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Editorial
History Education greetings,

Welcome to the December 2019 edition 6ésterday & Today
Unfortunately, this volume appeared a month late, at the end cdiryanu
2021. But one of the minor consequences of the CGMpandemic.
Minor indeed when considering the havoc, the COXtEDpandemic has
wrecked all over the world.

At the beginningof April 2020, just afterthe severity of COVID-19
pandemichit home,it was decidedto dedicatethe bulk of the December
2020edition(volume24) of Yesterday Todayto theteachingandlearning
of history under COVIB19 conditions.Subsequentlya call-for-papers
readingfYesterday Todayanaccredited opeaccess journal, withfocus
on History Education History in EducationHistory for Educationand the
History of Educationarecalling for paperson the teachingandlearningof
Historyin thetime of thecoronavirus disease (COVAID9) pandemi c 0,
distributed. Numerous abstracts from acritesworld were receivedput
alas, manyof the initial abstracts weraot followed throughon, simply
becausef thetoll COVID-19took on historyeducatorandtheinstitutions
they workin. Others wereno doubt, luredin a different directionby the
plethoraof other scholarly journals also seekilogoroduce special editions
on educationand COVID-19. The academic articles finally accepted for
publication weref a high academic standaasthdspoke directhyo thecall-
for-papers! will saymore about this furthelown.

Butfirst | wanttodwellonseverabthematterselatedo historyeducation
and COVID19. While COVID19 served to lay bare numerous societal
fault lines, it also did so in terms of matters relating to history education.
Three examples in this regard will suffice. The first relates to the absence
of historyin thenumeraisfi ¢ | ® @ d otbaksprangupin SouthAfrica.
Onewouldhavethoughtthat,consideringhezeitgeistvearein, thepowers
that be would include history in the
and elsewhere, Alas, this did not happen and the standard privileged fare
of Mathematics, English and so forth were dished up. The second deals
with theabsencef historyeducationalistandothersocialscientistsn the
mitigation policies created by many countries in the world. Such policies,
by dint of their legakthical nature and societal impact, needs more than a
bio-medical approachSadly,this was nothow, generaly speaking, the
COVID-19world wasviewed.And finally, whatevercurriculumreformis
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planned in history education in future, planners would do well to consider
the inclusion of the study of pandemics.

Backto theDecember 2020 editioMolume24 of Yesterday: Today for
theuninitiatedthejournalis attachedo the SouthAfrican Societyfor History
Teaching(SASHT), consistef four sectionsThe firstsection contains the
usual academic article$he second contains academic articles related to
COVID-19 and history eduation, and thet h i r d ,-o nfahpeactichs
articleson COVID-19 andhistory educationT he finalsection contains the
three book reviews appearimgthis editionof Yesterdayg Today

Section 1 consists of the usual academic articles related to history
education. In the first Rosa Cabecinhas and Martins Mapera dealt with
decolonisation and the liberation script in Mozambican history textbooks.
In the second, Leonard Buhigiro engaged, by means of a caresoiie
with thecomplexityof teachinghe genocideagainstheTutsiin Rwanda.

The second section carries the COMI® academic articles related to
history education. In the first of these Kak&hn Nieuwenhuyse, in a
comparativestudy,i nt err ogat ed postgraduate
perceptions and performances when using different modes of online
studying. This is followed by an article by Brett Bennett and his team of
co-authors who investigated the consequences of Ca@\MDon
international partnership between universities. Indrtdcle, Leevina lyer
turnedtheresearchensinwardsandstudiedherown educationapractices
as a history education lecturer during COVIB. Sarah Godsell, in her
contribution, asked critical questions about her history edugqatatices
duringthepandemidy focussingonthechallengesandproblemsbrought
aboutby EmergencyOnlineTeachingMpilo Dube,in his article,focussed
on higher education by honing in on the experiences of PGCE History
students when teaching and learning moved online. A different research
slant was brought to the special edition by Noor Davids in his article on
the use of B e r meviceetd teattshistBreeal @agdengds.c a |
Thefinal academigaperelatedto COVID-19 andhistoryeducations by
SieboérgemandFirth. In it theypondertheteachingof dying anddeathwith
reference to the 1918 flu epidemic in Saoéthca.

In the third seci on, consi otniongardfi chdanddE
Strydom continues with the 1918 flu epidemic theme by looking at how
the University of Pretoria reacted to it at the time. This is followed by an
autoethnographic piece @arrynHalsall, who started heareeras
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an academic in history education on the day when the lockdown was
announced. The third Ahands ono art.
askscritical questionsboutonlineteachinghistoryeducatiorandsociety.

Marj Brown,in herarticlealsoadoptsacritical stancen interrogatingvhat

shedid asahistoryteacheatanaffluentschoolduringCOVID-19.Thisis

followed by an article by Kirsten Kukard and her experiences of teaching
historyfor blendedandonlinelearningduringthe pandemicin herarticle,
Nonhlanhla Skosana, reflects on the dual process on teaching history
duringthe pandemiatatownshipschoolwhile alsopursuingherpostgrad
studies in history educadn®dnar tTihdlIse
historyeducatiorstudentf theUniversityof the Witwatersrandn which

they propose a decolonising -arecacher
articles are from fellow African countries. In her contribution Rejoice
Dlamini reflects on history education during the pandemic in Eswatini,

while Ackson Kanduza shines the ltgin COVID-19 inZambia.

I am confident that the above contributions will not be the final word on
history education under COVHD9 conditions and that the 2021 volumes
of Yesterday & Todawill carry further contributions in this regard.

| would like to concludethis editorialon a soberingnote,onethatwould,
in my view, serve to contextualise the devastating impact of COG1AD
In earlyJanuary2021,Dr GengsPillay, aleadinglight in historyeducation
at secondary school level in South Africa, and former member of the
editorial board ofYesterday& Today passed away of COVHR9 related
complications. Dr Katéngier,one of the assistasditors forYesterdag
Today whoworkedcloselywith Gengscontributedhememorialpiece on
the next page.

Take care and stay safe!
Johan Wassermann (EdHior-Chief)
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Remembering Dr Gengs Pillayi a history
education giant

It is with great sadness that we mark the passing
of Dr Gengatharen Pillay in January 2021 from
Covid-relatedcomplicationsandextendour sincere
condolences to his bereaved family. Gengs had
been amember of the editorial board ¥esterday
& Todaysince 2013 and was a doyen of lfstory
education community in South Africa, playing a
hugelyinfluential role in shapinghistory teaching
and learning in postpartheid South Africa. Enormously generous of spirit,
Gengs was a charismatic leader with a passion for History; his loss will be felf
by all those who knew him, from deep rural classrooms of Kwalialial to
the examination directot@at Department of Basic Education in Pretoria.

Gengs had a profound understanding of education, schools, teastdng
learning acquired over more than 30 years working in the field. Hedradd
as ateachersubjectadvisor,academic, a provincial anthtional examineand
moderatora curriculum evaluator for Umalusi, chief editor and authathef
hugelysuccessfuindpopulamNewGeneratioristorytextbookseriesaswell as
servingontheeditorialboardoftheacademigournalYesterday Todayandasan
executivememberof SASHT(TheSouthAfrican Societyfor History Teachers).
Gengs played a key role in turning the pagartheid history curriculum into
classroonpracticethroughhisworkshopsresourcesndthetirelesssupporthe
gave to teachers. It was this work of curriculum implementation vbiafred
the basis of his doctoral research, for which he was awarded a PhD in 2013.
Genggemainechumble despitehismanyachievementandtookgreatpleasure
in steppingoackinto theclassroonto teacha Gradel2 revisionclassor to give
amotivationaltalktothed | a i Hewasahéngagingandenthusiasticpeaker,
telling stories from his owristory, of experiences during the struggknd
impressingonthemthetransformationapowerof education.

Under Gengsod6és |l eadership and mentqrship,
as a choice subject in the Further Education and Training phase. Howevel,
Gengs supported the Ministerial Task Te

History should become a compulsory school subject for all learners to Grade
12.Hebelievedstronglythatall SouthAfrican childrenshouldknow theirown

history, be proud of their heritaggq and |
had been hidden from them in the past. Had he lived, Gengs would have playe
a key role in shaping the assessment standards for the next iteration of the Soyth
African curriculum.

[®N

Go well Gengs, may you rest in peace in the certain knowledge that your lifg
and work has made a profound difference to those of us who had the privilege
to work with you in history education and to generations of learners who will
continuetbenef it from your | ifeds work.

Dr Kate Angier,University of Cape Town
AssistariEditori Yesterday & Today
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Decolonising images? The liberation script in Mozambican
history textbooks

DOI: http://dx.doi.org/10.17159/2223386/2020/n24al

Rosa Cabecinhas MartinsMapera
Universidade do Minho, Braga, Portugal Universidade Zambeze, Beira, Mozambique
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Abstract

In this article we examine the textbook narratives of the colpaistand
the nationbuilding process in Mozambique, a Southern African country
which gained its independence in 1975. One of the priorities after
independence was to redesign the statpasgtus and social system in
order to decolonisep e o p Mivd§, sfoster patriotism and strengthen
national cohesionWehave conducted a discourse analysis of the verbal
and iconic content of two Mozambican history textbooks, wihieh
exclusively dedicated to national history: one published during the single
party or fisocialisto phase:partpard t he ot he
fineol i beral o phase and currently in use.
an analytic framework to unveilllo t he textbooks6 written
repertoires, and the combination thereof, convey (or otherwise) a diverse
and inclusive vision of the nation. Our findings reveal that although there
have been changes in the types of language and images used, the genera
account of Mozambican history remains identical, emphasising the need
for national unity under the leadership of the ruling political elite and
recounting the History of Mozambique from the perspective of a single
Liberation script, that completely ovedks the agency afomen.

Keywords: Africa; Decoloniality; History education; Intersectionality;
Mozambique; Nationalism.

In this article we examine History textbook narratives about the nation
building process in Mozambique, a multilingual country (LoA€€8) in
Southern Africa bordered by the Indian Ocean. According to Israel

(2013:11) , the Mozambican case can
and Aiextremeo. On the one hand, it i
tendency, whereby the political ghacy acquired in liberation

struggles, 0 in this casiefgaegnae rnastte dP ¢

triumphalist historical narrative, which became an instrument of state
andnationbuilding,acatalystof collectiveidentities,andatoolofp o we r . 0
Ontheotherhand,it isanfi e x t rcasaejetbe sensehatii g@rolonged
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antrc ol oni al struggle gave way to a
charismatic | eader of a revolution
Ain Mozambique the | iberatioimotnarr &

only against colonialism and congtaral Cold War enemies builso
against the exploitation of man by
A v edrr ya m aetentustorylived by MozambicangArnfred,2004:106),
showsthatthedreanthatit will bepossibleo eradicateextremenequality

is far from being achieved.

After theproclamatiorof theP e o pRepublisof Mozambiquan 1975,

one of the priorities of the Mozambique Liberation Front (FRELIMO) was

to redesign the state apparatus and the social system in order to overcome
the colonial mindset, foster patriotism and strengthen national cohesion
(Basilio, 2010). Education was perceived as the driving force for the
envisioned social and economic progress. But qualified national teaching
staff and material resources were scatneorder to overcome the huge

rates of poverty and illiteracy inherited from the colonial etee
FRELIMO government built upon the educational experiences initiated in

the liberated areas during the armed struggle. While the Mozambican
government wastriggling to redesign the state apparatus, theafled
ColdWargainedgroundin theregion(Piepiorka2020).In thiscontextthe

i p erslépendence development in education was triggered by fereign

i nduced i mpul ses, stemmi ng from 6
2020: 289) . AfCooperanteso from a va
Italy, Portugal Nordic countriesamongothers;Cf. Isaacmar& Isaacman,

1983; Gasparini, 1989), worked as educational advisors, schoolteachers,
curriculum designers, etc., together with local teams in the huge and
chall enging task of creating an ap
traditionaladl c ol oni al modes of educati on
of class divisions (Barnes, 1982:407). These-puitpendence socialist

goals were integrated into the Mozambican national education system,
implemented in 1983.

One of the main priorities was te-write history and disseminate a new
narrative of the nation to rescue dignity. The new curriculum materials
emphasised the history of resistance and the role played by the armed
liberation struggle (Barnes, 1982) in the natimnlding process. As in
other contexts, the need to legitimise the new political order led to the
construction and dissemination of a single account of national history.
According to Coel ho (2013), the nALi

2
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publicsphereemphasisethearmediberationstruggleagainstolonialism,

primarily through binary opposites: revolutionary verstmonialist,
exploiter versus expl oi (Wedsch,20802)d s o ¢
was disseminated by various instruments of the state, including the
education system and theedia.

Since 2010 there has been a growing body of research into Mozambican
public memory and social representations of national history (e.qg.
Cabecinhas & Feij6, 2010) as well as critical reflection orfithei b er at i on
scripto (Coel ho, 2013) in the Mozan
analysis of how this liberation script has been conveyeadpolitical

discourses, films, novels, biographies, etc. (e.g. Israel, 2013; Meneses,
2011; Schefer, 2016). However, there has been very little research into
Mozambican historyextbooks.

Cabecinhas, Macedo, Jamal and Sa (2018) developed a synchronic
aralysis of the representations of European colonialism and liberation
struggles in current History curricula and textbooks for lower and upper
secondary school education in Mozambique. Cabecinhas, Jamal, Sa and
Macedo (2021) conducted a diachronic analgéibie Liberation script in
Mozambican history textbooks since independence. In this article, we
examine the representations of national history conveyed in two
Mozambican history textbooks, published in distinct phases: the single
partyorfi s o ¢ iphakeiarglthedmulti-partyorii n e o | phHaseWtilé o
previous work has focused solely on the verbal content, in this article we
will also analyse the iconic dimension, using exploratory multimodal
analysis (Kress & van Leeuwen, 2001; van Leeuwen & Selander, 1995),
informed by an intersectional framewof{Crenshaw, 1989ay, 2015),
which acknowledges that oppression is not a stagle phenomenobut
a complex one, involving multiple social groups. Such an intersectional
framework is particularly relevant for the context of Mozambique, since
the Libeation struggle aimed to fight against all kind of oppressions and
therebycreatea nationthatwould befreefrom anykind of discrimination,
in particular racism anslexism.

In the following sections we provide a brief context for ctudy,
presenting tb analytic framework and the Mozambican historical and
educational backgroundVe then present a multimodal analysis tbé
Liberation script in two Mozambican History textbooks, published in
differentpolitical phasesThetwo textbooksanalysedereinobviously do

3
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not constitute a representative sample of all History textbooks published
since 1975. Our aim is far more modest: to reflect on how the images
chosen and incorporated in these textbooks may contribute to the task of
decolonising historical knowledge; drthe extent to which the visual
elements are aligned with the text, to convey a single script of the nation
building processWewill not, therefore, provide a systematic multimodal
analysis, including linguistic and layout structures (Kress & van Leeuwe
1990), nor a comprehensive analysis of the verbal and visual text in the
two textbooks We will pay particular attention to the verbal and iconic
representations of the colonial past and the liberation struggle and how
they convey group and individualgency,in a way that challenges or
reinforces the colonidégacy.

