemies of the
liberation of the third world.”

Excerpt of the closing statement of the Algiers Conference
1973.

Zionism is described in a chapter on the
Palestinian issue as a colonial movement,
spurred by Western capitalist countries
who are motivated by economic interests.
In another book, Zionism is described as a
“racist” movement with an “expansionist”
(tawassu’yya) ideology.®® Another Grade 9
Social Studies textbook suggests the
“Israeli  expansion” causes regional
instability in the Middle East, while Zionist
aspirations are described as “greedy

% History (Chamel), Baccalaureate Year Il, 2021, p.
192.

% Hjstory (Jadlid), Baccalaureate Year I, 2018, pp.
102-105; History (Rehab), Baccalaureate Year I,
2021, p. 91.




ambitions” (atma).®” A Grade 11 textbook
on water problems in  “Occupied
Territories”  describes  the  “greedy
ambitions” of lIsraeli occupation of Arab
waters.”® One noteworthy change is a
reference to “ugly Zionist crimes” that
appeared in a 2014 edition of a Grade 6
reader, and was omitted in 2020.%° Yet
interestingly, this text, which still teaches
about the Palestinian cause, is juxtaposed
with a text on Moroccos Jewish
community, possibly linking Jewish
communities outside of Israel with the
Palestinian issue. The same reader also
omitted a poem on the lIsraeli colonial
occupier’s cruelty in the 2020 edition.'®

Curiously, there is no significant mention
of or detailed discussion on the Palestinian
refugee issue in the surveyed textbooks.
The 1948 Palestinian Nakba — the mass
exodus of Palestinian Arabs
simultaneously with Israel’s establishment
— is mentioned rarely, and without much
detail or historical context. Grade 12
students are taught, however, that Zionism
is a racist colonial movement which has an
unbreakable link with imperialism.™’
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History (Rehab), Baccalaureate Year Il, 2021, p. 91.

% Social Studies (Tajdid), Grade 9, 2021, p. 55.

%8 History and Geography (Maourid), Baccalaureate
Year |, 2021, p. 170.

% Arabic (Ketabi), Grade 6, 2014, p. 50 ; Arabic
(Ketabi), Grade 6, 2020, p. 237.

100 Arabic (Ketabi), Grade 6, 2014, pp. 28-29.

11 History (Rehab), Baccalaureate Year Il, 2021, pp.
91, 184; History (Chamel), Baccalaureate Year Il
2021, p. 96.

Terms and concepts: Zionist Movement: a political
movement with a settler colonialist, expansionist, racist
ideology, which seeks to establish a “Jewish nation state”
in Palestine. [t emerged in the end of the 19th century with
support from the major colonialist powers, particularly
Britain.
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History (Rehab), Baccalaureate Year Il, 2021, p.
184.

In 1948, the imperialist-Zionist coalition succeeded in
realizing its endeavors in the Arab Orient, establishing the
“State of Israel”. This was the start of the merger between
the Palestinian struggle and the Arab conflict with Zionism
and imperialism, since the Palestinian issue involves the
constraints imposed on the Palestinian people’s right to
independence, an expansionist colonial tendency of the
Zionist movement, and the imperial powers maintaining
their schemes in the Arab Mashreq.

In the textbooks, one particular issue
relating to Israel and Palestine is the
inconsistency and inaccuracy of maps. In
one textbook, a map refers to sovereign
Israel as “occupied Palestine.”’°2 In another
textbook, the entire land (under pre-1967
lines), as well as the West Bank and Gaza,
is presented to students as a map of
Palestine, or labeled the “occupied
territories.”’*® Similarly, a map describing
water problems in the “Occupied
Territories” presents all of the territory of
Mandatory Palestine as modern-day
“Palestine,” essentially erasing Israel from
maps.’* A geography textbook for Grade

12 History (Rehab), Baccalaureate Year I, 2021, pp.
187,188, 191, 192.

193 History (Chamel), Baccalaureate Year Il, 2021,
pp. 14, 95,192, 194, 195.

104 History and Geography (Maourid), Baccalaureate
Year |, 2021, p. 170.




12 offers a table of economic data, where
one of the countries is listed as the
“Occupied  Palestinian  Territories.”"%®
Despite this, a map of Europe and the
Middle East in an eight-grade textbook
presents the Green Line, therefore
showing Israel and the Palestinian
Authority  separately; however, their
names, as with the names of all other
countries, are not mentioned.'®
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History (Chamel), Baccalaureate Year Il, 2021, p.
14.

Document 4: a map of independence in the Arab world
(1922-1971) [the writing near Israeli and Palestinian
territories:|] Palestine

[map key:]

Areas that were occupied by:

Britain

France

Italy

Spain

The dates of liberation and independence

195 Geography (Manar), Baccalaureate Year I, 2019,
p. 39.

Document 1: the map of the Arab
Israeli conflict

[map key:]

Lands occupied in 1947

Lands occupied in 1949 and 1967
Lands occupied in 1967

Palestinian refugee camps

History (Chamel),
Baccalaureate Year I, 2021, p.
192.
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History and Geography (Maourid), Baccalaureate
Year |, 2021, p. 170.

Document 2: map: the water problem in the Occupied
Territories

[map key:]

Golan Heights

Palestine

I will explain the Israeli Occupation’s greedy ambitions in
the Arab water in occupied Palestine and in neighboring
Arab countries.

Social Studies (Fadaa), Grade 8, 2021, p. 78.

196 Social Studlies (Fadaa), Grade 8, 2021, p. 78.




Much attention is given to Palestinian
suffering, and their struggle for liberation.
An Arabic reader for Grade 12 students
highlights a poem by Mahmoud Darwish
that deals with the theme of exile, and
yearning for a lost homeland."’” Grade 8
students study a poem by Samih al-Qasim,
a Palestinian-Druze poet and an Israeli
citizen, who self-identified as a
Palestinian. The poem discusses the
Nakba, referring to it as an open wound,
and presenting Israelis as wolves
continually attacking this wound. A poem
by Fadwa Tugan, a Palestinian poet,
describes the land that was taken from
her.'°® Other references to the Palestinian
struggle are from quoted poems that
appear in a Grade 10 Arabic reader,’®® and
in a Grade 12 textbook, where self-
sacrifice is identified as the core of that
struggle.® Palestine is described as
having been stolen from its original
inhabitants."" Students are taught that the
Palestine Liberation Organization (PLO)
was established in 1964 to liberate
Palestinian lands occupied in 1948 through
armed struggle."? Another Grade 12 books
highlights the PLO’s recognition by the
United Nations, and recognition of the
Palestinian right of return."

Simultaneously, there is a focus on Israeli-
Palestinian negotiations and the 1993 Oslo
Accords."™ Students are taught about

97 Arabic (Rehab), Baccalaureate Year Il, 2020, p.
1803%1&9/3/’0 (Rehab), Grade 8, 2020, pp. 74-75.

9% Arabic (Rehab), Common Core, 2021, pp. 177-
111?%’/5[00/ (Chamel), Baccalaureate Year I, 2021, p.
111?/5-/./5100/ (Jadid), Baccalaureate Year Il, 2018, p.
197.

political efforts to resolve the conflict,
along with a quote from King Mohammed
VI supporting the establishment of a
Palestinian state that would coexist with
Israel in peace.”®
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History (Jadid), Baccalaureate Year Il, 2018, p.
203.

Document 2 — text:

“[...] As the head of the Al-Quds Committee, | express my
complete willingness to partake in finding a final and just
solution that will enable the establishment of a Palestinian
state with Jerusalem as its capital, which will enjoy
viability, and which will live side by side with the State of
Israel in a state of comprehensive, just, and enduring
peace. This requires Israeli withdrawal from all the
occupied Arab territories, so that this region will be able
to regain its cultural message as a land of religious and
cultural coexistence.”

- Excerpt from the speech of King Mohammed VI before
the UN General Assembly, 29 December 2003

References to the Palestinian cause are
often presented indirectly, and form part
of learning general topics and concepts.
When learning about tolerance, Grade 7
students are presented with a photo of a
“Zionist soldier threatening a Palestinian
woman and her two daughters with a
weapon.”"® They learn about the concept
of liberty via images, including one of a
Palestinian throwing an object, with the

"2 Hjstory (Jadid), Baccalaureate Year Il, 2018, p.
198.

"3 History (Chamel), Baccalaureate Year Il, 2021, p.
196.

N4 History (Chamel), Baccalaureate Year Il, 2021,
pp. 200-201.

S History (Jadid), Baccalaureate Year Il, 2018, pp.
201-204.

"6 Social Studies (Rehab), Grade 7, 2020, p. 173.




caption “Stone Children’s Intifada in
Palestine” A Grade 8 Social Studies
lesson on freedom of expression and
International Labor Day features images of
a demonstration with Palestinian flags.®
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Social Studies (Rehab), Grade 7, 2020, p. 173

I will discover the meaning of tolerance using some
pictures and definitions

Hcecl]

c. A Zionist soldier threatening a Palestinian woman and
her two daughters with his weapon.

| will observe the two pictures and the poster and describe
what it presents.

I will infer the idea that the two pictures and the poster
express.

Examples on foreign policy issues in
Moroccan textbooks reflect a negative
approach to European colonialism and
foreign rule, while striving to adopt a
moderate tone toward European powers.
Discussions on  Morocco’s territorial
integrity center on the Kingdom’s claims to
the Western Sahara region, which is a non-
negotiable issue to Morocco and s
presented as such. Much attention is also
given to the Arab-lsraeli conflict. While the
surveyed textbooks endorse and support
the Palestinian cause, some efforts are
made to introduce students to Israel and
its history, which are commendable.
However, a more sophisticated, nuanced
approach to the topic would enrich the

" Social Studies (Rehab), Grade 7, 2020, p. 154.

debate, and offer a rewarding educational

experience for Moroccan students.

"8 Social Studies (Fadaa), Grade 8, 2021, pp. 179,
185, 187.




Gender

Despite significant progress in the role
women play in Moroccan society, the
challenges they face are notable. In 1963,
Moroccan women gained the right to vote
and stand for election; in practice,
however, no female representative was
elected to the national parliament before
1993." In 2021, the United Nations
Development Program listed Morocco as
having a gender inequality index (Gll) of
0.425 - representing an observed 42.5%
loss of potential human development due
to gender inequalities, and placing it 104™
in the world. According to the UN,
Moroccan women are underrepresented in
parliament and the workforce.'?® The World
Economic Forum, meanwhile, gives
Morocco a global gender gap index score
of 0.612, meaning that in its assessment,
61.2% of the gender gap in the country has
been closed as of 2021; this puts Morocco
in 144" place globally, out of 156 examined
countries.’

According to the aforementioned report,
Morocco performs below par in terms of
political empowerment, with few women in
ministerial positions and no female head of
state in its history. Moreover, this report

"8 Ghita Tadlaoui, “EU support for women'’s political
participation and leadership under the EU’s Gender
Action Plan: A case study on Morocco,” European
Democracy Hub, 2021, p. 4.
https://epd.eu/wp-content/uploads/2021/12/gap-
morocco-final.pdf

12010 2021, 20.4% of Moroccan parliament seats
were held by women, and 22% of Moroccan
women participated in the workforce compared to
66% of men. United Nations Development
Programme, Gender Inequality Index, 2021.
http://hdr.undp.org/en/composite/Gll

indicates that Morocco lacks
representation of women in positions of
power and management across its
economic sectors. At the same time, it
demonstrates Moroccan women
performing equally well as men, if not
better, in most areas of education and
science.’”? The factors which impede
gender equality in politics and elsewhere
in  Moroccan society are patriarchal-
societal stereotypes, inadequate access
to education, underage marriage, lack of
economic power, and male-dominated
political organizations.'?®

Since the beginning of the 21st century
and the ascension of Mohammed VI to the
Moroccan throne, the government has
introduced several laws which significantly
improved the status of women, including
raising the minimum age of marriage,
restricting polygamy, and expanding
women’s rights in divorce, guardianship
and child custody.'?* Furthermore, the new
Moroccan constitution, adopted in 2011,
explicitly addresses women’s rights, and
defines the duty of the Moroccan State to
realize parity between women and men.'?

21World Economic Forum, Global Gender Gap
Report, March 2021, p. 10.
http://www3.weforum.org/docs/WEF_GGGR_2021.p
df

22 [pjd., p. 285.

123 Tadlaoui, p. 6.

124 Marielle Marlys, “AINour: Helping Disabled
Women in Morocco,” The Borgen Project, 14
January 2021.

https://borgenproject.org/alnour/

125 Constitution of the Kingdom of Morocco, Article
19: “The man and the woman enjoy, in equality, the




To what extent these top-down efforts will
yield the desired results remains to be
seen.

In general terms, Moroccan textbooks
feature women frequently and
prominently. Many textbooks try to show
mixed-gender groups or, at a minimum,
represent female and male individuals in
similar situations and capacities.

For example, a first-grade Islamic
Education lesson about Al-Fatiha Surah -
the first surah (portion) of the Quran - is
accompanied by an illustration of young
girls and boys at a mosque listening to a
recitation of scripture. Children of both
sexes sit together side by side in the
house of prayer, some wearing traditional
Moroccan clothing, some modern Western
attire; one girl wears a hjjab to cover her
hair, another does not. Showing children of
both genders pursuing education in an
equal capacity and exhibiting diversity of
appearance in textbooks, which teach the
fundamentals of Islamic faith and practice,
can be understood as a clear statement of
intent that pervades the entire curriculum.

rights and freedoms of civil, political, economic,
social, cultural and environmental character,
enounced in this Title and in the other provisions of
the Constitution, as well as in the international
conventions and pacts duly ratified by Morocco
and this, with respect for the provisions of the
Constitution, of the constants of the Kingdom and
of its laws. The State works for the realization of
parity between men and women.” English

Islamic Education (Rehab), Grade 1, 2021, p. 7

The type of diversity seen in the image
above is replicated throughout the
textbooks, but there is a lack of
consistency. Some Islamic Education
textbooks display a solid tendency to
depict women in Islamic head covering,'?®
while some French, English, and Social
Studies textbooks almost exclusively show
women with exposed hair, often in
Western attire.”” In such textbooks,
however, there are exceptions to the rule.
Crucially, Moroccan textbooks seem to
lack normative prescriptions regarding the
“proper” appearance of women (or men),
even in the context of religious teaching.

