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Executive Summary 

This IMPACT-se inception report examines a total of 22 textbooks. The majority were avail-

able from the Federal Democratic Republic of Ethiopia’s Ministry of Education website, via 

its E-learning section. A handful of textbooks were published by the Addis Ababa City Ad-

ministration Education Bureau. As such, the carefully selected sample of textbooks included 

a small-scale comparison between nationally and locally published textbooks. The sample 

spans grades 4-12 and focuses on English, Social Studies, Civics, Citizenship Education, 

History and Geography.

 

Main Findings 

Cultural Respect: 

The curriculum celebrates ethnic and cul-

tural diversity within Ethiopia, as well as 

the value of local languages and respect-

ing Indigenous knowledge and traditional 

practices. Secret-keeping is emphasized 

as an important cultural value, particularly 

state secrets; dependency on others is 

strongly discouraged.  

Democracy and Politics: 

Students learn about peasant uprisings, 

past oppression under the Derg, and 

HailieSlassie’s cult of personality. The past 

contribution of ethnic Tigrayans to re-

sistance during these periods is acknowl-

edged, although they are conspicuously 

absent in modern-day discussions.  

The importance of democracy is high-

lighted, and students are encouraged to 

pay taxes to ensure the development of 

the country. Textbooks generally advocate 

for freedom of expression; there is a strong 

emphasis on the benefits of multi-ethnic 

federalism, and how this respects the au-

tonomy of ethnic groups. However, the 

curriculum is reluctant to address dissent, 

notably in the Tigray Region. There is 

limited discussion on the risk of self-gov-

ernment leading to secession. 

Constitutionalism is viewed as essential in 

safeguarding human rights, but the 1955 

and 1995 constitutions are criticized. Reli-

gious freedom is emphasized, although 

the portrayal of Islam throughout history is 

slightly negative compared to that of 

Christianity. Religion is criticized as an ob-

stacle to development. 

International Relations: 

Textbooks show pride in Ethiopia's com-

mitment to peace in neighbouring coun-

tries, and its role in the establishment of 

the Organisation of African Unity (OAU). 

There is respect for indigenous conflict 

resolution mechanisms. 

Textbooks express scepticism towards 

Western powers and lifestyle. US influence 

in Ethiopia is scrutinized, and China is 

praised for its good work ethos. In general, 

globalisation is both criticized and praised. 

Students are asked to question the merits 

of foreign investment. 

The curriculum depicts positive relations 

with neighbouring countries, although 

textbooks express concern over instability 

in Somalia. Lessons describe Eritrea’s se-

cession from Ethiopia with a slight national 

IMPACT-se 

  



 

 

2 

bias; there is no description of modern-

day relations with Eritrea. 

Ethiopia’s hydro politics are addressed in 

detail, with a strong focus on the Grand 

Ethiopian Renaissance Dam (GERD). Text-

books explain the ongoing dispute be-

tween Ethiopia, Sudan and Egypt over the 

GERD, while also highlighting its benefits 

and the importance of regional coopera-

tion. 

While some positive outcomes of colonial-

ism are noted, the overarching view is 

negative; students are encouraged to de-

velop anticolonial sentiment. The contin-

ued influence of Western powers in Africa 

is scrutinised. 

Textbooks foster pride in Ethiopia’s defeat 

of colonial power Italy, with a particular 

emphasis on the 1896 Battle of Adwa as 

an anticolonial role model for black people 

worldwide.  

Jewish History and Israel: 

Judaism is largely absent from the curric-

ulum. There are unnamed references to 

Jewish history in Judea and the Solomonic 

dynasty, but only one mention of Ethiopian 

Jews. 

A grade 10 case study describes Hitler’s 

rise to power, but downplays the 

Holocaust, failing to define it as a geno-

cide. The study oversimplifies the com-

plexities of the Nazi ideology, and trivial-

izes the Holocaust as discrimination, ra-

ther than the systematic murder of Jews. 

Jerusalem is mentioned as the capital of 

Israel. However, Israel is not labelled on 

maps.  

A grade 12 History textbook provides a 

balanced description of the Arab-Israeli 

conflict. The major developments covered 

scrutinize some of Israel’s actions without 

hostility, while explaining its motivations. 

Arab terrorism and a refusal to consider 

peace with Israel are rejected.  

Women and Gender: 

Textbooks make a notable effort to em-

phasize gender equality, and to debunk 

the “backwards thinking” that men are su-

perior to women. Lessons feature influen-

tial women throughout history, notably 

those who fought against the Italian inva-

sion. Nonetheless, there are still some 

mentions of traditional gender roles, 

namely woman as housewives. 

Students are warned against “backwards 

thinking,” which includes Female Genital 

Mutilation (FGM).
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National Identity 

Unity Within Diversity  

1. Civics, Grade 6, p. 6 

The textbook characterises Ethiopia as “a museum of nations, nationalities and peoples.” 

