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ABSTRACT 

 

This capstone project intends to contribute to the pedagogical conceptualization of imperialism 

in Moroccan high school history textbooks. This project suggests an alternative to the Ministry 

of Education’s attempt at defining imperialism for 11th-grade Science branch students in 

Morocco. To that end, it proposes three textbook chapters that help define the historical 

phenomena of Western European imperialism in the 19th and 20th centuries through different 

imperial tools. By focusing on defining empire through its tools, this project aims to allow 

Moroccan high-school students a more concrete understanding of this concept and its empirical 

illustrations. The proposed chapters give special attention to illustrations from the African 

continent thus engaging students in a pedagogy of solidarity.   
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Section 1: Introduction, Theoretical Framing and Etymology:  

 

I. Introduction:  

 

This capstone project intends to contribute to the pedagogical conceptualization of 

“imperialism” in Moroccan high school history textbooks. To that end, it proposes three 

textbook chapters that help define the historical phenomena of Western European imperialism 

in the 19th and 20th centuries through different imperial tools. Concretely, this project suggests 

an alternative to the Ministry of Education’s attempt at defining imperialism for 11th-grade 

Science branch students.1 The proposed chapters are conceptualized in a way that they can be 

included in 11th-grade history textbooks and follow the same basic structure shared by 

Moroccan high school history textbooks.  

 

These chapters aim to allow an understanding of the complex ways in which empires function 

and the tools that are essential to the imperial structure. This contribution is warranted through 

the existing ambiguities around the concept of empire as portrayed currently in Moroccan high 

school history textbooks, which focus on establishing a narrative of perpetual Moroccan 

statehood to the detriment of providing an adequate explanation of empire and imperialism to 

their audiences. To that end, this study begins with a contextualization of this project’s 

theoretical foundations, before introducing the case of Moroccan high school history textbooks 

 
1 A note on history textbooks production in Mororocco: While the production and publication of textbooks is 
outsourced by the Moroccan Ministry of Education, all textbooks must be made according to the pedagogical 
directives set by the Ministry which include detailed directives for lesson topics, titles, thematic structures and 
textbook tables of content. The textbooks produced by private parties then have to be vetted by the Ministry of 
Education before dissemination. As a result, while each region tends to have a selection of history textbooks, they 
all include the same information, structure and themes as the ones determined by the Ministry of Education. In this 
context the criticism and alternatives offered by this capstone project can be applied to all textbooks used in 
Moroccan high schools since this project focuses its criticism on the Ministry of Education’s directives to 
textbooks makers. That said, this project does offer an example of what Moroccan textbooks look like for reference 
through the example of  Mawrid Al-Tārīkh-Wa Al Jughrāfiā (The Resource for History and Geography), one of 
the textbooks currently used in the Marrakech-Safi region (See Annex 1).  
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and justifying the proposed alterations, then finally introducing the proposed textbook chapters 

that promote a concrete understanding of the concept of imperialism with diverse empirical 

illustrations.  

 

II. Theoretical Framework:  

 

1. Issues in Defining and Escaping Empire:  

 

The definition of concepts such as “imperialism,” “colonialism,” and “empire” is central to the 

purposes of this study. Yet defining the aforementioned concepts is not easily done, and any 

effort can but inscribe itself as yet another contribution to the dilemma suffered by all historians 

of empire. Indeed, the controversy around defining these concepts has grown to the extent that 

it is now commonly acknowledged at the start of every scholarly work concerned with empire 

studies. That said, this project must choose a working definition of these concepts, not least 

because it will be useful in evaluating the textbook chapters that accompany this thesis. The 

need for a working definition is further strengthened by the textbook’s clear statement of 

objectives. In following governmental directives, Moroccan high school history curricula aims 

to provide an understanding of global movements in the 20th century, namely capitalism and 

imperialism.  

 

The textbooks’ statement of this objective justifies this study by portraying the importance of 

such an inquiry into the Moroccan history curricula’s pedagogical conceptualization of such 

phenomena. This hereby study thus attempts to contribute to a first step towards mirroring the 

complexity of scholarly debates and concepts in the field of history into the history curriculum 

for high school students. As such, I consider that the questions this study poses around the need 

to create nuance in students’ understanding of empires is a reflection of a bigger issue that 
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considers the need for a more nuanced and complex understanding of history as a discipline 

among these students. In so doing, before coining the working definition for this project, I will 

explore both the general and case-specific challenges faced when attempting to define such 

concepts. 

 

The first challenge to creating a definition of empire is the issue of analytical value. Indeed, 

defining concepts is useful because it contributes to the analytical value of the case study or 

theory that a scholar is interested in. Yet, with the words “empire” and “imperialism” being 

used to describe a political entity and its behavior, respectively, across time, we fall into the 

issue of anachronism and uselessness. Indeed, the usefulness and accuracy of this concept are 

questioned when the word empire can be used to refer to political entities such as the Roman 

Empire in 31 BC, the Byzantine Empire throughout the Middle Ages, the Ottoman Empire in 

the early modern era, British Empire in the 19th and 20th centuries, as well as the modern 

United States. Considering the vastly different chronological and geographical contexts, as well 

as the variations of these political formations, any attempts at coining a definition applicable to 

all entails a lack of analytical value for any individual case. Beyond accounting for empirical 

data of imperial history, conceptualizations of empire and imperialism must account for the 

discourse around empire as negotiated by actors living within the imperial metropole, what 

John Mackenzie terms the imperial idea.2 As an example, the self-proclamation of the United 

States as an empire in the late 18th century was motivated by an interest in establishing the 

image of the United States as a self-governing entity, as such the discourse of empire in this 

case must be acknowledged side by side with the empirical data around of the functioning of 

the American empire.3  

 

 
2 See John M. MacKenzie, Propaganda and Empire: The Manipulation of British Public Opinion, 1880-1960 
(Manchester: Manchester University Press, 2017). 
3 See Michael W. Doyle, Empires (Ithaca, NY: Cornell University Press, 1986). 
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This is further complicated by the continuing domination of imperial epistemologies which puts 

historians in the difficult situation of having to study empire through the use of categories, 

concepts and epistemic traditions born from imperial ideologies.4 This engages historians of 

empire in a seemingly never-ending cycle of deconstructing epistemologies and categories, and 

creating alternatives that challenge them. One such ever-present challenge of studying and 

teaching “imperialism” is doing so without relying on essentializing and bipolar representations 

of imperial history, which misrepresents the reality of fluidity, agency, and negotiations of 

identities and relations across imperial boundaries.5 Thus, defining, much less teaching, 

imperialism in a way that allows for a complex and nuanced understanding of the implications 

of overseas and overland expansionism for all involved, beyond categories of 

colonizer/colonized, civilized/uncivilized, modern/archaic, is a difficult task to perform from 

within systems of knowledge that are based on such antagonisms. This can best be seen through 

Edward Said’s groundbreaking conceptualization of Orientalism, which ended up relying on 

the same bipolar categorizations that it aimed to criticize.6 While recent scholarly work in 

empire studies has relied on a variety of interdisciplinary approaches and research methods that 

have allowed for a more holistic and nuanced understanding the dynamism and fluidity of 

empires and how they have functioned in particular circumstances, Empire continues to be as 

difficult  to explain as it it is to escape.7 

 

A second major hurdle in providing a definition empire and related concepts, is the issue of 

ambiguous continuity/rupture in relation to modern nation-states. Indeed, while the end of 

 
4 Tadashi Dozono, “The Passive Voice of White Supremacy: Tracing Epistemic and Discursive Violence in World 
History Curriculum,” Review of Education, Pedagogy, and Cultural Studies 42, no. 1 (January 1, 2020): 1–26, 
https://doi.org/10.1080/10714413.2020.1721261, 4.  
5 Clancy-Smith, Julia Ann. Mediterraneans: North Africa and Europe in an age of migration, c. 1800-1900. 
(Berkeley, Calif: University of California Press, 2012).  
6 See Sa’di, Ahmad H. “Orientalism in a Globalised World: Said in the Twenty-First Century.” Third World 
Quarterly 42, no. 11 (July 22, 2020): 2505–20. https://doi.org/10.1080/01436597.2020.1788935.   
7 The work done by scholars such as Julia Clancy-Smith, Ann Laura Taylor, Susan G. Miller, Abdullatif Ahmida, 
Alan Mikhail, and many others has consolidated the standard of nuance, richness, and complexity expected from 
scholars of empire. 
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empires is widely theorized to have been brought about by a wave of decolonization and the 

expansion of nationalism in the second half of the 20th century, scholarly work on the 

intersections between the ideology, forms, and tools of governance used by nation-states and 

empires has long challenged these beliefs. The significant scholarly tradition that understands 

empires and nation-states as antithetical continues to pervade theorizations of empire and 

related concepts as can best be seen through the example of the concept of decolonization. 

Indeed, in The Encyclopaedia of Empire, Michael Collins’s entry focusing on the concept 

explains that while distinctions are often made between the concepts of empire, imperialism, 

and colonialism in history and the social sciences, the concept of decolonization is usually used 

to encompass all forms of actions and processes that “counteract, reverse, or terminate all of 

these phenomena.”8 He argues that through the instrumentalization of Western European 

humanist liberation rhetoric in the second half of the 20th century, colonized countries were 

able to attain flag independence and restructure the international system’s normative basis 

through a delegitimization of empire as a form of rule. While he does not consider 

decolonization to have ended with the attainment of flag independence, he considers it a more 

epistemic-focused critique of imperialism and colonialism interested in deconstructing the 

remnants and legacies of colonialism in the form of neocolonialism and postcolonialism.9  

 

Yet, recent attention to the tools of governance of post-World War II political formations such 

as the United States, have challenged the idea that empire has been undermined or extinguished 

as a legitimate form of rule through a focus on the cotinuities of certain tools of governance.10 

Indeed, both Adeeb Khalid’s theorization of the Soviet Union as an imperial formation and 

Daniel Immerhwar’s theorization of the United States as a hidden empire, have relied on 

attention to what Burbank & Cooper have termed tools of empire for their analysis. In the case 

 
8 Michael Collins, “Decolonization,” in The Encyclopedia of Empire (John Wiley & Sons, 2015), 1 
9 Michael Collins, “Decolonization,” 11 
10 See 1. Jackie Assayag, “East and West: Orientalism, War and the Colonial Present,” Etnografica 11, no. 1 (May 
1, 2007): 253–69, https://doi.org/10.4000/etnografica.1943.  
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of the United States, Daniel Immerhwar focuses on the annexation of territory through 

conquest, economic hegemony, military interventionism and the creation of a system of 

subordination for various segments of the population.11 Similarly, Adeeb Khalid focuses on the 

absence of such a system of hierarchical subordination in the Soviet Union to create a 

distinction between what he considers an imperial formation specific to the 20th century with 

the more straightforward imperial formation that is Tsarist Russia.12 Among the main standards 

for the recognition of imperial formations in both cases is the focus on what Burbank & Cooper 

termed the politics of difference.13  

 

This showcases the centrality of using what Burbank & Cooper called the repertoires of 

imperial power to recognize and analzye different types of imperial formations.14 Indeed, 

Burbank & Cooper explain that the durability of the imperial political formation relied largely 

on the capacity of empires to create and adopt strategies of rule, habits, and practices that were 

the result of specific historical constraints and that led to specific power structures and 

conflicts.15 As such, Burbank & Cooper’s definition of imperial repertoires “as flexible, 

constrained by geography and history but open to innovation” is remarkably useful in making 

sense of the fundamental practices that have come to define imperial structures.16 This approach 

can be particularly useful when combined with Krishan Kumar’s understanding of nation-states 

and empires as variable forms of “political imagination,” to mean possibilties available to 

political elites, rather than antithetical forms of rule.17  

 
11 Daniel Immerwahr, How to Hide an Empire: A History of the Greater United States (New York: Picador/Farrar, 
Straus and Giroux, 2019). 
12 Adeeb Khalid, “The Soviet Union as an Imperial Formation: A View from Central Asia,” essay, in Imperial 
Formations, ed. Ann Laura Stoler, Carole McGranahan, and Peter Perdue (Santa Fe: School for Advanced 
Research Press, 2007), 123–51. 
13 Jane Burbank and Frederick Cooper, Empires in World History: Power and the Politics of Difference (Princeton, 
NJ: Princeton University Press, 2022), 12 
14  Burbank and Cooper, Empires in World History, 16 
15 Ibid., 16 
16 Ibid., 3 
17 Krishan Kumar, “Nation-States as Empires, Empires as Nation-States: Two Principles, One Practice?,” Theory 
and Society 39, no. 2 (January 12, 2010): 119–43, https://doi.org/10.1007/s11186-009-9102-8, 120. 
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This conceptualization can allow us to move beyond the understanding of rupture inherent to 

the idea that nation-states are born out of the end of empires, into an understanding more 

reflective of modern realities whereby empires and nation-states can co-exist, converge, often 

have overlapping features, even alternate in specific circumstances, while remaining different 

forms of political formation.18 The difficulty in defining empire and its related concepts is 

without doubt exacerbated by the difficulty of talking about and teaching ongoing processes in 

world politics and their inherent ambiguities and uncertainties. What this project suggests is not 

that empires and nation-states should be considered the same political formations, instead this 

project argues for a challenging of the formulation of objects of study in world politics in terms 

of rupture/continuity. As scholars theorizing concepts like colonialism, imperialism, and 

decolonization face the same issue of falling into the same order/change dichotomy of 

completeness, or at least the possibility of determining the rupture or continuity of these 

processes with certainty, perhaps accepting our incapacity to grasp these overlaps might be 

more useful in defining empires and related concepts. That being said, the issue taken up by 

this study is the absence of the reflection of such a rich tapestry of entangled perspectives and 

approaches to the study of empire in history curricula for young students.  