Women appear in Moroccan textbooks in a
variety of situations. Beyond incidental
representations of female individuals
alongside males, where both are
participating in the same activity - as seen
above - one may also find instances where
the textbooks appear to feature women or
girls in a non-stereotypical capacity. In
these instances, women are featured
engaging in an activity traditionally

translation by William S. Hein & Co., Inc.,
Comparative Constitutions Project, 2012.
https://www.constituteproject.org/constitution/Mor
occo_2011.pdf

126 For example: /slamic Education (Rehab), Grade
6, 2021.

127 For examples: Le frangais pratique, Grade 6,
2021; Ticket to English, Baccalaureate Year 1, 2021;
Social Studies (Massar), Grade 6, 2022.




considered unfeminine, in order to
challenge a societal stereotype, usually
left unwritten, about gendered activities
and professions.

For example, one textbook teaches a story
for second-graders featuring a female
police officer helping young school
children cross a road. The policewoman is
acknowledged in terms of her profession,
as well as her gender, both in text as well
as visually in the accompanying
illustration, challenging an implied notion
that women cannot be police officers.

Arabic Language (Rehab): My lllustrated Stories,
Grade 2, 2021, p. 90

Chourouk prepared to cross the road, with signs of joy
already showing on her. She said to the policewoman:
“Thank you, madame police officer! Now | will safely cross
to the other sidewalk. [...]”

In some cases, women’s participation in
certain activities is explicitly stated,
prompting students to be conscious of
women’s contributions in some areas of
national life. One fourth-grade Social
Studies textbook, seen below, emphasizes
women’s sports, describing the Moroccan
national women'’s football (soccer) team. It
then asks students to research female

Moroccan athletes and their
achievements. In another example, also
seen below, an eighth-grade Arabic
language textbook displays a photo of
women partaking in the act of traditional
weaving. In terms of gender stereotypes,
this is an otherwise unremarkable sight
that suggests proof of women’s
contribution to the national industry and
economy. This type of content encourages
students to consider women’s work as
legitimate and respectable; on the other
hand, the excessive focus on women may
lead students to view some women’s
contributions in  these areas as
exceptional, and non-trivial.
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Social Studies (Jadid), Grade 4, 2021, p. 107.

Exercise 1: Rules of the Game

| was very excited to see a match between the [Moroccan]
national women’s soccer team and their French
counterparts.

I noticed that this competition - as others like it - is based
on rules, which include rights and duties, and which carry
punishment in case they are violated.

lcel

- | will list the names of players in this team, and the
names of female Moroccan champions who carried the
flag of Morocco onto the world stage in sports
competitions or other achievements.
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Arabic Language (Rehab), Grade 8, 2020, p. 176.

Practical activities

Consider the following picture and transcribe it into a
written text. To achieve this task follow these steps:

A. Describe the picture

1. The type of picture: (e.g., a photograph of a group of
women weaving a rug... etc.) [...]

4. The characters in the picture: (e.g., a group of women
sitting in front of a weaving instrument - a loom - and
performing the act of weaving, while wearing traditional
clothing...)

5. The purpose of the picture: (e.g., to highlight the role of
women in economic development and their participation
in traditional manufacturing...)

Women  represented in  Moroccan
textbooks include real-life  named
individuals. The vast majority are
Moroccan in heritage, if not nationality,
and serve a triple role in the textbooks:
they instill a sense of pride in the
achievements of the Moroccan nation;
they present female role models for female
students to emulate and for male students
to respect; and they demonstrate how
Moroccan women and girls can
meaningfully contribute to their
community and nation.

This triple role is well-represented in a
fifth-grade text, seen below, about
Moroccan-born explorer and astronomer

Merieme Chadid reaching the South Pole.
The lesson encapsulates her Moroccan
identity — by highlighting the Moroccan
flag she was carrying — and her identity as
a woman, noting that her achievement is
largely unprecedented for people other
than men. However, it also addresses her
identity as a Moroccan woman by
prompting students to discuss “Moroccan
women’s aspirations’ after reading the
text.
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Arabic Language (Mounir), Grade 5, 2021, pp. 23-
25.

Lover of Stars and Galaxies

It was a special kind of feeling when the feet of Merieme
Chadid stepped on the South Pole, carrying the Moroccan
flag, unfazed by the extremely low temperature. It was an
exciting event for the media and Western academic
circles. She was the first Moroccan Arab astronomer to
reach this pole, in a journey that until recently was the




exclusive domain of men. Merieme managed to break her
way into the Centre national de la recherche scientifique
in Paris, thanks to her strong enthusiasm and her love for
astronomy, which had captured her imagination and
aspirations since she was a middle school student in
Casablanca. [...] What an achievement for a Moroccan
astronomer who loves and feels proud of her country!
Thanks to her, the Moroccan flag appeared planted in an
endless whiteness, a Moroccan Arab symbol alongside
other flags of the world. - Hakim Anker, Al-Araby Al-
Jadeed, Women and Society, 19 February 2016, with
permission | compose and assess:

1. I will summarize the third passage in the text.

2. | will express my opinion about Merieme Chadid’s
hard work and her perseverance.

3. | will discuss with my friends about Moroccan

women’s aspirations.

In general, the textbooks carefully select
personalities from various domains to
serve as female Moroccan role models,
including athletes, scientists, politicians,
and historical figures. Moroccan women
featured in name, and details of their
achievements in the textbooks include
mountain climber Bouchra Baibanou;™®
hurdler Nezha Bidouane;'”® paralympic
athlete Najat El Garaa;"° microbiologist
Sara Bellali;™® NASA researcher Saloua
Rachdan;™? physicist Rajad Cherkaoui; 9th
century notable Fatima al-Fihri;*** 11th
century ruler Zaynab an-Nafzawi;"** 16th
century ruler Sayyida al-Hurra;"® 17th-
18th century stateswoman Khnata bent
Bakkar:"*¢  Moroccan-born ltalian civil
servant Nadia Khadaidi:"*” and Moroccan-
born French politician Najat Belkacem.™® A
French politician of Moroccan Jewish

28 Arabic Language (Mounir), Grade 4, 2020, p.
106.

128 Arabic Language (Ouadeh), Grade 4, 2019, p. 37.
180 /slamic Education (Ouaha), Grade 4, 2020, p. 34.
81 Arabic Language (Mounir), Grade 5, 2021, pp.
29-30.

82 Arabic Language (Mounir), Grade 5, 2021, p. 46.
83 Arabic Language (Jadid), Grade 4, 2021, p. 50.
184 Social Studies (Najah), Grade 6, 2021, p. 24.

descent, Audrey Azoulay, is also featured
in one French Language textbook.™ It is
noteworthy, however, that many of these
examples are of accomplished women
who have enjoyed much of their success
outside of Morocco. This may have the
additional  advantage of increasing
Moroccan students’ awareness and
respect for the Moroccan diaspora
worldwide, but it may inadvertently
highlight the difficulties Moroccan women
face within Moroccan society, which force
them to pursue education and careers
overseas. These difficulties, whatever
they may be, are usually not mentioned in
conjunction with these women’s
achievements.

The representation of women s
sometimes employed to convey political
messaging beyond the issue of gender
equality.  Textbooks teaching about
Morocco’s colonial history often spotlight
female participation in the anti-colonial
struggle, thus elevating the status of
Moroccan women, while underlining the
importance of the national endeavor to
overthrow foreign rule - often at the
expense of demonizing the historic
adversary. In this position, women are
presented as active agents of their own
destiny and of their nation.

185 Social Studies (Najah), Grade 8, 2019, p. 20.

186 Social Studies (Najah), Grade 8, 2019, p. 30.

87 Arabic Language (Mourchidj), Grade 5, 2021, p.

6.

88 Arabic Language (Mourchidi), Grade 5, 2021, pp.
25-26.

89 Mes apprentissages en frangais, Grade 5, 2021,
p. 38.




In the example below, a history textbook
teaches that women played a vital role in
the Zayan War (1914-1921), fought
between French colonial forces and
Amazigh tribes of the Middle Atlas region,
the latter led by local chieftain Mouha ou
Hammou Zayani. Students are made
aware of how women of the Atlas region
contributed to the war effort against the
French. These women’s noble efforts are
contrasted with the conduct of the
colonial forces, described as immoral.
Elsewhere in Moroccan textbooks, other
political causes taught through active
female participation include Morocco’s
efforts to claim Western Sahara,® and
Palestinian resistance to Zionism.™' One
eleventh grade History textbook draws
attention to women’s experience of 19"-
century social struggles by accusing
“European capitalists” of exploiting women
as labor,"? and European colonialism of
“marginalizing the role of women in life” in
African colonies.*® However this example,
which largely puts women in a position of
victimhood and non-agency to support a
hostile narrative, appears to be a singular
case in the curriculum.
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History and Geography (Maourid), Baccalaureate
Year 1, 2021, p. 113.

Document - text:
“In addition, a woman named Zahou Naicha [vocalization
approximated] was the one who informed Mouha ou
Hammou Zayani that soldiers were approaching Khénifra.
She told him that he is in danger, and she even killed her
husband who was collaborating with the Colonizer. The
women of the Atlas would cook food and send it to the
prisoners and the jihad fighters on the mountaintops, and
treat their infirm. They would also fill their guns with
bullets in battle, and supply them with water. A result of
women fulfilling these roles was that they did not escape
the clutches of the Colonization forces, as some of them
were subjected to imprisonment and detention in police
stations to the point where they were on the verge of
death.”

- Maria Dadi, “The Participation of Women in the
Middle Atlas in the Resistance to French Colonization,”
Seminar on Armed Resistance and National
Movement in the Middle Atlas (1907-1956),
pamphlets by the High Commision for Former
Resistance Fighters and Members of the Liberation
Army, 2001, pp. 191-192

- | will read the text, analyze the data, and then:

- Explain what the role played by Zahou Naicha was in
supporting the Resistance fighter Mouha ou Hammou
Zayani.

- List the actions taken by women in the Middle Atlas to
support the Resistance fighters.

- Describe some ways in which women in the Middle
Atlas suffered from the Colonizer.

- Deduce how the efforts of women and men were
intertwined in resisting the Occupier and sabotaging
his endeavors.

140 History (Jadid), Baccalaureate Year 2, 2018, p. 42 Hijstory (Jadid), Baccalaureate Year 1, 2016, p.
177. 48.
" History (Jadid), Baccalaureate Year 2, 2018, p. 43 History (Jadid), Baccalaureate Year 1, 2016, p.
178. 86.




Textbooks make an effort to raise
awareness of the concept of women’s
rights. One approach to this is by
anchoring the principle of gender equality
and women’s rights in national and
international source documents, thus
illustrating their importance for Moroccan
society and mankind as a whole. A Social
Studies textbook for the seventh grade
demonstrates this by quoting relevant
sections from the UN’s Universal
Declaration of Human Rights (UDHR) and
the  Moroccan  constitution  which
prescribe gender equality, as well as a
cartoon on a sticker that promotes the
same idea. Note that UDHR is quoted with
some errors, as Article 2 does not mention
“discrimination between men and women”
as the textbook claims, but rather
“distinction of any kind, such as [...] sex”."*
Other textbooks also quote the UN
Convention on the Elimination of All Forms

of  Discrimination ~ Against ~ Women
(CEDAW).™45
=
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44 United Nations, Universal Declaration of Human
Rights, Article 2, 1948.
https://www.un.org/en/about-us/universal-
declaration-of-human-rights

The official Arabic translation closely follows the

Ja il sl el Hudlgloadl ey Guale
Social Studies (Rehab), Grade 7, 2020, p. 158.

Sticker and picture:

A. A sticker expressing equality between women and men.
[.]

[First:]

B. “Everyone is entitled to all the rights and freedoms set
forth in this Declaration, without distinction... without
discrimination ~ between  men and  women...”
- Universal Declaration of Human Rights, Article 2
[Second:]

C. “The man and the woman enjoy, in equality, the rights
and freedoms of civil, political, economic, social, cultural
and environmental character... The State works for the
realization of parity between men and women...”
- Constitution of the Kingdom of Morocco, Article 19, 2011

Textbooks also tie the concept of women’s
rights to Islamic teachings. Multiple Islamic
Education textbooks contain messages
calling for respect toward women or
gender equality on the basis of Islamic
scripture, emphasizing the egalitarian
nature of the Islamic faith, or providing
examples of female role models from
Islamic  tradition. Islamic content
advocating for gender equality helps
provide further legitimacy for gender-
related causes, and potentially colors
Islam as a tolerant, egalitarian, and
forward-looking  religion, encouraging

English version. See:
https://www.un.org/ar/about-us/universal-
declaration-of-human-rights

45 Social Studlies (Fadaa), Grade 7, 2021, p. 157.




Muslim students to take pride in their faith,
and interpret it positively. Often, however,
the link between the textbooks’ “feminist”
messages and the Islamic sources used as
the basis for those messages is not
immediately apparent.

In the example below, a fifth-grade Islamic
Education textbook uses the Quranic
account of Moses, helping the daughters
of Shuayb (identified with Jethro in the
Judeo-Christian tradition) to water their
flocks, to teach that respect for women is
a core Islamic virtue. The same lesson also
reminds students about the pre-Islamic
Arabian custom of burying girls alive as
evidence of the progressive nature of the
Islamic religion, which has since abolished
that misogynistic practice. Furthermore,
the lesson quotes a saying attributed to
the Prophet Muhammad: Muslims should
treat women fairly. Bringing these sources
together, the textbook conveys the
general message that the lIslamic faith
teaches respect for women as a
fundamental idea. However, the
perspective is still decidedly that of men
acting for women, rather than women
acting for themselves.
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Islamic Education (Rehab), Grade 5, 2022, p. 44.

| Respect Women:

Lesson goals:

- [ will acquaint myself with appreciation for women;

- | will treat women with respect and kindness.

| Adhere to the Right Path:

God Almighty said: “And when the girl who was buried

alive is asked, for what sin she was killed” (81:8-9)

| consider these Noble Verses, and infer how women were

treated before Islam, and how God has honored them

since [the foundation of] Islam.

I read and consider:

God Almighty said: “[Moses] said, ‘What is your

circumstance?’ [The two women] said, ‘We do not water

until the shepherds dispatch their flocks; and our father is
an old man.” So, he watered their flocks for them, then he
went back to the shade and said, ‘My Lord, indeed | am,
for whatever good You would send down to me, in need.”