Picturing the nation and decolonising historical knowledge

Debates on how the colonial past is interpreted and how it is taught in
schoolsarecrucial(CarreteroBerger& Grever,2017;vanNieuwenhuyse
& Valentim, 2018) as well as the need to move away from traditional
dichotomies between Eurocentric and Afrocentric perspectives in history
educationNowadayghereis ahugeworldwide controversyabouthistory
education (Cajani, dssig & Reoussi, 2019). Different trends can be
observed around the world concerning the ways of operationalising a
Amul ticultural 6, Acosmopolitand, of
promote multiperspectivity and a culture of peace. However, despite the
recommendations established by international organisations, such as
UNESCO, history education continues to be a privileged arena for the
St a tsadtpswer, aiming to foster patriotism (often confused with
nationalism) and convening a vision of thestpavhich legitimises the
current political ordefWertsch,2002).

Historyeducationlike otherinstrument®ftheStateestablisheguidelines

on what Sshould be remembered from
should be rememberg&alsiner & Marsico, 2019), establishing a link
between dominant meaning systems or hegemonic social representations
(Moscovici, 1988) and personal experiences. Accordingaisinerand
Marsico(2019),historicalmemoryisfi s 0 ¢ suggéstetp befragmented,
superficial, and affectively accepting the hegemonic message encoded in
the words of the parents (about ones ggeaatgrandparents), school

hi story textbooks  (Valsinerd Marsicb, 2d1&vi).mo n u I
Severalstudieshavedemonstatedthe longstandingmpactof education
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and textbooks on the political worldviews of young people, which may
evenbedetectablatanadultage(lde, Kirchheimer& Bentrovato2018).

Remembering is a constructive process (Bartle@3)8mbedded within
a specific cultural contextand cannotbe understoodvithout taking into
account the interplay between cognition, affect, identity dynamics,
asymmetric power relations and cultural symbols. For exarvdgponer,
Bresc andAwad(2019)stresgheneedfor conductingqualitativeanalysis
inordertoexaminenowrememberingstransformeavertime,accordingo
thesystem®f meaningof agivensocietyandits historicaltransformation.
Assuming an interdisciplinary perspective, in thiscée we will focus on
history education in Mozambique, conducting an exploratory multimodal

analysis of the visual ALIi beration

different politicalmoments.

Takinginto account the extremely asymmetric power relations during the
period of European Imperialism and the way that they pervasively
undermined the wealth, wedlking, seHesteem and setfonfidence of
former colonised peoples, one of the priorities Adfican liberation
movements has been to rewrite history in order to overcome Eurocentric
perspectivedHowever,accordingo Chakrabartydespitehedevelopment
of alternativehistoriographiedj 6 E u remginghesovereigntheoretical

subject of allhi st ori es o, functioning #fAas
knowl edge2p. (1992:1
This fAsilent referento works not

describe historical processes and periods), but also through the images,
since African textbooks ually rely on the colonial archive (photographs

of documents, etc.) to illustrate historical events and figures. As will be
shownbelow,theneedo tell historyfrom aMozambicarperspectivéedto

the creation of original illustrations (drawings, photggrs, infographics

and maps) to be incorporated into history textbooks.

In this article we will focus on the efforts made to challenge Europe as
a nNsil ent referento of hi storical
education through the use of localusmes and imagesVe will pay
particular attention to the images of historical figures. An intersectional
decolonialframeworkwasdevelopedo analyseéheseémagesconsidering
thateachpersonpertainsto multiple socialgroups(socially constructedn
terms of gender, race, ethnicity, nationality, social class, age group, etc.),
occupyingasymmetrigpositionsin a given society.In Mozambique the
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Liberation struggle was presented as a fight against two main forms of
oppressiori thefi ¢ o | camdtheflt & a d ii whichhadapadicularly

strong impact on womenWo me meraascipation was considered to be
crucial for achieving liberation, as expressed in Sarivbaac h faos
statemenduringtheinauguraimeetingof theOrganisatiorof Mozambican
Women( Or gani za-«0 da Mul her Mo - ambi
liberation of women is a necessity for the revolution, a guarantee of its
continuity and a condPR0041609. for its

Overcoming the colonial eduction system and Mozambican history
textbooks

By the1960s almostall formerAfrican colonieshadgainedndependence
andPortugahadtheonly Europearcolonialempirethathadnotcollapsed.
Thepolitical ideologyandnationalhistoriographyunderthe EstadoNovo
dictatorshipsteepedn stronglyEurocentri@andnationalisticassumptions,
praisedPor t igalvéd i si ng mi s shoon odogfel edbrs- n
African colonies gained their independencein the mid-1970s, after
Por t ugrdaGamdaio Revolutionandalongliberationwarin Angola,
Portuguese Guinea, and Mozambiguelentim& Miguel, 2018).

Accordingto Arnfred (2004:106)i t fe@nthistoryof Mozambiquehas

been very dramatic. There have been several changes of padigicaés,
andalmosthreedecadesfwar,fromtheonsebfthearmedstrugglan 1964
totheRomePeacégreemenin1 9 9 éndingtheil 1y6e a corsliot/civil
war. Two remarkablgolitical shiftsareidentified:1)thetransitionin 1975
from Portuguese colonialism to political independence and FRELIMO
socialism; 2) the transition from FRELIMO socialism to +iberal
economic policies and a structural adjustment programme coordinated by
theWorld Bank, since the early 1990s. Arnfraodd d s t hat al t ho

decades of hi story include dramat.
Mozambicans moved Afrom col eartyal d
state, to multparty democracyandndoi ber al economi c st
changes adewkdvbyspersistent contir
todayods power structures remai n

providing #fAa | ayered form of SsocCi

(Sumich, 2010:679), a situation which contrasts with the utopiammdrea
proclaimed during the liberatiastruggle.

After independence, the main priority for the education system was  to
form a i N e Ma n who would have a patriotic and revolutionary
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consciousnesfreefrom colonialthoughtsor anyotherform of domination

(Cabaco, 2007; Mazula, 1995). The prevalence of a colonial mindset in a

large part of the population and the fact that people identified themselves

on an ethnic, tribal and regional basis were considered to be obstacles to
nationalunity (Mazula, 1995). These problems led to the emergerare of
educational model based on Marximninism values, in which tradition

and cultural diversity were seen as a barrier to building the new order
(Cabaco2007).Theprocesof nationbuildingwasbasedn erasingocal

cultural traditions, which allegedly contributed to obscurantism (Basilio,

2010). In this political context, a single vision of the colonial past was
constructed and mobilised by political leaders, and also in the education
system to gather t he people around t
ethnicities and different experience
is | ocated in the memory of the st
colonialism (Meneses, 2011:130). Appealing unity, the nationalist

narrative generated profound contradictions as well as continuities with
modern oppression mechanisms (Mene2@sl).

Thecollapseof the USSR broughtsignificantchangesoMo z a mbi que 6 s
political system. The end of the civil war (1998) led to opening of
democracy and the transition to a mypldirty system. However, the
liberalisation of the economy and higher foreign investment did not
eradicate poverty or huge regionabphrities (Castiano, 2019). the
education system, the transition frc
led to implementation of curricular reforms and an opening to the private
sector,but still maintained inequalities in terms of access to -ajgdlity

education (Castiano, 2019).

According to the Ministry of Education (MINED, 2012:21), since the
country gained independence, Mo z amb i
three distinct periods:9r519791 nationalisation of Education artte
expansion of the school network and enrolment; 188821 shrinking of
the school network due to the civil war; 1992 onwardgtersignature of
the Peace Agreement in 1992 there has been major expanthersohool
network and enrolment, and the opening of private schools and
universities. In 2004, Public Primary School Education was restructured,
through introduction of a new curriculum aimed at offering seven years
of basic education to all, althdughis goal is still far from being achieved.

The curriculum of the General Secondary School Education was
restructured in 2008, i ntorremetluci ng An
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towards entrepreneurship and the global market. PublicaBri®chool
Education is free, with provision of free textbooks, whereas in Secondary
SchoolEducatiortherearetuition feesandno provisionof freetextbooks.
Secondarpchoolattendanceatessemainverylow today(MINED, 2019).

A new education reform &s recently approved (Law no. 18/2018, of
December 28) that aimed to fAHar moni
regional education initiatives within the framework of the Southern
African DevelopmenCommunity(SADC) and,atthelevel of theAfrican
continent, within the framework of the African Unidfision 2063 and its
Continental Education Strategy for Africa (262680 25) 06 ( MI NED,
10). According to the nelaw, public Primary School Education will cover
six years (instead of the cunteseven years) artdistory,as an autonomous
subject, will be removed from tloairriculum.

After independence, History was a priority subject and was compulsory

in primary and secondary schools. History is now taught as a separate
subject in secondary sobl education: in the lower level of secondary
school (years 8 to 10) stwudents | e
Mozambican history, while the upper level is dedicated to African history
(year11) and Mozambican history (year 12). The 2018 refaims to
includeHistory within agenerakubjectof i S 0 Sic & le nbatthenéw
curricular direddfinedlhes havendét yet

Mozambican textbooks follow the mandatory curricula defined by the
Ministry of Education. In the 2000s there was an openitngch enabled
different publishing houses to produce textbooks, and a list of various
textbooks was approved by the Ministry of Education for each year/
subject. However, since 2017, a single textbook is recommended for each
year/subject. In the case of dtbry, the textbooks published by Texto
Editores (which has its headquarters in Portugal) were chosen to be used
in all school years (Cabecinhas et al., 2018).

Narrating the nation: The (visual) liberation script in textbooksabout
Mozambican history

In this article we compare two textbooks which focus exclusively on
national historyA Historia da minha patria. 5% Clas§€he history ofny
homelandYear5] (INDE, 1986) was the first textbook entirely dedicated
to Mozambicarhistorypublishedafterimplementatiorof theMozambican
National Education System (1983); ad#@l2 Historia [History, Year12]
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(Mussa, 2015), resulting from the most recent curricular reform and the
one that is currently in use.

As mentioned above, in this afécwe will pay attention to the efforts

made to overcome Europe as a fisil ent
education, by challenging colonial conceptualisations and using local
sources and images. In terms of images, we will focus exclusively on
images of people and the way that these images reinforce or challenge
asymmetries opower. For this purpose, we have adapted the semiotic
multimodal analysis grid proposed by Kress and van Leeuven (2001),
particularthatwhichtheycallii r e pr e s ene & a i (legesantation

of human participants: gender, ethnicity, age, social status, occupation)
andfi ¢ o mp o snetaind (fmaEpliagdi with anintersectionabpproach

(e.g. Crenshaw, 199Nay, 2015) in order to engage with complexity,

rather than analysing each element in isolation. In addition to looking at

the combination of the elements found therein, we also considered the
absent elements. The images reproduced in this article aim to qubstio

Asil entd referents in the narration
below correspond to the captions that appear in the textbooks (translated

into English).

Decolonising the archive

The textbookA Historia da minha patria(INDE, 1986)waswritten by a

Acol lodxzuwt ver s 0 \ateiodicatedin theteoso tedhsical

credits, alongsidéhe authorsof theillustrationsandgraphic arrangements

and thearchives usedin particularthe Mozambican magazinéempothe
Historical Archiveand theMuseumof the Revolution).No sources are
identified for the images,nor is thereany referenceor bibliography list.

Thereis recurringuse ofexpressionssu@si we 6, Awe, Mozambi c
anemphasis placeoh oral testimonies (mainly from peasants dreedom
fighters)andspeecheby FRELIMO leaderswho havethe highest number

of photographsin this textbook, in particular Eduardo Mondlane,

F REL I MiGtopsesidentwho wasassassinateth 1969, and Samora
MachelMo z a mb ffirgt Bres@entywhodiedin aplanecrashon October

19, 1986, a few weeks before this textboaokas published.In fact, the
textbook concludes with tributeto Sa mor a Mac heobfithe A The
nationisd e a(llBE, 1986:109andthefinal pagasdedicatedofi J o a qu i m
Alberto Chissano, successafrSamoraandMo n d | a n apmhetograph t h

of the newpresident, highlightinf REL | vob@d s n t hagaindt i g ht
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tribalism,regionalismracismandotherformsof division of the Peopleand
whichhashelped fornrtheMo z ambi can N®86ilt?h o0 (| NDE

In INDE (1986) the oral testimonies are presented as having evidential
status, conveying the truth. The textbook contains various testimonial
elementg in the form of photographs, illustrations, maps, chronological
charts and other documents, all in blaakd white. The majority are
original materialgdrawings chartsandphotographs);omplementety a
few illustrationsfrom variousarchives Both oral testimoniesandmaterial
and archaeol ogi cal evidence are u:
hi st o7T)yontradigting the Eurocentric narrative that Africa had no
history before the arrival of the Europeans. The elders (Image 1: Council
of Elders) symbolise the preservation of endogenous wisdoristody.

ThetextbookH12Historia (Mussa2015)isillustratedwith coulorphotos,
figures,graphsandmaps but noneof the sourcesareindicated Thetables
are the only illustrations that are always accompanied by a source. There
is abibliographyatthe end,whichincludesbothMozambicarandforeign
sources, predominanifrican and European. This textbook also stresses
theimportanceof oral historyandmaterialandarchaeologicagvidencen
ordertorecovelA f r ihistarp Thetextbookstateshathistoricalsources
are a crucial subject and dedicates the first chapter to discussing the
problemof sourcedor thedifferentperiodsin the History of Mozambique.
The interpretative nature of historical knowledge is addressed, including
problems related to availdiby, credibility, access and distribution of
sources for the reconstitution of the history of Mozambique, and stressing

the need for oral sources, since 1«
in termsof sourcestructureg...) apoorrecordof popular strugglesagainst
the coloni al systemo (Mussa, 2015

includes excerpts from the bobkozambique, 1& earsofHistoriography
(1991:1727) which states that the almost complete absence of historical
sources in poshdependence textbooks is due to the fragile documentary
legacy left by colonial historiography, which means that retracing the

c 0 u n histoyydepend®n ethnographicescriptionst r a v eepdrt® r s 0
and some legal support from the Portuguese administraiakenas a

whol e, this fAmakes historical reco.l
(Mussa, 2015: 12). The gaps are being filled by oral testimonies, which in
many cases are theonlyavh abl e sour ces. The te:

there is still a lack of reliable, written information for the reconstruction of
certainperiodsin our ¢ o u n thistorydosal sourcesare extensively
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used i n the Hi st oray20ibfl2). Mother passaggu e 0 |
from the same excerptadd8 We annot (é) forget that
era or period the class in power determines a certain type of historical
productionamanipulatiorfor whichresearchershouldalwaysbea wa r e o
(Mussa,2015:12), denoting a critical position in relation to the lack of
impartiality of this type of testimony, and laying a bridge towards the
limitations of written sources in Mozambique. It is therefore necessary to
resortto materialandarchaeologicasources,aswell assecondargources,

in particular those from other countries, but which raised difficulties of
interpretatiordueto insufficientmasteryof theirlanguagessuchasArabic

and Hebrew (Mussa, 2015) . A photogr
Chinhamaper:. rock art engravings in
importance of ancierttistory.

Image 1: Council of Elders

Source: INDEA Histéria da minha patria. 52 classE986, p. 12.