 

2. Towards a Working Definition:  

 

In the context of such challenges in defining empires and imperialism, this project relies on a 

conceptualization that best serves the purposes of this study. As such, this project’s 

conceptualization does not aim to explain all that is empire, and istead focuses on the 

particularities of Western European imperialism in the 19th, 20th, and 21st centuries. In so 

doing, avoiding any attempts at charcterizing the type of political formations, this project 

 
18 Krishan Kumar, “Nation-States as Empires, Empires as Nation-States,” 134-138. 
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instead borrows Burbank & Cooper’s approach of understanding empires through the concept 

of repertoires of power. As such this project attempts to create an understanding of how Western 

European empires have functioned through the imperial tools they relied on for the creation, 

functioning and legitimization of imperial rule. In this theoretical context, I use the concept of 

“empire” to signify a political entity that utilizes a variety of repertoires of power to create and 

maintain its project of rule to exercise political, economic, and cultural dominance, whether 

formally or informally.  

 

For the sake of simplicity, I understand imperialism to be a reference to the way empires 

function and colonialism to refer to this same practice with a focus on settler colonial settings. 

As an extension of these definitions, the definition of Western European Imperialism that this 

project proposes is an oppressive system of domination and exploitation, in the wake of the 

industrial revolution, that relies on the use of various repertoires of power to create and maintain 

an imperial structure, underpinned by an ideology of Western/White Supremacy. At the heart 

of this project is thus an understanding of White Supremacy following Frances Lee Ansley’s 

definition as “a political, economic and cultural system in which whites overwhelmingly control 

power and material resources, conscious and unconscious ideas of white superiority and 

entitlement are widespread, and relations of white dominance and non-white subordination are 

daily re-enacted across a broad array of institutions and social settings.”19 This definition aligns 

with what Charles Mills terms a multidimensional system of domination, that is to say a global 

oppressive system based on an ideology that turns racial difference ino relations of domination 

through the exercise of various forms of epistemic and physical violence.20 This chosen 

defintion determines much of the attention paid to White Supremacy as an imperial ideology 

 
19 Frances Lee Ansley, “Stirring the Ashes: Race Class and the Future of Civil Rights Scholarship,” Cornell Law 
Review 74, no. 6 (1989): 993–1077, 1024. 
20 Charles W. Mills, “White Supremacy as Sociopolitical System,” essay, in From Class to Race: Essays in White 
Marxism and Black Radicalism, ed. Charles W. Mills (Lanham: Rowman &amp; Littlefield, 2003), 35–48, 42.  
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and the various forms of violence used to practice and uphold it.21 This choice is contextualized 

in this project’s positioning in conversations around teaching forms of colonial violence and 

imperial history that have been at the heart of the public debate around the purposes of history 

education.  

 

While this attention to colonial violence has encouraged rich academic production on the 

exercise of imperial violence, it has been the subject of much backlash from conservative 

academics and politicians who consider the purpose of history education to be the reinforcement 

of patriotism and nationalist pride.22 The confrontation between different understanding of the 

purposes of history education has thus given rise to tensions by bringing radically conflicting 

memories of empire and imperial violence into the public space. In the academic sphere, with 

the exception of few conservative scholars,23 this has given breath to a renewed effort to detail 

different forms of imperial violence, their uses and rationales, and their perpetrators and 

victims.  In this context, in its continued argument for a bridging of academic production on 

empires and history education, this project proposes to create a pedagogical conceptualization 

of Western European Imperialism through three main imperial tools: The use of physical 

violence, the violences of knowledge production, and the use of post-independence structures. 

The theoretical foundations behind the choice of these tools are detailed in the following 

section. 

 

3. Theorizing Empire Through its Tools: 

 

 
21 More details on the correlation between White supremacy and empire that this project relies on can be found in: 
Aisha M. Beliso‐De Jesús and Jemima Pierre, “Special Section: Anthropology of White Supremacy,” American 
Anthropologist 122, no. 1 (December 30, 2019): 65–75, https://doi.org/10.1111/aman.13351.  
22 Peter Yeandle, Citizenship, Nation, Empire: The Politics of History Teaching in England, 1870-1930 
(Manchester: Manchester University Press, 2015), 6-13. 
23 Bruce Gilley, “The Case for Colonialism,” Third World Quarterly, September 8, 2017, 1–17, 
https://doi.org/10.1080/01436597.2017.1369037.  
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1. Physical Violence:  

 

In this context, this project’s conceptualization of physical and epistemic violence as an 

imperial tool is informed by Slavoj Žižek’s theorization and typology of violence. As such, this 

project relies on the necessary distinction between what Žižek termed subjective violence, 

where both the violence and its perpetrators are visible, and objective violence, which can take 

the form of symbolic or systemic violence and can be likened more to a process than an act.24 

As a reflection of this theoretical concern, the Physical Violence Unit attempts to provide 

students with a variety of examples of different forms of colonial violence. This is done through 

a structuring of the unit into a first part that deals with conjunctural (event-based) violence 

(Activities n°1 and 2) and a second part focusing on examples of structural (quotidian/non-

event) violence (Activities n°3 and 4).  

 

To understand both the workings of empires and the effect they have had on colonized peoples’ 

bodies and histories, it is fundamental to gain an understanding of the various forms that 

colonial violence might have taken, its rationales, and the justifications used to legitimize it to 

the colonial metropole. As such this project’s understanding of colonial violence is heavily 

influenced by Deana Heath’s seminal work Colonial Terror: Torture and State Violence in 

Colonial India (2021). In her work, Heath showcases through a detailing of existing literature 

how the theorization of colonial violence has often obscured the extraordinary systemic 

violence inherent to colonial projects in favor of an overfocalization on scandal/event-based 

cases of colonial violence, which serves to exonerate empires from forms of violence where 

actors cannot be readily named.25 This was done through the creation of what she terms regimes 

of exception that encompassed “both the suspension of the law and the legalization of 

 
24 Slavoj Žižek, Violence, Wordpress (New York, NY: Picador, 2008), https://aordet.wordpress.com/wp-
content/uploads/2018/04/zizek-z-violence-2008, 1-2. 
25 Deana Heath, Colonial Terror: Torture and State Violence in Colonial India (Oxford: Oxford University 
Press, 2021) 
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exceptional measures and practices” to legitimize the violence they relied on.26 This can be seen 

through the use of states of emergency as a practice of legitimizing brutal violence against 

colonized people, as in the case of the Mau Mau rebellion and the Algerian war. In so doing, 

Heath succeeds in reframing scandal/event-related violence as the explosion of the ordinary 

violence that is “normally contained” within a given colonial project.27  

 

An example of quotidian violence is in the contact between the imperial metropole and the 

colony as embodied by settler colonial communities, beyond the obvious inherent violence of 

settler colonialism and its logic of native-elimination.28 Indeed, colonial settlers’ socio-

economic ascendance over indigenous populations and their imbuement with ideas of racial 

superiority, necessarily engendered an oppressive environment where violence was 

inevitable.29 Once settler communities were established, the imperial use of violence and its 

purposes became far more complex as a differentiation needed to be made between the interests 

of the imperial metropole and those of settler communities on the ground. This divergence of 

interests can best be observed in the exercise of what Caroline Elkins termed settler tyranny, 

especially in the latter stage of Western European colonialism where settlers violently opposed 

the metropole’s decision to exit the colonies thus causing significant violence against 

indigenous people.30  

 

Another example of normalized extraordinary quotidian violence inherent to the imperial 

project is the imperial normalization of famine and food weaponization against indigenous 

 
26Deana Heath, Colonial Terror, 179 
27 Ibid., 10 
28 Patrick Wolfe, “Settler Colonialism and the Elimination of the Native,” Journal of Genocide Research 8, no. 4 
(December 2006): 387–409, https://doi.org/10.1080/14623520601056240, 388-389. 
29 Michelle Gordon, “The Dynamics of British Colonial Violence,” essay, in Violence, Colonialism and Empire 
in the Modern World, ed. Amanda Nettleback and Philip Dwyer (Palgrave Macmillan, 2018), 153–74, 154. 
30 Caroline Elkins, “Race, Citizenship, and Governance: Settler Tyranny and the End of Empire,” essay, in Settler 
Colonialism In The Twentieth Century: Projects, Practices, Legacies (New York, NY: Routledge, 2005), 203–22, 
214. 
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populations. Theorizations on the use of famine as a violent tool for socio-economic 

engineering - where starved indigenous populations were forced to work for food wages that 

were not sufficient to keep them alive, which only served to enhance the economic value of the 

local resources that were sent to the imperial metropole - bring necessary attention to the 

correlation between rationale and form of violence. Indeed, the purpose of using violence 

heavily determines what form of violence is to be used; the type of violence used for the 

conquest of a land is not the same as is used for the extermination of a population or the 

exploitation of another. This brings our attention to the multitude of structures, actors, policies, 

and spaces that make this violence possible. A central element of these operations is the colonial 

police force, which embodied the colonial state’s daily contact with indigenous populations as 

coercive agents intended to protect the colonial state’s commercial interests and process of 

wealth extraction.31  

 

Additionally, the discourse around these various forms of brutal colonial violence is also a subject 

of interest for this project.  Considering how the Western self-construction in a position of moral 

superiority in the context the civilizing mission was left undisturbed by the savage use of violence 

both by the imperial regime and its agents on the ground is particularly interesting. Emily Gordon 

explains that when outbreaks of violence against indigenous communities turned into a scandal, 

the imperial strategy of blame-shifting allowed for the argument that the use of violence by the 

colonial government was a regrettable necessity, a morbid act imposed on the colonial 

government by the violence of the indigenous people’s nature or their prospective attempt at 

revenge.32 The conceptualization of violence as defensive, somehow preemptive, was made 

possible by the invention of narratives and discourses around the possible threats that indigenous 

 
31 Martin Thomas, Violence and Colonial Order: Police, Workers and Protest in the European Colonial 
Empires, 1918-1940 (Cambridge, United Kingdom: Cambridge University Press, 2015), 326. 
32Michelle Gordon, “The Dynamics of British Colonial Violence,” 164-165 
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populations posed to the settler communities enacting the violence.33 This disavowal of the 

violence enacted by settler communities encompasses the very nature of the settler project and 

the foundational violence it relies on.34 Such formulations enabled settlers and imperial regimes 

to deny responsibility for violent acts that contradicted the normative values of their own 

societies.  

2. Violences of Knowledge:  

 

As a fundamental part of this project’s argument for teaching colonialism and imperialism to 

high school students through a focus on tools of empire, this chapter introduces and emphasizes 

the essential role of various forms of epistemic violence in creating and maintaining the colonial 

project. To that end, this unit attempts to introduce students to various forms of colonial 

knowledge production that have sought to justify the colonial project, facilitate the exercise of 

colonial control and governance over colonial subjects, and establish the mythology of White 

and Eurocentric supremacy. This is an important endeavor to encourage the questioning and 

redressing of the European narrative of normative European historical trajectory towards 

progress, which both brushes off the intrinsic ties between this narrative and European colonial 

projects overseas and relegates non-European actors to marginal, static, and passive subjects in 

world history.35 As such this section takes on the role of setting the theoretical foundations of 

the various forms of epistemic violence used as a part of Western European imperial projects, 

by focusing on the creation of colonial hierarchies.  