(28:23-24) I infer:

Noble people respect and appreciate women:

- They treat women with respect and do not hurt them;

- They help women and protect them with faithfulness;

- They treat women with kindness. God’s Messenger,
peace be upon him, said: “Treat women well” (from
Sahih Muslim [...])

I am charged with values:

- | make sure to treat women with kindness and respect,
and give them aid with strength and faithfulness.

A key women’s issue taken up by the
Moroccan curriculum is violence against
women. Textbooks do not shy away from
discussing this topic, sensitive as it may be
in a conservative Islamic society, although
they refrain from offering graphic details or




specific examples. Physical violence
against women is described in one Social
Studies textbook, which tells the story of
an anonymous woman beaten by her
spouse, who then informs her brother, who
files a lawsuit with the help of a women'’s
rights group, leading to the husband’s
arrest.**  Sexual violence, bodily
autonomy, and consent are concepts
addressed in some textbooks for primary
school students. However, these are
presented as issues that concern children
regardless of sex, rather than adult women
in particular.**  As a result, it is
guestionable whether students at such a
young age will understand the relevance
of these lessons once they reach puberty.

Most commonly, however, when violence
against women is mentioned in Moroccan
textbooks, it is in the context of underage
marriage. It is already quite noteworthy
that this practice is discussed as a form of
violence, given how it differs from other,
more easily identifiable and culpable forms
of violence, and how it is accepted in
certain elements of society. The practice
of underage marriage is explicitly
described as an issue that concerns
Moroccan society, particularly women,
and needs to be addressed. The
curriculum’s sharp take on this issue
seems to be arecent development: in 2021
alone, at least three textbooks have added
new content about this topic, all from the
sixth grade, compared to their 2020
versions.'8

46 Social Studlies (Rehab), Grade 7, 2020, p. 153.
47 Social Studies (Moufid), Grade 5, 2021, pp. 137-
140.

48 Arabic Language (Manar), Grade 6, 2021, pp.
58-55:

In the example seen here, which predates
2021, students are asked to put
themselves in the shoes of a hypothetical
underaged girl who was forced to marry
against her will and write a letter to her
parents, expressing her feelings. Before
that, they are bluntly informed that 65% of
Moroccan women face violence,
underlining the importance of the issue. In
addition to sympathizing with underage
girls who are forced to marry, students are
asked to research other forms of violence
against women as well, such as
harassment on the internet, and to
suggest solutions.
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Social Studlies (Jadid), Grade 6, 2021, p. 137

Situation 2: sixty-five percent of Moroccan women are

subjected to violence, just for being women...

Let us learn, using the following graph, about the spaces

where girls and women generally face violence:

[Table, right to left:]

At school -?

On the street -?

At home -?

Environment - marriage of minors

Internet — harassment

- Let us mention the forms of violence which may occur in
these spaces.

- Let us examine a case of psychological violence carried
out by some boys [or: children] against girls in schools,
and suggest solutions.

- Let us put ourselves in the shoes of a girl named Saida,
whose parents want to marry her off, and write them a
letter containing the following words (not in order):

Arabic Language (Rehab), Grade 6, 2021, pp. 197-
199;
Social Studies (Jadid), Grade 6, 2021, p. 147.




“school” - “I don’t want” - “[my] right” - “I feel” - “I
dream”.

Another women’s issue the curriculum
addresses is women’s education. Several
textbooks contain texts calling for equal
access to education for both genders,
asserting the importance of this cause and
providing justification for it. One
justification, conveyed indirectly by an
Islamic Education textbook, is that women
and men have fundamentally equal
intellectual abilities.'® Another justification
is seen in a twelfth-grade History
textbook, quoting a 1947 speech
attributed to Princess Aicha of Morocco,
which holds women’s education as “the
best measure for (Morocco’s)
renaissance.” '

This issue is dealt with in the greatest
detail in a reading text for an eighth-grade
Arabic Language textbook, seen below.
The text, a 2002 essay by Moroccan writer
Mostafa Mohsine, calls education “the only
way to liberation” for women, and to the
“sustainable development” of Moroccan
and Arab society(s). Likewise, it candidly
describes some factors believed to stand
in the way of gender equality, including
“unsuitable traditions,” and
“misunderstanding of religious teachings.”
Students are then tasked with analyzing
the text and making a strong case for
women'’s education, which is considered a
challenge of national and regional
importance.

49 [slamic Education (Mounir), Grade 6, 2021, p. 9.
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Arabic Language (Rehab), Grade 8, 2020, p. 124.

Woman and Development

It is indisputable that Arab women |[...] have achieved [...]
somewhat of a recognition for a significant number of
their rights in the fields of education, culture,
employment, and political and civil rights [...] However,
despite this leap, they have yet to achieve the desired
goals of breaking into the aforementioned areas, as they
still greatly suffer from manifestations of unequal
opportunities in education, and in society in general. In
most of our Arab societies, women face various forms of
exploitation and double deprivation. Perhaps among the
most important factors in producing the preconditions for
this situation are the dominance of customs and traditions
that are unsuitable for the spirit of the times,
misunderstanding of religious teachings, the spread of
illiteracy among adult men and women alike, the difficulty
of communication, the relative isolation from the outside
world, and the failure of cultural and civilized
development to reach the countryside from the city.

For rural women, education is the only way to liberation,
equality, and self-assertion, and to achieving social
integration that is compatible and suitable for our civil
foundations and our needs for adequate, comprehensive,
and sustainable development. [...] There is no doubt that
the adequacy of an individual in modern society is based
on education and training in various fields of knowledge
or technical expertise.

Betting on the advancement of women’s education and
liberation, within our religious, cultural, and civil values

and foundations, and betting on changing the view of
their place and level of contribution as inferior — these are

80 History (Jadid), Baccalaureate Year 2, 2018, p.
115.




among the most important preconditions and foundations
which we should bet on to win the battle for change in our
Arab societies |[...]

Notably, and as seen above, some
textbooks dabble in feminist social
critique, openly challenging actors and
forces perceived as impeding women’s
progress and rights. The criticism is
explicit regarding the negative
consequences for women, though special
care is taken to avoid offending religious
sensibilities, and specific individuals and
institutions. As an example, one tenth-
grade Arabic Language textbook contains
at least three reading texts of feminist
nature: a 2005 essay by Moroccan
sociologist Aicha Belarbi, criticizing the
stereotypical portrayal of gender roles in
Moroccan media;™ a 1966 essay by
Moroccan politician Allal ElI Fassi (1910-
1974) which names women’s liberation as
an “essential prerequisite” for Morocco’s
development, and which criticizes men
who “prefer traditions over the Faith
itself;,2 and a piece which criticizes
“those who wish to limit” women to “the
work defined for them by nature.” ™3

The example below, taken from a ninth-
grade Arabic Language textbook, likewise
censures a medium identified as harming
females - in this case, women’s
magazines. The text accuses publications
of this nature of being shallow and
materialistic, viewing women as “pretty
toys” when in reality, women can be
“engineers, ministers, doctors, and

ST Arabic Language (Mourchidi), Common Core,
2021, p. 55.

82 Arabic Language (Mourchidi), Common Core,
2021, pp. 51-52.

educators.” The text describes this as not
just a disservice to many women but also
to the national collective, since these
magazines allegedly discourage women
from taking an interest in issues of national
concern.
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Arabic Language (Mourchidj), Grade 9, 2021, p.
197.

Women and Culture

There are many publications which help create a
backwards image of women, and partake in their
disempowerment and dehumanization. These
publications include women’s magazines, which reduce
women’s concerns to “this week’s dish” or that season’s
dress, and urge them to spend their free time “making
jam” or enjoying stories about the ancient knight in
shining armor...

This is a poor sort of journalism. It emanates from a
negative representation of women, since it does not
perceive them as entities with whole personalities.
Women are people who read and appreciate culture as
much as men do. Women are engineers, ministers,
doctors, and educators. Yet, these magazines see them as
nothing but pretty toys, or minds incapable of culture.
What we need is that newspapers and magazines be
brought up to the level of cultured women’s concerns.
That they make an honest and sincere attempt to raise the
level of ordinary women, to make them aware of their
country’s concerns, and encourage them to aspire for
intellectual development and taking part in our future
decisive issues.

Moroccan textbooks generally refrain from
stereotypical gender roles and, as seen
above, often directly subvert or criticize

83 Arabic Language (Mourchidi), Common Core,
2021, p. 60.




them. However, one area where traditional
gender roles are maintained is in the family
structure.  Generally  speaking, the
curriculum affirms the notion that women
should serve as wives and mothers, and
does not challenge it in any way. Multiple
textbooks reference women bearing and
educating children, or marrying men to
become wives. However, the notion that
women may choose not to marry or have
children, let alone marry people who are
not men, is not entertained.

One high school Islamic Education
textbook, goes a step further, portraying
the phenomenon of young people
becoming averse to marriage as a problem
that needs to be addressed. The textbook
suggests that one explanation for this
phenomenon is the younger generations’
dislike of responsibility, implying that
refusing to marry is irresponsible and
immature. The textbook then suggests, in
the words of a female student, that
marriage is “love... between a man and a
woman” and that its purpose is “to protect
(the couple) from fornication (fawahis).”
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Islamic Education (Manar), Baccalaureate Year |,
2021, p. 21.

| set out:

Before entering Islamic Education class, a group of
students discussed the topic of marriage and the
problems and difficulties it entails. Some of them
attributed the reluctance to get married to the associated
ceremonies and expenses, while some of them attributed
it to the difficulty of bearing responsibility, since marriage

is an obligation and a responsibility. One of the students

intervened: “What you are saying is true,” she said, “But

marriage is first and foremost love and harmony between

a man and a woman who wish to build a stable family, to

protect them from fornication.”

- What is marriage in Islam, in terms of rulings and
[shariah] objectives?

- How can the phenomenon of aversion to marriage be
addressed?

All in all, women’s issues occupy a
prominent place in the Moroccan
curriculum.  Female individuals are
frequently  portrayed, visually and
textually, in diverse situations and are
represented in traditional or Islamic attire
and Western clothing, with or without head
coverings. Representations of women also
include specific examples of Moroccan
women from domains such as politics,
history, science, and sports. These are
presented as Moroccan female role
models to be emulated and appreciated.
Many of these representations challenge
or subvert stereotypical gender roles, by
highlighting women’s achievements as
athletes or political leaders.

The concept of women’s rights and gender
equality is taught, and often anchored in
the constitution and law, international
documents such as CEDAW and UDHR,
and Islamic sources. Violence against
women is openly discussed and
confronted, including both physical
domestic violence and the effects of
forced marriages. However, sexual
violence, when taught, is not understood
to be a women’s issue. Women'’s education
is also discussed as a significant issue of
national importance. On occasion, women
and women’s rights are also employed to
promote political causes and narratives,




most frequently in the context of the
struggle against European colonialism in
Morocco.

Notably, the notion that Moroccan women
have yet to attain equality is recognized in
the curriculum, and societal factors which
impede women’s liberation, such as
gender stereotypes in media, are criticized
in some textbooks. On the other hand,
such textbooks do not challenge or offend
religious sensibilities and institutions,
which may impede women’s development.
Finally, women’s traditional role in the
household, as the wives of men and as the
mothers of children, is affirmed and never
challenged.




- Amazigh Representation

Morocco’s Amazigh (Berber) population
and its impact on Morocco’s national
identity and society remain essential
questions in the Kingdom. Current
estimates suggest that 40-45% of
Morocco’s 37 million inhabitants are
Amazigh (Bruce Maddy-Weitzman, Arab
Politics in the Wake of the Arab Spring).
The Amazigh are Morocco’s indigenous
peoples, who preceded the Arab-Islamic
conquests of North Africa. Although they
converted to Islam and are considered
accepted adherents of the faith, they
retained various historical customs and
social practices of Amazigh tradition that
are at odds with Islamic orthodoxies, such
as the veneration of tombs of saints.
French colonial officials misinterpreted
these Amazigh social and cultural rites as
evidence of the group not being Muslim
nor Arab. Therefore, French officials
perceived the Amazigh as a people they
could collaborate with against the local
Arab population. While this assumption
proved wrong when Morocco became
independent and the Kingdom’s Arab roots
were emphasized, Moroccan nationalists
came to view Amazigh leaders with a
degree of suspicion. Amazigh identity was
consequently rejected by Arab leaders,
owing mainly to their alleged involvement
with French colonial rule. ™

In recent decades, Amazigh activists have
gained momentum in Morocco, by calling
for the recognition of their indigenous
languages and culture. The Moroccan

government has accepted many of these
demands, while steering clear of any
politically oriented questions that could
disrupt the Kingdom’s political and social
fabric. Moreover, the monarchy and state
have actively engaged in dialogue with the
Amazigh people and have promoted them
as one of the pillars of Morocco’s identity.
This was formally enshrined in a
constitutional amendment passed in 2011,
in a praiseworthy effort to emphasize
cultural and religious diversity in

Morocco.™®
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Arabic Language (Rehab), Grade 6, 2021, p. 73

The Kingdom of Morocco is an Islamic state with full
sovereignty that adheres to its national and territorial
unity, and [adheres] to maintaining the coherence and
diversity of elements that form its unified national identity
in all its components - Arab-Islamic, Amazigh, and
Sahrawi Hassani. [This identity] is rich with its African,
Andalusian, Hebrew, and Mediterranean pillars. [...] This
is due to the Moroccan people’s adherence to the values
of openness, moderation, tolerance, dialogue, and mutual
understanding between all human cultures and
civilizations.

Moroccan textbooks largely reflect this
trend, although the presentation of the
Amazigh people in textbooks is at times
ambivalent, and there is an avoidance of
sensitive issues related to Amazigh
history, particularly during the colonial era.
A Grade 5 textbook details the current
status of the Amazigh people. An example

155 Arabic Language (Rehab), Grade 6, 2021,
p. 24; Social Studies (Fadaa), Grade 8, 2021, p. 151.




states that Moroccan Arabs and the
Amazigh are part of a single Moroccan
nation, contrary to “racist’ claims by
colonialists. It is argued that the two
populations are intermixed through blood
and language — a claim that is not entirely
accurate - and that both opposed
colonialism."®

Another textbook describes the Amazigh
as the “original inhabitants of Morocco,
while explaining the cultural influences of
Phoenicia and Carthage on this group.™
The Amazigh are praised for rebelling
against  “Roman  occupation”™®  and
Amazigh resistance to Roman rule is
depicted in another textbook as a struggle
against “colonial incursion.” ™ Similarly, an
updated version of a Grade 5 Social
Studies book offers details of the “Roman
exploitatior?’ of the Amazigh people,
including taxation and racial
discrimination.'s®

A Grade 4 book also notes how colonizers
such as the Roman and the Vandals were
driven away by “our Amazigh ancestors’,
until their “Arab brothers’ brought Islam.