Image 2: Elder who guards the Chinhamaperi rock art engravings in Manica

. G “‘:. ul“’\ . ,~."_¢'.‘r_
Source: C Mussalistoria 12a classg2015, p. 12.
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Contesting the colonial mindset

INDE (1986:47) begins with a short chronological overview of
Mozambican history, divided into s
empireso,; AArab presenceo, fAPortug:!l
resi siiBhft eagpatvrefMo z a mb A d daeen@dNational

Li beration struggleo; and Al ndepen
intitled AThe pmanprheany fy eMorzsa nebg aqau,e
the ancient history of the Mozambican people and the lifestyle of small
communitieshbasednharvestinghuntingandfishing. Theseconachapter
describes the arrival and settling of the Bantu people, emphasising the
formationanddeclineof severakingdoms,n particularGreatZimbabwe,
MwenemutapaMarave,YaoandGazaThethird chaptercoversthefi Ar a b
pesenceo, the APortuguese penetrat.i
rivervalley.The fourth chapter correspond
the Portuguese and Mozambican resistance. The fifth chapter is about the
armed struggle for national liberation, and the sixth chapter covers
Mozambique aftemdependence.

In Mussa(2015)theclassificatiorof thedifferentperiodsof Mozambican
history is somewhat similar, but is only divided into five periods, since the
armed liberation struggle is presented as the final phase of the fourth
period.Independeniozambiquecorrespondso thefifth period,whichis
divided into two phases: the single party phase; and the-pautyphase,
sincel990/4.Ironically, theimagechoserto identify Unit 1 - dedicatedo
theperiodisatiorof Mozambicarhistoryandhighlightingtheneedto move
beyond the colonial archivieis a photograph of a baslief representing
theimprisonmenof Ngungunyanethelastemperomof Gazajn December
of 1895, considered to be the moment that signalled the beginning of
Port uigeaflféesct i v e Mozambique fimager8p The §ame
image, where Ngungunyane is portrayed in a position of submission, is
shown on three occasions in this textbook. Furthermore, Ngungunyane is
the only Mozambican identified in images covering the periods prior to
independence

Ngungunyane is also highlighted as a symbol of resistance in INDE
(1986), and is once again the only Mozambican from this period to be
identified in a photograph that indicates his name, but with a different
image: a photograph where Ngungunyane is wighfamily, after being
deported to the Azores (Image 4).
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Image 3: The imprisonment of Ngungunyane

Source:C MussaHistoria 12a classg2015, p. 81

Image 4: Ngungunyane with his son (Godigo), the uncle (Mulungo) e Matibjana (Zixaxa)
in Portugal

SourcelNDE, A Historia da minha patria. 52 class&€986, p45.

Asmentioneabovepothtextbookslistinguishtwo periodsof colonialism
inMozambiquefi f o rneelicantiigp e n e t amait @ fofnaocupatione
ofMozamborGaegor iemp ¢ v ieHowaves thebypeofimages
chosen to illustrate these periods are quite distinct. INDE (1986:21) states
thatii i 1498thefirst PortuguesexplorersjedbyVascodaGamaarrived
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in Mozambique. They were interested in our riches, in particular our gold

and ivoryo. The Portuguese attacke:i
someof thelocalchiefs,whofi a u t h thePortsgeiebéo settleandtrade,
under certain conditions. A tax wa

enteringZimbabwe ruled by the Mwenemutapathe Portugueseould not
wearhatsor bearweaponsndhadto claptheirhandsasasignofr e s pect 0
(INDE, 1986:23). This asymmetry of power relations is represented in
Image 5, where the Mwenemutapa is shown in a higher position and the
Portugues@ asubmissivgostureandlower position,in contraswith the
dominantEurocentricnarrative which portrayscolonialismasatop-down

process, controlled by Europeagency.

| NDE (1986) notes that Afrom the
encountered strong resistance from the Mozambican people. However,
some Mwenemutapas betrayed obre o p heeoi sresistance. This
betrayalledto rebellionsandinternalstrugglessuchasthe 1596revolt, in

which the Mambos in Quiteve and Manica revolted against Raisere
controlled by the Mwenemutapa, which allowed Portuguese merchants

and soldierstogner and establish their emg
explained that the conflicts between the different groups erereuraged
by the APortuguese colonialistso, \

of Mozambique to steal their riches. But, the peogdléVlozambique

resisted the Portuguese colonialists. The latter were often defeated by
brave chiefs and warriorso (fitND&,
internalstrugglesbetweerMozambicansthe betrayalof somechiefswho

allied themselves with thBortuguese and the religious influence, which

all owed the colonialists to begin e
century, Portuguese penetration into the hinterland and the effective
occupatiorof our countrywasalwaysdifficult, dueto thehemic resistance

of the Mozambican peopleo (I NDE, 1¢
the resistance to forced labouib@lo) in different parts of the country and

the alliances forged by the Portuguese with other colonial powers to exploit
the <country. Despite thesaesistedvers
colonialismo (I NDE, 1986: 56) .

While in INDE (1986) slavery is ilkirated with three drawings (for
example, Image 6) and forced labour is illustrated with several
photographs, the current textbook (Mussa, 2015) also devotes special
attention to slavery and force labour, highlighting the violation of human
rights andits underminingeffects,contributingto the underdevelopment
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of Mozambique today, but these topics are not illustrated with images.

Image 5: Mwenemutapa receives the Portuguese

SourcelINDE, A Historia da minha patria. 52 classE986, p.23.

Image 6: Slavery

SourcelINDE, A Histéria da minha patria. 52 class&986, p41.
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In relation to imperialism, Mussa (2015) focuses on the causes and
consequences of European expansion, the partition of Africa and the
imperialist contradictions of the late nineteenth century until theoénd
WorldWarl, theso-calledii p a ¢ i fwiaa amtiMopambicarresistance,
colonial rule and racismVorld War Il and the parAfrican anticolonial
liberation movements. The textbook emphasises how coloniatoated
in the idea of Awhite superioritydc
Europeansin political, economic, religious, administrative, educational,
legislative and judicial domains. In all areas of life, this duality of criteria
meant that the infratructures, education and health services developed
during the colonial era primarily befited the colonisers. A concrete
example was the existence of attvo er @Al egal 0 system
involving Europeansell undercolonialjurisdiction,while litigation solely
between Africans was settled using traditional |teask.

Both textbookddirectly criticisetheeducatiorsystemduringthe colonial
area, for fApreaching the doctrine
attempting to achieve forced assim
Portuguese colonialists tried to convince Mozambicans ttiet were
Portuguese. Mozambicans should only speak Portuguese and no longer
speak their mother tongues; they should only dance Portuguese dances,
sing Portuguese songs and | earn th
(INDE, 1986:57). However, the textbb emphasises that Mozambican
peoplealwaysresistedhisforcedassimilatiorandii n e stoppedspeaking
their mother tonguesodo (I NDE, 1986: !

In particular, both textbooks denounce the harmful effects oStatute
of Indigenous Peoples:

ThePortugueseolonialistscreatedwotypesfeducatiorin Mozambique:
one,forthec o | o ohildeen,cali@dofficial educatiorandtheothercalled
basicprimary educationwhichwasonlyfor MozambicansT hefirst typeof
educatioronlyexistedn thecities,whilethesecondypewasfoundprimarily
in missions,given bymissionaries.especially Catholionissionaries. The
missionary schoolgught the few Mozambicans who could gechoolto
readandwrite. Theyalsotaughtusto beshoemakerdyricklayers tailorsand
other professionghat generatedrofits for the colonialists. Mozambicans
werenevertaughtto bedoctors teachersskilledworkersor engineers|[ € ]
AftercompletingBasicPrimaryEducatiorandpassinghe4thgradeexama
Mozambicarcouldstopbeingd i n d i gbecausdiesr&healreadyknew
howto speakPortugueseandalreadydresseddancedandsangPortuguese
musicandsongsTheséMozambicansouldthereforebecalledd a s si mi | at ed o
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(INDE, 1986:57).

Bothtextbooksontrastolonialeducationviththeeducationmplemented
in the liberated areas during the arnseaiggle:
In colonial schools they taught the history and geography of Porarghl
not of Mozambique. Portuguese colonialists wanted to transform
Mozambicans into Portuguese people with black skin. In the liberated
areas, schools suffered many problems, but the students, teachers,

guerrillas, militias and peasants joined forces td soe t heir pr obl ems
(INDE, 1986:84).

While INDE (1986) presents several photos of the liberated areas,
including schools, health services and work, Mussa (2015) only shows one
photo with the freedom fighters (Image 7).

INDE (1986)noteghatduringtheammedstrugglei e v e meglpediegdend

the country. Children and women took food and weapons to safe places
while men foughto (p. 82), adding t
in thedefenceof theliberatedareasManywereFRELIMOg u e r r(p. 1 | as 0O
84). Inreferencetdt Wo miem t he ar med struggl eo,
Josina Machel (Image 8) and other freedom fighters, in particular Ménica
Chitupila, whose testimony is quoted to highlightR E L | Might s
against sexi sm: lednnedthagequaliydineensnerr u g gl e
and women was po86s86)i bl eo (1 NDE,

|l mage 7: FRELI MO6s freedom fighters

f

.

Source:C MussaHistoria 12a classg2015, p139.
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Image 8: Josina Machel

Josina Machel
SourcelINDE, A Historia da minha patria. 52 class&986, p86.

INDE explainsthatfi i time nationalstruggle,nationalunity developed.
[...] people from different regions of Mozambique felt increasingiyed
i all were Mozambicans and were fighting against the same enémy
Portuguese <colonialismo (1986:86).
Mul umua i s quoted: AFRELI MO wWé&dowed
unite to destroy colonialism. [...] The songs, dancasjes and other
things were no longer jugbo, macondeor changanabecause everyone
practiced them, regardless of where they came from. They deqdyne

part of Mozambican cultue ( | NDE, 1986:87) . I n
(2015) no woman is quoted oppears an image with her name, despite
w 0 me acftive role during the liberatiastruggle.

The chapter on Al ndependent Mo z a ml

Machel 6s speeches, explaining that

serve the Pewhelinetie cdlohi®@ pediad $hdy)primarily

served the exploiters. 't notes t he
1
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armed struggle, were supported by pe
Mozambi que HAsupport t htecolopigismpdneg s wh C
r ac immedn t peepleof Zimbabwe NamibiaandSouthA f r iirc a 0 ,

t heir st r u-gagdl ad goputankeleced govennment, which
represents the interests of the maj
then describes the process of Natiddaity, emphasising that this work is
obstructed by firSeosustihon & f r ificcaonut B g gAf
Mozambique because it is a free and independent nation. Men, women, old
people and children of all colours live and work together. They attack us

because we fight tribalism, expl oi
emphasises hat ASouth Africa continues to
banditso and to intensify HfAactions

Mozambicarterritory, but stateghatthef a r tanditswill bed e f eat ed o
(1986:106).Thesendirectreferenceso thecivil conflictnolongerappear

in the current textbook (Mussa, 2015), which in turn, emphasises the end

of the civilwar,t he end oWa ravlg éhe dollamsé af the racist
Apartheid regimes in Southefirica.

Mussa (2015) emphasises that theedation struggle in Mozambique
occurred against the background of growing African nationalism and pan
Africanist movements, showing photographs of several key African
nationalists involved in the fight against colonialism and apartheid. The
last chapterdedicated to national independence, explains that the racist
regimes in neighbouring countries took action to weaken the FRELIMO
government, which helped peoples in their fight against apartheid
(curiously,NelsonMandelas theonly persorillustratedwith anindividual
photograph in this chapter on national independence). The impodance
international alliances is stressed, in particular with-ali@gned countries
and regional supranational organisations, such as SAIARPA and
PARP.The textbook etts with a brief reference to the civil war and the
nationalreconciliationprocessstressingheimportanceof democracyand
the fact that FRELIMO once again won #lections.

Discussion: Faces and voices of Mozambican history

As mentioned above, our dwmical framework was based on an
intersectional approach. Among other aspects, we analysed what kind of
roleswereascribedo differentpeople(whetheror nottheywereii hi st or i c a
figuresodo) and the asymmetries)of po\
conveyedy bothtextbooksWeverified whethereachpersons identified
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with a name; whether they are quoted; whether they are shown on their
own (individualised) or in group; and whether they are portrayed in a
position of power.

Male faces and quotations are overwhelmingly predominanbath
textbooks, portrayed in multiple roles. Although most of the faces and
quotations are of FRELIMO leaders in both textbooks, INDE (1986)
guotesandshowsimagesof variouspeoplejncludingpeasantandfemale
freedomfighters(for exampleJmage8). No femalevoicesor facesappear
in Mussa2015),andthereareonly occasionateferencesto women suchas
thewriter Noémiade Sousathefreedomfighter JosinaviuthembaMachel,
andto PrecildGumaneFRELIMOWo me heaguesecretaryNowoman
IS quoted or represented with an image with her name identified. lafact,
verysmallimageof ananonymougi a n cw cenmat(lmage?2) - placedat
the bottom of an evenumbered page, almost goes unnoticeahd isthe
only photograph representing a woman in the entire textboolkoN@n,
identified with a name, appears in the illustrations, not even in relation to
the liberation struggles. Thisversight is therefore not just a question of
the |l ack of images from a fiMmdambi
diversityof theMozambicararchiveis thereforenot mobilisedin themost
recent textbook about MozambicHrstory.

Another puzzling findingis the use of photographs that implicitly
reinforce colonial hierarchies. As mentioned above, ironically, in Mussa
(2015) the image chosen to identify Unit 1, dedicated to the periodization
of Mozambican history, is a photograph of a-belgef representig the
imprisonmenbf Ngungunyanewhichis consideredo bethemomenthat
signalsthebeginningofP o r t Wigd If Gesc tc iu p aftMozambigue
(Image 3). Ngungunyane, who is the only Mozambican person identified
in images in this textbook concerning the periods prior to independence, is
portrayed in a position of submission, with downcast eyes, surrounding by
thePortuguesen haughtypositions Thefactthatphotographsfthese bas
reliefareshownthreetimesis puzzling,especiallygiventhatthereare other
photographs of Ngungunyane available, in a dignified position, one of
which is used in a very small size at the bottom ofv@maumbered page
(Mussa, 2015: 78). Why are there no images of other people who
symbolised colonial resistance, in particular from other regions of
Mozambique? Why are the original drawings presented in INDE (1986),
which convey a challenging view of tkelonial past (for examplenage
5) not includedin the currenttextbook?It is impossibleto answerthese
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guestions without studying how Mozambican textbooks are currently
produced and the role of foreign aid and foreign publishing hoindest,

if we observewho is given a voice or a face underlineshow much still
remains to be done to decolonise histdrkrewledge.

Conclusions

In this article we have explored how the colonial past and the nation
building process are narrated in two Mozambican History textbooks, one
published during the singlearty period (INDE, 1986), and the other one
currently in usgMussa, 2015). Although there are changes in the type of
language used and the type of images chosen to illustrate the cpéstial
and the liberation process, the general account of Mozambican history is
identical in both textbooks, presenting the cabhiberation struggles at
thecoreof thenationbuildingprocessHowever theerasuref theagency
of women is particularly evident in the curréextbook.