 

In her focus on the Deli population’s lived experience in the Indies under Dutch colonization, 

Ann Laura Stoler analyzes the creation and hierarchization of racialized and gendered social 

 
33 Ibid., 164 
34 Lorenzo Veracini, “Settler Collective, Founding Violence and Disavowal: The Settler Colonial Situation,” 
Journal of Intercultural Studies 29, no. 4 (November 2008): 363–79, 
https://doi.org/10.1080/07256860802372246, 365-366. 
35 Frederick Cooper, Colonialism in Question Theory, Knowledge, History (Berkeley: University of California 
Press, 2005), 6. 
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categories inside the colonies, the creation of colonial categories.36 In a different imperial 

concept, the same concept is mirrored in Thomas Metcalf’s seminal book  Ideologies of the Raj, 

in which he exposes in great detail the different ways in which the British Empire attempted to 

make sense of India and its relationship to it through a process of classification, organization 

and, at times, transformation that would eventually serve to legitimize their rule over India.37 

This goes to show that governance based on the non-equivocation of various populations within 

a multi-ethnic political entity remains a distinctive characteristic of imperial formations. This 

governance based on non-equivocation was termed by Partha Chatterjee the rule of colonial 

difference.38 These different concepts are all rooted in the understanding that European colonial 

exploitation depended on the exclusion of colonized peoples from claims to equality allowed 

by the European states, thus creating systems where colonized peoples were subjected to 

colonial knowledge production, which categorized and codified indigenous societies to create 

social hierarchies that the West could dominate.39 These attempts at categorization and 

“knowability” relied on the weaponized theorizations of social scientists and scholars whose 

knowledge production was essential to the subsequent codification through institutions, most 

notably in the case of socio-legal structures.40 This is a characteristic aspect of the colonial 

project that the proposed chapters attempt to address through the Violences of Knowledge unit 

(Activities n°3 and 4).  

 

In his study Castes of Mind: Colonialism and the Making of Modern India (2001), Nicholas 

Dirks shows how British ethnographers and historians redefined the politico-religious category 

 
36 Ann Laura Stoler, “Rethinking Colonial Categories: European Communities and the Boundaries of Rule,” 
Comparative Studies in Society and History 31, no. 1 (January 1989): 134–61, 
https://doi.org/10.1017/s0010417500015693.  
37 Thomas R. Metcalf, Ideologies of the Raj (New Delhi: Foundation Books, 1998). 
38 Partha Chatterjee, The Nation and Its Fragments: Colonial and Postcolonial Histories (Princeton, NJ: Princeton 
University Press, 2020), 10. 
39 Partha Chatterjee, The Nation and Its Fragments, 6 
40 Nicholas B. Dirks, “Castes of Mind,” Representations 37 (January 1, 1992): 56–78, 
https://doi.org/10.2307/2928654, 76.  
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of caste in a way that failed to account for ethnographic specificity and socio-political 

complexities and then used it as a defining religious trope of Indian society, thus creating a 

social order more fit for colonial authority. Scholars of Indian nationalism, such as Dirks and 

Chatterjee, have then gone on to showcase how the danger of this colonial strategy lay in its 

capacity to disguise such forms of colonial representation as traditional, indigenous, and pre-

colonial aspects of Indian society. This would later result in the re-appropriation of this iteration 

of the caste system by anti-colonial and post-independence movements in India as markers of 

traditional Indian society, thus engaging in what Terrence Ranger and Eric Hobsbawm have 

aptly termed the “invention of tradition.”41 This theme is explored in the Violences of 

Knowledge lesson unit through an activity on the French invention of the Kabyle and Berber 

myths in Algeria and Morocco, respectively. Similarly to the case of India, the colonial myth 

of an Arab/Amazigh binary would later be reappropriated by Amazigh movements in post-

independence North Africa, thus perpetuating a colonial invention as a precolonial fact of North 

African society.42 

The codification of these mythologized hierarchies through the colonial reform of legal systems 

not only justified the act of conquest but also acted as a mechanism to maintain imperial rule.43 

The academic production on law as a tool of empire has allowed a rich understanding of how 

state and non-state-conceptions of legal ordering have interacted to create social order under 

colonial rule.44 Indeed, recent historiography has been incredibly useful in refocusing indigenous 

agencies by drawing attention to practices such as “forum shopping,” whereby various 

individuals across the colonial divide could negotiate with imperial structure to make existing 

 
41 Eric J. Hobsbawm and Terence O. Ranger, The Invention of Tradition (Cambridge: Cambridge University Press, 
2023). 
42 See Patricia M. E. Lorcin, Imperial Identities Stereotyping, Prejudice, and Race in Colonial Algeria (London: 
University of Nebraska Press, 1995). 
43 Russell Smandych, “The Cultural Imperialism of Law,” essay, in Cultural Imperialism: Essays on the 
Political Economy of Cultural Domination, ed. Bernd Hamm and Russell Smandych ( Peterborough, Ontario: 
Broadview Press, 2005), 268 
44Caroline Humfress, “Thinking through Legal Pluralism: ‘Forum Shopping’ in the Later Roman Empire,” 
essay, in Law and Empire: Ideas, Practices, Actors, ed. Jeroen Duindam et al. (Leiden: Brill, 2013), 234 
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legal systems work for them.45 For the purposes of the proposed unit, attention to legal pluralism 

as habitus and as a scene for inter-imperial and intra-imperial negotiations has provided 

particularly interesting insights on the case of colonial and pre-colonial Maghreb. 

3. “Post”-Colonial Structures: 

 

By focusing on modern structures that perpetuate Western European domination, the “Post”-

Colonial Structures Unit seeks to trace the legacies of 20th-century colonialism for post-

independence nation-states. By introducing conversation around cases of litigations emerging 

from certain colonial cases (See Introductory Activity and Activity n°2), discursive patterns 

around reparation and restitution (See Activities n°1 and 3), and continuing structures of 

economic dependency (See Activity n°4), this unit attempts to engage students with the 

challenges of undoing colonial legacies from within the legal, economic and political systems 

that emerged from them.  This unit thus attempts to encourage students to understand 

decolonization as an ongoing process of undoing imperial legacies beyond the Moroccan 

history textbooks’ conflation of decolonization and flag independence. As such, this unit 

demonstrates the continuing forms of oppressive systems and discourses that stand in the way 

of seeking justice for oppressed communities. This section thus details the theoretical 

foundations behind these claims by focusing on the conitnuities of imperial legacies in the post-

independence world.  

 

The most obvious criticism of the conceptualization of rupture between the colonial era and the 

post-independence era lies in the questionable achievement of sovereignty for previously 

colonized countries. Indeed, while nominal sovereignty was achieved for most, with notable 

exceptions such as the Palestinian case, the continuous and unending forms of sovereignty 

 
45 Caroline Humfress, “Thinking through Legal Pluralism,” 248 
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breaches exercised with impunity by Western states provide interesting cases for the study of 

continuing imperial legacies. Whether in terms of economic control  (Françafrique, 

international financial organizations), cultural control (linguistic and cultural domination), or 

physical military invasion, as can be observed through the cases of the United States and 

NATO, there is no doubt that sovereignty, and as such rupture, never truly materialized for 

most.46 Similarly, the discourse around the exercise of colonial violence and what Deana Heath 

terms the Displacement of Colonial Blame Thesis, as discussed in the Physical Violence section 

above, has been recurrently used by various Western European nation-states in reaction to 

modern demands for reparations. This is exemplified through the litigation case brought by 

Kenyan survivors of the British Empire’s crackdown in the aftermath of the Mau Mau 

Rebellion, as presented in the Post-Colonial Structures Unit (See Activity n° 2). Despite the 

availability of damning evidence for the violence perpetrated against the Kikuyu people, the 

British government deflected responsibility by arguing that the case should be brought against 

the Kenyan government, thus transmitting blame to victims of colonial violence and their 

descendants.47 Beyond discursive methods of culpability-denial, the above described oncept of 

“regimes of exception,” i.e., systems that encompass “both the suspension of the law and the 

legalization of exceptional measures and practices” to legitimize the violence they relied on can 

be observed in the establishment of a state of exception by the United States during its so-called 

War on Terror.48 Additionally,the methods of torture, legal justifications, and the narratives of 

denial used during the War on Terror by the British and American governments can all be traced 

back to colonial origins.49 Indeed, as theorized by Deana Heath, while new configurations of 

 
46 See Peter McLaren et al., “Teaching in and against the Empire: Critical Pedagogy as Revolutionary Praxis,” 
Teacher Education Quarterly 31, no. 1 (Winter 2004): 131–53, https://www.jstor.org/stable/23478424. 
47 Mutua & Ors v Foreign and Commonwealth Office [2011] EWHC 1913 (QB), section C, 
https://www.asser.nl/upload/documents/20130311T095828-mutua-v-ors-judgment%20judgment%2021-07-
2011.pdf  
48 John Reynolds, “Emergency Doctrine: A Colonial Account,” essay, in Empire, Emergency and International 
Law (Maynooth: Cambridge University Press, 2017), 68–108, https://doi.org/10.1017/9781316779095.005, 69-
70. 
49 Ruth Blakeley and Sam Raphael, “British Torture in the ‘War on Terror,’” European Journal of International 
Relations 23, no. 2 (June 16, 2016): 243–66, https://doi.org/10.1177/1354066116653455., 245 
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colonial governance can be said to have emerged in the aftermath of the Second World War, in 

the same way, they did in the aftermath of the First World War, the logic beneath the violence 

through which these configurations was un-ruptured between the colonial and “post-colonial” 

eras.50 

As to the matter of the legitimacy of imperialism in the new liberal world order, modern 

imperial violence is reconciled with the norms of liberal societies in the West in the same ways 

that past imperial violence is reconciled with sanitized national histories through the use of 

silence. Through the case of the British and Dutch empires, Price shows how various forms of 

silence and denial allowed Western European empires in the past and their descendant nation-

states in the present to separate the colonial violence they perpetrate from the projected narrative 

of their identities as renditions of the same political units that continue to claim moral 

superiority over unchanging “others.”51 Indeed, ideas of Western and White superiority 

continue to make up the material and epistemic structure of the world we live in, whether in 

terms of “civilization” renamed “modernity,” “democracy,” or “liberalism,” or in terms of 

access to humanity. The hierarchies and binaries justifying this superiority have not only been 

maintained but rebaptized with more “scientific” terminology as can be seen through the use of 

the Democratic vs Authoritarian and Developed vs Underdeveloped binaries.52 Additionally, 

among the new strategies developed by Western nation-states is the decentering of race as a 

primary marker of difference and hierarchy in favor of more “respectable,” seemingly harmless 

categories such as religion, culture, and ethnicity.53 Through these new forms of social ordering, 

based on culture instead of race, both Western conservatives and liberals could claim 

 
50 Deana Heath, Colonial Terror, 10 
51 Richard N. Price, “The Psychology of Colonial Violence,” essay, in Violence, Colonialism and Empire in the 
Modern World, ed. Philip Dwyer and Amanda Nettleback (Cambridge: Palgrave Macmillan, 2018), 38, 
https://www.researchgate.net/publication/320473110_The_Psychology_of_Colonial_Violence  
52 Banafsheh Ranji, “Traces of Orientalism in Media Studies,” Media, Culture & Society 43, no. 6 (June 9, 
2021): 1136–46, https://doi.org/10.1177/01634437211022692.  
53 Ahmad H. Sa’di, “Orientalism in a Globalised World: Said in the Twenty-First Century,” Third World Quarterly 
42, no. 11 (July 22, 2020): 2505–20, https://doi.org/10.1080/01436597.2020.1788935. 
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humanitarianism and liberal values as they facilitate, enact, and ignore violence perpetrated 

against colonized peoples and their descendants within normative structures that normalize such 

violence.  

Here, the Palestinian case provides an enticing case study for how imperialism continues to 

function within a liberal world order. Beyond the presence of settler colonialism and the 

enactment of brutal colonial violence, the case of Palestine is, for many reasons, a crystalization 

of this section’s argument against the common understanding of decolonization as rupture. 

More than most other cases, the matter of Palestinian sovereignty or lack thereof shows that the 

right to sovereignty, the very condition upon which rupture is conceptualized, can still be 

maintained just out of reach in perfectly legal and legitimized ways. As the criteria to access 

human rights in the modern international system is tied to statehood, the refusal of this status 

to Palestinians, amongst others, allows them to be continuous victims of colonial oppression 

and violence, not only without repercussions for perpetrators but also for profit.54 More 

importantly, this modernized imperialism relies on the same type of historical inter-imperial 

cooperation to facilitate exploitation and oppression, as can best be seen when, so to say, 

following the money of weapon industries.55 This provides an image of intertwined imperial 

structures that legitimize and reinforce one another through updated repertoires of power such 

as discourse, corporations, alliances, and international organization, among other tools, as they 

continue to exploit, dominate, and oppress non-White and non-Western people all over the 

world.56 

III. Literature Review:  

 

 
54 See Antony Loewenstein, The Palestine Laboratory: How Israel Exports the Technology of Occupation around 
the World (S.l.: Verso Books, 2024),  
55 See Andrew Cockburn and Qarie Marshall, The Spoils of War: Power, Profit and the American War Machine 
(Holland: Dreamscape Media, 2021). 
56 See Linda Colley, “The Difficulties of Empire: Present, Past and Future*,” Historical Research 79, no. 205 
(August 2006): 367–82, https://doi.org/10.1111/j.1468-2281.2006.00395.x.  
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1. Critical History Education (CHE) & Undoing Imperial Legacies:  

 

History education has long been considered a tool for state indoctrination and propaganda.57 

That said, in an interconnected, “globalized” context of increasingly diverse societies and the 

multiplication of non-state actors with the same capacity for indoctrination, history education 

has come under increasing scrutiny.58 In this context, with the advent of postcolonial theory, 

postmodernism, history and history education, among other disciplines, have been subjected to 

a problematization of discourse.59 This led to a reconsideration of the definition of history from 

a narration of past events to a reframing of historical accounts by historians.60  This 

understanding of history as a social construction laden with values has led to calls to include 

this self-consciousness to various aspects of history-education as well.61  As such, critical 

pedagogies or a critical approach to history education can simply be understood as a recent 

effort to shift the focus in history classes from the “question what do we know?” into “what do 

we know and how do we know it?”62 In other words, critical history education attempts to move 

beyond factual claims in historical accounts and encourage students to question these accounts 

through their contextualization and assessment.63  

 

While this was a revolutionary turn in history theorization and practice, this radical approach 

has failed to bring on the changes that might be expected, both in society and in the classroom.  