This phrasing, similar to South Africa’s nickname “the Rainbow Nation”, highlights the im-

mense diversity within Ethiopia’s people, in which citizens take great pride. 
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2. History, Grade 11, p. 83 

The below paragraph embraces the differences that exist in Ethiopia, recognising shared 

values such as pride in one’s country, cooperation towards a common good, and willingness 

to defend one’s country from external aggression. It also highlights how the Ethiopian peo-

ple assist each other during times of difficulty, regardless of ethnic, religious or linguistic 

differences.  Ethiopia’s ethnic and linguistic diversity are construed as the product of the 

“socio-economic, political, and historical processes that influenced the creation of modern 

Ethiopian state”. 
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3. Social Studies, Grade 7, p. 169 

Cultural diversity is described as a positive factor, one which unites Ethiopia and fosters 

peace and prosperity. However, it is only described through the Oromo lens with no spe-

cific mention of other ethnic groups.  
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4. Citizenship, Grade 9, pp. 103-104, 127-128 

Multiculturalism is promoted as a strategy to maintain national unity. The textbook advo-

cates for multiculturalism as a policy to address past issues in Ethiopia, brought about by 

cultural assimilation and mono-culturalism. This line of argument suggestions an aware-

ness of the pitfalls surrounding Ethiopia’s past approach of nation-building founded on one 

culture in a multi-ethnic country, which resulted in ethnic tensions and societal division.  

 (pp. 103-104) 

Moreover, the textbook explicitly acknowledges Ethiopia’s vulnerability with regards iden-

tity politics linked to ethnicity. This division is explained as the result of tensions between 

more than 80 different ethnicities, and past policies which favored the dominant national 

group.  

 (pp. 127-128) 
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5. Civics and Ethical Education, Grade 11, pp. 24, 41 

In this case study, students learn about the multiple ethnic groups residing in South Omo, 

specifically the way in which cultural exchange between these diverse communities with a 

history of inter-ethnic conflict has promoted peace and understanding.  

(p. 24) 

The textbook also mentions the beliefs and cultural practices of the ethnic Hamer group in 

the Southern Nations, Nationalities, and Peoples' Region (SNNPR), recognising their right 

to retain their traditions, and underlining the importance of their ability to “live with others 

with respect, dignity and harmony.”  

(p. 41) 

6. History, Grade 10, p. 225 

The example teaches students about the importance of cultural practices in the Tigray and 

Amhara regions. This is particularly significant given the civil war in Tigray which concluded 

in 2022, and the ongoing conflict in Amhara Region. 
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Socio-Cultural Values  

7. Civics, Grade 5, p. 15 

The textbook emphasises the importance of secrets as a cultural value, including keeping 

state secrets. While in some cultures secret-keeping is viewed as a negative practice, stu-

dents are taught that secret-keeping is highly beneficial, and is “the measurement of ac-

ceptable ethical values.”  Students are subsequently instructed to discuss the potential ef-

fect of “not keeping secret” (sic.). 
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8. Citizenship, Grade 10, p. 79 

Students are taught that keeping state secrets, particularly with regards issues of national 

defense and military strategy, is the mark of “patriotic citizens,” and helps to maintain public 

safety and “reducing the risk of terrorist attacks”. Keeping state secrets notwithstanding, 

students learn that citizens have the right to access information about their country and 

government. The notion of history as objective, and peace as being in the public interest 

is emphasized. However, the idea of citizens being responsible for keeping state secrets 

may encourage censorship of controversial issues. 

 

 

9. Civics, Grade 6, p. 42 

Throughout the textbook, students are discouraged from engaging in ‘backwards thinking’, 

which is explicitly described as a negative attribute. The below example discusses the 

harm that backwards thinking causes to female children, the Ethiopian people, and Ethio-

pian society as a whole. The example attributes backward practices in Ethiopia to a lack of 

hard work and innovation, placing the onus on citizens to “work hard and bring develop-

ment.” 
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10. Civics, Grade 5, pp. 62, 87 

The following example characterises backwards thinking as “unreasonable thinking” and 

the “opposite of scientific and modern thinking.” Significantly, students are taught that Fe-

male Genital Mutilation (FGM) and a traditional uvulectomy are examples of backwards 

practices which harm development. 

(p. 87) 
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When discussing the concept of dependency, the textbook uses harsh language, describ-

ing it as “evil.” Conversely, independence, hard work and productivity are shown to be 

admirable qualities. 

(p. 62) 

11. Civics, Grade 6, p. 64 

Likewise, this textbook highlights the socioeconomic pitfalls of being over-dependent on 

other people and resources, resulting in laziness, a lack of productivity, and being a “bur-

den” on society.  
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12. Civics and Ethical Education, Grade 11, p. 110 

This section outlines the risks associated with complete dependency on the support of 

other countries, causing poor countries to be “frequently exploited.” Students are taught 

that this exploitation leads to poor economic progress, which creates a vicious cycle of 

dependency and underdevelopment.  
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Indigenous knowledge 

13. History, Grade 12, pp. 254-257 

Students are taught to appreciate indigenous knowledge, cultural and religious traditions. 

Respect for and equal treatment of diverse populations within Ethiopia is seen as important 

for maintaining a stable society. 

(p. 254) 

Indigenous knowledge is portrayed in a highly positive light, described as “invaluable” and 

“irreplaceable.” Interestingly, this is qualified by the statement that “There is nothing West-

ern science can do to replace or replicate indigenous knowledge,” which both instills a 

sense of pride in traditional Ethiopian culture, while potentially encouraging disrespect to-

wards Western belief systems.    

(pp.256-257) 

The below example shows respect for indigenous knowledge, which is described as 

“moral” and “valid.” It is contrasted with “colonial and Western education systems,” which 

are presented as a threat to the retention of indigenous knowledge worldwide. Further-

more, the passage states that indigenous knowledge “does not require the validation of 

Western science,” which suggests a level of disdain and distrust towards modern science. 
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(p. 257) 
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Historical legacy  

14. Citizenship, Grade 10, pp. 21, 41 

The textbook confronts difficult histories, in particular the repression, war and violence 

surrounding HaileSlassie’s rule and the Derg military junta. 