156 Arabic Language (Mounir), Grade 5, 2020,
p. 53; History (Chamel), Baccalaureate Year I,
2021, p. 73.

157 Social Studies (Moufid), Grade 5, 2020,
pp. 17, 21, 24.
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Arabic Language (Jadid), Grade 4, 2021, pp. 24-
25

The grandfather said: “Our Amazigh ancestors built their
civilization in Morocco, living in it as free people with
nothing disturbing their lives, and because our land was
full of diverse good things, trade between it and other
countries flourished.

Their relationship with neighboring countries was good,
but the Phoenicians tried to conquer part of our county’s
coastal centers. However, the Moroccans did not wait for
them to deport them, and they liberated them.

Then came the Carthaginians, who tried their luck in
conquering Morocco, but they found a free people who
love their homeland and who love freedom, bravely
resisting them and driving them out of the land.”

Hado: “Then, our ancestors were strong, they cannot live
without freedom.” The grandfather: “This is true, they
loved freedom and their descendants still love it.”

Hl]

The Amazigh continued to defend their homeland
whenever it was in danger. They became stronger with the
arrival of Islam, which was brought to them by their Arab
brothers. Both the Arabs and the Amazigh rose up when
the Europeans invaded our Morocco, and no Moroccan
man or woman rested until they gave them a taste of
humiliation and defeat in the battles of EI Herri, Annual,
and Boughafer, and all over the homeland.

158 /bid., pp. 25-26; Social Studies (Jadid),
Grade 5, 2021, pp. 23, 25.

189 Social Studies (Fadaa), Grade 7, 2021, pp.
30-31.

160 Social Studies (Moufid), Grade 5, 2020, p.
26.




Students are taught extensively about
Amazigh culture in ancient Morocco,
including their traditional attire, places of
residence (houses, tents), and cuisine.
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Social Studies (Jadid), Grade 5, 2021, pp. 16-17

Activity 2: | will study aspects of the Amazigh way of life in

ancient times:

Habitation: Document 1: Huts; Document 2: Tents;

Document 3: Desert village.

Attire: Document 5: Amazigh dress; Document 6: Amazigh

dress; Document 7: Amazigh jewelry.

- | will look at the pictures, and then:

- | will describe the dress of the woman and the man and
the jewelry in terms of shape and color.

Through the various Amazigh clothes and jewelry, | will

draw conclusions as to the level of craftsmanship that is

tied to them.

Students also learn about Amazigh
clothing and crafts.’®’
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Social Studies (Moufid), Grade 5, 2021, p. 18

161 Social Studies (Moufid), Grade 5, 2020,
pp. 16-19.

Aspects of the Amazigh Day-to-Day Life:

Attire: A woman’s cloak.

Food: Couscous.

Jewelry: A Hamsa (A symbol of coexistence between the
Amazigh and the Jews).

Furniture: Clay pottery; Amazigh carpets.

Students are also exposed to religious
beliefs and rituals of the ancient Amazigh,
although there is no discussion of
enduring practices frowned upon by
Orthodox Islam.
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Social Studies (Massar), Grade 6, 2021, p. 16

Second Activity: | will get to know Amazigh religious
beliefs in ancient times
Document 3: Deities worshiped by the Amazigh in ancient
Morocco.
The Amazigh were idol worshippers, like the Persians who
worshipped fire and the sun and dedicated beautiful and
decorated temples to worship the two, in which a fire was
burned and would be guarded day and night so that it
would not go out, just like in the temples of the Roman
gods. Document 4: An Amazigh idol in ancient Morocco.

Poseidon is the god of the sea and the oceans. Herodotus

mentioned that the Greeks borrowed him from the Libyan

inhabitants (the Amazigh.)

| will read the text, then look at the picture, and using the

paragraph “I will develop my vocabulary”:

- | will specify the gods that the Amazigh worshiped in
ancient Morocco, and | will explain their rituals in
worshipping them.

- | will identify the god shown in the picture, describe his
appearance, and explain my conclusions.

- | will draw conclusions as to what type of religion the
Amazigh adopted in ancient Morocco.




Discussions on Morocco’s anti-colonial
struggle for independence underscore
how the Amazigh and Arabs resisted
colonialism together.’®? The same Grade 12
textbook teaches of the 1930 Berber dahir
(edict), which sought to create a legal
distinction between Amazigh and Arab
populations, and triggered the first
widespread anti-colonial  protest in
Morocco. One of the more sensitive topics
concerning the Amazigh's anti-colonial
struggle involves the Rif Uprising in 1921,
led by Muhammad Abd al-Karim al-
Khattabi. Al-Khattbi is highlighted as an
Amazigh leader who resisted colonial rule,
without explaining that he established an
independent republic in the region. It
should be noted that the Rif rebellion and
its impact remain an unresolved topic in
Moroccan history, and therefore it is not
fully explained in the researched
textbooks.
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Muhammad bin Abd al-Karim al-Khattabi: Born in Ajdir in
1883, he led the resistance against the Spanish. In 1926,
after battling against the Spanish and the French, he
surrendered and was exiled to Réunion Island. Afterwards
he found shelter in Egypt, where he died in 1962.

162 History (Chamel), Baccalaureate Year .
2021, p. 73.

History (Jadid), Baccalaureate Year Il, 2018, p. 77

Muhammad bin Abd al-Karim al-Khattabi

The examined textbooks reflect current
trends in  Morocco concerning the
Amazigh population: a recognition of their
historical and cultural heritage, and an
emphasis on them being an integral part of
Moroccan society. This embrace reflects
the recognition of Amazigh identity
enshrined in the 2011 constitution. Some
topics concerning the Amazigh, such as
customs and social rites that ostensibly
defy Islamic orthodoxy, are not mentioned.
Neither are more militant currents within
the Amazigh identity movement, which call
for various forms of autonomy and
challenge the Moroccan state.
Considering that these features remain an
open topic among the Amazigh, this is to
be expected. More sensitive historical
questions and debates, such as the Rif
uprising in the 1920s and its place in
Morocco’s national struggle, are also
avoided.




Jews and Judaism in Morocco

Although there is historical evidence of a
Jewish presence in Morocco after 500
B.C.E. and after the second temple’s
destruction in 70 C.E., most Jews arrived in
Morocco after the expulsion of Jews from
Spain in 1492. Within the Jewish
community, these newcomers became
known as “Megorashinm’ (deportees), who
joined the “Toshavin? (earlier Jewish
residents) who already lived in Morocco.
The two groups initially clashed with one
other, but became a more unified collective
over time. Jewish communities in Morocco
could be found in coastal cities, inland
towns, and villages. The inland Jewish
communities tended to be more insulated
and conservative in their views compared
to the Jewish communities in coastal cities,
which were exposed to external socio-
cultural influences. For the most part, Jews
in Morocco spoke Judeo-Arabic, Spanish,
and Amazigh dialects and worked as
craftsmen and artisans. In the coastal
cities, however, many became merchants
who engaged in trade with their European
counterparts. Other Jews found
employment in various positions of the
Moroccan royal court, where, as a religious
minority, they were considered trustworthy
and reliable employees who would not
rebel against the monarchy. Jewish
communities were led by “Hachamim’
(rabbis) who provided religious and
spiritual leadership, while a “Nagid’

163 Michael Menachem Laskier, Eliezer Bashan,
“Morocco,” The Jews of the Middle East and North
Africa in Modern Times (eds. Reeva Spector Simon,
Michael Menachem Laskier, Sara Reguer), New

(president) was elected in charge of
general community affairs.'®?

Historically, the status of Jews in Morocco
was dictated by Islamic law, which
classified Jews as “Dhimmis” (adherents of
a monotheistic faith), stipulating their
rights and obligations in everyday life. As a
result, ~demeaning measures were
imposed upon Jews, such as the
requirement to pay an annual poll tax
(Jizya) or, in some cases, a prohibition on
wearing shoes in public. Despite these
restrictions, integration between
communities, and personal relationships
between  Jewish and  non-Jewish
Moroccans, created various forms of
solidarity between Jews and Muslims.
These relations play out, for example, in
the Moroccan-Jewish Mimouna
celebration, a community festival marking
the end of the Passover holiday and the
return to eating leavened food items.
Traditionally, Muslim neighbors would
often provide flour and other items
forbidden over the Passover holiday for
the celebration. Jews also shared certain
social and cultural rites with Amazigh
communities, such as the veneration of
perceived saints. Scholars of Moroccan-
Jewish history have advocated the need
to avoid a rosy-eyed view of Jewish-
Muslim relations, but simultaneously
oppose an account that portrays Jews as
oppressed pariahs. Relations between

York, Columbia University Press, 2003, pp. 470-
504; Emily Gottreich, Jewish Morocco: A History
from Pre-Islamic to Postcolonial Times (London:
|.B. Taurus, 2020), pp. 19-46.




Jews and Muslims were highly complex,
good and bad, friendly and hostile, and
defy categorization or generalization.®*

This paradox of closeness and distance is
reflected in the physical space Jews
traditionally inhabited in Moroccan cities.
These neighborhoods, known as mellahs,
served as a degrading, segregated space,
but were also fully integrated into an urban
setting. Additionally, the Jews forced to
live in these quarters benefited from the
protection that came from living in a
restricted zone. Muslim presence in the
mellah was common; it was not a
restricted or closed space to those not
who were not Jewish. The name mellah
(salt) reflects the salt marshes adjacent to
the first mellah neighborhood, established
in Fez in 1438. The founding of the mellah
in Marrakesh is less clear, and is estimated
to have occurred between 1553-1573. This
ambiguity highlights the me/lah’s fluidity as
an urban concept: on the one hand Jews
were relocated close to the Moroccan
Sultan to benefit from his protection, while
at the same time, the mellah was
constructed as a collective punishment for
specific transgressions.’ The profound
transformations in Morocco throughout
the 19" century offered some Jews the
possibility of leaving the mellah, as they
became beneficiaries of  European
protection and took up residence in the
newly-built European residential areas.
This process intensified after the

164 Aomar Boum, Emily Benichou Gottreich,
Jessica M. Marglin, “Introduction: ‘Pluralizing North
African Historiography: Susan Glison Miller and the
history of Morocco”, The Journal of North African
Studies, 2021 Ahead of Print, pp. 1-13.

165 Emily Gottreich, The Mellah of Marrakesh:
Jewish and Muslim Space in Morocco’s Red City

establishment of the French protectorate
in 1912, and the mellah gradually lost its
significance.

As the colonial era progressed, Jews were
seen by Muslims as collaborators or
beneficiaries of colonialism. World War Il
was, in many ways, a turning point for
Moroccan Jews. Although the war ended
in Morocco with the Allies’ landing in
November 1942, the impact of Vichy
France’s efforts to promote anti-Jewish
legislation alarmed the Jewish community,
which was increasingly uncertain about its
future in Morocco. The establishment of
the State of Israel and the impact of the
1948 Arab-lIsraeli war brought Jewish-
Muslim relations to a boiling point. Anti-
Jewish riots erupted in the town of Oujda
in June 1948, leaving five people dead, 20
injured, and significant property damage.
The attacks on Jews erupted in response
to allegations that a Jew had murdered a
Muslim. The riots highlighted the dilemma
for Muslims in distinguishing between
‘Jews” and “Zionists,” exacerbating
Moroccan Jews' growing anxiety.'®®

The number of Jews in Morocco in 1912
was estimated at around 110,000. By 1952,
the community had grown to a total of
240,000. This population growth indicated
the improved health conditions and lower
infant mortality rates of the time. Today
there are approximately 2,500 Jews in
Morocco, following a massive exodus that

(Bloomington and Indianapolis: Indiana University
Press, 2007, pp. 1-38; 71-107).
166 Yaron Tsur, A Torn Community.: The Jews

of Morocco and Nationalism, 1943-1954 (Tel Aviv:
Am Oved, 2001, pp. 87-91 (Hebrew).




began in the mid-20th century. Jews
departed for Israel, France, Canada, and
South America. The colonial era affected
the Jewish sense of belonging in Morocco,
as a widening gap between Jews and
Muslims led to the perception that Jews
were disloyal to the monarchy. The rise of
the  Zionist movement and the
establishment of the State of Israel were
also factors that inevitably drove Jews out,
exacerbated by the Arab-lsraeli conflict.
The Jewish departure was also generated
by a heightened sense of insecurity after
the cessation of French rule. Growing
mutual estrangement, and hollow efforts
to incorporate Jews into the Moroccan
national narrative at the time, were also
linked to their departure. The Jewish
community’s exodus remains a painful
subject for Moroccans: “a monumental
national tragedy” is how one historian
described it Nearly half a million
Moroccan Jews (either born in Morocco,
or with a Moroccan-born father) now live
in Israel. Around 50,000 reside in France,
27,000 in Canada, 11,000 in Spain, and
several thousand in Brazil and other South
American countries. In a curious historic
twist, one can now talk about the
phenomenon of a Moroccan Jewish
diaspora that still maintains ties to the
Kingdom.

167 Emily Gottreich, Jewish Morocco: A History from
Pre-Islamic to Postcolonial Times (London: |.B.
Taurus, 2020), pp. 163-166.

168 May also be translated as “Hebraic currents”, or
“streams”; “affluents” in the French translation.

168 Constitution of the Kingdom of Morocco,
preamble: “[Morocco’s] unity, is forged by the
convergence of its Arab-Islamist, Berber and
Saharan-Hassanic components, nourished and

The Moroccan curriculum establishes the
country’s Jewish community as an
inseparable part of the Moroccan nation.
This notion is rooted in the 2011 Moroccan
Constitution, which in its Preamble
describes “Hebraic influences” (rawafidiha

al-ibriyyah)'®® as one of the core
components of the country’s national
identity."®® This particular section of the
Constitution is quoted in full in multiple
textbooks, although without necessarily
calling attention to the Jewish (“Hebraic”)
reference.’”® The spirit of the Preamble to
the Constitution is evoked by a sixth grade
Arabic Language textbook, which as part
of its unit on “global cultures”, includes an
audio text titled “T7he Influence of
Moroccan Jews on Moroccan Civilizatior'.
The text itself was not found in a written
version, but the accompanying illustration
includes photos of a hamsa talisman and a
woman in what appears to be a Jewish
wedding veil. The questions following the
text spell out the intended message by the
textbook authors: students are asked to
research and discuss “the Hebraic
component of Moroccan civilizatior?,
describing it as “an inseparable part of
Moroccan identity.”