Sincethebeginningof theliberationstruggle theteachingof historywas
viewedasapriority in orderto decolonisgpeoplemindsandbuild national
unity. Colonialism is described as a violent process, whdaikrupted
African societies and its devastating consequences explain current
divisions and underdevelopment. The invasion of themnaltterritory, the
exploitation of its natural and human resources, the slave trade, the
discriminatory and racist colonial rule are the main subjects addressed in
both textbooks, as well as the strong and enduring resistance against
colonialism and ta liberation struggle. Both textbooks emphasise that the
long resistance against foreign occupation failed to be fully effective
because Mozambicans were disunited and because of betrayals by several
local chiefs who established alliances with the foreigyraders. Both
textbooks illustrate how colonial rule differentiated between Africans and
Europeans in political, economic, religious, administrative, educational,
legislativeandjudicial domainsin all areasof life, thedualcriteriameant
that the infa-structures, education and health services developed during
the colonial era only benefited the colonisers and not thepecalle.

While INDE (1986) relies mainly on oral sources and original images
(drawings, photos and maps) to build a history from the Mozambican
perspective, the current textbook (Mussa, 2015) is richer in resources
(coloured images, documents, sources) but esHgntiepends on the
colonial archive for images to illustrate the history of Mozambique prior
to independence. In fact, Mussa (2015), in line with the requirements of
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Amul ticultural educationo atthempt s
pastin termsof its verbalaccountputthedifferentperspectivearesimply
juxtaposed. There is limited engagement with diversity, achieved through
moreinformationaboutthewaysof life of differentpeoplesn thevarious

regions of Mozambique,ub this attempt at inclusion is not anchored in

I mages or quotv@aces. ons of peopl eds

Overall, both textbooks convey an official histqiyertsh,2002) that
legitimises the current ruling elite, under the umbrella of a simplified
Liberationscriptthatdepend®n binaryopposited in particularexploiter
vs. exploited (Coelho, 2013). Although with some nuances, arising from
the political situations in Mozambique and abroad, both textbooks adopt a
narrative ofagency stressing the | ngaganstp 6 s
foreign oppression and highlighting the heroic role played by several
actors during the armed struggle for independence, who are acclaimed as
national heroes. There is also a narrativewfering which stresses the
profound undermining effects of colonraile.

While all Mozambican$ men and women are depicted as victims  of
the colonialism, women are referred to as dual victims, suffering two
oppressions colonialism/imperialisnandtradition/tribalismi , especially

in INDE (1986). Both textbooks emphasis the fight against colonialism
andracism butwhereasin the contextof the singlepartyperiod,thefight
againsti t r i bisdneofthmmainfocusef concern(INDE, 1986),in
the context of the muHparty period the fight against tribalism vanishes,
giving room to approach issues on cultural diversity (Mu€d5).
However, that goes in tandem with an absence of references to the fight
againssexismandtheerasureof w o m esagéncyin thecurrenttextbook.

In fact,asin otherpostcoloniatontextstheLiberationscriptdisseminated
in the Mozambican textbooks eragses® me n 6 s andatlysecrasuse ,is
particularly evident in the current textbook (Mussa, 2015) where no
women is quoted or identified with an individual image (photograph or
other type of illustration). Despite the fact that women played an active
role in the armed liberation struggle, and despite the fact that the fight
againstexism alongsiddahefight againstracism,wasoneof thepillars of
FRELI N®©@aganda, in the absence of either a name or face, women
are simply not recognised as agenthisfory.
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This striking exclusion of women from the narrative script of the nation,
especially i n t he current textbook,
liberation struggles forced women into apparent equality in the 19th
century or even earlier, when dust settlas, postcolonial nation returns
to the invisible, longerm gender structures [...]. Colonised and coloniser
unite in gender vVviolenceo, erasing
the reproduction of the former sexist colonial order in many postcolonial
states challenges the cleart binary opposition between the colonial and
postcolonial. Questioning binaries is precisely one of key requirements of
a truly decolonial approach.

Some of the trends we observed in these two Mozambican history
textbooks are also found in other Southern African countries and beyond.
Asexplainedoy Cajani,L@ssigandRepoussf2019:7) thenewindependent
countries fAhave f edtotnatibnalisestheir estorginf or e n
order to assert and consolandiathe yt hei
are challenged to construct a narrative showing in a meaningful way the

entanglements of the pomlonial, colonial and post ol oni al peric
conpl ex task that fAinevitably encompe
to the authors, nowadays fAHistory t

persists in taking a EurtheJdlBSCOi ¢ or
Harare Newsletter (Januabarch, 2012:4), whichstates that History
education in Africa is fAdisproportic
(Cajani et al, 2019:4). Are these two tendendie€urocentricand

nationalisti opposed, or they are merely two sides of the same Thia?

is a complex quesin which deserves a mulayered critical analysis of

the particular configurations and reconfigurations in each N&tate

accordingo its specifichistorical,culturalandsocioeconomicontextand

political contingencies.

In a commentary paper alidhe representations of the colomalst in
textbooks in several countries, Wassermann (2018:267) pointed out
that 7 We s tseurcas and historical actors were overwhelmingly

foregroundo in current textbmaks. Al
decrease in Eurocentrism in favour o
changes portray fisnippets to cling t

(Wassermann, 2018:267). In fact, building decolonial perspectives
remains a very challenging tadk.is not just about making visiblihe
colonial oppression and inverting the value systems of the Eurocentric
narratives.lt requireschallengingthe paradigms,social categoriesand
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binary systems forged during the colonial periods and also to efudjgige
with the diversity of memories and experiences (Cabecinhas & Brasil,
2019;Quijano,2000).Moreover jt requireghecreationof thematerialand
symbolic conditions that allow thgarticipation of all Mozambicans, men
and women, in expressing their own stories and listening to the stories of
others A truedecolonialkurnis extremelydifficult to achieveandrequires
socialjustice,dialogue respectindaprofoundengagemenwith diversity,

with all its complexity.
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Abstract

TheTutsi,the TwaandtheHutu arethreesocialgroupsthathaveenjoyed
a monoculture and lived on the same land. In 1994, around one million
Tutsiwere killed in a genocide organised by the then interim government.
It is almost impossible to find any category of people who resisted
participating in these killings, which have had tremendous -lasting
consequences. The extent of the killings maelgehocide against tHautsi
one of the most researched topics in the history of Rwéiwseeveronly
a few studieshavefocusedon the teachingof this topic. In this article, |
argue that the teaching of the genocide againsftitsiis not an easy t&s
because the teacher has to be careful not only in the choidbeof
methodology but also in selecting words to be used in a history class and
taking into consideration the Rwandan sepulitical context. In order to
understandhephenomenonfteachingthegenocideagainstthe Tutsi, this
studyadopteda qualitativeapproachwith a careerlife storymethodology.
This approach helps us to understand one histoe a ¢ Wieavs @nshis
experience of teaching the aforementioned phenomenon. The selected
teat e rviéws cannot be generalisddoweverthey can give insight into
the situation. Rukundo is one of the eleven Rwandan history teachers
interviewed in 2013 and again in 2020 in Rwanda during and after my PhD
research. This story was chosen becausaiRitk is one of the four out of
eleven history teachers who indicated that they predominaistgthe
learnercentred approach recommended by the 2008 and 2010 history
curricula and the current competenbased curriculum. The choioé the
above particignt can help the readers to understand not otiig
complexityof teachingthegenocideagainstthe Tutsiin historyin Rwandan
secondaryschoolsbutalsothewaythe careerlife storyusedin this article
was constructed to explaR u k u nlided éxerience.

Keywords: The Genocide against the Tutsi; Controversial topics; Career
life story; Official narrative; Peace Education.

1 Il acknowledge the valuable feedback that | received from the members of the Positive Peace in Rwandan
SchoolsNetwork.
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Introduction

The genocide against the Tutsi IS
perpetrated in a posblonial African countryOfficially, more than one

million Tutsi were killed in a genocide organised by the then provisional
government. Even if the genocide iseonf the most researched topias
thehistoryof Rwandafew studieshavefocusedon howthis phenomenon

i's taught i n Rwandanclassescondary schoo

Tounderstanthisphenomenorgqualitativeresearcliesigrwaschosen.
Qualitative research with a career life story methodology was constructed
todescribhowRukundareactedhefirst timehetaughtaboutthegenocide
against the Tutsi and to show how he achieved the aims of the lesson. In
addition, the careerfé story highlights the content covered and how the
topic is taught. This particular methodology is useful to understand
Rukundods | ived experiences by usini
context he is workingn.

A Rwandarteachenof historyatsecondargchool,Rukundowasselected

from acasestudyonhistoryt e a c dxmerieacésfteachinghegenocide

in Rwandan secondary schools because he affirmed that he used the
participatory approach recommended by the history curriculum (National
Curriculum Development Centre, 2008, 2010; Rwanda Education Board,
2015:37). This choice can help us to understand how he complied with
the philosophy of the history curriculum. As a qualitatstedy, the
perceptions of Rukundo cannot be generalisetl tbey can give an
understanding of what is happening in the Rwandan schools. The choice
of the above patrticipant can therefore help readers not only to understand
the complexity of teaching the genocide against the Tutsi in Rwandan
secondary schools busa how the career life story used in this article was
constructed to eegxperiemien Rukundobs | i v

The research was guided by the following research questions:

A What are the topics related to the genocide against the Tutsi that are being
taught (andhot taught) by Rukundo?

A WhatareR u k u naitns ihethodsandexperiences teachinghegenocide
against thdutsi?

A Whatarethefactorsthatled Rukundato teachthegenocideheway hedoes?
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The research showed that Rukundo skilfully adopted the proposed
teaching approaches and adapted them within the-potiecal context.

He avoided the tension between official interpretations of facts and those
held by the common population. By sidepping an unofficial
interpretatiorof facts,heavoidedpolarisingtheclassandbeingaccusef
beinga genocidedenierbuthealsoknewhow to usefavourablesituations
such as the role of rescuers to teach the genocide in view of building a
peaceful Rwanda.

My argumentisthatteachinghegenocidegainstheTutsiisachallenging
task which requires the teacher to take into consideration the fact that
Rwandnsocietyin generals still affectedby the effectsof genocideThe
choice of teaching methods, the selection of words used and the topics to
be avoided in plenary discussions should be meticulously done for self
care and for not harming learners @hesociety.

Literature review

The consulted literature highlights certain topics tha¢ sensitive and
difficult to discussin postconflict societies (Korostelina,2ssig & lbrig,
2013; Epstei& Peck, 2018)Thegenocide againshe Tutsiis oneof those
sensitive topics thaaire controversialand difficult to teach (Buhigiro,
2017:190; Nkusi, 2004:584). A body of literature highlights various
aspect®f thegenocide includinghe historical backgroundf thegenocide
(Newbury,1995; Prunier,1997), the controversial roleof the international
community(Berdal 2005;Gouteux2002;Melvern,2000) andthecontexiof
genocide educatioim Rwanda (Bentrovato, 2013; Duruz, 2012; Freedman,
WeinsteinMurphy & Longman, 2008; Masabo, 2014; Rutemb28a)). It
alsodealswith thet e a c gogtionalié/while teachingcontroversiatopics
in different contextsOn onehand, there ardor instance, positions which
canfavourlearnercentrednesand thedevelopmenof critical skills. In this
regard, teachersan use thbalanced approadr theycan beSocratic cross
examinersd e v advataesor risk takers (Lockwood, 1996:2930;
McCully & Kitson, 2005:35; Stradling, 19841R). Using either the
balanced appra& or Socratic crosgxamining, teachersanhelp learners
to dealwith differentsidesof anissuewhile playingd e v adi/o6aseywhere
teachers taka sideof anissue different from that generally accepted \&ith
viewtoenhanci ng | e aklls:Eedekit side daedotalow ¢ a |
learnergo dealwith all sidesof anissudlike thebalancedipproachOnthe
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other side, stated commitment, containment, avoidance,-pegdag and
indoctrinationhinderactivereasoningandparticipation(McCully & Kitson,
2005:35; Stradling, 1984:12; Wassermann2011:10).By containment,
teachergddo not tackle controversial topics, they rather analyse cases from
afar thataresimilarto theonesat home.Avoiderssimply skip controversial
topics.Thisisthecaseof Britishteachersvhodonottalk aboutal-Qaidasoas
notto beaccuseaf unpatrioticbehaviour(Philips,2008:120)Peacemakers
preferto engage witHorgivenessnsteadof critically analysingthe origins

of conflicts (Wassermanr011:10).With indoctrination, teachers convince
learnergo adherdotheofficial versionof facts.Theycanfalsify dataor teach
somethingvithoutevidenceThe proceduraheutralitycanbeon bothsides,
dependingon thet e a c d&ine (6téadling, 1984:6)lt involves adopting
strategyin whichthet e a c rbleis tiatof animpartialchairperson.

While the Rwandan history curriculum (National Curriculum
Development Centre, 2008; 2010; Rwanda Education B&t5:3

7) emphasises a participatory approach and enhancementeoAr ner s 6

competences (knowledge, skills and values), the literature describes
advantages and disadvantages of teaching methods and resources used in
teaching genocide and other controversial topics. The literature suggests
theuseof multi-perspectivityandaninquiry approaci{McCully, 2010:166;
Stradling, 2003:14), contextualisation, use of resource persons, stories
including survivorso {histay (Lawemce, e S
2010:5152; Lawrence, 2012; Lindquist, 2006:217), using parallels with
other genocides (Avraham, 2010:88340;Waterson2009:67), across
curricular approach through art (Thorsen, 2010:19&); and using
information communication technologies (ICT) (Lawrence, 201637
Totten,2000:6571), pictures(Toll, 2000)andfield visits (Smith,2012:97

107). What is missing from the literature is how an individual teacher
explains her or his experience of teaching the genocide in @@ostide
context so that we can understand the challenges of navigating between
enhancind earnerso critical skills and
the genocide is a historical event and considering that people use stories to
talk about their life experiences, this paper seeks to explore, through a
career life story methodology, hoavRwandan secondary school history
teacher narrates his experience of teaching the genocide. As Clandinin and
Connelly (2009) posit Afexperience

experience shoul dWe19st udi ed narr at.
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Career life story as research methodology

Career life stories are used in a qualitative research methodology within
the interpretative perspective. They are in the broad category of narrative
research such as narrative inquiry (Webmaster & Mertova, 2007), life
history (Seetal, 2005), life stories (McAdams, 2008), biograj{Biesna,
2010)andautobiographietkinsonconsiderghatbothlife storyandlife
history tell a story about individual life but with a different emphasis and
scope. The fersimBcanomoberthhto t
whil e an or al hi story can focus on
the case of this research, a career life story can also cover the period from
the time a person starts working to the present and g deth important
eventsexperienceandfeelingsabouttheirprofessionalife. Careeistories
have been conducted in other contexts too, including psychology (Jones,
2013:37#53;TinsleyMyerscougl& Seahi2012:742764).Inthesamdine,
someauthorshighlightthebenefitsof careetife stories.Theseadvantages
include, for instance, the ability to explore and communicate experience,
entertain, educate, inspire, motivate, put scattered informationsartre
understandable frame, and as an educalti@search tool. Life stories help
us to know about the subject mat{évebster& Mertova, 2007:15). By
sharing stories, participants understand better what they are doing and
obtain greater sek nowl edge. It is also a wa
cerainb u r d @tkisson,1998:27).Someteachersdeel certainemotions
dueto sensitivetopicsandwhentheytalk abouttheir experiencetheyfeel
relieved. On the debit side, telling a story involves the issurenhory,
which can be deficient or guided by an individual context (McAdams,
2008:246;Riessmann;1993:22).1t is why storiesrequireinterpretation
I they do not speak for themselves. They can be constructed by using, for
instance, written and visual texts, fielibtes of shared experience,
participantsd own commentaries, j o
(unstructured) and personal philosophies (Riessmann, 1993:47).