 

(p. 21) 

The following passage references the imprisonment, violence and torture which occurred 

under the Derg, and warns against the implications of seeking “unlimited power”. The bot-

tom images present a portrait of HaileSlassie and an illustration of armed men pointing a 

rifle at a citizen lying on the ground, stating that the “Red Terror [...] must not be repeated”.  
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(p. 41) 
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15. Civics and Ethical Education, Grade 12, p. 195 

In a lesson on the 1991 Transitional Charter, students learn about the positive contribution 

of the Tigray People’s Liberation Front (TPLF) in toppling the Marxist military junta.  

(p. 195) 

 

16. History, Grade 12, pp. 170, 172 

There is a description of the absolute control exercised under Emperor HaileSlassie, which 

is criticized as having been “tenuously held together.” 

(p. 170) 

The below passage teaches students about the role of education and media in perpetrating 

HaileSlassie’s cult of personality, highlighting how these institutions can be exploited as 

instruments of propaganda to establish absolute control.    

(p. 172) 
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17. Civics and Ethical Education, Grade 12, pp. 33, 154 

Students learn about the history of the Ethiopian people’s struggle against oppression, 

which includes the role of peasant uprisings and other movements in the country’s transi-

tion to a democratic system of government.   

(p. 33) 

The below example teaches that Tigray was one of the first regions to witness revolt 

against the central government post- Italy's colonial struggle. The content of the passage 

extends to the ‘Post-1991 Development in Ethiopia,’ creating space to engage in discus-

sions on Tigray in national political discourse. That said, the status of Tigray in a contem-

porary political context is not addressed. 

(p. 154) 
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Government and Politics  

Democracy and (ethnic) Federalism  

18. Citizenship, Grade 10, p. 30 

When teaching about democracy, the glossary includes definition of ‘Accountability’, 

‘Transparency’, ‘Minority Right’ and ‘Universal Suffrage’, indicating a desire to ensure the 

implementation of democratic values. It is also emphasized that “knowledge about rights 

and tolerance are key to living in peace with others”. 
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19. Civics, Grade 6, pp. 3, 21 

The textbook acknowledges problems which existed under previous regimes as a result of 

lacking a democratic system.  It particularly circles out the “unfair distribution of resources” 

among different nations and peoples as problematic.  

(p. 21) 

The textbook highlights the importance of a democratic system, teaching that democracy 

encourages a more tolerant culture with regards to embracing differences in religion, iden-

tity and opinion. 
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(p. 3) 
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20. Citizenship, Grade 9, pp. 100-101, 247, 273 

This example acknowledges the shortcomings of Ethiopia’s democratic system, asserting 

that “democracy in Ethiopia is still in its infancy.”  

(p. 247) 

Students are taught about the idea of traditional Ethiopian democratic systems which pre-

dated Western democracy, providing the Oromo group’s sociopolitical and military institu-

tions as an example. 

(p. 273) 

The textbook identifies the policy of multicultural federalism as a means of striking a bal-

ance between national unity and cultural diversity.   

(pp. 100-101) 



 

 

25 

21. Civics and Ethical Education, Grade 12, p. 10 

This section in the textbook explains the system of federalism in Ethiopia and its benefits, 

teaching that the devolution of power to regional states offers political autonomy.  
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22. Citizenship, Grade 10, pp. 25-26 

The following case study on Harari Regional State outlines the political autonomy the Harari 

people enjoy as a result of the federal system of government. 

 

23. History, Grade 12, p. 243 

Students are taught about Article 39 of the FDRE Constitution, which guarantees self-gov-

ernment for “Every Ethiopian Nation, Nationality and people.” The article is described as 

“controversial” and as “potentially very dangerous,” due to the risks it presents for making 

Ethiopia vulnerable to secessionist movements.   
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Law and Order  

24. Civics, Grade 5, p. 12 

The textbook promotes the value that everyone in Ethiopian society is equal, and that “no 

one is above the law,” including political officials and government authorities. It is worth 

noting that despite the textbook’s claim, Freedom House classified Ethiopia as an “author-

itarian, one-party system” that has “largely excluded the public from genuine political par-

ticipation.” 1 

 

25. Civics, Grade 6, p. 35 

The following example teaches that there should always be a limit to the amount of power 

government officials can wield, and they are responsible for practising it in a “logical” way. 

 

 

1 Freedom House. Ethiopia: Freedom in the World 2021. Freedom House, 2021. https://freedomhouse.org/country/ethio-

pia/freedom-world/2021#:~:text=The%20authoritarian%20one%2Dparty%20system%20in%20Ethio-

pia%20has%20largely%20excluded%20the%20public%20from%20genuine%20political%20participation%2C 
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26. Citizenship, Grade 10, p. 12 

Students learn that human rights are enshrined in the Ethiopian constitution, specifying 

that the rights of religious, ethnic and linguistic minorities must be respected.  

 
 

27. Citizenship, Grade 9, p. 241 

Students are encouraged to adopt a critical approach to the 1995 FDRE Constitution, 

whose articles are qualified as being “controversial.”  
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28. Civics, Grade 5, p. 36 

In a short story, a father and daughter discuss individual responsibility, and the father con-

firms that well-developed countries are successful because their citizens pay their taxes. 