Indeed, much of its most radical characteristics have been minimized and overlooked to create 

 
57 Floor van Alphen and Mario Carretero, “The Construction of the Relation between National Past and Present 
in the Appropriation of Historical Master Narratives,” Integrative Psychological and Behavioral Science 49, no. 
3 (April 18, 2015): 512–30, https://doi.org/10.1007/s12124-015-9302-x, 515. 
58 See Sonja Varbelow and William Yaworsky, “Education, Democracy, and Propaganda: An Epistemological 
Crisis,” Critical Questions in Education  14, no. 1 (Winter 2023): 1–13, 
https://files.eric.ed.gov/fulltext/EJ1369502.pdf.  
59 Avner Segall, “Critical History: Implications for History/Social Studies Education,” Theory & Research in 
Social Education 27, no. 3 (June 1999): 358–74, https://doi.org/10.1080/00933104.1999.10505885, 360. 
60 Seixas, 1999, 332 
61  Avner Segall, “Critical History,” 363 
62 Peter Seixas, “Beyond ‘content’ and ‘Pedagogy’: In Search of a Way to Talk about History Education,” Journal 
of Curriculum Studies 31, no. 3 (May 1999): 317–37, https://doi.org/10.1080/002202799183151, 332. 
63  Peter Seixas, “Beyond ‘content’ and ‘Pedagogy,’” 332 
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a sanitized version of this approach that fits better with the liberal capitalist state’s interest in 

performative critical thinking.64 Indeed, the radical nature of CHE education has been drowned 

through its weaponization by the liberal state, which corrupted its essence through strategies of 

“bowdlerization, vulgarization and domestication.”65 This can best be observed through so-

called CHE approaches to studying conflicts and transitional justice. Indeed, while this 

constitutes a sizeable portion of the academic production engaging with CHE, most of the 

conflicts considered are post-colonial inter-state or inter-ethnic conflicts that rarely give 

importance to the naming and acknowledging of underlying oppressive structures and their 

effect on these conflicts. In this context, the American imperial discourse of democratization is 

continued, legitimized, and obscured by dissociating socio-political conflict and violence from 

wider systemic implications and constraints on knowledge production around these conflicts.66 

This process, coupled with conversations around the success or failure of transitional justice 

systems, independently of their nature as a tool of American imperialism, leads to the 

displacement of structural determinants behind the socio-cultural identities at hand into racial 

and ethnic categorizations, thus perpetuating imperial dogma.67  

 

This is particularly relevant in a context where imperial knowledge continues to pervade various 

aspects of the lived experiences of marginalized people. Indeed, beyond imperialism’s 

subordination of states and subjects to an imperial metropole, imperial knowledge creates 

images of racialized populations that it uses to design political, economic, social, and education 

policies that shape their lives in the metropole and the periphery.68 As such, the legitimization 

 
64 Peter McLaren et al., “Teaching in and against the Empire: Critical Pedagogy as Revolutionary Praxis,” Teacher 
Education Quarterly 31, no. 1 (Winter 2004): 131–53, https://www.jstor.org/stable/23478424, 140. 
65 Peter McLaren et al., “Teaching in and against the Empire,” 142 
66 Peter McLaren et al., “Teaching in and against the Empire,” 142 
67 Rubén A. Gaztambide-Fernández, “Decolonization and the Pedagogy of Solidarity,” Decolonization: 
Indigeneity, Education & Society 1, no. 1 (2012): 41–67, 
https://jps.library.utoronto.ca/index.php/des/article/view/18633/15557, 43. 
68 Roland Sintos Coloma, “‘We Are Here Because You Were There’: On Curriculum, Empire, and Global 
Migration,” Curriculum Inquiry 47, no. 1 (January 1, 2017): 92–102, 
https://doi.org/10.1080/03626784.2016.1254505, 95. 
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of the patronizing and domineering discursive portrayals of imperial subjects, their colonial 

origins, and their consequences on modern policy is in itself a form of epistemic violence. This 

allows for the continuing paradoxical existence of marginalized people, especially in the 

metropole, as both visible subjects of the colonial imagination that can be commodified, 

rejected, or reformed and as invisible subjects of colonial domination through the silencing of 

their historical experiences and their subjection to continuing systems of oppression.69 This is 

particularly relevant to the case of Morocco, where 13% of the population lives abroad and 

constitutes the largest foreign-born diaspora in the European Union.70 The exercise of imperial 

domination through imperial knowledge, as outlined above, is thus best exemplified in the 

treatment that Moroccans, and North Africans in general, are subjected to in France.71 The 

importance of acknowledging the systems that govern the lives of marginalized people as a 

necessary part of undoing imperial legacies is phrased by Gaztambide-Fernández as follows:   

White supremacy and hetero-patriarchal order violently enforce colonial modes of human relationality, 
fabricating subject positions through intersecting and interlocking discursive regimes of gender, race, class, 
sexuality, and ability, among others. As more and more people come into contact, these subject positions 
are largely enforced—yet sometimes contested—through the manifold human encounters that are the 
definitive marker of the complex social world at the turn of the 21st century… In the context of these 
changes, educators are called upon to play a central role in constructing the conditions for a different kind 
of encounter, an encounter that both opposes ongoing colonization, and that seeks to heal the social, 
cultural, and spiritual ravages of colonial history.72  

A crucial part of this exercise must include the recognition of the forms of physical and 

epistemic violence that these oppressive systems have historically relied on and their continuing 

legacies in the present. Indeed, in citing forms of curricular epistemic violence, Tadashi Dozono 

explains that White Supremacy is perpetuated in historical curricula through a reliance on the 

passive voice that never recognizes the active violence perpetuated by Europeans. This is most 

commonly done through the silencing of Indigenous experiences of violence altogether, an all 

 
69 Roland Sintos Coloma, “‘We Are Here Because You Were There,’” 92 
70Déterminants des transferts et des investissements des migrants marocains à l’étranger (2022), 
https://www.hcp.ma/Determinants-des-transferts-et-des-investissements-des-migrants-marocains-a-l-
etranger_a3640.html#:~:text=Les%20Marocains%20r%C3%A9sidant%20%C3%A0%20l,transferts%20de%20r
evenus%20au%20pays.  
71 Jennifer Howell, The Algerian War in French-Language Comics: Postcolonial Memory, History, and 
Subjectivity (Lanham: Lexington Books, 2017), 11-12. 
72 Rubén A. Gaztambide-Fernández, “Decolonization and the Pedagogy of Solidarity,” 42 
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too familiar experience for the histories of Indigenous communities and communities of colour, 

as was famously theorized by Gayatri Spivak.73 Additionally, when mention of violence is 

unavoidable, as in lessons on colonialism, this is done through the removal of European subjects 

as enactors of violence while still maintaining the disempowerment of non-European subjects 

who are refused agency.74 Dozono considers this attitude to be in itself a form of discursive 

epistemic violence that serves to create what he terms “a haunting spectre of White supremacy,” 

which remains undetectable so far as it refuses students the tools necessary to notice and 

recognize, much less criticize, the European identity’s claim to universality and normativity.75  

 

This project’s advocacy for the inclusion of conversations of imperial violence is not an 

encouragement to subject students to gory or violent accounts or images of colonial violence. 

Instead, it is a challenge and an encouragement for history educators to consider creative 

methods and mediums and create a controlled environment where students from marginalized 

communities can gain intellectual tools to make sense of the violence that they continue to be 

subjected to. This is aptly portrayed in the recent use of comic books as historical sources to 

discuss complex topics centred around conflict and colonial violence while humanizing 

historical actors and victims of violence.76 Recent efforts in this direction have resulted in 

successful attempts at using primary sources, comics, political cartoons, and films to discuss 

violent history, especially in the case of the Palestinian Nakba and the Algerian War.77  

 

 
73 Rosalind C. Morris and Gayatri Chakravorty Spivak, Can the Subaltern Speak?: Reflections on the History of 
an Idea (New York: Columbia University Press, 2010). 
74 Tadashi Dozono, “The Passive Voice of White Supremacy: Tracing Epistemic and Discursive Violence in 
World History Curriculum,” Review of Education, Pedagogy, and Cultural Studies 42, no. 1 (January 1, 2020): 1–
26, https://doi.org/10.1080/10714413.2020.1721261, 4.  
75Tadashi Dozono, “The Passive Voice of White Supremacy,” 4-5 
76Jennifer Howell, The Algerian War in French-Language Comics, 14 
77 See Yakin, Boaz, and Nick Bertozzi. Jerusalem: The Story of a City and a Family. (First Second, 2009), 1. Joe 
Sacco, “Palestine,” cartoon, Palestine Collection (Fantagraphics Books, 2014), with an introduction by Edward 
Said, and the film Ari Folman, Waltz with Bashir, 2008.  
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Yet, despite the importance of garnering a wider understanding of colonial experiences, 

undoing imperial legacies in and through the history curriculum must involve more than a 

simple accumulation of knowledge about racialized peoples and colonial cases.78 Scholars and 

educators must collaborate to avoid the epistemic pitfall of simply incorporating knowledges 

about racialized people into the existing frameworks and educational logic that continue to 

propagate narratives and systems of White Supremacy. Using Foucault’s concept, Colloma 

argues that this exercise calls for an “insurrection of subjugated knowledges,” which includes 

conversations around historical and ongoing tools of empires and subempires, as well as 

disqualified knowledges, as in the case of the experiences of migrants.79 This exercise requires 

pedagogies that shift the focus from explaining these social formations to seeking to challenge 

them and the imperial logic they rely on.80 It is in this context that calls have been made for the 

development of what Gaztambide-Fernández terms a pedagogy of solidarity. Gaztambide-

Fernández argues that the Western epistemic individual and nation-state-based 

conceptualization of modern existence must be challenged and replaced with a pedagogy of 

solidarity that relies on an understanding of decolonization as a common objective that unites 

racialized people, colonized subjects, Indigenous people, and their allies across the globe in a 

solidary struggle against oppressive systems.81 In the words of McLaren:  

We need to develop a critical pedagogy capable of engaging all of social life and not simply life inside 
school classrooms. We need, in other words, to challenge capitalist social relations whilst acknowledging 
global capital's structurally determined inability to share power with the oppressed, its constitutive 
embeddedness in racist, sexist, and homophobic relations, its functional relationship to xenophobic 
nationalism, and its tendency towards empire… It means struggling to develop a lateral, polycentric concept 
of anti-capitalist alliances-in-diversity in order to slow down capitalism's metabolic movement — with the 
eventual aim of shutting it down completely. It means developing and advancing an educational philosophy 
that is designed to resist the ‘capitalization' of subjectivity…82 

 

 

 
78Roland Sintos Coloma, “‘We Are Here Because You Were There,’” 99 
79 Ibid., 100 
80 Rubén A. Gaztambide-Fernández, “Decolonization and the Pedagogy of Solidarity,” 49 
81Ibid., 57-60 
82Peter McLaren et al., “Teaching in and against the Empire,” 139 
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2. History Education & Curriculum Studies in the Middle East and North 

Africa (MENA):  

 

In the MENA, knowledge production on history curricula reflects wider trends in social 

sciences scholarship about the region in two main ways. The first is the relative abundance of 

scholarship centred around cases in the eastern Mediterranean to the detriment of North 

Africa.83 Indeed, while attention to history curricula in the MENA is generally limited in 

comparison with other regions, North Africa is largely ignored except for research on narratives 

of the Algerian War of Independence. Additionally, the existing research tends to focus on 

representations of the Algerian War in French history textbooks, making attention to 

pedagogical conceptualizations and narratives of empire in newly-independent countries rather 

scarce.84 Considering that a regional focus on North Africa tends to be overlooked in African 

studies as well - as they tend to focus on Sub-Saharan African states - the lacuna in knowledge 

production patters in the region has resulted in several issues. Significant among such issues is 

the lack of cross-regional comparisons and analyses that restrict the study of historical 

phenomena to the boundaries of single case studies and exclude Maghrebin countries into what 