In view of gatheringdata,| employedemergenmethodsncludingvisual
techniques (Crouc& McKenzie, 2006; HessBieber & Sharlene, 2008).
Rukundo was given an A4 piece of paper to represent his experience of
teaching the genocide (Buhigiro, 2017:169; Buhigiro & Wassermann,
2017:151174). Drawing was a hint for him to engage with a difficoltit
and to dissipate his emotions. As a drawing can be misunderstood, in this
research it was supported by an interview in order to discover the
part i cuniguaperspgdivethrough his own voice (Atkinson,
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1998:124). The partipant was requested to provide the meaning behind
hisdrawing.A seriesof picturesfrom theinternetthatrelatedto the history

of Rwandaandwhichwereselecteasednthekeyaspect®f thehistory
curriculum regarding the teaching of the genocide helped Rukundo to talk

about the content. I n fact, Ni mage:

consciousness that [ sic] speuificallgr ds o

the selected pictures were in lingth the long and shorterm causes of

the genocide such as traditional relationships, ethnographic photographs
taken under colonial administration and the crashing of President Juvénal
Ha by ar iplare.Othetaspectincludedthegenocideactorsweamns

used during the tragedy and the consequences of genocide. Rukundo was
givenfive minutegoobservehephotographandthereafteaskedochoose

five photographs most appropriate for his teaching of the genocide. This
procesdelpedto identify key aspectsn theteachingof thisphenomenon.

The analysis of verbal data from the above research methasisione
through open coding (Cohen, Manion & Morrison, 2011:561) and the
drawing was first analysed through semiotic analysis in order to
understand the complexity of the depiction (Berger, 2004:16; Parsa,
2004:844). Conceptually, semiotics is tteidy of signs and what they
symbolise in daily life. A photograph, a drawing, a gesture or a word are
different forms of signs. In this case, | was concerned with the meanings
of adrawingdepictedoy Rukundo With thevisualapproach| considered
threetypes of signs, namely icon, index and symbol (Sebeok, 2001:10
11). An icon expresses real meaning. For instance, a photograyhof
[l Musingarepresentghe photographe®wandarking. An indeximplies
a relationship that it establishes with the object through sensory features
(Tarkcan, 2013: 601). For example, cumulonimbus clouds which indicate
imminent rain. The symbolic meaning is known through convention. For
Christians, a cross is a symbdltbeir religion recalling their redemption
throughJ e s argcidixson. As signs can mean different things depending
on the time and pl ace, Rukunwoods
Rwandarculture. Thedrawingwasthedata,Rukundowastheanalystand
his descriptions were regarded as the primary results. In the second step,
they were analysed through opmading.

Thisanalyticstrategyof usingopencodingline by line wasguidedby the
research questions and controversial issues theory (Buhigiro;13017
142). The purpose of coding was to describe and reorganise the data by
arrangingthe datainto categoriesThe createdcategoriesvere usedto
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compare things in the same category to develop theoretical concepts and
organise the data into broader themes and issues. For instance, certain
concepts based on the theoretical ideas such as risk taking, avoiding,
peacebuildingindoctrination hardexperenceandteachingnethodswvere

used as a priori codes to think about the use of visual methods, in line with
controversial issuesheory. All common codes such as teaching the
genocideusingfilms, teachinghegenocidehroughmuseumsor teaching

the geocide by visiting affected communities were grouped together to
form bigger themes such as teaching methods and resources. Other codes
such as teaching the genocide for nabording and teaching the
genocide for historical knowledge became thmsaof teaching the
genocideGiventhesensitivityof thegenocideandtheresearclguestions,

| addedotherthemesnamelythecommencemertf teachinghegenocide

and emotions. However, to avoid duplication, the theme about emotions
has been dealt with extensively in another work to be published soon
(Bentrovato & Buhigiro, 2021:12450). The selected themes became the
planto constructhecareellife story andwereusedduringthepresentation

o f R u k storyd Moéesconceptual and interpretative themes were
generated. For instance, using resources was adopted in lieu of teaching
resources. During the interpretation, the silences were also identiftes in t
data (Fuji, 2009:148). For the first level of the analysis process, the
interview was converted into one comprehensible story which serves to
illustrate the complexity of teaching the genocide againsT tit@. More
specifically dmudosedaf ashat bisgraphy,y his fisst
experience in teaching the genocide, selected aims and content, teaching
methods and resources. For ethical consideration, anonymity was used as
per the consent form and the first person was used to respect Ruéund
ownvoice.Thispaperthighlightskeyaspect®f theconstructed story based

on the research questions. The subsequent data presentation followed by
discussions is based on themes from the data. This analysis and
interpretation of the constructed stocgnstitutes the second level of
analysis to allow the reader to better understand the meaning of the story
and its context.

How did Rukundo react at the commencement of teaching the
genocide?

The story starts with a brief over
first field research, Rukundo had been a history teacher for 13 years. He
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had completed his bachel orés degree
former Kigali Institue of Education. | met him outside his rural school
with limited resources in the Eastern Province. The internet facilities had
very modest bandwidth and teachers were obliged to use their cell phones
to searchfor information.Electricity wasa problemandthe schoollibrary
was very small. | met him for the second time in a training of teachers of
history organised by the National Iterero Commission in December 2019.
After thebiographythestorygoesontotell of R u k u nfidsorésgonséo
the teachingf the genocide against thetsi:
When | was given the course on the genocide to teach the first time | did

not find iteasy.This was the case because | could not imagine what the

learnerswerethinkingaboutthe subject Moreover,during myfirst yearof

teaching history | was challenged on issues related to ethnic groups and

the trauma my learners have experienced. In an attempt to cogrgto

with the challenges | faced | started reading various resources related to

the social groups in Rwanda. | alattended a training course organised

by the Ministry of Education which empowered me in preventing cases of

trauma before they occurred. As a result, | feel that | can teach learners

how to speak when theye talking about the genocide; the terminologjie

theyare supposed to use and the terminologies #reyto avoid so as not

offending their neighbours. For instance, they should not talk about the

victimsd remains but t hei rare mover pses or

respectful For thegenocideagainstthe Tutsi,theyshouldnotusethe 1994

civil war,the 1994 upheavals or Rwandan conflicie94.

The commencement of teaching the genocide was full of anxieties and
commitment to teach this phenomenon. A kind of anxiety about how the
learners would r&ct to the subject struck Rukundo. His anxiety was due to
the sensitivity of a topic with psychological, social, economic and political
awful effects. Eventoday, the country, learners and teachers are still
affected by the past. Thus teachers have tatefud of their own emotions
and those of their learners.

ApparentlyR u k u nfelaoMasslsodueto someaspectdikefiet hni ci t y o
whicharecurrentlyconsideredabooin Rwandarsociety While thecurrent
Government of Rwanda is promoting Rwandan citizenship instead of

Aet hnicityo, dealing with such | ssuce
Freedman et al., 2008:664). Traditionally, the three social gfiodpe,

Hutu and Tutsii shared the same ltwre. Under Belgian colonial rule

(1916 1962), the porosity of these classes eroded. No one could change

from one class to another because they were recorded in identity cards as
separat@ e t g n b oAftey independenceheHutu-dominatedegimes
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(19621994)continuedo consideHutuandTutsiastwo separatéd e t h ni ¢ 0
groupsThus,nomorechange®f socialclasswverepossibleexcepfor those

who did it by corruption to gain socpolitical advantages and for their
ownsafetyThe genoci dal killings were gl
identities. In 1994, power was taken by a rebellion dominated by former
Tutsi refugees. In pogfenocide Rwanda, the Rwandese Patriotic regime
(RPF) is struggl i rRgvatna@ a®o n Hti rsu otr ya
used to show how the colonial administration brought divisionism which
wasreinforcedby thetwo first republicsii E t h nis thusviewedby the
Governmenasoneof thecause®f thegenocideThisview s criticisedby
externalopponentandsomescholarsasa strategyof silencingopposition
(Bentrovato, 2016:227) . However, A
teaching about the genocide (Gasanabo, 2014:115). The tension between
government policy and the teaching dfet genocide overwhelmed
Rukundo. For his selfare, Rukundo expressed some fears, but as a trained
history teacher he was not discouraged. His decision to teach can be
understood because history is an examinable subject at the end of the
ordinary level (1316 years) at the national level. Skipping the topidd
haveledtol e a r failere. Modeover silencingthetopic couldbeviewed

as a conspiracy tantamount to genocide denial (Ruten@kk159).

Somescholarshavenoticedthe commencemertf teading the genocide

as risky and horrific (Masabo, 2014:131; Philips, 2008:25). Despite this
appalling task, fear and anxiety, which are negative emotions (Alberts,
Schneider, Martin, 2012:863), did not prevent Rukundo from working hard

to face the challenges related teaching the genocide. Rather, the
mentioned emotions became a motivating factor to him academically and
psychologically when preparing the course to efficiently respond to the

|l earnersd queries. Pedagogically sy
teacher t hi nks about ai ms, approp
knowledgeandii a b whatguestionsr problemsareposedoythet o pi ¢ 0
(Haydn, Arthur & Hunt2001:46).

Why teach the genocide?

The story goes on to explain the aims of teaching theag@moln his
story,Rukundo described the importance of natilding and usinthis
strategy:
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My primary aimwhile teachingthegenocideandits relatedcontroversial
issues is to unite Rwandans and to teach learners the natugeoof
relationship to the extent that they would not engage in gendikile
atrocities. In line with my primary aim, | teach learners to debate so that
they can defend their ideas, make judgement[s] and take decisions. Given
my teaching the genocide exmrte, and my interest in the history of
Rwanda) formedan anti-genocideclub hereat myschool. Theaimbehind
thisclubis alsoin achievingmyprimary aim. Theclub assistshe schoolin
thepromotionofacultureof peacetoleranceyeconciliationandpatriotism
amongst learners in order to transform them into good Rwandan citizens.
As part of the activities of the club, learnen® also given the chance to
debate issues schoolde.

The teaching of the genocide against the Tutsi for unity or matio
building is one of the stated aims in history curriculums at secondary
schoolgNationalCurriculumDevelopment2008:3;NationalCurriculum
Development Centre, 2010:5) and one of the broad competences in the new
competencévased curriculum (Rwanda, Ezhtion Board, 2015a:5). The
aims guide teaching and learning. A lesson without aims can lack
coherence, hence becoming useless (Haydn et al., 2001: 46). Peace
education, with its emphasis on living in harmony and with tolerance and
without any distinctiorof religion or other forms of discrimination that
caused the genocide against the Tutsi, is also among the stated aims. Other
genericskills suchas| e a r critcal shilmking have to be enhanced.
Similarly, the differentiation of genocide from intethnic massacres, the
involvement of international community and the consequences of the
genocide were also part of thiEns.

The prioritisation to teach the genocide for natbaiding and not for
historicalknowledgecanbeproblematiayiventhe Rwandarcontextwhere

onef e t hgnoupevassystematicallkilled by anotherandchildrenfrom

both sides have to study in the same classrooms. This teaching requires
enhancing the | earnersdéd anal ytical
in a nonpartisanway. The school is therefore one of the best places to
foster the culture of unity for natigouilding. It hosts a young generation
composed of children from all social groups who, through interpersonal
relationships, can become unity champions.

Teaching thgenocide for natiouilding seems to have a twofold focus.
First, it can help learners to understand the importance of good
relationships, and second it serves as a means of genocide prevention by
sensitising learners to avoid genocidal violence. Inrotleeds, teaching
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thegenociddor genocidepreventions intimatelylinkedto living in peace

and harmony as an intention stated in the Rwandan history curriculum
(National Curriculum Development Centre, 2008; 2010). For Cole and
Barsdou (2006:4)/i [ H] iskotldbatayghtin awaythatinspiresyoung

people to believe in their own ability to effect positive changes in society
andcontributeto amorepeacefulandjustf u t urmeaboweaimsarealso

in |'ine with the Governmentds pol i
envisagedn theArushaPeacé\greemensignedin 1993betweerthethen
RwandarnGovernmenandthe RwandeséatrioticFrontandreinforcedas

a national policy after the genocide.

Teachinghe genocide so that learners can gain other transferable skills is
another aim for Rukundo. In this regard, learners can défieirddeas on
the genocide through debat ehistorear n
classandwith thewhole schoolcommunity.Thereforetheideaof debate

is also intertwined with genocide prevention. Specifically, genocide
prevention cannot be achieved by leaving out any group of learners.
Putting this into perspective, schabscussions can lead to a community
free of discrimination. Learners can also be adequately equipped to face
contradicting messages, convey appropriate information andcoaket
decisions. Thus, teaching the genocide goes beyond the stated aims and
reflects on the impact of teaching thmatter.

This history teacher also has a sense of historical consciousness when
teaching what happened, what is happening and what will happen. This
means that the genocide is taught within its historical context, not in
isolation, by looking at its causes, sequeEnand effects. Other scholars
alsopositthatsensitivassuesuchasthegenocidehaveto betaughtsothat
learnersunderstanavhy andhowtheseragedieoccurredsothattheycan
contribute to their future prevention (Burtonwood, 20028@%ckmann,
2010:9). As learners discuss the past objectively, they also avoid biases
and stereotyping. In teaching and learning, the aims guidmiitent.

Which content is covered by Rukundo while teaching the genocide?

The parti ci pan tthe ontent related tofthe gamacided o r
including its historical background, genocidgated controversial topics,
causes, sequences and its consequences. In the following paragraphs, the
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story is presented in a dialogical way to desctiifgeclassroom situation.

For me,genocidds theactofkilling atargetgroupof peopleto theextent
that nobody may survive to tell tiséory. Just it is an extermination of a
certain group opeople.

Thechallengingissueis thatthisis notexplainecthe samewayelsewhere
where the genocide is equated to a simpl
to engage in include the planning of the genocide, its execution, thig¢ way
was halted and its negative effectsRwanda.

There ardearners who arga that in the neighbouring countries there
manydifferentfi e t h groups¢but theydo not kill eachother or their
neighbours. As a result, it is not accepted by all history learnersttieat
exi stence of di fferent fi eTothem,ioned groups |
cause cannot explain the origins of the genocide.

Another controversial topic that is discussed in my history class when
teaching the genocide relates to the issue of a double genocide.

Learner: Teacher] think there is also another genocide due to the fact
that | heard that some HWamumo.people died

Rukundo: It is not genocide because people who didgei war wereot
targeted During thewar, therewasno planningor intentionto exterminate
all Hutu. After the genocide, there were few people who were victims of the
revenge killings due to the Rwandese Patriotic Front soldiers who were
unhappy becaws of their relatives who were horribly executed. The
governmeniadeenougheffortsto stopthisinacceptablattitude.Soldiers
who did so were convicted in military courts for thegeds.