The daughter consequently acknowledges the importance of paying tax when she is a 

working adult. The extract suggests that payment of taxes is not a widespread practice in 

Ethiopia. 
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29. Citizenship, Grade 9, p. 8 

When describing attributes associated with individuals who possess integrity, the act of 

paying one’s taxes is deemed highly important, and as “a sure sign of the degree of pride 

they have towards their country.” It is explicitly stated that few people pay their taxes, and 

corrupt tax practices are rampant. 
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Civic Rights and Responsibilities   

30. Civics and Ethical Education, Grade 12, pp. 136-137 

The following lesson teaches about an article of the FDRE constitution which addresses 

freedom of expression, and the importance Ethiopia places on freedom of expression of all 

kinds. However, it also questions these rights, asking students whether complete press 

freedom should be “curtailed by laws.”   
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31. Civics, Grade 6, p. 84 

Students are warned against consuming biased information, and encouraged to be critical 

of “false information” and “crosscheck its accuracy with other sources”. 

 
 

32. Citizenship, Grade 9, p. 44 

When teaching about digital technology, the textbook encourages students not to incite 

hate on the internet, and to respect the rights of others. This includes “exposing” fake news 

and ignoring content which “provoke[es] political, religious, and sexual violence.”  
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Peace and Tolerance 

33. Civics, Grade 5, p. 25 

Co-existence: The Right to Freedom of Religion and Belief 

A long section in the textbook outlines the major religions practised in Ethiopia, namely 

Christianity, Islam and traditional religions. The lesson states that no religion is superior or 

inferior to another, emphasising that, according to the Ethiopian constitution, everyone has 

the right to practise their religion.  
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34. Civics, Grade 6, p. 25 

Students are taught the importance of respecting other religions, and that religious equality 

is enshrined in the Ethiopian constitution. The textbook later states that “[Ethiopia] has a 

long history in respect of peaceful coexistence of various religions”; in this context, the 

absence of any mention of Judaism is important to note, based on Ethiopia’s history with 

regards Ethiopian Jews, which may suggest otherwise. 
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35. Geography, Grade 12, pp. 112, 143 

Students are offered contradictory messaging on religion, which is described as both a 

contributor to or a hindrance to socioeconomic development. Such a description, which 

does not go into any further detail, may foster intolerance towards other religious groups. 

(p. 112) 

The textbook later describes one of the attributes of the most corruption countries as being 

the “visible” influence of religion, which may incite hatred and intolerance towards differing 

religious beliefs.  

(p. 143) 

36.  English, Grade 5, p. 24 

In an activity intended to help students learn to compare verbs, the textbook mentions two 

separate children  of different religions, one who “goes to the mosque every Friday” and 

one who “goes to church every Sunday”. By placing these religious practices in an ordinary 

context, the lesson normalises differing religious beliefs among Ethiopians.  
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37. Social Studies, Grade 7, pp. 116, 119 

In a lesson on Islam, the development and expansion of Islam are described in a neutral 

manner. There is a factual explanation of jihad as an “Islamic Holy war,” which students 

learn has facilitated the spread of a Muslim Arab empire.  

(p. 116) 

In the below example, Islam is inadvertently constructed as the ‘Other’ in relation to Chris-

tianity. While Christianity is described in positive terms as a religion “spreading freely,” Is-

lam is contrasted as a “conquering” force and a “new culture.”   

(p. 119) 
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38. Citizenship, Grade 9, pp. 186-187, 263 

An excerpt on Aksumite King Ella Sham presents Ethiopia as being tolerant and accommo-

dating to Muslims, “permit[ing] them to practice their religion freely.” The text also mentions 

the existence of the Al Nejashi Mosque in Ethiopia, named after King Negash, stating that 

it is one of the earliest in the world, and indicating Ethiopia’s connection with Islam from its 

nascent stages. 

(p. 263) 

The below image features demonstrations by Muslims for religious equality, alongside 

Christian sympathizers, teaching students that respect for the Other transcends religious 

differences.   

(pp.186-187) 
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39. History, Grade 12, pp. 232-233, 252 

Ethiopia’s role in regional peacekeeping is highlighted, with specific reference to UN 

peacekeeping missions.   

 

(p. 252) 
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Conflict Resolution 

40. Citizenship, Grade 10, pp. 42, 98-99 

Students learn that conflict prevention is implemented through democracy, “accountabil-

ity,” the constitution and representation.  

(p. 42) 

In contrast, the same textbook teaches two value systems with regard to conflict resolu-

tion, stating that citizens’ national obligations are simultaneously to “fight aggression” in 

the case of an invasion, and to “resolve conflict in a peaceful way.” The value of peaceful 

resolution is clearly situational and does not extend to all forms of conflict. 

 (pp. 98-99) 
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41. History, Grade 11, p. 167 

The exercise encourages students to find ways to peacefully resolve conflicts, referring to 

a historical conflict between Ethiopians Christians and Muslims to aid this discussion. 

 

42. Geography, Grade 12, pp. 85, 86-87 

The curriculum discusses indigenous conflict resolution mechanisms, which is practised to 

reduce inter-ethnic conflict in Ethiopia. These practices are treated with respect and char-

acterised as “the best method of conflict resolution” for poor and illiterate societies. .  

(p. 85) 
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The conflict resolution mechanisms of specific ethnic groups are outlined. Textbooks teach 

the importance of decreasing “acts of revenge,” instead encouraging a “tradition of for-

giveness” and “respect of elders.”  

(pp. 86-87) 

43. History, Grade 10, p. 216  

Indigenous conflict resolution systems, which are based in appointing tribe elders as au-

thorities, are described as being “free from corruption and politicisation” when compared 

to the formal justice systems in Ethiopia. This position calls into question the legitimacy of 

Ethiopia’s justice system.  
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Regional and International Relations 

Africa 

44. Civics, Grade 6, p.7 

The below example highlights the value the Ethiopian government places on fostering pos-

itive relations with other nations, particularly within Africa.  