Abdelmajid Hannoum terms the “island of the Maghreb.”85 This lacuna is thus flagrant in the 

absence of a tradition for a broad modern history of the region and comprehensive systemic 

analyses and comparisons among existing political systems and societies in the Maghreb.86  

 

 
83 Michael J. Willis, Politics and Power in the Maghreb: Algeria, Tunisia and Morocco from Independence to the 
Arab Spring (New York: Oxford University Press, 2014), 1. 
84 See: Sara Mechkarini, “The Representation of the Algerian War in French High School History Textbooks,” 
History Compass 19, no. 12 (November 2, 2021), https://doi.org/10.1111/hic3.12696. 
85 See Hannoum, Abdelmajid. The invention of the Maghreb: Between Africa and the Middle East. Cambridge, 
United Kingdom: Cambridge University Press, 2021. Most notably Hannoum critically examines the historical, 
cultural, and geopolitical construction of the Maghreb region and argues that it is a constructed entity created 
through colonial and postcolonial processes, historical contingencies, and contemporary geopolitical interests that 
shaped the region’s identity.  
86 Willis, Politics and Power in the Maghreb, 2 
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Additionally, academic production on history curricula in the MENA continues to reflect 

American imperialist narratives of peacebuilding in the region.87 To that end, we must note that 

much of the scholarship on education in the Middle East focuses on the necessity of introducing 

reforms and the politics of reforming the education system.88 Such scholarly works are usually 

interested in issues of modernity and the (in)ability to modernize educational institutions in the 

region from a governance-focused perspective. Indeed, for the few scholars working on 

curricula in the Middle East and North Africa, theories of democratization and peacebuilding 

are inescapable. As such, much of the work on curricula in the eastern Mediterranean focuses 

on the framing of political unrest in the region, especially inter-communitarian or inter-state 

conflicts that emerged in the late 20th century, with particular attention to the framing of the 

Palestinian case.89 

 

As such, history education in North Africa remains severely understudied, especially from 

transcontinental, transregional, and trans-Mediterranean perspectives. Such trends are not only 

present in academic knowledge production but are also perpetuated in the region’s 

“postcolonial” nationalist and independence movements that reassert these categorizations and 

divisions by grounding their histories within the borders of modern states.90 While this project 

 
87 Malini Johar Schueller, “Area Studies and Multicultural Imperialism:: The Project of Decolonizing 
Knowledge,” Social Text 90 25, no. 1 (2007), https://doi.org/DOI 10.1215/01642472-2006-016, 46. 
88 See Nafez; Mazen Al Dakkak, “Obstacles towards Curriculum Reform in the Middle East: Using Jordan and 
the UAE as Case studies for Understanding Education Reform,” Unpublished BA Thesis, Yale University, (2010). 
89 See: Betty Gilbert-Sleiman, “The Reform of History School Textbooks in Lebanon: Collecting Conflict 
Memories in a Peace-Building Process (1996–2001),” Archives, Museums and Collecting Practices in the Modern 
Arab World, May 23, 2016, 135–52, https://doi.org/10.4324/9781315567839-12.; Hourani, Rida Blaik. “A Call 
for Unitary History Textbook Design in a Post-Conflict Era: The Case of Lebanon.” The History Teacher 50, no. 
2 (February 2017): 255–84. https://www.jstor.org/stable/44504482.; Yiannis Papadakis, “Narrative, Memory and 
History Education in Divided Cyprus: A Comparison of Schoolbooks on the ‘History of Cyprus,’” History and 
Memory 20, no. 2 (2008): 128, https://doi.org/10.2979/his.2008.20.2.128.;  Elie Podeh, “A Distorted Other: Jews, 
Israel and the Arab–Israeli Conflict in Egyptian School Textbooks,” Multiple Alterities, December 19, 2017, 141–
65, https://doi.org/10.1007/978-3-319-62244-6_7.; Elie Podeh, “History and Memory in the Israeli Educational 
System: The Portrayal of the Arab-Israeli Conflict in History Textbooks (1948-2000),” History & Memory 12, no. 
1 (2000): 65–100, https://doi.org/10.1353/ham.2000.0005.; Uri Ram, “Postnationalist Pasts: The Case of Israel,” 
Social Science History 22, no. 4 (1998): 513, https://doi.org/10.2307/1171574.; Uri Ram, “Ways of Forgetting: 
Israel and the Obliterated Memory of the Palestinian Nakba,” Journal of Historical Sociology 22, no. 3 (August 
27, 2009): 366–95, https://doi.org/10.1111/j.1467-6443.2009.01354.x.  
90  Hannoum, Abdelmajid. The invention of the Maghreb, 225 
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concurs that history education can act as a tool for sustainable peacebuilding, the focus on recent 

conflicts is inadequate, with attention to colonial histories and legacies in history curricula. This 

is particularly interesting as imperial histories in North Africa share fundamental historical 

characteristics and processes that allow cross-regional analyses of imperial narratives in history 

curricula. This opportunity has yet to be seized by the scholarly community despite significant 

progress in academic production on the Maghreb that challenges nationalist histories of the 

region for the sake of multisided, multidisciplinary, and comparative approaches to the study 

of the region.91  

 

3. Making History Textbooks in Morocco:  

 

In that context, academic production around history education and curricula in Morocco has 

followed similar trends. With very little attention brought to the subject in the first place, the 

few scholars who have taken an interest in Moroccan history curricula focus on two main 

themes. The first is the Moroccan state’s co-option of historical narratives to perpetuate the 

mythology of Moroccan nationhood as invented by the Moroccan nationalist movement. This 

crafted story of the Moroccan nation centers Arab Muslim identity to the exclusion of other 

ethnic and religious groups, all while propelling the Moroccan monarchy at the forefront of the 

Moroccan struggle for independence and national history. This is done in history textbooks first 

through a state monopoly over textbook production, whereby even if textbooks are made and 

 
91 Most notably in: Julia Ann Clancy-Smith, Mediterraneans: North Africa and Europe in an Age of Migration, 
c. 1800-1900 (Berkeley, Calif: University of California Press, 2012). Julia Clancy-Smith’s book Mediterraneans 
offers a fine example of this recent scholarship through a detailed historical ethnography centered around the case 
of pre-colonial and colonial Tunisia. She relies on various sources, interdisciplinary methods, narrative strategies, 
and foci to create a layered tapestry of the dynamics, networks, and experiences of people living and moving in 
and out of Tunisia during the long 19th century. Her choice to focus on migration in and out of 19th century tunisia 
creates an “ethnographic voyage” through which the reader is taken through the various entanglements linking 
various groups of people as they sought to better their livelihoods in the backdrop of three imperial powers in the 
region. Additionally see: David Stenner, Globalizing Morocco: Transnational Activism and the Postcolonial State 
(Stanford, CA: Stanford University Press, 2020); Matthias B. Lehmann and Jessica M. Marglin, Jews and the 
Mediterranean (Bloomington: Indiana University Press, 2020); and Jessica M. Marglin, The Shamama Case: 
Contesting Citizenship across the Modern Mediterranean (Princeton: Princeton University Press, 2022).  
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published externally, they rely on the guidelines and vetting of the Ministry of Education.92 

This is also done through a series of pedagogical and discursive methods through which 

Moroccan history curricula provide a sanitized account of colonialism by caging the account of 

the Moroccan colonial experience in the borders of the modern state and avoiding mention of 

imperial ideology, colonial violence, and colonial interference beyond changes to the creation 

of a shadow colonial government. This leads to an image of the colonial encounter as a simple 

footnote, a mistake, in the long, otherwise uninterrupted history of the Moroccan state.93 Among 

the strategies used to achieve this narrative are the exclusion of inconvenient facts, figures, and 

the role played by workers, student unions, leading intellectuals, international networks and 

movements, and other experiences of colonialism across the globe. Additionally, the use of 

sources and documents that can be termed uncritical at best discourages students from 

considering the origins of sources, their nature, and their narratives.94 This creates an image of 

the Moroccan anti-colonial struggle, and as an extension, the Moroccan nation born out of it as 

a diverse group of people united behind the figure of the Sultan.95  

 

The second chosen theme of Moroccan history curricula studies relates to the Moroccan 

transitional justice process in the aftermath of the grave human rights violations perpetrated by 

the Moroccan state during the Years of Lead (1960s-1980s).96 Academic production on the 

 
92 Najwa Belkziz, “Education Reforms in Transitional Justice Contexts: Memory Studies versus Human Rights 
Education in Morocco,” Transitional Justice and Education, July 16, 2018, 95–116, 
https://doi.org/10.14220/9783737008372.95, 105. 
93 Susan Gilson Miller, A History of Modern Morocco (New York: Cambridge University Press, 2013), 2. 
94 See Mostafa Hassani-Idrissi, “Pour une autre réforme de l’enseignement de l’histoire au Maroc,” Attadriss, no. 
4 (2008) : 78–79. 
95 See Bruce Maddy-Weitzman, “Abdelkrim: Whose Hero Is He? The Politics of Contested Memory in Today’s 
Morocco.,” The Brown Journal of World Affairs 18, no. 2 (2012): 141–49, http://www.jstor.org/stable/24590869.; 
and Lucette Valensi, “Le roi chronophage. La construction d’une conscience historique dans le Maroc 
postcolonial.,” (“The Time-Consuming King: The Construction of Historical Consciousness in Postcolonial 
Morocco”) Cahiers d’Études africaines 30, no. 119 (1990) : 279–98. 
96 Note for the reader: The Years of Lead refer to a time of deep instability for the Moroccan state under the rule 
of King Hassan II which were marked by violent repression of protests as well as by the targeting and 
disappearance of dissidents, especially leftist and opposition party leaders such as Mehdi Ben Barka (1920-1965). 
This era was also marked by purges in the army due to the army-led coups d’état attempted against Hassan II in 
1971 and 1972. This era of Moroccan history can be contextualized within a wider climate of secularist and anti-
monarchist sentiment popularized by pan-Arabism especially through figures such as Gamal Abdel-Nasser (1918-
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matter focuses on the Moroccan state’s failure to enact the necessary measures to engage the 

public in a fair conversation around the censorship, violence, and disappearances that the 

Moroccan people were subjected to during that time.97 This is done through a similar strategy 

of narrative sanitization concerning King Hassan II’s rule in the curriculum conversation 

around post-independence Morocco in 12th grade, as well as through a shrewd subversive 

strategy in which the state insists on differentiation between subjective views on history (those 

of the surviving victims and witnesses) and historical fact (the state’s narrative).98 The realities 

of both the Moroccan colonial experience and the Years of Lead have thus been shrouded in a 

wave of manufactured public amnesia, thus creating serious challenges in making sense of the 

legacies of both of these traumatic events. 

 

In this context, an obvious critique of Moroccan history textbooks that remains missing is one 

that goes beyond the focus on the Moroccan state’s ideological positioning through its curricula 

and focuses on the pedagogical goals set by the Moroccan history curricula. Indeed, beyond the 

Moroccan nationalist narrative, Moroccan history curricula have set pedagogical goals among 

which –to our purposes– is that high school students are expected to gain an understanding of 

the transnational movements that have shaped the global system in the 19th and 20th centuries, 

i.e., Capitalism and Imperialism.99 The failure of Moroccan history curricula to provide a 

pedagogical conceptualization of imperialism is thus considered by the scholarship as a 

consequence of the Moroccan nationalist historical narrative. This oversight relies on an 

understanding of history curricula’s pedagogical and ideological roles as antagonistic, implying 

that an account of imperialism cannot be given to students unless the curricula sacrifice their 

ideological role and vice versa. This capstone project relies on the premise that the Moroccan 

 
1970) which posed a threat to the continuation of the Moroccan monarchy, leading to a backlash against internal 
sympathizers that rallied with the pan-Arabist and secularist movements.    
97 Najwa Belkziz, “Education Reforms in Transitional Justice Contexts,”100 
98 Ibid., 101 
99 Directorate of Curricula, Pedagogical Directives and Curricula for History and Geography for High School 
Students. Ministry of National Education, November 2007, p. 8, 10.  
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history curricula’s failure to attain its pedagogical goals can be analyzed and reformed without 

necessarily explicitly going against the ideological narrative-framing of the Moroccan state. 

That is to say that beyond ideological considerations of nation-building, the Moroccan state’s 

pedagogical conceptualization of imperialism is worthy of criticism and should be the subject 

of review.  

 

As such, this project proposes a definition of imperialism through an end-of-semester file 

focusing on imperial tools, thus creating three textbook chapters as follows: Physical Violence 

Unit, Violences of Knowledge Unit, and “Post”-Colonial Structures Unit. This file was made 

to be an addition to the existing Moroccan history curricula to replace the end-of-semester titled 

Globalization & Modern Challenges.100 In so doing, I rely on a similar basic structure as that of 

Moroccan history textbooks, following the example of Mawrid Al-Tārīkh-Wa Al Jughrāfiā (The 

Resource for History and Geography), as showcased in Annex 1.  