This text helps students to equate and
associate the Constitution’s wording of
“Hebraic influences” with the Moroccan
Jewish community.

enriched by its African, Andalusian, Hebraic and
Mediterranean influences.” English translation by
William S. Hein & Co., Inc., Comparative
Constitutions Project, 2012.
https://www.constituteproject.org/constitution/Mor
occo_2011.pdf

70 For example: Social Studies (Jadid), Grade 4,
2021, p. 76; Arabic Language (Rehab), Grade 6,
2021, p. 73.
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Arabic Language (Manar), Grade 6, 2021, p. 20

Audio Text

The Influence of Moroccan Jews on Moroccan Civilization
lcel

Oral Reproduction

1. I will orally recount the ideas of the text, “The Influence
of Moroccan Jews on Moroccan Civilization” using my own
words.

2. | will speak about examples of coexistence and
cohabitation of Moroccans, whether Muslim, Jewish, or
otherwise.

3. With my friends, | will prepare a document about how
the Hebraic component of Moroccan civilization is
expressed.

4. | will join my classmates in conversation about the
Hebraic component, as an inseparable part of Moroccan
identity.

1 Arabic Language (Moufid), Grade 4, 2021, pp.
203-204.

72 Arabic Language (Jadid), Grade 4, 2021, pp. 10-
1.

To illustrate the Jewish community’s
declared status as an integral part of
Moroccan society, some textbooks
explore specific Jewish contributions to
Moroccan cultural heritage. Usually this is
accomplished by incorporating reading
texts in Arabic Language textbooks, which
highlight or provide information about
aspects of Moroccan cultural heritage
associated with the country’s Jewish
community. One example takes note of
Jewish  contribution to  Moroccan
cuisine,'" and another highlights a
medieval Moroccan scientist of Jewish
heritage.”? However, the most commonly
referenced medium is music.

In the example below, a reading
comprehension exercise explains about
the importance of music in Jewish
communal life, how Moroccan Jewish
music developed, and how it continues to
be celebrated in Morocco. The lesson’s
main takeaway is that Jewish Moroccan
music is emblematic of the coexistence
which characterizes Moroccan society,
between of its various ethnic and religious
groups. In addition, note how the text
recognizes the Jewish experience as a
people living in a diaspora, some of their
unique religious and cultural practices, and
the distinction between “Jewish” and
“Arab” music - a recognition of the Jewish
community’s separate ethnic-linguistic-
national identity.”?

173 A similar example can be found in: Arabic
Language (Manar), Grade 6, 2021, p. 238.
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Arabic Language (Jadid), Grade 4, 2021, pp. 76,
78

Moroccan Jewish Music

Jews all over the world would use in their hymn’s melodies
from the lands in which they lived. They then innovated
liturgical singing, which would help the correct,
communal reading of the Torah.

ll]

Moroccan Jewish music emerged from reading the Torah
in Jewish houses of worship, which were spread across the
land. This music gained greater refinement, spread and
influence on Jewish and Muslim listeners after it began to
employ Andalusian Arab melodies.

Hl]

The Atlantic Andalusia Festival, which is organized yearly
in the city of Essaouira, remains an example of the rich
coexistence between Jewish and Arab music. It is
considered a musical marriage, where Jews and Muslims
participate in creating a single musical style called
“Matrouz”, a type of music from Granada.

ll]

Written Expression

- | will write a five-line-long comment on what | see in the
pictures.

- First | will plan, then | will execute and review, and then
write.

[Right:] Muslim and Jewish artists

[Left:] A mixed orchestra of Muslims and Jews

74 One example expands on artifacts of early
Jewish settlement in Morocco, such as a lamp with

To further cement the Jewish community’s
place in Moroccan society, some
textbooks showcase the community’s long
history in Morocco. Some Social Studies
textbooks point out the ancient roots of
the  Moroccan Jewish  community,
elevating the status of the community
itself while also providing meaningful
historic depth to the very idea of inter-
communal coexistence in Morocco, thus
conveying the notion that Morocco has
always been a place where different
groups of people lived together side by
side.”*

The example below accomplishes both of
these goals: teaching that Judaism was
the first monotheistic religion in Morocco
gives it a certain amount of prestige from
an Islamic point of view, and placing its
arrival in the context of the ancient
Phoenicians means it is as integral to the
Moroccan landscape as any indigenous
community. At the same time, the
emphasis on scenes of coexistence
between the Jewish newcomers and the
indigenous Amazigh people in what is now
Morocco affirms to students that this type
of coexistence is an essential part of the
Moroccan experience.

a menorah motif: Social Studies (Massar), Grade 6,
2020, pp. 16, 21.
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Social Studies (Moufid), Grade 5, 2021, pp. 18, 20

“Judaism is considered the first monotheistic religion
known by Morocco in its ancient history...The Jews arrived
in groups along with the Phoenicians, seeking this
hospitable land. They lived side by side in harmony with
the Amazigh people, exchanged rituals, prayed for rain in
times of drought with the same supplications, and lived
together, to the point where children shared their
mothers’ milk.”

lcel

Lesson 4: Ancient Morocco: Scenes from the Amazigh
Culture

| will look at pictures A and B, and then:

- Describe what picture A exemplified regarding the ties
between Jews and Amazigh in the past and present;

- Deduce from picture B what clothes the depicted
Amazigh lady is wearing, and what materials she is using
to decorate herself.

Picture A [right, caption below:] An Amazigh and a Jewish
man in Demnate in the 1940s.

Picture B [left, caption below:] An Amazigh woman (Ait
Hdiddou tribe)

Beyond the ancient origin of the Jews in
Morocco, scattered fragments of
information are provided on Jewish
history. In terms of general Jewish history,
seventh grade Social Studies textbooks
acknowledge that the Jewish faith
originated in Palestine."”® The presence of
Jews during the Ottoman Empire is also
mentioned in at least one textbook.”® The
history of the Zionist movement, the

175 Social Studies (Rehab), Grade 7, 2020, p.
36.

Social Studies (Fadaa), Grade 7, 2021, p. 33.

176 History (Rehab), Common Core, 2019, p.
180.

177 For example: History and Geography

(Maourid), Baccalaureate Year |, 2021, p. 11.

efforts to establish a Jewish state in
Palestine, and the Israeli-Palestinian
conflict, are discussed at some length in all
ninth and twelfth grade history textbooks,
but with an approach that is somewhat
antagonistic toward Israel. In either case,
even within the context of the Israeli-
Palestinian conflict, the roots of Jewish
national identity are neither explored nor
recognized. In addition, no information
was found about the Jewish Holocaust in
history textbooks, neither in the context of
World  War 1,7 nor the Arab-Israeli
conflict.””®

Understandably, textbooks take more
interest in the particular history of the
Jews in Morocco. Some information about
Moroccan Jewish history is conveyed in
relevant contexts in Social Studies
textbooks: this includes Jewish
translators’ role in spreading the works of
12th century Morocco-based polymath
Averroes,”® the Jewish community’s
positive experience under the rule of 16™-
century  sultan  Al-Mansour,”  and
privileges awarded by European colonial
powers to “some Moroccan subjects,
Muslims and Jews” in the 19th century.'®
Such examples are included sporadically,
and do not form part of a cohesive
chronology of Moroccan Jewish history.
Otherwise, the curriculum most commonly
teaches about Moroccan Jewish history
through incidental exercise texts in Arabic
Language textbooks.

178 For example: History (Chamel),
Baccalaureate Year I, 2021, pp. 95-101, 192-2083.
78 Social Studies (Najah), Grade 6, 2021, p. 27.
180 Hijstory (Rehab), Common Core, 2019, p. 86.
81 History (Jadid), Baccalaureate Year |, 2016, p.
181.




Typically, texts on Moroccan Jewish
history focus on the mellah, both as a
feature of the Moroccan historical and
urban landscape, as well as an example of
Moroccan coexistence. Specific mellah
quarters in Casablanca,® Marrakesh,®®
Salé,’® and Essaouira (see below, p. 79)
are mentioned in some of the textbooks.
Fourth grade Arabic Language textbooks
all contain reading texts concerning
Jewish life in the mellah, paying special
attention to the economic activities of the
Jews who lived there; notably, some of
these textbooks added this content as
recently as 2021  Goldsmithing,
silversmithing, and the making of jewelry,
are named as traditional professions
associated with Jews; other Jewish
professions variously mentioned include
carpentry, dressmaking, gold threading,'®®
blacksmithing, shoemaking, saddlery,™’
and perfumery,’®® as well as general
commerce.® The textbooks do not
entertain the question of how or why
Jewish people ended up in these
professions, although one textbook claims
that the Jewish religion mandates that
Jewish men must learn a trade,’®® while
another speculates that Jews rarely took
up farming as it requires great effort, and
affords no time to study.”' The main aim of
these lessons is to show the mellah as an
integral part of Moroccan history and
landscape, and as an example of

82 Arabic Language (Mounir), Grade 4, 2021
(unverified version), pp. 41-42, 45.

8 Arabic Language (Mourchidi), Grade 8, 2021, p.
200.

84 Arabic Language (Mounir), Grade 5, 2021, p. 49.
185 For example: Arabic Language (Ouadeh),
Grade 4, 2021 (unverified version), pp. 23, 28, 70-
71, 148.

186 Arabic Language (Jadid), Grade 4, 2021, p.
136.

interreligious coexistence. They also give
students a crucial glimpse into the life of
the Jewish community as a minority with
its own unique features and religious and
economic needs, as seen in the example
below (p. 79).

AT Sl Al Jakf 2 Bl 3214 Galll 11 151 @

Read: | will read the text in silence and then complete the
unvocalized words. The mellah is a Moroccan
architectural design, surrounded by high walls, in the
shape of a casbah. The Jews inhabited it within the ancient
Moroccan cities. Later, the word came to describe any
Jewish residential quarter, even in villages and hamlets.
Within this space, Jews practiced their religious rites, and
celebrated and observed their holidays. The mellah was
packed with various markets and public facilities, such as
the synagogue, school, and other establishments
necessary for Jewish life. To this day, the mellah is still
considered a part of the Moroccan heritage and memory.
(p. 128)
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Arabic Words (Ouaha), Grade 4, 2021, pp. 12, 128.

87 Arabic Language (Moufid), Grade 4, 2021, p.
148.

88 Arabic Language (Ouadeh), Grade 4, 2021, p.
148.

8 Arabic Language (Jadid), Grade 4, 2021, p. 142.
%0 Arabic Language (Jadid), Grade 4, 2021, p. 136.
™1 Arabic Language (Mounir), Grade 4, 2021
(unverified version), p. 127.




Industry in the Mellah

1. Mellah is the term applied in Morocco to the Jewish
quarter. [...] Within it, the Jews practiced numerous trades
and regulated industries in markets, such as the Money
Changers’ Market, the Gold Threaders’ Market [stq s-
siqgilliyyin], and the Goldsmiths’ Market, as well as shops
for cobblers, butchers, perfumers, and anything required
for Jewish communal and economic life within the mellah.
2. For a long time, the Jews and Muslims in Morocco have
taken up various industries. However, the Jews specialized
in trades which relate to smithing precious materials, like
gold, silver, precious stones, and gems. Jewish goldsmiths
in Fez and Essaouira, for example, gained renown for their
skillfulness and elegance, which were recognized for
centuries. The most famous goldsmith in the history of the
Jews in Morocco is Yehuda Ben Attar, who continued to
earn from practicing goldsmithing as he refused to take a
salary from the Jewish community for serving as Av Beit
Din [qadr I-qudah, chief justice in a rabbinical court] in Fez.

As the example above shows, Moroccan
textbooks’  descriptions  of  historic
Moroccan Jewish life reflect an altogether
positive picture. Instances of content
teaching about the Jewish community
focus on aspects of coexistence and
tolerance, celebrating both the community
itself as well as the treatment it received
from the broader Moroccan society.
Notably missing is an acknowledgment of
antisemitic incidents in Moroccan history,
including but not limited to the exodus of
the Jews from Morocco in the years
following the establishment of the State of
Israel.

Efforts to preserve Jewish heritage are
praised, and associated with government
approval and vision. This idea is conveyed
through texts introducing Bayt Dakira (“the
House of Memory”), a museum for Jewish
heritage which opened in the historic

92 Arabic Language (Ketabi), Grade 6, 2020, p. 236
(featured in this report, see p.81);

Arabic Language (Mourchidi), Grade 5, 2021, pp.
36-38;

Arabic Language (Rehab), Grade 6, 2021, p. 33;

Jewish quarter of Essaouira in 2020. The
textbooks mention the fact that King
Mohammed VI attended the museum’s
opening ceremony, and most also feature
photos of the monarch speaking to
representatives or touring the facility. Allin
all, this museum alone is featured in at
least seven Social Studies and Arabic
Language textbooks for the fifth and sixth
grade, some added as recently as 2021.7%2
In one example, seen here, the museum
and its contents are described at length,
highlighting the museum’s
commemoration of notable historic
individuals of Moroccan Jewish descent,
such as British minister Leslie Belisha and
US Senator David Yulee Levy. The text in
the example also mentions that the
museum’s  opening  ceremony  was
attended by the reigning monarch, as well
as UNESCO chief Audrey Azoulay, herself
of Moroccan Jewish heritage. This
distinguished patronage is visualized by
the photo accompanying the text,
depicting the monarch examining an
ancient book with what appears to be a
Jewish rabbi. The inclusion of this text and
others similar to it in multiple textbooks
conveys in no uncertain terms the
Moroccan government’s commitment to
preserving Jewish heritage, and
celebrating Morocco’s ethnic and religious
diversity.

Social Studies (Jadid), Grade 5, 2021, p. 153;
Social Studies (Jadid), Grade 6, 2021, pp. 46-47;
Social Studies (Massar), Grade 6, 2022, p. 45;
Social Studies (Najah), Grade 6, 2021, p. 44.
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Arabic Language (Ketabi), Grade 6, 2020, p. 236.