 

45. Citizenship, Grade 9, pp. 170-171 

The textbook teaches that Ethiopia’s “porous borders” with Sudan and the annexed Eritrea 

constitute a security threat, which suggests an implicit wariness towards the cross-border 

movement of people, goods and services. Simultaneously, students learn that Ethiopia is 

committed to regional peace, and participates in peacekeeping missions. 
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46. History, Grade 12, p. 180 

The below example discusses the integration of Eritrea into a federation with Ethiopia in 

1952 following armed struggle, which is described as unsatisfactory to both unionists and 

separatists. The subsequent dissolution of this federation in 1962 is taught as having rein-

forced “internal and external opposition” to the imperial regime. 

 
 

47. Citizenship, Grade 9, p. 196 

The secession of Eritrea from Ethiopia is described as meeting minimal opposition. Inter-

estingly, the reorganization of Ethiopia as a multi-ethnic federation is taught from a critical 

standpoint: the legislation was passed “with a minimum of reflection,” and it is “open to 

debate” whether participants realized the importance of the issue. 
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48. History, Grade 12, p. 247 

In a lesson on the 1998 Ethio-Eritrean War, students learn that the Eritrean government was 

“Unfortunately […] not willing to accept the peace offer,” which frames Eritrea as the sole 

party unable to reach a compromise and thus may betray a slight national bias.  

 

 

 

49. Citizenship, Grade 9, p. 161 

The instability of neighbouring Somalia is seen as a matter of concern both for Ethiopia, 

and in a global context.  
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50. History, Grade 12, p. 200 

Past conflict with Somalia over the Ogaden region of Ethiopia (modern-day Somali region) 

is presented as “the most serious external challenge” to the Derg’s governance. The conflict 

is framed in hostile terms: the Somali government is described as having violated UN char-

ters by invading the Ogaden Region with the intention to annex its territory, and students 

learn that these actions stemmed from “Somali irredentism.” 

 

 

51. Citizenship, Grade 9, p, 164 

The conflict between Ethiopia and Somalia over the Ogaden region is again mentioned, 

here in more neutral terms.  
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The Nile-basin Countries/Hydro-Politics 

52. Social Studies, Grade 8, pp. 75-76 

Students learn about hydro politics and water resource management in relation to the Nile 

River basin. The textbook describes the division of water resources as “unbalanced and 

unfair,” drawing attention to Egypt and Sudan as having benefited in particular from the 

Nile’s water. The statement that countries now enjoy “equitable utilization” of the Nile is 

likely in reference to the ongoing Grand Ethiopian Renaissance Dam (GERD) project, which 

has provoked tensions with neighboring Egypt and Sudan. 
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53. English, Grade 12, p. 167 

Students learn about the benefits of the GERD for Ethiopia, namely improved living stand-

ards and economic development. There is a brief mention of the “active dispute” with 

Egypt, which is “opposed to the project.” 
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54. Citizenship, Grade 9, pp. 134, 202 

When discussing the construction of the GERD, Ethiopia is identified as one of several up-

per riparian states whose interests were not taken into account with regards the use of 

Nile water resources. The GERD is therefore presented as a means of Ethiopia regaining 

“equitable rights” and “harmonious use of the water,” without mention of the ongoing dis-

pute over the construction of the dam.  

(p. 202) 

Students learn that positive relations and stability between states in the Horn of Africa are 

influenced by cooperation over water resources, with the GERD named as a specific ex-

ample. The construction of the dam is described as provoking a “serious disagreement,” 

which must be addressed through dialogue and negotiations. This ties into the idea that 

Ethiopia sees the GERD as a project to foster regional integration (p.172).     

(p. 134) 
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55. History, Grade 12, p. 251 

This example characterises Egypt and Sudan as strong opponents of the GERD, backed by 

the US. This is contrasted by the unifying effect of the project, which has involved Ethio-

pians from all walks of life, “including the rich and the poor.” This may instil feelings hostility 

among students towards these three nations, which are framed as hostile to Ethiopia’s de-

velopment. 
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International 

56. Civics, Grade 6, pp. 7-8 

The textbook emphasizes the importance of building a democratic system in maintaining 

strong relationships with foreign countries. Foreign policy is thus described as being in “the 

national interest.” 

 

 
 

57. Citizenship, Grade 9, p. 165 

The textbook teaches that the US, Russia and China wield their strong military as a bar-

gaining chip in matters of foreign policy and self-defence. This strategy is characterised as 

“violent” and as necessitating “imposition of force”; this strong emphasis on countries’ mil-

itary strength may promote militarism, which is anathema to peace, and may provoke feel-

ings of hostility towards these powerful nations. 
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58. Citizenship, Grade 10, pp. 114-115 

The lesson below states that continued poverty within Ethiopia is a result of poor time 

management and poor work habits. In contrast, Chinese workers are highlighted as a prime 

example of good work habits: the textbook expresses admiration for their “respect” and 

devotion to the construction of roads in Ethiopia, praising the quality of their work. Inter-

estingly, the presence of Chinese workers in foreign countries is described as beneficial to 

both parties, despite this being a controversial issue in several African countries. 
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59. English, Grade 12, p. 141 

Students learn that the “idealized” Western lifestyle is partially to blame for current eco-

nomic crises and instability in the developing world. This fosters distrust towards the West, 

and an ‘us versus them’ mentality.  

 
 

60. Geography, Grade 12, pp. 99, 131, 132 

The textbook blames “the West” for destroying the agricultural sector in developing coun-

tries, without providing further details of who these concerns, and subsidies to Western 

farmers are equated to corrupt African governments. This sweeping statement is a gener-

alisation, and may incite hate. 