 

The intended audience for this project is 11th-grade students (second year of high school) from 

the Sciences branch, considering that the latter makeup most students in Moroccan high 

schools.101 Additionally, considering the specialisation of the Moroccan higher education 

system, Science branch students are unlikely to take another history class after their 

graduation.102 It is important to make clear that this project does not intend to propose lessons 

 
100 As presented in figure 2.2 
101 Conseil Supérieur de l’Education, de la Formation et de la Recherche Scientifique, “Rapport Du Conseil 
Supérieur De L’enseignement Relatif À L’état Et Aux Perspectives Du Système D’éducation Et De Formation,” 
2008, 60. 
102 Note on the Moroccan Education System: The Moroccan educational system is organized into three major 
divisions: primary, secondary, and high school. High school is divided into three levels: a common core, a second 
year characterized by regional exam (11th grade), and a third year characterized by a national baccalaureate exam 
(12th grade). Before entering high school, students are expected to specialize in one of three tracks: Sciences, 
Humanities, Economics, or Professional training. History is a mandatory course for all students throughout high 
school, but the curricula differ from one track to the other, allowing humanities students more details. History is 
only considered to be a discipline of major importance in the first year of secondary school for Science and 
Economics students, because it is among the subjects on which they are tested in the regional exam. In the 
following year, history becomes less important to them in comparison with concentration courses, and thus 
becomes optional. 
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on colonialism in Morocco but is instead interested in suggesting an approach to define 

Imperialism through its tools, thus meeting the set pedagogical goals for 11th grade Science 

students’ history textbooks. In the following section, I will present an overview of the main 

issues with the Moroccan textbook’s characterization of Imperialism. Then, I will detail the 

pedagogical and theoretical tools I rely on to suggest alternatives.  
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Section 2: Reforming Imperialism in Moroccan High School History Curricula: 

 

I. Introduction to the Moroccan Curricula’s Definition of Imperialism: 

 

This section offers a brief overview of the Moroccan high school history curricula to better 

contextualize the targeted issues in its pedagogical conceptualization of imperialism and the 

alternatives proposed by this project. First, it is important to mention that Moroccan history 

curricula have undergone three major reforms (respectively, 1970, 1987, and 2002) since the 

achievement of independence, before which history textbooks were written in French. 

Secondly, it is important to understand that in the current iteration of the curricula, content is 

repetitive throughout the secondary and high school years. As such, the overarching theme of 

“Major Transformations in the Capitalist World and their Implications in the 19th and 20th 

Centuries” and the topics discussed within it in the 11th-grade curriculum have already been 

studied by students in the 9th and 10th grades with slightly fewer details. That is to say that by 

the 11th grade, students had ample time to gain a general understanding of the main world 

events, including the imperial competition of the 19th century and the stages of the 

establishment of the French protectorate in Morocco. A study of the evolution of the history 

curricula throughout this reform can bear very interesting conclusions, not least among which 

is the substantial restriction of the geographical focus of the global events of interest during the 

19th and 20th centuries. This can best be showcased through the following table:  
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Figure 2.1 Overview of the evolution of Moroccan history curricula throughout its educational reforms. (The sign 
X refers to presence in the textbooks). 

 

An understanding of this restriction is necessary to showcase the recent nature of the Moroccan 

curricula’s centering of its narrative of imperialism to the case of Moroccan colonialism at the 

expense of other colonial experiences and relevant global world events. In that context, it is 

rather predictable that a main criticism directed towards current Moroccan history curricula is 

that it favors Eurocentric and Morocco-centered narratives of history at the expense of the 

histories of African, Latin-American, and Asian histories.103 While this is considered a 

consequence of the state’s Arab ethnocentrism,104 it is perhaps better attributed to the curricula’s 

interest in writing a history of the Moroccan state since no experiences of imperialism in the 

Arab world or even in North Africa are mentioned.  This is also useful in clarifying to the reader 

that the proposed textbook chapters’ geographical diversity is in no way a radical choice in the 

context of Moroccan history curricula and is instead an encouragement to go back to including 

 
103 Mostafa Hassani-Idrissi, “Pour Une Autre Réforme de l’enseignement de l’histoire Au Maroc,”Attadriss, no. 
4 (2008), http://search.shamaa.org/PDF/Articles/MRAjms/AjmsNo4Y2008/10AjmsNo4Y2008.pdf, 73. 
104Mostafa Hassani-Idrissi, “Pour Une Autre Réforme de l’enseignement de l’histoire Au Maroc,” 73 
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more diverse case studies. The curbing of the history curricula to the case of Morocco across 

the educational reform was tied to an unstable internal and external political context, with the 

Years of Lead which entailed heavy censorship for the social sciences, and conflicting relations 

with other arab states in the wake of the anti-monarchy sentiment promoted by pan-arabism. At 

the time, leftist movements such as marxism and pan-arabism were considered as a threat which 

motivated the Moroccan state to prevent the capacity for supranational solidarity through a 

grounding of history within the borders of the Moroccan state. With the strenghtening of the 

Moroccan state, and the death of pan-arabism and the Moroccan left, such no concerns are no 

longer relevant. In this context, this project’s criticism of the Moroccan history textbooks’ 

framing of imperialism can be summarized in five main points:  

 

1. The choice to center the example of colonialism in Morocco without any 

contextualization in the history of imperialism in the region or the history of anti-

colonial resistance beyond the borders of the modern Moroccan state. As such, the only 

example students are allowed of imperialism is what they are taught about the 

experience of colonialism in Morocco. 

2. The choice to center the experience of colonialism as perceived by the Moroccan state 

through a focalization on the colonial state’s usurpation of the Sultan’s governing 

powers, which leaves little space for the lived experiences of various colonized subjects 

and their interactions with colonial settlers and the colonial state. This necessarily 

implies that the colonial state’s interventionism is only mentioned in relation to the state, 

thus the books include little to no mention of the use, forms, and extent of violence that 

are inherent to the colonial project.  

3. The choice to avoid any mention of the ideological origins of the colonial project, its 

continuations, and the epistemic violence exercised on colonized subjects, thus resulting 
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in an unquestioning adoption of eurocentric narratives of world history, especially in 

relation to the narrative of history as a linear path towards modernity. 

4. The choice to frame imperialism as something of the past, thus resulting in a failure to 

acknowledge and analyze its continuing legacies in the present. This also perpetuates 

the idea that history is the study of past events that are unrelated to the present. 

5. The choice to avoid any critical consideration of sources by abstaining from bringing 

attention to the nature of sources, their origins, or the narratives/discourse they 

represent. Sources are thus treated as origins of factual historical claims, much in the 

same way that students are encouraged to absorb the narrative presented by the 

textbooks in an uncritical manner. 

 

II. Proposed Alternatives & Pedagogical Considerations:  

 

The following section details this project’s proposed choices to amend what it considers a 

failure to provide a pedagogical conceptualization of imperialism as a social formation in the 

19th and 20th centuries. This project attempts to navigate these pitfalls through four main 

strategies, as follows:  

 

1. Uncovering the Spectre of White Supremacy:  

 

Among the main forms of discursive epistemic violence determined by Tadashi Dozono is the 

perpetuation of World History narratives that relegate non-European nations to the margins.105 

This form of epistemic violence is eloquently theorized in Dipesh Chakrabarty’s 

Provincializing Europe: Postcolonial Thought and Historical Difference, where he argues for 

the need to acknowledge each province’s sovereignty over their respective epistemologies so 

 
105 Tadashi Dozono, “The Passive Voice of White Supremacy,” 8 
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that European epistemologies can exist beside Indigenous ones instead of forcefully imposing 

the former on Indigenous histories.106  In her chapter on narratives and discourse on national 

identity in Moroccan history textbooks, Katherine Maye-Saidi observes that 50% of the 

Moroccan history curricula’s content pertains to Western, mainly European countries, while 

25% pertains to the Arab World, and 25% to Morocco itself.107 Moroccan history textbooks’ 

perpetuation of the passive acceptance of the centering of European historical experiences and 

events in world history can be observed through the Ministerial pedagogical directives for the 

11th-grade history curriculum: 

 

 
Figure 2.2: Curricula for the 11th grade, Sciences Branch.108 

 
106 See Dipesh Chakrabarty, Provincializing Europe: Postcolonial Thought and Historical Difference (Princeton, 
N.J: Princeton University Press, 2008). 
107 Katherine Maye-Saidi, “Narratives and Discourse on National Identity in Moroccan Textbooks ,” essay, in 
Multiple Alterities: Views of Others in Textbooks of the Middle East, ed. Elie Podeh and Samira Alayan 
(Palgrave MacMillan, 2018), 235. 
108 Directorate of Curricula, Pedagogical Directives and Curricula for History and Geography for High School 
Students. Ministry of National Education, November 2007, p. 24 
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The proposed chapters’ attempt to recenter the geographical focus onto ex-colonies, primarily 

in North and Sub-Saharan Africa, is motivated by two main reasons. The first is the refusal of 

this centralization of European historical experiences - despite focusing on the necessarily 

European historical phenomenon of colonialism– and narratives of world history. The second 

is that this attention to the African continent is legitimized on several levels: first by the 

Ministry’s pedagogical directives,109 second by the Moroccan state’s foreign policy interests,110 

and third and most importantly to our purposes, by the accurate historical reflection of the 

interwoven nature of imperial systems, resistance to them, and colonial legacies in the African 

continent. As such, every proposed chapter includes activities that consider different 

experiences of colonialism and imperialism, thus allowing students’ understanding of 

imperialism to be informed by a wide range of cases. This choice is an attempt at applying what 

Gaztambide-Fernández terms a “pedagogy of solidarity,” meant to help students understand the 

commonality of the experience of colonized subjects across their differences.111 This can be 

observed in the first activity of the Physical Violence chapter, among others, which focuses on 

the interconnection of the Tunisian and Moroccan anti-colonial resistance struggles (See 

Physical Violence Chapter, Activity °1). The focus on the Tunisian Union Leader Farhat 

Hashad’s assassination, which is portrayed briefly and without context in the textbook’s lesson 

titled “The Protectorate System in Morocco and Colonial Exploitation,” is here contextualized 

in the broader trans-imperial anti-colonial resistance movement that triggered a wave of protests 

spanning from Morocco to Malaysia to the French colonial metropole. By allowing students 

the space to engage with the discourse around the colonial violence enacted in this case and to 

 
109 Directorate of Curricula, Pedagogical Directives and Curricula for History and Geography for High School 
Students. Ministry of National Education, November 2007, p. 10.  
110 Morocco is the second largest investor in Africa as of 2021 with foreign direct investment reaching 800 
million dollars, See: Olivier Monnier, “Morocco’s Southward Investment Push a Win for Africa,” IFC, accessed 
March 3, 2024, https://www.ifc.org/en/stories/2024/moroccos-southward-investment-push-win-for-
africa#:~:text=Financing%20the%20continent,the%20largest%20in%20West%20Africa.  
111 Rubén A. Gaztambide-Fernández, “Decolonization and the Pedagogy of Solidarity,” 49 
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reflect on the role of workers’ unions in rallying colonial subjects across imperial lines, this 

activity encourages students to consider the type of ties that linked colonized peoples as well 

as observe colonial discourse around violence in this case. 

 

2. Naming Colonial Violence:  

 

The Moroccan history curricula’s deflection of conversations on colonial violence serves to 

maintain the mythology of what was termed a Moroccan “Exception” by scholars like 

Mohamed Chtatou, whereby Morocco is considered “very lucky” to be subjected to a “soft 

colonization” that “allowed for the preservation of Moroccan culture and mostly peaceful 

relations.”112 The implied comparison here is typically made with the case of Algeria, in which 

the people “were systematically oppressed and marginalized to a horrific degree,” to the extent 

that “the trauma has reverberated through the generations, shaping the psyche of Algerians 

today.”113 The perpetuation of this myth in the textbook not only silences the violence exercised 

on Moroccan colonial subjects but also serves to promote the idea that colonial projects could 

be created and maintained in a non-violent way. This sanitization of the Moroccan colonial 

experience in the textbook is made clear through the textbook’s reliance on Resident General 

Lyautey’s definition of the protectorate system as a “non-personal, non-local, non-French 

issue… it is to be concluded that Morocco is an independent state being protected by France, 

under the Sultan’s sovereignty.”114  

 

The proposed lesson units pay particular attention to avoiding this pitfall by heeding Tadashi 

Dozono’s warning concerning the perpetuation of White Supremacy in historical curricula by 

 
112 Mohamed Chtatou, “The ‘Moroccan Exception’ in Question,” LinkedIn, July 20, 2018, 
https://www.linkedin.com/pulse/moroccan-exception-question-mohamed-chtatou. 
113 Mohamed Chtatou, “The ‘Moroccan Exception’ in Question.” 
114 Ibn-Yaʿqub, Muhamad, Muhamad Shajīʿ, ʿAbd-al-ilāh A-daḥānī, ʿAbd-al-ʿAziz Bāḥū, and ʿAlī Alḥmūmiya. 
Mawrid Al-Tārīkh Wa-l-Jughrāphiya (The Resource for History and Geography). Rabat: Dār Attajdīd li-annashr 
w attawzīʿ, 2006. 
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relying on the passive voice and not recognizing the active violence perpetuated by 

Europeans.115 This is done through the active choice to consistently combine primary and 

secondary sources to represent colonial declarations of intent where various colonial strategies 

of physical and epistemic violence are named, and their intended outcomes are clearly outlined. 