The Jewish Museum

Bayt Dakira

Bayt Dakira is a Jewish Museum in Essaouira [...] It is
considered a cultural and artistic edifice which embodies
the coexistence between Muslims and Jews throughout
history, and represents the heritage immortalized by
Moroccan Jews in Essaouira.

Bayt Dakira is the fruit of refurbishing an old home in the
mellah. [...] It was opened in the presence of the
Moroccan Sovereign and a number of personalities,
including Audrey Azoulay, head of UNESCO, daughter of
André Azoulay [...]

Bayt Dakira exhibits documents and possessions
belonging to local Jewish families, and contains a
synagogue and a research center. [...] The museum
presents the life of Leslie Belisha (1893-1957), who held
the position of finance minister, then transport and
defense minister in Britain. [...] Bayt Dakira also
commemorates the first Moroccan Jew elected to the US
Senate, David Yulee Levy (1810-1886).

A plaque posted on one of the walls commemorates the
names of Jews descended from the city, who worked as
aavisors to the kings of Morocco throughout history. The
museum also presents old photos and archived films,
musical recordings, traditional clothes and belongings of
a religious nature. In the top floor of the museum there is
a research center studying the relationship between
Muslims and Jews.

93 Arabic Language (Ouadeh), Grade 4, 2021
(unverified version), pp. 70-71.

94 Arabic Language (Mounir), Grade 4, 2021
(unverified version), p. 70.

95 Arabic Language (Jadid), Grade 4, 2021, pp. 53-
54;

The Moroccan curriculum’s  positive
depiction of Jews also applies to individual
Jews. As seen in the example above, some
textbooks feature specific real-life
persons of Moroccan Jewish descent,
acknowledging  their  heritage and
portraying them in a positive light. This
both humanizes the Jewish “Other” in the
eyes of Moroccan students as well as
helps illustrate the diversity and tolerance
which characterizes Moroccan heritage.
While some of the Jewish individuals
represented are or were residents of
Morocco, like writer Edmond Amran El
Maleh'?® or singer Haim Botbol (though he
is not identified as Jewish in the text),’®*
the majority of Jewish individuals depicted
explicitly live overseas. Famous named
examples include Moroccan-born
Canadian comedian Gad Elmaleh™® and
French-born politician Audrey Azoulay,'®
however, anonymous Moroccan Jews in
the diaspora are also depicted. In this
context it should be noted that the
Moroccan Jewish community of Israel, one
of the world’s largest, is conspicuously
absent in the curriculum. In the example
shown here, students are presented with a
news article containing brief interviews of
various Moroccan Jews living in France.
The interviewees all express deep
affection towards Morocco, which the
textbook interprets as a sign of patriotism
as well as loyalty to the ruling dynasty. It is
interesting to note that this example
appears to subvert the antisemitic

Arabic Language (Mounir), Grade 4, 2021
(unverified version), p. 54.

%8 Mes apprentissages en frangais, Grade 5, 2021,
p. 38.




stereotype of Jews as disloyal or

e 197 raised in France, but I'm Moroccan in heart and soul. |
unpatriotic.

tried to return to my roots in Tinghir in search of my
Moroccan identity, and | found a great presence of Jewish
P Vs, heritage in the lives of my grandparents and their
' s34l A 4l J g B neighbors. Their stories are full of longing for the
e b i : coexistence and good relationship enjoyed by Jews and
Ll 1 e li_m ::’;, ’)_:""::A ”u;';':‘:*w“* £ Muslims in the region. They shared the same
Toeheeon :_' e i 4 % neighborhoods, the same parties and celebrations, and
worked together in the same shops.”
This is how Moroccan Jews overseas expressed their love
and longing for their homeland Morocco, and their loyalty
to the illustrious Alaouite dynasty.
oM & sl SN J—v § Jem s BT Gl | Wafaa Amari, Paris, Sky News Arabia, October 2020
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Moroccan students learn about Judaism
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examples expand further on the subject:
2021 saw one Arabic Language textbook
add two new texts, about the Moroccan

Arabic Language (Mounir), Grade 5, 2021, p. 49.

Moroccan Jews Overseas

Albert, a Jewish Moroccan resident of Paris, reminisces Jewish festival of M/mouna:198 and about a

about the family home in Casablanca, where his family Sabbath dinner involving Sskhina

would all gather around the famous Moroccan couscous M iant of cholent Sabbath

dish, saying: “This dish is one of my favorite dishes that | ( oroccan variant ot cholent or cabba

ate from my mother’s hand in my country, Morocco [...]” stew),199 as well as another Arabic

Alain says with pride: “I am a son of the mellah quarter in Language textbook incorporating a short

Salé. [...] On the Sabbath, Muslims working in the o

traditional bakeries would take it upon themselves to send text eXplalmng the Hebrew calendar.*®

us bread and cooked dishes to our homes. Also, Moroccan Content of this nature helps render Jewish

Zanomlho//days were c'acca'smns we celebrated t.og”ethe'r. practices more familiar to Moroccan
enri, who used to live in Casablanca, says: “I miss

Morocco dearly, especially the intimate meetings with my students, even if they do not necessarily

friends [...] Here in Paris, | happen to meet Amazigh understand their context and rationale.

Moroccan taxi drivers, and | always surprise them that |

speak Tamazight. Really, | formed many friendships

through incidents like this, characterized by love and Shown below are illustrations from one of

longing for Morocco.” : :

Hachkar, a major filmmaker of documentaries about these textbooks, dI‘Splaymg a Shab,bat

Moroccan Jewish culture, says, “l was born in Tinghir and dinner and a Mimouna celebratlon,

respectively, hosted by a Moroccan

%7 In a similar vein, a 2021 unverified version of a motherland...” From: Arabic Language (Ouadeh),
textbook contains an account of Jewish Moroccan Grade 4, 2021 (unverified version), p. 70.

writer Edmond El Maleh which commends him for %8 Arabic Language (Moufid), Grade 4, 2021, p. 58.
“refusing to emigrate and choosing to stay, his %% Arabic Language (Moufid), Grade 4, 2021, p. 36.
roots attached as they are to this precious 200 Arabic Language (Rehab), Grade 6, 2021, p. 33.




Jewish family; note the father wearing a
characteristic Jewish kjppah skullcap, and
the diverse appearance of the family’s
guests.

3 S el e lald 35

sl _j);,;gi PN

Arabic Language (Moufid), Grade 4, 2021, pp. 36,
58

Hosted by Sami | will listen and understand:

- Observing the scene and reading the title, | will establish
the connection between them.

- After hearing and understanding the text, | will explain
to my classmates what Sami said about skhina.
| will express and expand:

- I will speak to my friends about a Moroccan dish we like.
Mimouna / will listen and understand:
- | will suggest a different title to the text, by adding one
word.

- After listening to the text, | will repeat some of what the
mother says about mimouna. | will express and expand:
- Along with my classmates, | will act out the dialogue
between the boy and his mother in the beginning and end
of the texts.

- | will speak about one of our festivals.

A more direct introduction to the Jewish
faith is presented in a seventh grade Social

Studies textbook. Here, students are
shown a translation of the Ten
Commandments, and a short Quranic text
referencing Moses and his encounter with
God; they are then asked what they can
learn about the Jewish religion from these
two texts, followed by an illustration of a
Torah scroll. The quoted texts emphasize
the oneness of God, an important principle
revered by Muslims, thus projecting
positively onto Judaism from an Islamic
perspective.

W Mlen Wi g
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Social Studies (Rehab), Grade 7, 2020, pp. 38-39.

| will acquaint myself with the some of the principles of the
Jewish faith

Document 1: an excerpt from the ten Commandments
received by Moses, peace be upon him [translated
directly]

- You will have no other gods except me...

- You will not make idols after today...

- Obey your father and mother and treat them well, you
will enjoy a long life...

- Do not kill...

- Do not betray...

- Do not steal...

- Do not bear false witness...




- Do not covet others’ possessions...

[...]Document 2: a Qur‘anic text:

“And has the story of Moses reached you? When he saw a
fire and said to his family, ‘Stay here; indeed, | have
perceived a fire; perhaps | can bring you a torch or find at
the fire some guidance.” And when he came to it, he was
called, ‘O Moses, indeed, | am your Lord, so remove your
sandals. Indeed, you are in the blessed valley of Tuwa. And
| have chosen you, so listen to what is revealed to you.
Indeed, | am Allah. There is no deity except Me, so worship
Me and establish prayer for My remembrance.” (20:9-14)
- | will read the two texts, then | will name the prophet
referred to in the texts, and consult the timeline to get to
know the religion he taught.

- | will deduce from the text the message which Allah
burdened this prophet with.

- | will extract from the two texts the principles of the
Jewish faith.

A picture of the Torah

The curriculum legitimizes its positive
outlook on Judaism with Islamic sources.
The example of the Prophet Muhammad is
invoked, along with Islamic teaching in
general, to support the notion that
Judaism and Jews should be treated with
respect and tolerance. This not only
provides a strong religious foundation for
the curriculum’s portrayal of Jews, but also
paints Islam as a benevolent religion, and
as yet another dimension of Moroccan
society’s tolerant nature. Students are
taught in  multiple textbooks that
Muhammad guaranteed the Jews of
Medina complete freedom and safety to
practice their religion;?°" the fact that
these guarantees were later undone by
hostilities between Muhammad and those
Jews is downplayed.?? One textbook
offers a hadith, an instance of Islamic oral
tradition,  which  depicts one of
Muhammad’s companions making the
point of sharing his meal with his Jewish

201 For example. /slamic Education (Manar), Grade
9, 2019, p. 76.

202 |n one example, it is noted that the tribes of
Nadir and Qurayza rebelled against Muhammad
and were punished with Hellfire, and that those

neighbor, explaining that this is what the
Prophet would have wanted. The textbook
suggests that this hadith teaches that
Muslims are to treat their neighbors with
respect regardless of religion, and
implicitly, their Jewish neighbors in
particular.
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Islamic Education (Mounir), Grade 8, 2021, p. 123.

7. Abdullah ibn Amr ibn al-As narrated that a lamb was
slaughtered for him. He then began to say to his servant,
“Have you given some to our Jewish neighbor? Have you
given some to our Jewish neighbor? | have heard the
Messenger of Allah, peace be upon him, say, ‘[The Angel]
Gabriel never stops advising me about my neighbor, so
much so that | thought he would have him be my heir”
(Narrated by Imam Ahmad)

- Why did the esteemed Companion of the Prophet repeat
the question “Have you given some to our Jewish
neighbor” twice?

- Based on the hadith, does Islam discriminate between
Muslim and non-Muslim neighbors when it comes to the
obligation to treat them well?

It is noted that Moroccan textbooks
generally avoid antisemitic stereotypes. As
a matter of fact, some instances of
content can be interpreted as being
designed to undermine certain antisemitic
tropes, by portraying Jewish people as
generous rather than stingy (as suggested
by the example of a Jewish family hosting
non-Jews for Sabbath dinner); as loyal
rather than treacherous (as indicated by

tribes were Jewish. However, the textbook blames
the Hypocrites (Muslim traitors) for inciting (/3/a)
those tribes to attack Muhammad. See: /slamic
Education (Manar), Grade 9, 2019, p. 37.




the example of Moroccan Jews in France
expressing their longing for Morocco); and
as open to assimilation rather than
tribalistic (as suggested by examples
describing Jews and Muslims celebrating
together). However, certain textbooks do
not shy away from hostile Islamic polemic,
containing quotes from Islamic scriptures
describing Judaism and Christianity as
religions which falsify their holy texts,?° or
are simply unnatural.24

The idea that Jews are destined to
burn in Hell is expressed in explicit and
implicit terms in multiple textbooks. All
examined  fourth  grade Islamic
Education textbooks were found to
teach Surat al-Bayyinah from the
Quran, which contains the message
that (some of) the People of the Book
(ahl al-kitab) are condemned to Hell,?%°
with some of them clarifying that this
includes Jews and Christians.?% These
same textbooks all juxtapose this
surah with Surat al-Jumu‘ah, which
mocks those who follow Judaism for
claiming to be “Allah’s allies”?®” yet
refusing to wish for death, supposedly
because they secretly know that Hell

203 [slamic Education (Mounir), Grade 4, 2021, pp.
64.

204 Jslamic Education (Manar), Baccalaureate Year |,
2021, p. 123.

205 “Indeed, they who disbelieved among the
People of the Book and the Idolaters will be in the
fire of Hell, abiding eternally therein. Those are the
worst of creatures.” (98:6)

208 /slamic Education (Mounir), Grade 4, 2021, p. 62;
Islamic Equcation (Ouaha), Grade 4, 2020, pp. 67-
70;

Islamic Equcation (Moufid), Grade 4, 2021, p. 74.
This last example does not appear to clarify what is
intended by “People of the Book”.

awaits them.?®® |n more concrete
terms, two eighth grade Islamic
Education textbooks teach a hadith
which conveys the same notion: the
story of a sick boy visited by the
Prophet Muhammad, who IS
encouraged to convert to Islam and be
saved from Hellfire.2%®

In the image below, the textbook
displays this hadith and asks students
to use it as an example of how they
should treat non-Muslims and
neighbors. In this case, it seems that
the message intended is positive: one
should show concern and be
considerate of one’s peers, and visit
them when they are ill. And yet, the
unfortunate implication is that a valid
expression of their concern is
redemption from Judaism, a religion
which is understood to damn its
followers to Hell.
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Islamic Education (Mounir), Grade 8, 2021, p. 117.

207 Awliya’ Allah in Arabic, 62:6. One textbook
interprets this phrase from the Quran as signifying
“Allah’s favorites and most beloved” (afdalu I-xalqr
wa-ahabbuhum ind-Allah): Islamic Education
(Mounir), Grade 4, 2021, p. 69.

208 /slamic Education (Moufid), Grade 4, 2021, p. 77,
/slamic Education (Mounir), Grade 4, 2021, pp. 65-
69;

Islamic Education (Ouaha), Grade 4, 2020, p. 71.
This verse is also taught in: /slamic Education
(Rehab), Grade 5, 2022, pp. 8-10.