(p. 99) 

The below example critiques globalisation, contrasting the developing world, which has 

suffered from the influence of large corporations, with the developed world, which has 

“benefited” from globalisation. By creating a link between the erosion of cultural practices 

in the developing world and the economic benefits reaped by countries in the developed 

world, this may create unnecessary animosity.   
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(p. 131) 

In contrast, the following passage outlines the benefits of globalisation as a means to 

spread “democratic ideals,” enable countries to unify through mass media, and minimise 

conflict.  

(p. 132) 
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61. Citizenship, Grade 10, pp. 102, 111 

Students learn that it is important to attract and promote Foreign Direct Investment (FDI) 

in Ethiopia. That said, the textbook prompts students to weigh the benefits and drawbacks 

of FDI in the context of minimising dependence on richer countries, and advocates for self-

reliance.   
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62. Geography, Grade 10, p. 119 

There is a debate on whether foreign aid is positive or negative for Africa, which suggests 

conflicting views on the issue, as outlined above.  
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Patriotism and Sovereignty  

Struggle for National Sovereignty 

63. Civics, Grade 5, p. 45 

The text below highlights the Ethiopian citizens’ unwavering patriotism and commitment to 

their country, while making it clear that there have been unpopular government regimes in 

the past. One such example of patriotism is the people of Ethiopia successfully fighting 

back against “foreign invaders.” 
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64. Social Studies, Grade 8, pp. 146, 147 

When outlining the learning outcomes at the end of this unit, students are encouraged to 

“Develop strong sense of anti-colonialism,” alongside showing respect for African inde-

pendence, and opposition to slavery.   

(p. 146) 

Likewise, another learning outcome asks students to respect Ethiopia’s efforts to defend 

its country from “external aggression.” 

(p. 147) 

 

65. History, Grade 10, p. 65 

The Battle of Adwa in 1896 is presented as “the first decisive victory of black people over 

a powerful white European power.” While this is intended to instil national pride in Ethiopian 

students and to demonstrate the positive influence of the victory on black independence 

movements worldwide, the racialized tone of the text may also foment hostility towards 

European nations.  
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66. English, Grade 11, p. 173 

Likewise, this example highlights the “stunning victory” of the Battle of Adwa, which is held 

up as a symbol of African freedom and national unity. Students also learn that Ethiopia’s 

success in battle against European colonisation struck a powerful chord in the US, which 

at the time was experiencing racial segregation. 

 

67. History, Grade 12, pp. 72, 74 

Once again, Ethiopia’s victory over Italy in the Battle of Adwa is portrayed as inspirational 

for black people in Africa and across the world, particularly in the US and South Africa, and 

is characterised as a “significant landmark” in the country’s history, a strong expression of 

national pride.  

(p. 74) 

Students learn that Ethiopians were united in battle, irrespective of ethnic, religious and 

political differences, thus portraying the colonial forces as a national enemy.  

(p. 72) 
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68. Social Studies, Grade 8, p. 132 

Students are taught the impact of colonialism on African society, namely the exploitation 

of native workers and draining of wealth from colonies, alongside “an attitude of racial and 

cultural superiority.” 

 

 

69. History, Grade 10, pp. 40, 144, 217 

In contrast, this history textbook acknowledges the positive impacts of colonialism in Af-

rica, namely the ending of tribal warfares, consolidation of colonial administration and mod-

ern construction ideas. 

(p. 40) 

Later on in the textbook, an end-of-unit learning outcome encourages critical reflection on 

foreign intervention in Ethiopia, which is presented in a negative light. The British are de-

scribed as “establish[ing] dominance” after the termination of “Fascist” Italian rule, and stu-

dents are asked to explain US involvement in “consolidating autocracy” in Ethiopia.  

(p. 144) 

Students are asked to “criticize” continued Western economic domination in Africa, which 

implies that they are expected to adopt a largely negative viewpoint on this issue. 
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(p. 217) 

In the below example, students learn that there is a complex colonial legacy in Africa which 

is “deeply embedded” in former colonies. The lasting effects (or “hangover”) of colonializa-

tion are linked to ethnic tensions, which are described as having been exacerbated by co-

lonial borders. 

(p. 188) 
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Jews and Israel 

Jews  

70. Social Studies, Grade 7, p. 109 

Unlike Islam, Christianity and polytheistic religions, all of which were previously discussed 

in the curriculum, Judaism is not mentioned nor defined. In the below section on the origins 

of Christianity, there is no explanation of its Jewish origins. Furthermore, the anachronistic 

use of the term “Palestine” is misleading, and undermines Jewish connections to Israel.  
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71. History, Grade 11, pp. 42, 123 

While this textbook does acknowledge that the first Christians were “the Jews,” who even-

tually were either assimilated and became Christians or reverted back to Judaism, it also 

refers anachronistically to the region of “Palestine.” 

(p. 42) 

The textbook later teaches students about the Spanish Inquisition and the persecution of 

Jews in Spain, including forced conversions to Christianity. 

(p. 123) 
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72. Social Studies, Grade 7, pp. 109, 152, 153-154 

Those who accepted Christianity are explicitly emphasized as being “non Jews,” which may 

forge a negative perception of Jews as an ‘Other’ in opposition to Christianity, the dominant 

belief system. 

(p. 109) 

The below example is the only mention of Ethiopian Jews. However, they are not defined 

beyond the label “Bete Israel (Falasha),” nor are they explicitly described as Jews.  The 

Falasha community is referred to as an “occupational group,” with no mention of Judaism 

or cultural specificity.  