Based on my explanation, | am confident that learremes able to
differentiatebetweertheactualgenocideandtheeffectsofthei Li ber at i on
Wa raad scattered revenge killings which followed the genocide against
the Tutsi.

Within thecontexiit is evidencedhattheteachingof thegenocideaisesa
conceptual challenge between genocidevaadRukundo did not refdo
the United Nationsd conceptuadaisi sati c
ownunderstandingerefrainedromidentifyingaspecifictargetgroup.In
this regar d, stihisanméeminationnoktadertairigraip
p e o pAseanierstatedjn pre-colonialRwandatheHutuandTutsiwere
two fluid socialgroupsbelongingto thesameculture.Oneindividualcould
shift from onegroupto anotherForinstanceaHutu couldbecomeaTutsi

aftertheacquisitionof manycows,whichwasasignof wealth,or because

2 The ALiberation Waro is the civil war that opposed
Patriotic Front, Inkotanyifrom October 1990 to 1994, when the latter were fighting mainly for power
change and for the Rwandan refugees return to their homeland.
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of a political promotion. However, this was not a general rule because all
cowownersor political leadersverenot Tutsionly, someHutu couldhave
morecowsthanTutsi,andsomeTutsiwereagropastoralistsThesituation
wasquitecomplexandit keptchangingwith time. It is why Rukundodoes

not consider Tut si as an fAethnico
not match with any category of people mentioned by the United Nations
conceptualisation. For the latter, genocide is conceptualised as specific acts
committedwith the intent to destroy,in whole or in part, the national,

ethnic racialorreligiousgroupsJgrgenserf001:285313).Somescholars
considered the United Nationld®s def
133; Straus, 2001:34375). For instance, the extermination oflifocal

groups during the Secontforld Waris not included in a view of hiding
pro-SovietUnionr e g i ameciied Silencingfi e t hgnoupsirothecase

of Rwanda is prudent because it can contradict the Government policy of
promoting a unified Rwandan identity (Freedman et al.: 2008:664). From
the same perspective, Rukundo pref ¢
case of neighbouring countries whéreet hni c o0 pr obl ems
openly(Vandeginste2014:263277). Teachinghistory this way promotes

a docile citizen but does not help a critical learner. It is also unsafe for a
teacher to deal with issues that are not discysskltly.

In thecaseof RwandagquatinghegenocideagainstheTutsito asimple
warisverysensitiveThisisbecaustheopponentsftheRwandes®atriotic
Frontled regime wanted to exploit what was officially called individual
and isolated cases of revenge perpetrated by some soldiers to connect them
to a deliberate extermination (Belof, 2014:269), thus attracting the
attentionof theinternationhcommunity. Theteachercentrednesadopted
by Rukundo on this matter is evidence of the sensitivity of the topic.
Rukundo did not take the risk to raise this sensitive issue: it was raised by
a learner. In addition, Rukundo did not allow the learnedssituss it. He
preferred to tell them which narrative to adopt. This preaching was aimed
atprotectingthet e a c @ndl rebasr safetybysavoidingthepropagation
of unofficial narratives which could be considered as genocide denial and
divisionism. InRwanda, the crime of genocide ideology is used as a pretext
to skip oravoiddiscussingomeaspect®f thegenocidehatwould lead to
a prosecution for an unintentional crime. According to e, the
negation of genocide includes, for instance, thppeu for a double
genocide theory for Rwanda or a misconstruing of the facts to mislead
people (Republic of Rwanda, 2013:38).
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The idea of the existence of dAethni
was challenged by learners. For them, other neighbouring countries have
manytribesorfi e t hgnoupsjuttheydonotengagen warsor genocidal
acts. In reality, the causes otthenocide, like any other historical event,

are multiple. One | earner made it cl
exclusion against the Tutsi and people from southern regions in education
and some public sectors poessuchia®nso.

the role of media, international community influence and the former
r e g i feaeoblasingpowerdueto thepressur®fthewarlaunchedythe
Rwandese Patriotic Front, were not pointed out by Rukundo. This silence
can be understood in as nuas the quota policy propounded by political
leaders in the early 1960s implied exclusion of Tutsi. Consequently,
learners pointed out the prominent cause. However, teachiggribeide
without mentioning other causes is deficient and can lead leaoniezep

their misconceptions on tmeatter.

Rukundobés avoidance to discuss the
withMc Cu 1(2032845159)scepticismaboutusingamulti-perspective
method to analyse a recent contentious history still coupled with trauma
andanger.In Rwanda, the genocide is still fresh in the minds of a good
number of Rwandans and some of them are either suffering from post
traumatic stress disordéMlunyandamutsa, Mahoro, G&abry & Eytan,
2012:n.p.; Sibomana, 2017:13) or are afflicted by other consequences of
the genocide, such as the loss of loved ongsaperties.

How is the genocide taught?

Rukundods story cont i nswsedinteaching t he
the genocide. In the following extract, the participant explains different
strategies he uses to deliver this sensitive topic:

Given my academic qualification and experience, since the beginning of
my teachingcareer, | like using inteactive methods when teaching
genocide and its related controversial topics. It helps learners to
internalise their content and some activities like group work incribase
unity. In the introduction of my lesson on the causes of the genocide, | ask
thelearners questions about the definition of genocide according to their
understandings. | also ask questions aboutqolnial Rwandan society
soasto determinavhattheyknowmainlyascause®f disunity.l follow the
same approach for the body of theden. The learners can give answers
according to what thelg n o w é
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Sometimes, | divide the learners in my history class into groups so that
they can analyse stories related to the genocide and understand specific
decisions. For the planning of the genocide, for example, I, mainly use a
study done by the Rwandan Parliament (Parliament, The Senate, 2005). It
deals with the genesis and developtradthe genocide ideology. It shows
for instancehowcolonialracismchangednto nationalethnicitytherole of
political parties,andtherole of propagandaandthedescriptionof enemy,
namelythe Tutsiin thepostcolonial period.For thistopic, | useateacher
centred approach because the document gives a series of hatred policies
andextractof speechedt is donein thiswaybecausemymainaimhereis
not to help learners internalise this discrimination but to understzowl
bad policies candad to disastrousvents.

Theuseofteacheicentrednes®talkaboutsomeopicsincludingii et hni ¢ o
identitiesandhatredpoliciescanbeexplainedby R u k u nkdowi@dgeof
Rwandansociety.l n f act , there were diverge
identities during and after the genocide as stated earlier. The study
mentioned was based on European racial theories that could negatively
influencelearnerdecaus¢heseheoriesvereexploitedto fabricatehatred

policies. Thus, Rukundo avoided leantentredness. The adoption of

di scussion on fAethnico identities
information,which couldeitherpolarisethe classor harmcertainlearners.

A Et hidentiteSaresidesteppedn thehistorycurriculain orderto avoid

the recurrence of divisionism (National Curriculum Development Centre
2008, 2010, REB, 2015) . However, g
public for a purpose but are not openly discussed. For instance, in public
tal ks, HfAet hni eféredtdiranderitotshow the impaat ob e r
hatred policies or genocidal processes. Rukundo complied with the
curriculum and official narrative
and hatred propaganda by using critical pedagogical methods. Rukundo
used teachecentredness, which can be categorised as teachers who can
dealwith difficult or abstracideasinsteadof avoidingthem(Haydnetal.,
2001:73;Totten,1999:3639).

Despite this teacherentredness, Rukundo adoptddaanercentredness
throughstories. The following paragraphs are extracts of a story about a
young person, the narrator, describing his life during the guaitcal
change®f theearly1990s characterisely there-instauratiorof amulti-
party system and the war between Bweandese Patriotic Front and the
then Government. It is used by Rukundo to teaclyémecide.
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Before the genocide erupted, | was very young and strong. | was a member
of our political party youth organisatio’W/eused to accompany the party
leaders in political meetingsyouth,we were sensitized to be ready to
secureour country. When the genocide started, we felt that it was
courageous to killfutsias we were told that they were Rwandesteiotic
Front accomplées as a way of protecting our country. | thought we were
really protecting our country. May God forgivee!

DuringtheGacacacourts,| pledguilty andconfessetb havekilled people
in myvillage. TheGacacacourtsreducedny sentenceand| wasreleased.
For the moment, | participate in activities of helping my neighbours who
wereaffectedbythegenocideand| pray sothatnomorepeoplebeinvolved
in such hate deeds againaitsior o n enéighbour.

| ask at once a series of questions to trers after two minutes of
reflection, the latter start giving their views: If it was you who were young
member of the political party, what would you have done at the eruption of
genocide? Did those involved do something good? The decisions taken was
it done with judgment? What do you think about the decisiopleiad
guilty? Wasit a firm decision or a strategy to beleased?

Such questions help learners to enhance their thinking skills in a neutral
mannerThisproceduraheutralitypositionhelpedhelearnersounderstand
the complexity of the execution of
guestions had some limitations because they were not interpretative. Such
guestionsequiretheuseof evidencendinferencesln thiscasegvaluation

of the gory with the available evidence and historical knowledge was not

done. Rukundo also failed to put the character in his historical context.
Apparentlythe proposed questions were aimed at teaching learners to

be able to take responsible decisionsiol, in the view of genocide
prevention, thus insivaldleed on the hi s

What is emerging from the story is that by using stories Rukundo wanted
to develop a series of skills and values. For instance, the learners were
given time for refletion before responding so they could develop their
analytical skills. Discussing stories in groups was intended to help learners
to be responsible for their own education. Learning the history of the
genocide in that way also fostered a climate of cotiaian, mutual
respect and tolerance (Prince & Fielder, 2006:123). In addition, learners
couldunderstandhatnormalpeoplecouldbecomeperpetratorgEckmann,
2010:9). Through trutkelling, stories can contribute to reconciliation as
was the case durirgpstwar PolishJewish relations due to the narratives
of the righteous (Bilewicz & Jaworsk2013:162).
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Considering theories about controversial issues, the use of discussion by
Rukundo can be connected to the nurturant facilitataxckwood,
1996:499pecausdedid hisbestto engagdearneronvaluesclarification
within a safe environment. However, the story was not crafted by learners
to enhance their generic skills and participatidmoidingt he | ear ne
stories did not totally engage the
contentious topicApparently,sometimes Rukundo took the risk of asking
sensitive questions. This was the case when he himself plegadsq
which could have brouglundesirable narratives into the history cléfes.
proposed another question which could suggest an alternative answer to
guide learners in their choice. A kind of leartentredness wasactised
in view of the teadehrrersés safety anit

Which resources?

Rukundods story went on by unfol di
achieve his teaching aims. These included, amongst others, pictures, maps,
films and resourcepersons.Pictures depicting different actorsin the
genocide, such asdhJnited Nations or French troops during the 1990s,
orphans and other genocide consequences and the hope for Rwandans to
live a better life in the future.

Regarding the use of ICT, Rukundo narrated how films and the internet
were used in the history class:

Toconcretise the event, | used also to screen films such adéRuems
to showlearnershowthegenocidevasexecute@ndhowthelnterahamwe
militiamen killed people. Pedagogically speaking, in viggwv, with films
learners observe and listen at the same time to what happenedarEhey
requested to write a summary of the film. Theyalso given homework.
This also helps them to relate to what they have learclbass.

Teacher:In yourt o d ehgniework espond briefly to the following
questions to be submitted in our next history lesson: Show if colonists
contributedto sowdivisionismin RwandaExplaintherole to propaganda
and how Radio Télévisiohibre des Mille Collines contributed to the
killings. By consideringl . P . C h corments explan the role of elites.
Discuss the role of France in Rwandan conflict and finally discuss if the
film conclusion contribute to the Rwandaatonciliation.

| also urge my history learners to use sources from miternet while
preparing,for exampletheir presentationsButthelearnersare notfreeto
useanywebsite- onlytherecommendednessuchasthedocumentsnthe
National Unity and Reconciliatiowebsites.
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The use of ICT has been identified as a theme irstbig. Rukundo was

worried by the learners visiting his website in his absence. He took
precautionary measures relating to t
one hand, this decision can be segraavay of preventing learners from

harm by watching traumatising films. On the other hand, learners can be
influenced by genocide deniersod web
were also used. By paying attention, films were an opportunity for learners

to enhance their skills and values, including decisaking, writing and

|l istening to othersd views. I n brief
literacy. It could also help learners to become human rights activists.
Enhanci ng t helthinking due ® ringei@retative iquestiona

asked by Rukundo was another aim. However, by selecting specific
websites, learners should get some preliminary techniques to critique
history in order to analyse a large number of electronic sources. The most
important thing is not to hide some sources, but rather to bet@ble
understandvhy differentpeoplehavedifferentviews. Missingsuch skills

can | ead to | ack of tviewserance and r e

The benefits and disadvantages of ICT have been discussed in history
education by some authors (Haydn 2000:162). What Rukundo did to
achieve his aim of building a bette
skills is supported by the literatur&otten (1987:6367), for instance,
encouraged the use of video presentations as they could make a topic real
for learners. More importantly, the learners were obliged to try to see and
critically interprettheimagessoasto gainliteracyskills. Thus,films were
not used for entertaining learners; rather, they were used to understand
content, enhance some skills and build a better Rwanda. The lack of other
ICT-related activities, such as computers for designing databases on
genocide issues and PowerPoint prest@ois, can be explained by the
shortageof resourcesn Rwandarschools Preventindearnerdrom using
any website can be seen as a kind of indoctrination instead of protecting
them against unofficialarratives.

Concerning museum and field study as uweses, the story runs as
follows:

Before the visit, learners are requested to write in their notebooks main
ideas and questions to the local leader or elder. Back at school, they are
requested to find similarities or particular aspects of the told testi@son
Similarly, my class visits to the Rugarama memorial site and families that
have been affected by the genocide discuss how they have been assisted
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and live with their neighbours. In nyiew, learners are interested in
knowinghowpeoplewerereunitedafter horrible eventghathadoccurred.