209 The second, not shown here, is. /slamic
Equcation (lhya), Grade 8, 2019, p. 89.




Anas, Allah be pleased with him, narrated: “There once
was a Jewish lad serving the Prophet, peace be upon him,
and he fell ill. The Prophet came to visit him. He sat by the
side of his head, and said, ‘Convert to Islam.” [The servant]
looked at his father by his side, and [the father] said, ‘Do
as Abu al-Qasim [Muhammad] says.” And so, he converted
to Islam. The Prophet then walked out, saying, ‘Praised be
Allah, who saved him from Hellfire!” (From Sahih al-
Bukhari)

1.Extract from the text the Islamic values of how to deal
with non-Muslims.

2.In light of what you have learned, highlight the parts
calling to treat neighbors well and guarantee their rights.
3.Using this hadith, clarify how preferring that which
benefits all mankind is expressed.

4.What would you advise people who mistreat their
neighbors, Muslims and non-Muslims?

In conclusion, the Moroccan curriculum
treats Jews and Judaism as what can be
described as one of its core themes,
echoing the Moroccan Constitution, which
holds the Jewish community of Morocco
to be an inseparable part of Moroccan
identity and heritage. Students learn about
the ancient roots of Judaism in Morocco,
and its centuries of coexistence with the
indigenous Amazigh and Arab Muslim
population. Textbooks speak of life in the
Jewish quarter, its prevalent economic
activities, some of the institutions which
operated within it, and some of the
traditions and festivities practiced. They
also highlight contemporary government
efforts to preserve Jewish heritage, and
Jewish contribution to Moroccan culture,
particularly in the realm of music. The
attitude with which Jewish people are
portrayed is, on the whole, sympathetic;
antisemitic  stereotypes are largely
avoided and, in some cases, subverted,
with examples variously portraying Jews
as loyal, generous or open-minded.
Students are also exposed to some
aspects of Jewish religion and practice,

and allusions to its commonalities with
Islam help cultivate a positive image.

The curriculum’s positive representation of
Jews serves to humanize Jews, and
encourage tolerance toward them:; it also
bolsters Morocco's self-image as a
tolerant and multicultural society. This is
evidenced by multiple examples which
explore how the various components
which make up Moroccan identity -
including Morocco’s history, the Moroccan
urban landscape, the Amazigh community,
the contemporary Moroccan government
and monarchy, and the Islamic faith — all
harmoniously concur on the value of
tolerance and respect toward the
country’s Jewish community. On the other
hand, the curriculum does not explore
meaningful aspects of the Moroccan
Jewish experience, such as instances of
antisemitism in Moroccan history, the
near-disappearance of Morocco’s Jewish
community in the mid-20th century, the
major presence of the Moroccan Jewish
community of Israel, or the recognition of
the Holocaust. The textbooks also do not
take sufficient action to eliminate Islamic
content which directly or indirectly attacks
the religious beliefs of Jews. Still, given the
recent nature of a significant proportion of
the Jewish-related content in the
Moroccan curriculum — some examples
added as recently as 2021 - it is possible
to assert that a positive trajectory is at
play, and an even more optimistic outlook
is warranted.




- Conclusion

The Moroccan national school curriculum
paints a complex picture of a country
seeking to reconcile its internal diversity,
find its place among the world’s nations,
and protect its unique heritage. This study
finds that textbooks reflect Morocco’s
growing efforts to be a model of religious
tolerance and coexistence, without
compromising its Islamic identity.

Moroccan textbooks praise the Moroccan
monarchy and its reigning sovereign,
Mohammed VI, holding both the king and
the kingship as central components of
national identity. This view is bolstered by
history lessons that focus on the
chronicles of the reigning Alaouite dynasty
and previous dynasties which ruled
Morocco, while in contemporary accounts,
Parliament, political parties, and other
non-royal factors which form a part of
Moroccan political life are de-emphasized.
The textbooks additionally promote
democracy and the notion of human rights
and civil liberties, specifically advocating
for a moderate approach to Islamic-
Christian relations.

Unique in the region, the curriculum
encourages self-reflection in relation to
the leadership’s actions to preserve the
regime during past social and political
turmoil, including “grave violations of
human rights.” Students are also asked to
think critically about tensions between
society and the state in relation to
freedoms and human rights.

The values of peace and tolerance may be
described as critical features of the
Moroccan curriculum. Peace is taught to
be a key component of respectful human
relations, as well as a core principle of
Morocco’s  national  policy. Practical
peacemaking is taught on an interpersonal
level, based on principles such as mutual
respect, compromise, and non-violence,
and Islamic examples are cited to illustrate
this. Tolerance is a recurring theme of the
curriculum, and students encounter
interpretations of the concept which tie it
to universal human rights, Islamic
teaching, and Moroccan identity. Forms of
tolerance  explored include  racial,
ideological, and ability-based tolerance,
and most prominently, religious tolerance,
the last of which is not necessarily limited
to other monotheistic religions. At the
same time, the curriculum contains certain
elements which undermine notions of
tolerance, specifically religious tolerance,
with the idea that non-Muslims will face
divine retribution for their disbelief in Islam
appearing frequently.

There is a more moderate tone toward
European countries in contemporary
settings. Textbooks express a negative
approach toward European colonialism
and foreign rule. Discussion of Morocco’s
territorial  integrity centers on the
Kingdom’s claims to the Western Sahara
region, which is presented as a non-
negotiable issue for Morocco. Some
textbooks express the non-recognition of
Spanish sovereignty over Ceuta and
Melilla, and dispute the Morocco-Algeria




border. Attention is given to the Arab-
Israeli conflict, with one example
endorsing a two-state solution to the
Israeli-Palestinian conflict, and a few
unsympathetic examples toward Israel
toned down or removed in more recent
editions. However, elsewhere in the
curriculum there is non-recognition of
Israel, an endorsement of the Palestinian
cause, and an unsympathetic account of
Israeli history; representations of the 2020
normalization of ties are not yet expected
to be found in textbooks.

Jews and Judaism may be described as
one of the core themes of the Moroccan
curriculum. The textbooks teach that the
Jewish community is an inseparable part
of Morocco, with ancient roots and a
legacy of centuries of coexistence with
the non-Jewish population. Textbooks
detail life in the Jewish quarter, the
economic activities prevalent within it,
some of the institutions which operated
within it, and some traditions and
festivities practiced. They also highlight
current government efforts to preserve
Jewish heritage and Jewish contribution
to Moroccan culture, particularly in music.
The attitude with which Jewish people are
portrayed is sympathetic, and antisemitic
stereotypes are largely avoided or
subverted. Students are also exposed to
aspects of Jewish religion and practice,
and allusions to its commonalities with
Islam help cultivate a sympathetic image.
The curriculum’s positive representation of
Jews bolsters Morocco’s self-image as a
tolerant and  multicultural  society.
Antisemitism in Moroccan history, the
near-disappearance of Morocco’s Jewish
community in the mid-20th century, the

significant presence of the Moroccan
Jewish community of Israel, and the
recognition of the Holocaust are currently
lacking. Traces of Islamic content quoting
from scripture, rather than interpretation,
which directly or indirectly undermine
Jewish belief were also found. On the
other hand, a significant amount of
educational content about Jewish people
appears to have been added as recently as
2021, and more can be expected in the
near future.

The textbooks recognize the historical and
cultural heritage of the indigenous
Amazigh people, emphasizing their
integral place in Moroccan society.
Students learn of the ancient roots of the
Amazigh people and their deep ties and
commonalities with present-day
Moroccan Arabs, and their contribution to
the creation of modern Morocco. The
textbooks also encourage students to
learn about Amazigh cuisine, dress,
traditions, and way of life. Topics that may
create fissures between Amazigh identity
and orthodox Islam, or Moroccan national
cohesion and identity, are avoided.

Women’s issues occupy a prominent place
in the Moroccan curriculum. Women are
frequently  portrayed, visually and
textually, in diverse situations, and are
represented in traditional or Islamic attire
and Western clothing. Representations of
women also include specific examples of
Moroccan women in domains such as
politics, history, science, and sports,
presented as Moroccan female role
models to be emulated and appreciated.
Many of these representations challenge
or subvert stereotypical gender roles by




highlighting women’s achievements as
athletes or political leaders. The concept
of women’s rights and gender equality is
taught and often anchored in the
constitution and law, international
documents such as CEDAW and UDHR,
and Islamic sources. Violence against
women is openly discussed and
confronted, including both physical
domestic violence and the effects of
forced marriages, though sexual violence
is not understood to be a women'’s issue.
Women’s education is also discussed as a
significant issue of national importance.
The notion that Moroccan women have yet
to attain equality — including some factors
contributing to this — is recognized in the
curriculum. Textbooks avoid content that
may offend religious sensibilities, and
institutions which may hamper women’s
development, and do not challenge
women’s traditional role in the household.

The curriculum broadly meets
international standards of peace and
tolerance. The Moroccan curriculum
makes a concerted effort to cultivate
RESPECT toward different groups of
people within Moroccan society.
Morocco’s diversity of ethnic, religious,
racial, linguistic, and national groups is
celebrated, and held up as a defining
feature of Moroccan identity. Students are
mainly taught extensively about the
Jewish and Amazigh communities, and
made to understand some aspects of their
history, beliefs, and way of life, as well as
their contributions and positive
interactions with Moroccan Arab society.
Other communities, such as Sahrawis,
Christians, and migrants, are discussed in
more perfunctory terms, but their

portrayal is mainly positive. At the same
time, content deemed disrespectful
toward non-Muslims has been identified in
Islamic Education textbooks; additionally,
groups outside of Morocco are seldom
discussed.

A key component of the curriculum’s focus
on respect is its regular representation of
the INDIVIDUAL OTHER. Minorities and
disadvantaged groups in  Moroccan
society are often seen in illustrations and
texts, thus helping students apply values
such as tolerance and respect for the
“Other” in their daily lives. In the case of
Morocco’s Jewish community, real-life
named individuals are also portrayed,
including a variety of historical figures,
modern figures, and contemporary non-
famous ordinary people, all of whom are
reliably found in positive contexts.
Likewise, real-life female Moroccan role
models from different walks of life and
occupations are represented, some of
whom are of Jewish or Amazigh heritage
or face a disability.

Moroccan textbooks generally refrain from
fostering HATE toward specific groups of
people. There are exceptions: Islamic
sources that are cited, suggest that non-
Muslims will face divine retribution for their
disbelief in Islam, often stipulated as
eternal torment in Hell. This, as well as
instances of content that degrades the
religious beliefs of Christians, Jews and/or
polytheists, undermines the central theme
of tolerance seen through positive
messages toward non-Muslims elsewhere
in the curriculum. Unresolved historic
resentment toward colonial powers is
encouraged, particularly towards France




and Spain, as their motivations and actions
are portrayed as unconscionable and
contrasted with  the unquestioned
justness of the Moroccan Arab Islamic
perspective. Israel is portrayed in
unsympathetic  terms, focusing on
wrongdoings by Israeli actors, and a lack
of content that may humanize Israelis or
explain their motivations. That said, the
textbooks are generally free of explicit
INCITEMENT to violence.

The Moroccan curriculum promotes
PEACEMAKING. Peace is established as a
prerequisite  for  respectful  human
relations, as well as a core principle of
Morocco’s  national policy. Practical
peacemaking is taught on an interpersonal
level, based on principles such as mutual
respect, compromise, and non-violence.
Islamic examples, such as the Treaty of
Hudaybiyyah, are cited to promote peace.
Furthermore, historic peace treaties
signed by lIsrael with Arab states and
parties are acknowledged, potentially
legitimizing such a course of action.
Morocco’s conflict over Western Sahara is
primarily ignored in textbooks, as is the
possibility of a peaceful resolution.

Regarding historical studies, Morocco is
presented as a nation that fell victim to
malevolent European powers, and this
Manichaean narrative generally dominates
the conversation around colonial history.
The Arab-Israeli conflict is a subject of
focus, and content teaching the issue
tendentially supports a pro-Palestinian,
anti-Israeli narrative; as part of this, maps
do not display the territory of Israel. Finally,
descriptions of Moroccan governance,
whether in the context of democracy,

women’s rights, or the country’s Amazigh
and Jewish communities, are primarily
oriented around the praise of the reigning
monarch, and carefully avoid offending
particular institutions. As such, the
curriculum cannot be said to be entirely
free of UNBIASED INFORMATION.

The curriculum’s attitude toward GENDER
IDENTITY AND REPRESENTATION is
altogether  forward-looking.  Women’s
rights and challenges are repeatedly taken
up as an issue of concern, which pertains
to all students regardless of gender.
Textbooks refer to sources which reinforce
women’s rights and address women’s
education, violence against women,
women’s freedom of choice, occupations,
self-fulfillment, and gender stereotypes;
they also contain a wide variety of female
role models for students to admire and
emulate. While doing so, the curriculum
still strives to preserve women'’s traditional
role in the family. As for SEXUAL
ORIENTATION, the curriculum is generally
free of language, content, and imagery
that promulgates violence or
discrimination based on sexual orientation.
However, the curriculum does not
recognize the existence of non-
heterosexual relationships, and does not
acknowledge sexual minorities or their
rights.

Lastly, the Moroccan curriculum displays
elements that promote SOUND
PROSPERITY and COOPERATION.
Morocco is generally taught to be a
country at peace with itself and the world.
Significant segments of Moroccan society
are recognized and respected, and
students are encouraged to view the




country’s diversity as a source of strength
and a hallmark of its identity. The
textbooks promote the idea that social
change is possible, especially in the
context of women’s empowerment, thus
opening the door for ongoing development
and improvement. Students are also
exposed to ideas of democracy, human
rights, and civic values, and refer to UN
and other international source documents
as sources of moral authority, alongside
religious and indigenous sources. On this
basis, Moroccan students may be
prepared to be “global citizens,” pursuing a
peaceful and moderate foreign policy. This
open approach stops short of contending
with Morocco’s strained relations with its
neighbors, its former colonial ruler France,
or Israel.

The Moroccan curriculum combines
personal education with a community that
strives for academic excellence. Students
are taught to respect cultural values, while
also being patriotic. They are given a
realistic understanding of the risks, as well
as the importance of a systematic effort to
ensure that prosperity can be generated
and maintained at home through peaceful
and voluntary cooperation with others.
The textbooks combine a culture of free
dialogue and debate, with balanced
education to explore the world's
complexities, past, present and future.
Clearly, Morocco has made notable strides
in education for tolerance, and further
improvement is expected in the future.




Methodology

IMPACT-se applies methodological
standards which are based on UNESCO
and UN declarations, and international
recommendations and documents on
education for peace and tolerance (see
notes). Our methodology is designed to
consider every detail within the textbooks;
it does not paraphrase, rely on
interpretations, or attempt to illustrate
preconceived notions.