(p. 153-154) 

The below reference to the Solomonic dynasty is a direct reference to Jewish history and 

Judaism.  However, this is not made explicit, neither is the time period defined; instead, it 

is undermined by the adjective “so called” to cast doubt upon the veracity of this historical 

dynasty.  

(p. 152) 
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73. Citizenship, Grade 10, pp. 30, 81, 88 

The Solomonic Dynasty is once again mentioned although it is taught through a Christian 

lens. There is no explicit mention of Jewish lineage in relation to the “house of David,” nor 

contemporary Jewish Ethiopian communities.  

(p. 30) 

The below case study on Adolf Hitler provides a full description of the rise of Nazism and 

alludes to the persecution of Jews. However, the Holocaust is not explicitly named, nor is 

this persecution defined as a genocide. Instead, the systematic and organised nature of 

the Holocaust is heavily downplayed; Hitler was motivated by the perceived “superiority” 

of the Germans, “did not like the Jewish people,” and so they were killed by “his soldiers 

[…] in Europe.” This description fails to address the complexities of Nazi ideology and offers 

students an incomplete picture of the Holocaust. 
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(p. 81) 

Several pages later, the Holocaust is trivialized and reduced to “a good example of discrim-

ination”; the targeted and systematic murder of Jews, while discriminatory in ideology, was 

in fact a genocide.  

 

(p. 88) 
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74. Social Studies, Grade 8, p. 103 

In a sub-section titled ‘Basic Causes of WWII’, nationalism is included as one such factor. 

The definition fails to adequately explain the meaning of “’master race’ doctrines,” in relation 

to Germany, nor does it specify which “lesser peoples” were considered inferior to the Axis 

nations.  

 

In the rest of the textbook on WWII, the finer details of the war are taught, including the 

economic, social and political consequences. Yet, there is no mention of the attempted 

annihilation of European Jewry, or anything related to their mass extermination – i.e. ghet-

tos or concentration camps, and the  murder of other groups. Although the racist ideology 

of the Nazis is acknowledged, the textbook authors do so within the context of political 

‘nationalism,’ while the term ‘Aryan’ and its implications are not addressed as part of Hitler’s 

race theory. The textbook describes the general outlook of a totalitarian regime, without 

specifying which particular groups suffered at the hands of Nazi racist ideology; conse-

quently the Holocaust, Jewish people and antisemitism are ignored.  
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Israel  

75. English, Grade 7, p. 13 

In this grammar activity on the use of capital letters, Jerusalem is mentioned as the capital 

city of Israel.  

 
 

76. Social Studies, Grade 8, p. 31 

In this series multiple choice review questions, Israel is mentioned in connection with a 

geographical formation. 
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77. Social Studies, Grade 7, pp. 96, 97 

In geography lessons, Israel is erased from maps and modern-day territory. The below map 

of the Fertile Crescent and Ancient Mesopotamia labels the territory of present-day Israel 

as “Palestine,” which is historically anachronistic and inaccurate and therefore betrays a 

political bias. This is a recurring issue in the textbook. 

(p. 97) 
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78. Geography, Grade 11, p. 76 

In an exercise where students are taught about cross-border river basins, the textbook 

mentions the Jordan River, however Israel is not included among the countries that share 

this body of water. 
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79. History, Grade 12, pp. 147-148, 150 

A section titled ‘Zionism and the Creation of the State of Israel’ outlines the major develop-

ments of the Arab-Israeli conflict in a balanced and factual way. It details the mass Jewish 

migration to the British mandate of Palestine in the 19th and 20th centuries. Most notably, 

the First and Second World Wars, and their effect on this migration, are highlighted. This 

includes specific reference to the murder of millions of Jews in the Holocaust, linking it to 

the resulting impetus to create a Jewish state. 

 

(pp. 147-148) 
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Some of Israel's actions are criticized (e.g. Jewish terrorism, settlement expansion, refusal 

to withdraw from occupied territories); however, the textbook does not vilify Israel, and 

effectively explains its motivations. The textbook also criticizes Arab terrorism and refusal 

to consider peace with Israel, and mentions Israeli and Arab exacerbation of the conflict 

despite “the historic peace agreement of September 1993 between the PLO and Israel”. 

(p. 150) 
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80. Geography, Grade 12, p. 76 

In a lesson on conflicts over waterways, students are taught that 30 such incidents were 

between “Israel and one or another of its neighbors.” However, it also mentions interna-

tional water agreements and ongoing “co-management plans,” one of which is between 

Israel and the Palestinian Authority.  

(p. 76) 
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Gender Equality  

81. Civics, Grade 5, pp. 23, 87 

The textbook teaches that viewing men and women as equals is an important part of Ethi-

opian identity. It is argued that while men have traditionally been perceived as more dom-

inant in the past, there is no logical or scientific reasoning behind this “backward attitude.”   
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82. Citizenship, Grade 10, pp. 53-54 

The following lesson is dedicated to gender equality, and quotes the Federal Constitution 

to emphasize that gender equality is enshrined in law. However, gender roles are still rein-

forced: education is said to enhance women’s caring duties (they are better able to “feed 

their children” and “maintain hygiene”). That said, the lesson does highlight the importance 

of women’s engagement in economic activity.  
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83. English, Grade 12, p. 10 

This learning activity questions the lack of inclusion of women in local community organi-

sations, asking students if this is “appropriate” and “represent[s] the society well,” which 

encourages critical thinking on gender equality.  
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84. English, Grade 4, p. 199 