After such visits, learne@re given time to explain what they have seen and
to reflect on how the genocide has impacted on peddiaeover,
accordingto me,by visiting familiestheygetto realisethatthereis a hope

for the future and that Rwandans will be united. The reconstruction of the
countryis oneof thewaysthat canshowaffectedearnersthattheyare not
alone.However,| admit that visiting sites can be a problem as it requires
transportwhichnoteverylearnercanafford. Thestudytourswereadopted

in my second year of experience after identifying where and who to visit
and the school planning financially far

Thedevelopmenbf understanding genocideof the pastcanbedoneby
visiting museums and genocide memorials. The new compebarses
curriculum does not mention the use of museums in the unit on genocide
(Rwanda Education Board, 2015a:32, 2015b:2627). During the study
tour, i1nvited r es o uwoubleobjectve. Ontnedrde ¢ h C
hand, choosing a local leader could transmit an official narrative to
learners. On the other, choosing an elder could serve to teach learners from
her or his lived experience. In this case, Rukundo accepaechultiple
viewscould arise. For instance, people from the targeted Tutsi gpoigd
werekilled but alsopolitical opponentsandrescuerssuffered during the
genocide. Thus, learners got to understand that pdugdedifferent
experiences during the genocide. GenocitEmorials are also used to

i ncrease the | earnerso historical
comparing testimonies with other sources. In other words, study tours to
museums and local communities can be a way of reflecting dacte
historyandhelpinglearnergo gaindirectinformationaboutreconciliation

by empathising with affected communities. According to McAllister and
Irvine (2002:433)fi E m p aanpotentiallyfosteropennessttentiveness,

and positive rel ati da sarmers snighibverB u t t
identify themselves with either the victim or the perpetrator (Waterson,
2009:7). The choice of the person to visit in the community was, in the
case of thistudy,meticulously done. If selection is not well done, it is not
easy b achieve the learning outcome of the sttmlyr. It denotes lack of
experience and the subject matter changes into amusement. Bniefly,
study tours proved to Rukundo that the genocide could be taught beyond
the classroom to increase the | ear
their skills andvalues.
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Conclusion

In postgenocide Rwanda, the use of the participasmproactprovedto
be challenging for Rukundo even though it was recommended by the
historycurriculum.Theparticipantrefrainedfrom pedagogicallyngaging
learnerawith certaintopicssuchasdoublegenocidefi e t hidemtitesand
race. Fear of beqaccused of genocide denial dictated the use of lecture
mode for this topic for which the official legal version provides a clear
positioning. Thus, mukperspectivity does not seem to be a panacea in
history teaching. Given the context, discussing thesanentioned topics
could polarise the classroom by bringing harmful messages into a society
still affected by the genocide consequences. Adopting «wakdfattitude
does not only aim at respecting the official narrative, but alsavood
harming learars and the community. Thus, compliance with the official
narrative thesocietalufferingsandtheway of interpretingthecurriculum
guides how the Rwandan genocide and related topics are tdingt.
means that teachers should have the capacity to critique the syllabus and
useresourced line with thel e a r spexificsodialandcognitiveneeds.

Teachinghegenocideloesnotonlyaimatenhancindpistoricalknowledge

by putting the genocide intdsi wider context for discussingauses,
sequences and effects. Given the Rwandan context, a range of activities
adopted by Rukundo aimed at helping learners to become responsible
citizens who could responsibly take decisionith the same perspective,

the learners are the first trained to reflect on what they are going to do.
Thus, teaching the genocide goes beyond historical knowledge; rather, it
aims at imparting values and behaviours which can be used to cure
Rwandars o c i sdrsytdearners.

In terms of controversial issuéiseory,t he st ory proved th
positions kept changing with regard to the topic or aim to be achieved.
SomepositionssuchastheteacheasSocraticcrossexaminer(Lockwood,
1996:2930)ortakingabalanced@pproacl{Stradling,1984.6)wereadopted
while asking questions to train learners to make decisions. In the face of
hard topics, including those punishable by Rwanrdamna commitment to
adopting the official version, which was tantamount to indoctrination, was
embraced. However, some positions, such astriskk i ng or pl ayi n
advocate, were not adopted by Rukundo. Rather, he cautiously preferred
to avoid bringing uncontrollable discussions into class. This scepticism
showsthat Rwandansocietyis still fragile and teachingthe
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genocide cannot blindly follow the proposed participatory approach. By
takingthisrisk, theteachercanbe plungedinto genocidedenialor polarise

the classroom. The challenge is that imposing one narrative can also lead
to learnerangerandfrustration.Teachinghegenocideghusposesadouble
challengedevelopinghel e a r oniteeal skilés andrespectingheofficial
narrative. Instedof preventing learners from dealing with some issues or
using some sources, an effort should be made to teach them to analyse
evidenceincludingarangeof electronicsourceslLearnershouldbetaught

to look for evidence and identify its strengthsl areaknesses. In order to
enhance critical skills while discussing contentious topics, Rwandan
schools should be considered safe spaces where such discussions can take
place and teachers should be constantly trained and sensitised so that
schooldbecomevenuedor constructiveeonfrontationThismeanghatthey

should allow learners to increase their knowledge through discussion, but
the community at large should also be involved in this processettain

extent, otherwise learners will lack the skitb discuss hard contentious
topics and discern why people have different views. This gap can lead to
lack of tolerance of divergent views hence sources of otdlicts.
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Abstract

I nteractive and coll aborative | earning
andasynchronousgnvironmentgeneratesn influenceonthe perception,
motivation and outcomes of learning among students. From that theory, the
aim of this contribution is to analyse the effects of different teaching
approachesinexpectedlprovokedby the COVID-19 pandemicTheobject
ofthisstudyisanastceeawrsse titled fAHIi story and Ed
half the classes were taught via synchronous live lecturesiitteractive
and collaborative group condition and half via asynchronous digital
moduledo beindividually completedvithoutinteraction or collaboration.
The effects of those different conditio
comprehensibility and ease of studying t
motivation and efforts, and on their learning performance was examined
via a descriptiveand exploratory case study using a questionnaire and the
outcomes of a written examination. In the questionnaire, digrse
students had tscoreboth conditions for several issues and explain their
scoresTheresultsshowthatthelive lecturesobtainal betteraveragescores
than the digital modules, except for the perception of the ease of studying
thecourse Also,morestudentsttributedhigherscoresto thelive lectures
on each issue, again except for the perception of the ease of studying the
course. The learning performances did not generate differences between
thetwo conditions.Theseesultsare discussedvithin theexistingresearch
and reflected upon in &light of the continuous pandemic forcing higher
education to combine different shapeseafching.

Keywords: Highere education; Interactive and collaborative learning;
(A)Synchronous learning; Online learning; Teacher presence; History
education.

Introdu ction
Learning, as the theory of constructivism states, is an active and
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constructive processSocial constructivism adds to this powerful insight

by pointing to the social dimensions of learning and by incorporating the
roleof othersintothelearningprocess.It refersto learningasaninteractive

and collaborative process. In the past six decades, an extensive body of
literature has been published, showing that interactive and collaborative
learning generates positive learning outcomes compared to individual
learning? Interaction ande@ |l | abor ati on can increas
motivationandstudyeffortfor, amongsbthers studentdongto besocially
responsible and to form social relationships with their peEng self
determination theory states that together with a sensemgpetence and
autonomy, connectedness is also a basic need of learners that needs to
metin orderto reinforcemotivationin all learningcontexts’ Furthermore,

by providing the necessary support and interaction with qualified others
(such as the leater or fellow students), interactive and collaborative
learningexercisegninfluenceonthequalityandoutcome®f learningand

on studentso6é | earning performances
showsthatcollaborativdearningdoesnotautomaticallygenerategjood(or

better) learning outcome$o accomplish that, several conditions have to

be metsuchasmeaningfulinteractionaimedat fosteringanunderstanding

of the topic undestudy®

Particularly since the 1990s, a very importarttaxiimension has been
added to the research into the effects of interactive and collaborative
learning, namely that of computsupported (online) learning. Research
has been conducted into the role of compstgported collaborative

1 JD Bransford, Al Brown & RR CockingHow people learn: Brain, mind, experience, and school
(Washington (DC), National Academies Press, 2000) ;
of Il earni ngo, CdBstructiviens mhedry, perspiéas)and practiceNew York (NY),

Teachers College Press, 1996), $33.
2 LS Vygotsky, Thought and languag&ambridge MA, MIT Presd,962).

3 DWJohnson&RTJohnson, fAAn educational psychology succes
cooperatived a r n Eduantional Researcheg88(5), 2009, pp. 36879; Y Lou, PC Abrami, JC Spence,
C Poul son, B Chamber s -ciass §rouping:A% meial noanli y&eviesvidofVi t hi n

Educational Researclt6, 1996, pp423-458.

4 H Patrick, L Hicks & AM Ryan, ARel ati ons of perce
efficacy f or Jomroahaf Eamy Adolescencdd ), 1997, pp. 10928; K Wentzel & A
Wigfield, i A ¢ a dandsoc@lmotivationalinfluencesons t u d acadensqgde r f o r Educatorab ,
Psychology Revievil0, 1998, ppl55175.

5 RM Ryan & E L-detBrmination théoy emdfthe facilitation of intrinsic motivation, social
development, and well e i nAgnérican Psychologist55, 2000, pp68-78; EL Deci & RM Ryan,
AMotivati on, personality, and development - within
determinati on t he@xford dandbdeiMof Ruynannmotivadid®xfgrd UK, Oxford
University Press, 2012), pg5-107.

6 DW Johnson &RTJohnson, ACooperation and t heHandbawkaf t ech
research on educational communications and technol@dghwah NJ, Erlbaum, 2004), p{85-811.
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learning environments, into the differences between small group and
individual learning with technology, into online and distance education in
various interactive and collaborative conditions, and into the effects of
synchronous and asynchronous leagditdere, too, positive effects of
interactive and collaborative learning emerge, albeit again subject to
conditions, for example, that attention is paid to individeabuntability;

that media should support collaborative discussion in order to be more
effective; that interaction and collaboration are to be included in
asynchronoukearningconditionsin orderto makethemeffective;andthat

the instructor should takgp an active role in online or distance education
in order to iperférmmameesice student sao

In short, interactive and collaborative learning can have positive effects
on learning processes and learning outcomes in both synchronous and
asynchronous cdalitions. This twefold issue of collaborative interactive
versus individual learning and of synchronous versus asynchronous
learning environments became urgent in the spring of 2020 due to the
outbreak of the COVIEL9 pandemic. This crisis imposed an oatign on
educational institutions worldwide to switch immediately from
synchronousive lectureso asynchronoudigital conditionsason-campus
live education was immediately suspended in na@untries.

Apart from the difficiutlatli e ss wactccohnop a
to be made, the extraordinary circumstances due to the CQYID
pandemic allowed, at the same time, an opportunity to analyse the effects
of different teaching approaches within one course, in terms of physical

live or synchronougecturesversusonlineasynchronousonditionsandof

interactive and collaborative versus individual learning. ddvgribution,

being part of a speci al i ssue addr e
the time of the COVIBEL 9/ cor onav i r pats gnasucid ami ¢ o0,
anal ysi s. The course used as the ob

history at the University of Leuven (situated in Flanders, the northern
Dutchspeakingpart of Belgium)titled A Hi s and& dyu ¢ a twhich n 0 ,

7 Y Lou, PC Abr ami & S doApolloni a, ASmal l group and
a n a |l yReview of Educational Researchl(3), 2001, pp. 44921; K Kreijns, PA Kirschner & W
Jochems, Aldenti fying t he mputetsfipportdd scollabarative karning a | inte
environmentsA reviewof ther e s e &ontphtersn HumanBehavior 19(3),2003,pp.335-353;Y Lou,
RM Bernard & PC Abrami, AMedi a and pedaghased i n wunde

metaanal ysi s of e BEqucationatTedhnolody Researh &uDewelopmBac2), 2006, pp.

141-176; PC Abrami, RM Bernard, EM Bures, E Borokhs k i & R Tami m, Al nteracti
education and online |l earning: U sJouma of Eampudirgimc e and t
Higher Education23(2/3), 2011, pB82-103.
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is taught by the authd8ilalf of this course, dedicated to the history of
secondary school history education in Belgium, was taught via interactive
and collaborative synchronous live lectures; the other half, addressing an
international perspective on history education, was redfe via
asynchronous online modules that had to be completed individually by the
studentsThis allowedresearchto be conductednto the effectsof both

conditions on a number of | earning
interest, motivation and effts to engage with the course in each of the
two conditions was examined, as we|

for both parts of the course. The specific circumstances of the digital
switch halfway through the semester also allowed two additiosia$sto

be examined. Because the two part:
Educationd were each taught in dif
examine the perceived comprehensibility of the two parts of the course as
well as the perceived ease of dfing both parts by the students. The
analysismadeit possibleto notonly examinethe effectsof eachcondition

on studentsodo perceptions abotd. per f or

In what follows, first the research context, questions and methods are
explained, then the results of the study are presented and discussed.

Research context: History and education

The course titled AHIi story and Edu
andis offeredwithin theMasterof History programmeandthe Educational

Master of Cultural Sciencellistory Didactics programme, both at the
University of Leuven (Belgium). That university mainly attracts students
belonging to the White majority group in Belgium and the loméidle-,
uppermiddle and upperclasss of society. The course is particularly
meant for prospective historians and history teachers and is an elective of
both master6s progr ammeB20, 19 studenth e a
enrolled for the course: three female and 12 male students. Allgeelpon
in terms of socieeconomic status, to uppsariddle-class households. The
courseconsistof two parts.In thefirst part,thehistoryof secondargchool
history education in the Low Countries (the current territory of Belgium
and the Netherlands) sia the end of the 18th century and in Belgium since
its establishment in 1830 is addressed. The second part provides an
analysisof secondaryschoolhistory educationin othercountriesaround

8 For more information on the course, see https://onderwijsaanbod.kuleuven.be/2019/syllabi/v/e/FOVE1AE.
htm#activetab=doelstellingen_idm1561056, as accessed on 5 Novabalber
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the world. In particular, history education in the Netherlands, the United
States, Russia, Rwanda, Israel and Palestine, and the Arabic Muslim world
is studied. The focus is on recent and current societal debates and
expectations about history education those countries and on the
influenceof thosedebate®n the shapeandoutlookof standardsgurricula

and textbooks for history education (in terms of main aims and content
orientation). History education in this course is not examined through a
history didacticslens.Ratheraculturalhistoryperspectives taken,asthe
guiding questions are, How are the past and history approached in history
education? Whose history is addressed and for what aims? Andoelsat
therelationshipbetweerthe state societyandhistoryeducatioriook like?

This course is scheduled in the second semester (between February and
May) of the academic year and takes two hours a week over a period of 12
weeks. Half of the course is spent on the history of history edudation
Belgium, the other half on an international perspective hastory
education. The weekly twhour classes are a combination of lecturing and
collaborative and interactive learning that focuses on fostering an
understanding of the topic being taught via, for instance, group work,
Socratic dialogue and group debavghich is often centred around and
starting from document analysis. All classes are accompanied by a
PowerPoint presentation that serves as a basis for students who are
expected to take notes themselves. A learning text growided.

However because of the COVHDR9 pandemic, the organisation of the
classes had to change drastically. From -Match onwards, the
University of Leuven suspended all physical live classes and obliged all
lecturers to make a digital switch. They had the chtmideach online, to
designdigital modulesto providestudentaith PowerPoinpresentations
and an accompanyingvoieev er , and so forth. For t
Educati ono, this meant t hat whil e t
educationn Belgiumhadbeerprovidedviaphysicalive classeghelessons
ontheinternationaperspectiven historyeducatiorhadto be offeredin a
digital mannerThereforedigital lessormodulesveredesignedn Toledo,
thee-learningplatformof the Universityof Leuven.Thesemoduleshadto
be completed by the students individually, without collaborative learning
activities; did not contain deadlines; and were set up in an asynchronous
way sostudentsverefreeto choosevhenpreciselyto completethem.This
also meant that no collaborative or interactive educational activities such
asdiscussiorforumswere provided.This shapeof online educationwas

59
Yesterday&Todayo. 24, December 20:




K VanNieuwenhuyse

chosen as it left students free to choose when to engage with the modules
andatwhatpace Somestudentstill hadto work ontheirthesesandothers
onapre-serviceinternshipin secondargducationThisway,theiragendas

were not overloaded durinvgeekdays.