The following is an updated, condensed
version of the IMPACT-se UNESCO-
derived standards for peace and tolerance
in school education:

RESPECT

The curriculum  should promote
tolerance, understanding and respect
toward the “Other,” his or her culture,
achievements, values and way of life.?"°

210 As defined in the Declaration of Principles on
Tolerance Proclaimed and signed by Member
States of UNESCO on November 16, 1995, Articles
1, 4.2. See also the UN Declaration on the
Promotion among Youth of the Ideals of Peace,
Mutual Respect and Understanding Between
Peoples (1965), Principles |, lll. Universal
Declaration of Human Rights (1948): Education
shall be directed to the full development of human
personality and to the strengthening of respect for
human rights and fundamental freedoms. It shall
promote understanding, tolerance and friendship
among all nations, racial and religious groups and
shall further the activities of the United Nations for
the maintenance of peace.

2

3

4

INDIVIDUAL OTHER

The curriculum should foster personal
attachment toward the “Other” as an
individual, his or her desire to be
familiar, loved and appreciated.?"

NO HATE

The curriculum should be free of
wording, imagery and ideologies likely
to create prejudices, misconceptions,
stereotypes, misunderstandings,
mistrust, racial hatred, religious bigotry
and national hatred, as well as any
other form of hatred or contempt for
other groups or peoples.?'

NO INCITEMENT

The curriculum should be free of
language, content, and imagery that
disseminate ideas or theories which
justify or promote acts and expressions
of violence, incitement to violence,
hostility, harm and hatred toward other
national, ethnic, racial or religious
groups.?™

2" The goal of education for peace is the
development of universally recognized values in an
individual, regardless of different socio-cultural
contexts. See /bid., Article 6. See also, on
exchanges between youth, the UN Declaration on
the Promotion among Youth of the Ideals of Peace,
Mutual Respect and Understanding between
Peoples (1965), Principles IV, V.

212 /pid., and based on Articles .6, IV.7 and VII.39;
and on the Integrated Framework for Action on
Education for Peace, Human Rights and
Democracy, approved by the General Conference
of UNESCO at its twenty-eighth session, Paris,
November 1995, Article 18.2.

213 As defined in Article 4 of the International
Convention on the Elimination of All Forms of Racial




5 PEACEMAKING

The curriculum  should  develop
capabilities for non-violent conflict
resolution and promote peace.?™

6 UNBIASED INFORMATION

Educational  materials  (textbooks,
workbooks, teachers’ guides, maps,
illustrations, aids) should be up-to-
date, accurate, complete, balanced
and unprejudiced, and use equal
standards  to promote mutual
knowledge and understanding
between different peoples.?™

Discrimination (ICERD), adopted by the United
Nations General Assembly Resolution 2106 (XX) on
December 21, 1965. See also Article 20 of the
International Covenant on Civil and Political Rights
(ICCPR), adopted by the United Nations General
Assembly Resolution 2200A (XXI) on December 16,
1966.

214 Based on the Integrated Framework for Action
on Education for Peace, Human Rights and
Democracy, approved by the General Conference
of UNESCO at its twenty-eighth session, Paris,
November 1995, Article 9; and on the Declaration
of Principles on Tolerance proclaimed and signed
by member states of UNESCO on November 16,
1995, Article 5.

215 Based on UNESCO recommendation concerning
education for international understanding,
cooperation and peace and education relating to
human rights and fundamental freedoms, adopted
by the General Conference at its eighteenth
session, Paris, November 19, 1974, Article V.14.

7

8

GENDER IDENTITY AND

REPRESENTATION

The curriculum should foster equality,
mutual respect, and should aim for

equal representation between
individuals regardless of their gender
identity. It should also refrain from
language, content, and imagery that
depicts limiting and/or exclusionary
gender roles.?®

SEXUAL ORIENTATION

The curriculum should be free of
language, content, and imagery that
promulgates violence or discrimination
on the basis of sexual orientation.?"

SOUND PROSPERITY and

COOPERATION:

The curriculum should educate for
sound and sustainable economic
conduct and preservation of the
environment for future generations. It
should encourage regional and local
cooperation to that effect.?'®

216 The preamble to the Declaration of Principles on
Tolerance proclaimed and signed by member
states of UNESCO on November 16, 1995, notes
the Convention on the Elimination of Any Form of
Discrimination against Women and emphasizes
respect for human rights and fundamental
freedoms for all, without distinction as to gender.
217 Based on Resolutions 32/2 (adopted June 30,
2016) and 17/19 (adopted July 14, 2011) of the UN
Human Rights Council, and numerous UN General
Assembly resolutions expressing concern and
condemnation of laws and practices around the
world which target individuals based on their
gender identity and/or sexual orientation for
discrimination, violence, and even extrajudicial,
summary or arbitrary executions—all of which
contradict the most basic principles of the UN and
have no place in education.

218 Based on UNESCO recommendation concerning

education for international understanding,

cooperation and peace and education relating to




- List of Textbooks

The following Moroccan  curriculum
textbooks were analyzed for the research
in this study. The titles both here and
referenced in the text have been
translated into English to aid the reader.
IMPACT-se  typically researches all
available textbooks used in a curriculum. If
new textbooks or previously unavailable
books become available after a report’s
publication, every effort will be made to
update reports to include any relevant
material. We welcome any comments
related to the acquisition of any omitted

materials (http://www.impact-
se.org/about-us/contact-us/).
Grade 1

1. Arabic Language (Moufid), Grade 1,
2019

2. Islamic Education (Kerasa Ouadeha),
Grade 1, 2021

3. Islamic Education (Moufid), Grade 1,
2021

4. Jslamic Education (Rehab), Grade 1,
2021

Grade 2

5. Arabic Language (Mourchidi), Grade
2,2021

6. Arabic Language: My lllustrated
Stories (Rehab), Grade 2, 2021

human rights and fundamental freedoms, adopted
by the General Conference at its eighteenth
session, Paris, November 19, 1974, Articles II1.6,
and IV.7. On the imperative for developing
“systematic and rational tolerance teaching
methods that will address the cultural, social,
economic, political and religious sources of
intolerance,” see the Declaration of Principles on

7. Islamic Education (Moumtaz), Grade
2,2017

8. Islamic Education (Rehab), Grade 2,
2021

9. L8cole des mots frangais, Grade 2,
2018

10. Le nouvel espace de francgais, Grade
2,2018

1. Loasis des mots frangais, Grade 2,
2018

Grade 3

12. Arabic Language (Moufid), Grade 3,
2020

13. /slamic Education (Moumtaz), Grade
3,2017

14. [slamic Education (Mounir), Grade 3,
2021

15. Loasis des mots Frangais, Grade 3,
2021

16. Mes apprentissages en frangarls,
Grade 3, 2021

Grade 4

17. Arabic Language (Jadid), Grade 4,
2021

18. Arabic Language (Ouadeh), Grade 4,
2019

19. Arabic Language (Ouaha), Grade 4,
2021

Tolerance proclaimed and signed by member
states of UNESCO on November 16, 1995, Article
4.2. On education for international cooperation,
see also the UN Declaration on the Promotion
among Youth of the Ideals of Peace, Mutual
Respect and Understanding between Peoples
(1965), Principle I1.




20. Arabic Language (Moufid), Grade 4,
2019

21. Arabic Language (Moufid), Grade 4,
2021

22. Arabic Language (Mounir), Grade 4,
2020

23. /slamic Education (Moufid), Grade 4,
2021

24. [slamic Education (Mounir), Grade 4,
2016

25. /slamic Education (Mounir), Grade 4,
2021

26. /slamic Education (Ouaha), Grade 4,
2020

27. L8cole des mots frangais, Grade 4,
2021

28. Mes apprentissages en frangars,
Grade 4, 2021

29. Mon livre de frangais, Grade 4, 2020

30. Pour communiquer en francaris, Grade
4,2020

31. Social Studies (Jadid), Grade 4, 2021

32. Social Studies (Rehab), Grade 4,
2020

Grade 5

33. Arabic Language (Mounir), Grade 5,
2012

34. Arabic Language (Mounir), Grade 5,
2020

35. Arabic Language (Mounir), Grade 5,
2021

36. Arabic Language (Mourchidi), Grade
5, 2020

37. Arabic Language (Mourchidi), Grade
5, 2021

38. /slamic Education (Manar), Grade 5,
2021

39. /slamic Education (Moumtaz), Grade
5, 2017

40. /slamic Education (Rehab), Grade 5,
2016

41.

42.

43.

44.
45.

46.

/slamic Education (Rehab), Grade 5,
2022

Mes apprentissages en frangars,
Grade 5, 2021

Pour communiquer en frangais, Grade
5, 2021

Social Studies (Jadid), Grade 5, 2021
Social Studies (Moufid), Grade 5,
2020

Social Studies (Moufid), Grade 5,
2021

Grade 6

47.

48.

49.

52.

53.

o4.

99.

56.

S7.

58.

59.
60.

61.

62.

63.

Arabic Language (Ketabi), Grade 6,
2014
Arabic Language (Ketabi), Grade 6,
2020
Arabic Language (Manar), Grade 6,
2020

. Arabic Language (Manar), Grade 6,

2021

. Arabic Language (Rehab), Grade 6,

2020

Arabic Language (Rehab), Grade 6,
2021

/slamic Education (Mounir), Grade 6,
2021

/slamic Education (Rehab), Grade 6,
2016

/slamic Education (Rehab), Grade 6,
2021

Le frangais pratique, Grade 6, 2005
Le frangais pratique, Grade 6, 2021
Mes apprentissages en francars,
Grade 6, 2021

Social Studies (Jadid), Grade 6, 2020
Social Studies (Jadid), Grade 6, 2021
Social Studies (Massar), Grade 6,
2020

Social Studies (Massar), Grade 6,
2022

Social Studies (Najah), Grade 6, 2020




64. Social Studies (Najah), Grade 6, 2021
Grade 7

65.

66.

67.

68.

69.

70.

/1.

72.
73.

Arabic Language (Moukhtar), Grade 7,
2021

Arabic Language (Moufid), Grade 7,
2021

/slamic Education (Fadaa), Grade 7,
2021

/slamic Education (Ouaha), Grade 7,
2018

Islamic Education (Rehab), Grade 7,
2017

Islamic Education (Rehab), Grade 7,
2022

L'heure de frangais, Grade 7, 2021
Social Studies (Fadaa), Grade 7, 2021
Social Studies (Rehab), Grade 7, 2020

Grade 8

/4.

75.

76.

/7.

78.

79.

80.

81.
82.

83.
84.

Arabic Language (Rehab), Grade 8,
2020

Arabic Language (Mourchidi), Grade
8, 2021

/slamic Education (lhya), Grade 8,
2018

/slamic Education (lhya), Grade 8,
2019

/slamic Education (Mounir), Grade 8,
2017

/slamic Education (Mounir), Grade 8,
2021

/slamic Education (Rehab), Grade 8,
2021

Parcours frangais, Grade 8, 2020
Social Studies (Manar), Grade 8,
2020

Social Studies (Najah), Grade 8, 2019
Social Studies (Fadaa), Grade 8, 2021

Grade 9

85.

86.

87.

88.

89.

90.

91.

92.

93.

94.
95.

Arabic Language (Mourchidi), Grade
9, 2021

Focus, Grade 9, 2021

Horizons, Grade 9, undated

/slamic Education (Manar), Grade 9,
2017

/slamic Education (Manar), Grade 9,
2019

/slamic Education (Rehab), Grade 9,
2016

/slamic Education (Rehab), Grade 9,
2017

/slamic Education (Rehab), Grade 9,
2021

Parcours frangais, Grade 9, 2021
Social Studies (Tajdid), Grade, 2021
Social Studies (Manar), Grade, 2021

Common Core

96.

97.

98.
99.

100.

101.

102.

103.

104.

Arabic Language (Mourchidi),
Common Core, 2021
Arabic Language (Rehab), Common
Core, 2021
History (Rehab), Common Core, 2019
History and Geography (Manar),
Common Core, 2013
/slamic Education (Manar), Common
Core, 2021
Islamic Education (Rehab), Common
Core, 2018
Islamic Education (Rehab), Common
Core, 2021
Les ceuvres intégrales, Common
Core, 2021
Visa to the World, Common Core,
2021

Baccalaureate Year |

105.

Arabic Language (Manar),
Baccalaureate Year [, 2021




106.

107.

108.

109.

110.

1.

12.

3.

114.

115.

Arabic Language (Raid),
Baccalaureate Year |, 2020
History (Jadid), Baccalaureate Year
[, 2016

History and Geography (Manar),
Baccalaureate Year [, 2021
History and Geography (Mourid),
Baccalaureate Year [, 2021
Islamic Education (Manar),
Baccalaureate Year [, 2018
Islamic Education (Manar),
Baccalaureate Year [, 2021
Islamic Education (Rehab),
Baccalaureate Year |, 2018
Islamic Education (Rehab),
Baccalaureate Year |, 2020

Les ceuvres intégrales,
Baccalaureate Year |, 2018
Ticket to English, Baccalaureate
Year |, 2021

Baccalaureate Year |l

116.

117.

118.

119.

120.

121.

122.

123.

124.

125.

Arabic Language (Rehab),
Baccalaureate Year Il, 2020
Gateway to English 2, Baccalaureate
Year Il, 2007

Gateway to English 2, Baccalaureate
Year ll, 2018

Geography (Manar), Baccalaureate
Year I, 2019

History (Chamel), Baccalaureate
Year I, 2021

History (Jadid), Baccalaureate Year
I, 2018

History (Rehab), Baccalaureate Year
I, 2021

Islamic Education (Manar),
Baccalaureate Year Il, 2022

Islamic Education (Rehab),
Baccalaureate Year Il, 2016

Islamic Education (Rehab),
Baccalaureate Year Il, 2020

126.

127.

Les ceuvres intégrales,
Baccalaureate Year Il, 2015

Ticket 2 English, Baccalaureate Year
I, 2020

Unverified versions

Arabic Language (Mounir), Grade
4, 2021 (unverified version)

. Arabic Language (Ouadeh), Grade

4, 2021 (unverified version)
Social Studies (Jadid), Grade 5,
2020 (unverified version)

. Arabic Language (Ketabi), Grade 6,

2021 (unverified version)