An activity asking students to find out what each other’s parents do reinforces stereotypical 

gender roles. While the men hold jobs outside of the home, the women in this dialogue fulfil 

the traditional role of a housewife.  
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85. English, Grade 9, p. 22 

An activity for students reinforces traditional gender roles by asking what their mother does 

“in the kitchen.” 
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86. Citizenship, Grade 10, p. 108 

The textbook acknowledges the prevalence of gender-based violence against women and 

girls, alongside Ethiopian’s HIV/AIDS crisis, noting that “the fight against HIV/AIDS will fail if 

there is gender inequality”, as women have contracted the virus because of “rape and vio-

lence committed against them”.  
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87. Social Studies, Grade 7, p. 54 

The textbook teaches students about a significant female role model in Ethiopian history, 

Itege Mentewab, a prominent politician and leader.  Another female role model is men-

tioned on page 152, in reference to the “the legend of the supposed queen of Sheba.”  

 

88. History, Grade 12, p. 89 

Students learn about the contribution of women patriots and leaders against the war with 

Italy between 1936-1941. The passage highlights women’s efforts in fetching water, col-

lecting wood, healing the wounded and preparing food during the war, emphasizing their 

“key role in the resistance struggle.” 

 

89. History, Grade 10, p. 76 

Similarly, Ethiopian women are described as having collected valuable intelligence from 

Italian soldiers during the war, and as having arranged secret assassinations of Italian offi-

cials.  



 

 

80 

Methodology 

IMPACT-se applies methodological stan-

dards which are based on UNESCO and 

UN declarations, and international recom-

mendations 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 no-

tions.  

The following is an updated, condensed 

version of the IMPACT-se UNESCO-de-

rived standards for peace and tolerance 

in school education:  

 

 

The curriculum should promote tolerance, 
understanding and respect toward the 
“Other,” his or her culture, achievements, 
values and way of life.2 
 

 

 

 

2 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 I, III. 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 funda-

mental 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. Based also on UN Security Council Resolution 

2686 on “Tolerance and International Peace and Security” (unanimously adopted June 14, 2023), which urges Member States 

to promote tolerance and peaceful coexistence through education, consider inter-religious and intercultural dialogue as 

means of achieving it, and publicly condemn violence, hate speech and extremism to prevent the spread of intolerant ideol-

ogy and incitement to hatred and discrimination based on race, sex, ethnicity or religion or belief (including Islamophobia, 

antisemitism or Christianophobia). See specifically Article 6: reaffirming States’ obligation to respect, promote and protect 

human rights and fundamental freedoms of all individuals. 
3 The goal of education for peace is the development of universally recognized values in an individual, regardless of different 

socio-cultural contexts. See Ibid., 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. 
4 Ibid., and based on Articles III.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. 

 

 

The curriculum should foster personal at-
tachment toward the “Other” as an indi-
vidual, his or her desire to be familiar, 
loved and appreciated.3 

 

 

The curriculum should be free of wording, 

imagery and ideologies likely to create 

prejudices, misconceptions, stereotypes, 

misunderstandings, mistrust, racial ha-

tred, religious bigotry and national hatred, 

as well as any other form of hatred or con-

tempt for other groups or peoples.4 

 

 

The curriculum should be free of lan-
guage, content, and imagery that dissem-
inate 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.4 

 

RESPECT 

INDIVIDUAL OTHER  

NO HATE  

NO INCITEMENT  
1 

2 

3 

4 
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5 

The curriculum should develop capabili-

ties for non-violent conflict resolution and 

promote peace.6  

 

 

Educational materials (textbooks, work-
books, teachers’ guides, maps, illustra-
tions, aids) should be up-to-date, accu-
rate, complete, balanced and unpreju-
diced, and use equal standards to pro-
mote mutual knowledge and understand-
ing between different peoples.7 

 

 

 

 

 

 

 

 

5 As defined in Article 4 of the International Convention on the Elimination of All Forms of Racial 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. 
6 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. 
7 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. 
8 The preamble to the Declaration of Principles on Tolerance proclaimed and signed by member states of UNESCO on No-

vember 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. 
9 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. 
10 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, Articles III.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 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 II. 

 

The curriculum should foster equality, mu-

tual respect, and should aim for equal rep-

resentation between individuals regard-

less of their gender identity. It should also 

refrain from language, content, and im-

agery that depicts limiting and/or exclu-

sionary gender roles.8 

 

The curriculum should be free of lan-

guage, content, and imagery that promul-

gates violence or discrimination on the 

basis of sexual orientation.9 

 

 

 

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.10
 

PEACEMAKING 

UNBIASED INFORMATION 

GENDER IDENTITY AND REP-

RESENTATION 

SEXUAL ORIENTATION 

SOUND PROSPERITY and CO-

OPERATION: 

5 

6 

7 

8 

9 
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List of Textbooks

The following Federal Republic of Ethiopia Ministry of Education curriculum textbooks have 

been analyzed by IMPACT-se for the research in this study; not all were quoted in the 

examples. Digital versions available on request. 

• English Grade 4 

• English Grade 5 

• English Grade 7 

• English Grade 8 

• Civics Grade 5 

• Civics Grade 6 

• Social Studies Grade 7 

• Social Studies Grade 8 

• English Grade 8 

• English Grade 11 

• English Grade 12 

• Citizenship Education Grade 9 

• Citizenship Education Grade 10 

• Citizenship Education Grade 11 

• Citizenship Education Grade 12 

• History Grade 9 

• History Grade 10 

• History Grade 11 

• History Grade 12 

• Geography Grade 10 

• Geography Grade 11 

• Geography Grade 12 

 