Each of the six digital modules was built following the same outline. An
introducion was offered in order to generate interest in the topic. It
consisted of a news article, a quiz to test previous knowledge, a padlet
gauging their opinion on a specific togetc. The main part of each digital
module ensured an alternation between pieces of theory and assignments
(often based on document analysis) followed by automatic feedback (in
terms of a model answer) and sometimes a padlet to write down their
opinions ora matter, which then became visible to the other students. The
assignments were not mandatory: students could skip them if they
preferred. As all students in the course were graduates and hence
experiencedtudentsit wasleft to themto decidewhetherto completethe
assignmentsr not. The studentavereconsideredgufficiently experienced
to judge this for themselves. At the end of each digital module, students
wereofferedalearningtext, containingall thecontentheyneededo study
for the writtenexamination.

The written examination for this course consisted of two substantial
guestions. One encompassed a major thread in the history of history
education in Belgium, such as the tension between disciplinary and
citizenshipgoals,or therelationshipbetweerthesecondargchoolsubject

of history and academic historiography. The other was a comparison
between history education in different countries, for example, to what
extent and via what strategies is history education meant to contribute to
socialcohesion, or how and why are professional historians included (or
not) in giving shape to secondary school histadycation?

Research questions and methodology

As half of the course was taught via live synchronous lectures in an
interactive and collaorative group condition and half via digital modules

9 A padletis an applicationto createan online bulletin board where studentsand teacherscan display
information, collaborate, reflect, and share links and pictures.

10 Besides this, students also hadmite a paper as part of the evaluation, in which, based on at least two
published academic papers, they had to elaborate either on an aspect of Belgian history education from a
historical perspective, or on the outlook and shape of history educat®ranntry in the world, not
addresseth thecourseThispaperassignmenis notincludedin thefurtheranalysisasit hasnoconnection
with the different teaching approaches urstady.
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to be individually completed asynchronously, this allowed time to examine

the effects of the two different tea
of the comprehensibility and ease o
interestmotivationandefforts;andontheir performancdor the course. In

so doing, connection was sought to the vast body of literature on interactive

and collaborative learning and its effects. This study contributes to that
literature, as it examined a group of graduate students@ngared two

different conditions for one group (instead of using two groups and
additional control groups to test the two conditions). The following
research questions guided the analysis:

A Whataretheeffectsof thetwo differenteducationatonditionsons t udent s 0
perceptions of the comprehensibility and ease of studying the course on
studentsdé interest and motivation and
thecourse?

A Whataretheeffectsof thetwo differenteducationatonditionsons t udent s 6
performance for the course?

A What are the differences to be discerned when comparing the results of the
two previous questions? Can differences be found between the two
conditionsins t u d mpemdptod@andperformanceand,if so,howshould
this be acounted for?

The comparison was explicitly included as a research question because
is highly possiblethatthetwo conditionsmight havegenerategubstantial
differences.With regard to comprehensibility of the course content (1),
live lectures offered opportunities for the lecturer to provide explanations
to the students; direct questions and answers for collaborative interaction;
and direct feedback on the assignments. Thiatligmodules, by contrast,
couldbecompletedy studentsttheirownpace asynchronouslyyithout
interaction, yet with automatic feedback (in terms of a model answer
provided after each assignment) and with the provision of a learning text.
In terms & the ease of studying the course (2), while the lectures were
accompanied by PowerPoint presentations and live explanations, no
learning text was included as the digital modules provided a learning text.
With regard to interest in the course (3), whiletlges were synchronous
and live and included interaction and collaborative learning activities, the
digital modules were asynchronous and could be completed at the
studentsé own pace at a time that
Regar di n gmotivationdce gett searfed with assignments (4), the
lecturesrequiredsomereadingbeforehandyet assignmentsvere mostly
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completed during the lecture, in interaction with the lecturer and fellow
students and according to a pace deteechby the lecturer. In the digital
modules, the assignments were done individuallp, ateodrspace and
without being obligatorycfr. suprafor a justification in this respect). This
means that while the effort (5) was included (and obligatory) in the
lectures, the effort to complete the assignments in the digital madages
not obligatory.Lastly, all these issues could have generated ascedh

s t u dperotmaric€6) for thewritten examinatiorrelatedto this course
as,ontheonehand studentsvereprovidedwith informationbythelecturer
duringthelive lectureqvia PowerPoinpresentatiomndexplanation)yet,

on the other handhey obtained full learning texts in the digital modules.

In order to get a view on the abereentioned issues, a descriptive and
exploratory casestudy, including quantitative and qualitative elements,
was set up. In particular, a questionnaire was designed in which students
had to assess the live lectures as well as the digital modules with a score
from oneto tenon eachof theissuesuinderexaminationThequestionnaire
included cl ear, unambiguous quest.i:
comprehensibility of the | earning
you assestheeffectof conditioné onyourmotivationto engagewith the
| ear ni ng eunexpeetad characteofthe COVIP pandemic
did notallow validationof thequestionnairén apilot study.Nevertheless,
it wascheckedo asseswhetheithequestionsvereindeedwell understood
by the students by explicitly asking them if all questions had been clear
(which was the case) and by checki
accompanyingheir scoresactuallyrelatedto the questiongwhichwasthe
caseaswell). Studentsvereinvited to explaintheir scoresandto describe
the differences or similarities they experienced between the teaching
approaches. Furthermore, they were asked whether they had experienced
big differences in the time they spent on the lectures versudigfital
modules and whether they wanted to make additional comments relating
to thedifferentteachingapproachesf thecourseWhenthequestionnaires
were handed in just before the start of the examination periodcalled
anonymous other kept track of them, anonymised them, and then attached
the scores on both examination questions to sachu d guestiodraire.

In so doing, the amymity of the students was guaranteed. The analysis
wasdonein aqualitativeway,in searctof patternsnthes t u d answers. 6

The questionnaire was completed Iyof the 15 students who enrolled
for the course.Four studentsdid not attendany of the classesas they
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took up teaching jobs in a secondary school on the day the course was
normallytaught.Theywere,thereforeremovedrom theanalysissample.

This means that the analysis was done on the basid obmpleted
guestionnaires, meaning 73 per cent of the students enrolled in the course
participatedn theresearchinitially, theideawasto supplementheresults
stemming from the questionnaire with data from qualitative (individual or
group) interviews However, due to the COVH29 pandemic, the June
examinatiorperiodattheUniversityof Leuverwasextendedytwoweeks,
afterwhich deliberationsstill hadto be organisedAs aresult,because¢he
studentsndicatedthattheywantedto leaveon vacationimmediatelyafter
receiptof theirfinal results,t turnedoutto beimpossibleto organisesuch
interviews.

Results

What are the effects of the two different educational conditions on
studentsd perception of t hdging the mpr ehensi
cour se, on studentsd interest and motiva
to engage with the course? And can differences be found related to those

issues between the two conditions?

Withr egard to the partici pdhattthelive per ce
lectures obtained better average scores for the perceptionhef
comprehensibility of the course, for
for the efforts they made to engage with the course and then the digital
modules. The only exception concerns the perception of the ease of
studying the course: in this casbgetdigital modules obtained a (very

slightly) higher score than the live lectures ($ablel). Also, in general,
morestudentsttributedhigherscorego thelive lectureghanto thedigital
modulesontheabovementionedssuesagainexceptfor theperceptionof

the ease of studying the course (able2).

When looking at the individual student level and scores instead of the
overalllevelandaveragescoresit wasfoundthatthreestudentsttributed
higherscoredo thelive lecturescomparedvith thedigital modulesoneach
of the issues under study; one student did the opposite and systematically
scored the digital modules higher than the live lectures on each issue; the
other seven students attributed varying scores, although they aséessed t
live lectureson moreissueswith higherscoreghanthedigital modulesin
what follows, each of the issues and their scorearaalysed.
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Tablel: The average score (out of 10) attributed for each issue to the live lecturbe and t
digital modules.

Average score Average score
. 9 ; attributed to the
Issue attributed to the live L

lectures (out of 10) digital modules

(out of 10)

Comprehensibility 9 8
Ease of studying 8.2 8.3
Interest 9.1 7.5
Motivation to get started with assignmen 7.7 6.1
Actual effort to complete the assignmen 8.5 5.9

Table 2: The number (and percentage) of students attributing higher or equal scores for
each issue to the live lectures and the digital modules.

Number of Number of Number of
students students students
Issue attributing a attributing a attributing Total
higher score to| higher score to| both an equal

live lectures | digital modules score
Comprehensibility 8 (73%) 2 (18%) 1 (9%) 11 (100%),
Ease of studying 4(36%) 5 (46%) 2 (18%) 11 (100%),
Interest 7 (64%) 1 (9%) 3 (27%) 11 (100%),
M_otlvatlc_)n to get started 8 (73%) 2 (18%) 1 (9%) 11 (100%)
with assignments
Actl_JaI effort to make the 9 (82%) 1 (9%) 1(9%) 11 (100%)
assignments

Regarding the perception of the comprehensibility of the course content,
students attributed the live lectures a 9/10 on average, and the digital
modulesascoreof 8/10.Eight studentsttributeda higherscoreto thelive
lecturestwo to thedigital modulesandonestudentttributedoothanequal
score. Live lectures were hence preferred by the majority of students who
indicated that they could better concentrate on the course content when
listening during a live lecture or talk. Furthermore, they appreciated the
possibility of being able task direct questions and receive an immediate
answer, feedback or have a debate about it with fellow students. Also, they
stated that the coherence and connections between historical facts and
phenomena became clearer during the lectures, because therlecide
them explicit while explaining, asking questions or debating points. The
student who rated the digital modules higher on comprehensibility did so
because the digital modules offered a clearer structure théimethe
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lectures. Acording to him, the PowerPoint presentations during the live
lectures were not able to reveal the structure of each lecture as clearly.

The perception of the ease of studying the course was the only issue on
whichthedigital modulesscoredveryslightly) betterthanthelive lectures.
While studentsttributed8.2/10onaveragedor thelive lecturesthedigital
modulesreceivedascoreof 8.3/10.Fourstudentsattributeda higherscore
to the live lectures, while five did so to the digital modules; two students
attributed both equal scores. Those students who expressed a preference
for the digital modules regarding this issue did so because the modules
provided them with a learnintgext. They indicated that this was very
helpful, as it included everything they hadstady.During live lectures,
they stated, one had to take notes and if one paid less attention during a
part of the lecture, one might miss crucial information. Othedents,
however, did not consider the presence of a learning text as contributing to
the ease of studying the course. In their opinion, the live explanation of
the lecturer made connections between the historical phenobeama
addressed clearer and raoexplicit and helped them to distinguish the
main points from the side issues. They hence preferred tHedivees.

A large majority of the students indicated that live lectures stimulated
their interest more than the digital modules. While they aitieith a score
of 7.5/10 on average to those modules, the live lectures were attributed a
9.1/10.Sevenrstudentgatedthelive lectureshigher,onestudentpreferred
the digital modules, and three students attributed an equal score to each
medium. While allstudents indicated they were interested in the course
material, most of them nevertheless preferred an enthudistiicer and
collaborative interaction to the individual completion of the digital
modules. The one student who indicated the oppositsalitecause he
considered the international comparative perspective on history education
much more interesting than the historical perspective of history education
in Belgium.His preferencdor thedigital modulesvashencerelatedto the
specific contentather than to the particular teachaqgproach.

In terms of motivation to get started with assignments, the live lectures
scored higher. While the students assessed live lectures with an average
scoreof 7.7/10 thedigital moduleggainedascoreof 6.1/10.Eightstudents
attributed a higher score to the live lectures, two students preferred the
digital modules and one student attributed both an equal score. The
advantageof digital modules,somestudentsstated,was that they could
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complete them asynchronously, at their own pace, without experiencing
any stress. For the rest, students particularly connected advantages to the
live lectures. The interaction, cooperation, exchange of ideas and debates
stirred more motivation and filmermore, fostered the quality of the
reflection. The fact that assignments had to be completed during the
lectures and were discussed together, increased the motivation as well, as
studenthadthefeelingthatin sodoing,theireffort ledto atangibleresult.

The level of motivation to get started with assignments seemed to be
reflected in the actual effort to complete the assignments. While students
gave a score of 8.5/10 on average to the live lectures for actually making
the effort to complete the assignnmgrthe average score attributed to the
digital modules was 5.9/10. Moreover, nine students attributed the live
lectures a higher score; one student did the opposite, and another student
attributed equal scores. Students particularly pointed at the addedfva
the collaborative interaction during live lectures as the driver to complete
the assignments before and during the lectures. Because of the adfsence
interactive cooperation in the asynchronous digital modul&ss would
havehinderedhestudens completingthemodulesattheirownpacei and
automatic feedback in terms of a model answer being generated, students
did not feel encouraged to complete the assignments. The only advantage
of the digital modules, one student stated, was that theydralemved
him to complete the assignments at his own pace.

Whataretheeffectofthetwodifferenteducationatonditionsons t ud e nt s 6

performancdor the course?And candifferencedefoundbetweerthetwo
condi ti on performanes?udent s o

I n order to examine a possible eff
learningperformancenthewritten examinationfwo substantiatjuestions
were asked, one encompassing a major thread in the history of history
education in Belgium (which had beetdaessed during the lilectures),
and one on a comparison between history education in different countries
(which had been addressed in the digital modules). When looking at the
scoredor thetwo examinatiorquestionsatfirst glancenodifferencecould
be discerned. The average score for both question$3420.

When looking at the individual student level, it was found that two
studentscoredoetterfor thequestiorrelatedto thecontentseenin thelive
lectureswhile threescoredbetterfor the questiornrelatedto the contentof
thedigital modulegseeTable3). Six studentgjavethesamescorefor both
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guestions. It hence seems that, overall, the different teaching approaches
did not clearly affect studentso per

Table 3: Individual examination scores per student on the two questions (related to
contents addressed resp. in the ligctures and the digital modules).

Student Score (out of 2Q) on exam question ] Score (out of ZQ) on exam question
(content during live lectures) (content digital modules)
1 12 8
2 14 14
3 13 14
4 14 14
5 14 14
6 14 16
7 14 14
8 14 14
9 13 13
10 12 14
11 13 12

Conclusion and discussion

The aim of this study was to examine the effects and influence of two
di fferent teaching approaches in a
on studentsd perception of the comp
thecoursepntheirinterestmotivation andeffortto completeassignments,
andontheir performancen thewritten examinationTheresultsshowthat
theperceptiorof theeaseof studyingthecourseandthe performancén the
examination were almost equal for the synchronous live lectures in which
interactive and collaborative learning was present and the asynchronous
digitalmoduleghatwerecompletedndividually. Regardingheperception
of thecomprehensibilityof the coursedifferencesverefoundins t udent s 6
interest as well as their motivation and effort to complete assignments, in
the sense that students attributed higher scores to the synchronous live
lectures than to the asynchronous digital modules.

In interpeting the results, drawing conclusions and reflecting on
consequences, caution is required. Several limitations of thisstadid
beconsideredThestudyconcentratedn onecourseonly, in whichonly a
limited number of students were enrolled. All students belongeioter
middle-class households, meaning they probably had a quiet plémrin
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