The purpose of such an endeavor is not to engage in considerations of blame and guilt. Instead, 

the recognition of these violences, the ends they served for the colonial government, and the 

implications they have had for the lived experiences of Indigenous communities serve to help 

students understand the logic and workings of the colonial project. Additionally, it aims to 

dismantle persisting colonial mythologies about the nature and extent of the harm perpetuated 

against colonial subjects and its legacies. This can be observed in the Violences of Knowledge 

Chapter’s Activity n°3, which encourages students to question the French colonial 

government’s interest in inventing the ethnic and religious categories in North Africa while 

accounting for indigenous peoples’s agencies, fluid identities, and their negotiations with 

colonial structures.  

 

3. Acknowledging Continuing Imperial Legacies:  

 

The Moroccan history curricula’s choice to frame imperialism and historical inquiry into it as 

things of the past without relation to the present is one of the main issues that this project is 

concerned with. While this choice might seem justifiable for the purposes of the creation of a 

narrative of the Moroccan state, it involves an unnecessary sacrifice of nuanced pedagogical 

conceptualizations of historical phenomena and history education to build this simplistic, non-

critical narrative of nation and state-building. As previously stated, the idea of continuing 

imperial legacies across the globe does not include any inherent contradictions to the idea of 

the continuity of the Moroccan state. As such, each chapter attempts to draw students’ attention 

 
115  Tadashi Dozono, “The Passive Voice of White Supremacy,” 15 
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to imperial tools, especially imperial discourse, that can help them make sense of modern forms 

of imperial oppression. This can best be observed through the Violences of Knowledge 

Chapter’s Activity n°1, which details the origins of imperial ideology through the use of 

political cartoons. In this activity, students are provided with a controlled environment, through 

the choice of sources and the presence of the professor, to observe, analyze, and discuss the 

portrayal of their communities in colonial imaginaries. This is particularly useful in the context 

of the perpetuation of epistemic violence against North African communities, especially 

Muslim ones, through the use of political cartoons and caricatures in modern-day France.116 

Such conversations around the origins of these forms of epistemic harm help prepare students 

to live in a world where these same forms of epistemic violence continue to be perpetuated 

against them. In the specific case of political cartoons, it is imperative that students are able to 

recognize the ideological basis for these caricatures and their intent so that they can have the 

tools to deconstruct and criticize them. This can ensure that students’ first encounter with 

political cartoons is not an unprepared subjection to the portrayal of Muslims, Arabs, and 

religious/cultural holy figures as regressive, fanatic savages, as well as the violence of seeing 

the ensuing debate being framed around free speech and shown as proof that Muslims and Arabs 

are incapable of assimilating into “European” culture and embracing democratic or modern 

values.117 

 

 
116 Reference is here made to the French case of Charlie Hebdo and the Danish Jyllands-Posten case, where 
cartoonists published questionable depictions of Muslims and Arabs under the guise of societal critique. See: Ali 
J. Hussain, “The Media’s Role in a Clash of Misconceptions: The Case of the Danish Muhammad Cartoons,” 
Harvard International Journal of Press/Politics 12, no. 4 (October 2007): 112–30, 
https://doi.org/10.1177/1081180x07307190., and Brian Trench, “‘Charlie Hebdo’, Islamophobia and Freedoms of 
the Press,” An Irish Quarterly Review 105, no. 418 (Summer 2016): 183–91, 
https://www.jstor.org/stable/24871662.  
117 For more on representations of Arabs and Muslims in Western media, as forms of neo-Orientalism and imperial 
knowledge, see: Lila Abu‐Lughod, “Do Muslim Women Really Need Saving? Anthropological Reflections on 
Cultural Relativism and Its Others,” American Anthropologist 104, no. 3 (2002): 783–90, 
https://doi.org/10.1525/aa.2002.104.3.783., Kim Berry, “The Symbolic Use Of Afghan Women In The War On 
Terror,” Humboldt Journal of Social Relations 27, no. 2 (2003), https://www.jstor.org/stable/23524156., and Julie 
Harth, “Exercising Agency: Contesting Cultural Imperialism in the Depiction of Muslim Women,” DĀNESH: The 
OU Undergraduate Journal of Iranian Studies 3 (2018). 

C
E

U
eT

D
C

ol
le

ct
io

n

https://doi.org/10.1177/1081180x07307190
https://www.jstor.org/stable/24871662
https://doi.org/10.1525/aa.2002.104.3.783
https://www.jstor.org/stable/23524156


 

   
 

41 

4. Acknowledging Discourse through Narrative and Source Diversity: 

  

Beyond content-related considerations, this project seeks to distinguish itself from Moroccan 

history textbooks by primarily relying on source, perspective, and medium diversity to nuance 

historical narratives and acknowledge the constructed nature of historical sources. This can best 

be observed through the Physical Violence Unit’s activity n°2 and its conversation around the 

Algerian War. This activity takes on the difficult task of introducing students to the forms of 

violence that have been used against Indigenous people in Algeria, a conversation that is 

entirely silenced in the Moroccan history textbook, through the use of comic book panels that 

allow students to focus on various forms of violence with an acknowledgment of 

multiperspectivity.118  Additionally, students are encouraged to detect narratives within 

individual sources, compare them to other sources in the activity, and contextualize them in the 

broader quest to understand the complex realities and discourses of empire. This can best be 

observed in the lesson units’ proposed discussion of physical violence through the example of 

French colonial violence in the case of the Casablanca Massacres (See Activity n°1, which 

allows students to consider various accounts and narratives of how the French Empire used 

violence to maintain its rule in the last decade of its physical presence in North Africa. Perhaps 

more importantly, it allows students an understanding of the diversity of perceptions of this 

violence on both sides of the colonial divide. 

 

III.  A Note on Empire & the Case of Arabic Translation:119  

 

 
118 Marc Kropman, Jannet van Drie, and Carla van Boxtel, “The Influence of Multiperspectivity in History Texts 
on Students’ Representations of a Historical Event,” European Journal of Psychology of Education 38, no. 3 
(November 4, 2022): 1295–1315, https://doi.org/10.1007/s10212-022-00644-7.   
119 Transliteration in this section and beyond relies on the International Journal of Middle East Studies (IJMES) 
system of transliteration. 
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Such concerns over epistemologies necessarily segue into concerns over language and 

translation. Indeed, such conversations over the definition of empire are further complicated 

when the language of study is not English. The need to account for radically different 

etymologies and meanings of concepts such as “empire” and “imperialism,” and, in some cases, 

the absence of existing words to refer to certain behaviors and entities poses a serious challenges 

for scholarly circles where the language of writing is not English. This is a major issue in many 

fields where concepts have been coined in the context of Western socio-political 

historiographies and are expected to exist in other languages and be applied to their contexts as 

it does in the West. Ironically enough, such issues are termed issues of “modernity,” and 

perpetuate Eurocentric epistemic violence. Beyond these considerations, there lies the 

necessary issue of translation in the context of conceptualizing imperialism for Moroccan 

history textbooks.  

 

In Arabic, both the words “empire” (Imbrāṭūriyya) and “imperialism” (Imppiryāliyya) are 

Arabized words of Latin origin. The issue with these terms is that they are not indigenous, are 

rarely ever used beyond scholarly circles and are removed from students’ liguistic environment. 

The concepts used in the textbooks can be translated roughly to “colonialism” (Istiʿmār) and 

“occupation” (Iḥtilāl), both used interchangeably to refer to colonialism as a phenomenon. The 

matter is only further complicated by the fact the Arabic word for “colonialism” (Istiʿmār), both 

colloquially and academically, does not hold the negative connotations that are implied by the 

English word. This word in Arabic originates from the word (‘ammara) present in Quranic 

scripture and is used to refer to God inviting humans to inhabit the earth. The word's connotation 

is rooted in this meaning and is thus still tied to the idea of inhabiting a land and developing it 

rather than the ideas and practice of settler colonialism and the violent subjugation of people 

that it entails. The fact that this word continues to be used to refer to “colonialism” despite this 

neutral-positive connotation necessarily has implications for the understanding of these 

C
E

U
eT

D
C

ol
le

ct
io

n



 

   
 

43 

concepts and the historical processes they refer to. More directly to the purposes of our study, 

such a connotation would need to be taken into consideration when creating materials for 

history curricula that deal with such historical phenomena in this specific linguistic context. In 

other words, it falls to textbook producers and professors to ensure that students gain an 

understanding of the realities of the actors that have engaged with these forms of domination 

despite the word’s neutral-positive connotation in Arabic. The work of accurately reflecting the 

reality of such a phenomenon must be done to meet the curriculum’s pedagogical objectives 

and counter the word's colloquial, historically inaccurate meaning when referring to Western 

European colonialism. 
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Section 3: Proposed Textbook Chapters:120  

 

 

 

(This page is purposefully left blank) 

 
120 All translations in this section are done by the author, unless otherwise mentioned. 
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Textbook Chapter - Physical Violence  

 

Note for the reader: All translations in this unit are made by the author. 

Note for the reader: This lesson is preceded by the textbook’s lessons titled “The Protectorate System 

in Morocco and Colonial Exploitation,” and “The Moroccan Struggle for Independence and the 

Completion of Territorial Unity.” Both these lessons provide a general overview of the Moroccan 

colonial experience. 

 

File Title: Empire & Colonialism 

Unit Number: 1 

Unit Title: Physical Violence 

 

Main Objective: Understanding the exercise of physical violence as an essential colonial tool. This 

lesson plan details the various types of violence, both targeted, structural, and conjunctural, utilized by 

colonial governments to control indigenous populations and facilitate the workings of the colonial 

project. 

 

Objectives Related to the Educational Activities:  

- Learning about notable types of colonial violence, 

- Understanding the various forms of violence necessary for the functioning and 

maintenance of the colonial project, 

- Understanding the difficulties around using concepts of victim vs perpetrator in the 

context of violent colonial events, 

- Understanding the continuing effects of certain forms of violence perpetrated against 

native communities, 

 

Pre-requisite:  Having a general understanding of the various stages of Moroccan 

colonization and the challenges to achieving Moroccan independence.  

 

Unit Timetable:  
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Session Activity Time Allocated Description 

Session 1 
 
(Class typically 
lasts 120 
minutes) 

Professor’s 
Introduction 

20 minutes In their introduction, the professor 
provides the general context for the 
unit while referring to the 
introductory activity. 

Introductory Activity 20 minutes This is a non-guided activity as it 
relies the most on previous 
conclusions and lessons.  

Activity 1 40 minutes This is a guided activity that lasts 40 
minutes. Students are given 10 
minutes to consider the sources of 
each section. Then, questions will be 
asked aloud and discussed for 10 
minutes. 

Activity 2 40 minutes This is a guided activity that should 
take 40 minutes. Since sessions 
usually last for 2 hours, this activity 
marks the end of the first part of the 
lesson. It ends with an assignment. 

 
Session 2 
 
(Class typically 
lasts 120 
minutes) 

Mid-Unit Assignment 
Review 

20 minutes This is a guided activity where the 
professor collects student responses 
and helps answer the prompt. The 
questions are asked out loud, and 
responses are collected and 
contributed to by the Professor. The 
purpose of this activity is to remind 
students of the conclusions learned 
in the previous session and prepare 
for the current session. It is also an 
opportunity for students to reflect on 
these conclusions in relation to the 
discipline of history.  

Activity 3 45 minutes This is a non-guided activity, where 
the students split into groups and 
engage in a mock trial. The students 
are allowed 10 minutes to consider 
the sources and come up with their 
short speeches, 20 minutes to present 
their cases, and the professor can 
intervene with feedback before the 
class votes for a ruling in the 
remaining 10 minutes.  

Activity 4 35 minutes This is a guided activity that should 
last 40 minutes. 30 minutes for the 
students to consider the sources. 
Then, 10 minutes for the discussion. 

Concluding Activity 20 minutes This should be part of the teacher's 
conclusion. It is only an opportunity 
to remind students of the main 
conclusions and help clarify the 
end-of-unit assignment. 
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Section A: Professor’s Introduction:  

 

* Must include an introduction to 4 main questions:  

 

- How can we understand the role played by violence in the colonial project? What was 

its purpose? 

- What are the different forms in which colonial violence was exercised in a colonial 

context?  

- What are the various instances of victimhood and perpetration of violence in a 

colonial context?  

- How do we navigate conversations around blame and responsibility when talking 

about colonial violence? 

 

Section B: Introductory Activity: Frantz Fanon: On Colonial Violence 

 

 

 

 

  

 
121 Stanford Encyclopedia of Philosophy, “Frantz Fanon,” 14/03/2019. https://plato.stanford.edu/entries/frantz-
fanon/  

Activity Objective: Students are introduced to prominent anti-colonial figure Frantz Fanon and his 

theorizations on the use of colonial violence, its causes, and its effects.  

Prominent Figure: “Born on the island of Martinique under French colonial rule, Frantz Omar 

Fanon (1925–1961) was one of the most important writers in black Atlantic theory in an age of 

anti-colonial liberation struggle. His work drew on a wide array of poetry, psychology, philosophy, 

and political theory, and its influence across the global South has been wide, deep, and enduring. 

Fanon engaged the fundamental issues of his day: language, affect, sexuality, gender, race and 

racism, religion, social formation, time, and many others.  His participation in the Algerian 

revolutionary struggle shifted his thinking from theorizations of blackness to a wider, more 

ambitious theory of colonialism, anti-colonial struggle, and visions for a postcolonial culture and 

society.”121 
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Document 1: Picture of Frantz Fanon at a Writer’s Conference in Tunis (1959): 

 

 

 
Source: Wikimedia Commons, “Frantz Fanon at a press conference during a writers' conference in Tunis, 1959.” 

https://commons.wikimedia.org/wiki/File:02_Frantz-Fanon-lors-dune-conf%C3%A9rence-de-presse-du-Congr%C3%A8s-des-

%C3%A9crivains-%C3%A0-Tunis-1959.jpg  
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Document 2: Excerpt from Frantz Fanon’s The Wretched of the Earth:  
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Document 3: Excerpt of Jean-Paul Sartre’s Preface to Frantz Fanon’s work: 

 

 

 

Questions:  

 

1. According to Fanon, what is the source of the violence linking the colonial settler and 

the native? 

2. Why does Fanon consider that it is the settler who brought the native into existence?  

3. According to Jean-Paul Sartre’s préface, what makes colonial settlers' use of colonial 

violence against natives possible? What is the purpose of this violence? 
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Activity 1: The 1952 Casablanca Massacre: 

 

 

Activity Objective: Help students understand the complexity of conjunctural outbursts of violence from 
colonial settlers, officials, and indigenous populations. Students are also encouraged to reflect on the ties 
linking different colonies, especially in terms of the exercise of colonial violence. 

 

Document 1: Portrait of Farhat Hashed:  

 

Memory Box: Farhat Hashed was a Tunisian labor unionist and activist, first introduced to students in the 

context of an activity concerning the Casablanca Massacres of 1952 in the unit titled “Morocco’s Struggle 

for Independence and the Completion of Territorial Unity.”  

 

 
Source: Wikimedia Commons, Farhat Hached (1914–1952) – national hero of Tunisia, General Secretary of the Tunisian General Labour 

Union (UGTT) and one of the leaders of the national independence movement. 

https://commons.wikimedia.org/wiki/File:Farhat_Hached_02.jpg  

 

 

Document 2: Press Excerpt: Immediate Cause & Consequences of the 1952 Massacre: 
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Memory Box: A brief mention of the Casablanca Massacres can be found in the unit titled “Morocco’s 

Struggle for Independence and the Completion of Territorial Unity.” 
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Document 3: Colonial Archives Excerpt: Colonial Reaction to the Demonstrations: 
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Document 4: Press Excerpt: Front Page - La Vigie Marocaine du 09/12/1952: 

 

Source: “La Vigie marocaine,” Casablanca, 09/12/1952, BnF/Gallica, 

https://gallica.bnf.fr/ark:/12148/bpt6k5151221s#  
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Headline Translation:  

 

“Order has been re-established in Casablanca: No incident since 2 AM. Report on the 

Massacres: 7 Europeans were savagely massacred and cut into pieces, many Europeans were 

wounded, 3 among whom suffered severe wounds, about 40 perpetrators were killed, and 500 

arrests made.” 

 

 Document 5: Press Excerpt: La Vigie Marocaine du 09/12/1952:   

 

 
Source: “La Vigie marocaine,” Casablanca, 09/12/1952, BnF/Gallica, 

https://gallica.bnf.fr/ark:/12148/bpt6k5151221s#  
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Translation: 
 

“After the unrest which marked the night from Sunday to Monday, itself coming after two bomb 

attacks, yesterday, Casablanca experienced a day of riots such as it had never known. It is 

enough to note this succession of facts to recognize the culmination of a long campaign of 

hatred and the simple application of a plan of agitation carefully developed for weeks by the 

extremists of Istiqlal, with the competition of henchmen of the Moroccan communist party. To 

move from threat to execution, an opportunity was needed that the agitators had also chosen for 

a long time: the Tunisian affair on the agenda of the UN session, the assassination of Tunisian 

trade union leader Ferhat Hached came at the right time, providing an excellent excuse. 

 

In Casablanca, the call was heeded, and it would be very imprudent for the organizers of this 

day of rioting to claim that it could be a matter, for their troops, of a demonstration dictated by 

any feeling of solidarity with Tunisian trade unionists. It is easy to realize this when we see that 

an underworld was called upon to “demonstrate” where there are many young thugs aged 12 to 

18, undoubtedly incapable of having a personal opinion but always ready to participate in a 

wicked action, especially when the leaders were able to make them believe in the impunity from 

which they could benefit, considering the events. 

 

These thugs, without faith or law, coming from everywhere, and whom the police had partly 

driven back thanks to regular and effective raids, constitute the shock teams of the extremist 

parties. The others follow the movement without knowing or out of fear and are often the 

victims of the first, when, to maintain order, it is no longer possible to choose between arsonists, 

assassins, and reckless sheep.” 
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Questions:  

 

1. What prompted the demonstrations that eventually resulted in the Casablanca 

massacres? Using the following table, consider the perspective of the French colonial 

government, the French press, and Moroccan demonstrators. 

 

 French colonial 
government 

French Press Moroccan 
Demonstrators 

Causes    

Effects    

 

2. Contrast and compare the narratives presented by the 3 different sources. Why does 

the narrative of the 1952 Casablanca massacres change when told by different sources 

at different times? 

3. Consider the adjectives used to describe Europeans and Natives according to each 

source. Use the table below to note the various adjectives and categorize them based 

on their connotations. 

 

 European Native 

Positive Connotation   

Negative Connotation   

 

4. Compare the sentences used to refer to European and native casualties in the 1952 

article excerpt. Do you notice any differences? 
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Activity 2: Violence during the Algerian War: 

 

Activity Objective: Help students understand the degree of violence enacted by the French imperial project 
in Algeria through comic books. Encourage students to consider comic books as a medium for telling 
history.  

 

Word Box: The Pieds Noirs are a group of people born in colonial Algeria (1830-1962), descendants of 
French and European settlers. They were strong proponents of the continuation of French colonial rule in 
Algeria. After the Algerian independence, many chose to leave for France or emigrate elsewhere. In 
opposition to the referendum for Algerian Independence, they created the Organization de l’Armée Secrète 
(OSA), which perpetuated great violence against proponents of Algerian Independence.  
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Document 1: The Algerian Uprising: 

 
Source: The Week of Barricades in Alger, found in Howell, Jennifer. Algerian War in French-language comics: 

Postcolonial Memory, history, and subjectivity. Lanham, Maryland: Lexington Books, 2015, p 79.  

 

Description: The decline of French Algeria is shown through a juxtaposition of newspapers 

still attempting to push the colonial government’s narrative and the Pieds Noirs 

demonstrations taking place during the Week of Barricades.   
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Word Box: The Harkis were originally a group of native Algerians who joined the French Army during 
the Algerian War of Independence (1954-1962). Later, the term Harkis came to refer to civilian and military 
Algerians who supported the French colonial regime in this war. After the Algerian Independence, the 
French colonial government was disinterested in allowing the Harkis to follow the Pieds-Noirs into France. 
As such, the abandoned Harkis later suffered great violence at the hands of nationalists, especially in 
retaliation to the terrorist attacks perpetrated by the OSA.  

 

Document 2: The Abandonment of the Harkis: 
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Source: McKinney, Mark. Redrawing French Empire in Comics. Columbus: The Ohio State University Press, 

2013, p196.  
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Description: Two French soldiers, a Harki and a Pied-Noir, converse about the Pied-Noir’s 

experience in Algeria. The soldier speaks of the abandonment of the Harkis and their 

subsequent suffering at the hands of nationalists.  

 

Document 3: Crimes of War in Algeria:  
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Source: Excerpt from Azrayen found in McKinney, Mark. Redrawing French Empire in Comics. Columbus: The 

Ohio State University Press, 2013, p 167 

Description: A French soldier is horrified by the realization that he participated in a war crime 

by imprisoning a group of Algerian youth prisoners in an empty wine fermentation vat, where 

they died suffocated by the gas. 

Document 4: Love in Algeria:  

 

 
Source: Found in McKinney, Mark. Redrawing French Empire in Comics. Columbus: The Ohio State University 

Press, 2013, p 179 

 

Description: A mixed couple, consisting of a French Pied-Noir soldier and an Algerian 

woman who works with the Front de Libération Nationale, is taunted by other French 

soldiers.  
 

Questions:  

 

1. Based on the previous sources, cite the different types of people who participated in 

the Algerian War of Independence. What relationships linked these people during the 

Algerian War of Independence? 

2. Based on the instances of violence discussed in these sources, complete the table 

below with examples of violence in the context of the Algerian War, where each one 

of these actors was a victim and a perpetrator of violence. 

 

Actors Victim Perpetrator 

Algerian Nationalists   

Harkis   

Pieds-Noirs   

French and European Settlers   
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3. After completing the table above, create a new table indicating the forms of violence 

you identified and the reasons behind them. What is the difference between the types 

of violence perpetrated by the actors above? 

4. Based on the source and your own opinion, what type of difficulties did the couple 

face in Document 4? Consider the difficulties if the couple consisted of a French 

woman and an Algerian man. 

 

 

 

Mid-Unit Assignment:  

 

Assignment Objective: Encourage students to reflect on the various types of violence used by the French 
colonial government in North Africa and the various sources from which we learn about this violence. 

 

Based on this session’s activities and previous classes, write a short reflective essay addressing two of the 

following questions:  

 

1. What types of violence did the colonial government exercise in North Africa? What role did this 

exercise of violence serve?  

2. What are the benefits of relying on press excerpts to discuss violent historical events? What does 

this teach us about historical sources and newspapers? 

3. Can comic books be considered a useful medium to tell history? What are the advantages and 

limitations of such a medium? Consider the case of violence during the Algerian War.  
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Activity 3: Labor and Violence in the Congo: 

 

Activity Objective: Encourage students to consider the Congolese people’s experience of violence and 
forced labor, with the aim of understanding the centrality of massive violence and forced labor to the 
Belgian Empire’s colonial project. This activity also aims to portray structural types of colonial violence 
exercised in non-event contexts. 

 

Document 1: Rubber in the Free State of the Congo:  
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Document 2: Testimonies: Forced Labor, Punishment & Leopold II’s Colonial Project: 
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Document 3: Depiction of the Crimes Perpetrated against the Congolese People: 

 

 

 
Source: Frederic de Haenen, How the White Man Trades in the Congo, Bringing in Rubber and Hostages, 1906. Graphic Arts 

Collection, Firestone Library, Princeton University. https://graphicarts.princeton.edu/2013/09/14/ how-the-white-man-trades-

in-the-congo/  
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Document 4: Press Excerpt: Leopold II & the “Benefit” of Empire: 
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Questions:  

 

1. What forms of violence exercised by the Belgian Empire can you identify according to 

this activity’s sources? Are these forms of violence structural or conjunctural?  

2. What interest did the Belgian Empire have in exercising these forms of violence on the 

Congolese people? 

3. Based on the previous sources, create a list of the different actors engaged in 

exercising these forms of violence against the Congolese people. In your opinion, 

which of these actors should be considered responsible for this violence? 

4. Do you find the accounts of colonial violence in Document 2 convincing? What is the 

use of having oral testimonies of colonial violence?  

5. Focusing on Document 4, do you find Louis Michel’s position concerning Leopold II's 

innocence convincing? Why or why not?  
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Activity 4: Locating Colonial Violence?  

 

Activity Objective: Encourage students to reflect on the forms of colonial violence and its interference with 
the lives of ordinary people in non-event instances.  

 

 

Document 1: Economic Violence & Land Expropriation in Colonial Morocco:  
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Document 2: Registered Properties and their Value in Colonial Morocco:  

 

 
Source Description: Account of the property registered according to the new system by December 1925, 

according to Arthur Girault’s Principes de Colonisation et de Législation Coloniale, Vol V (5th ed; Paris, 1928) 

in Scham, Alan. Lyautey in Morocco; Protectorate administration, 1912-1925. Berkeley, University of 

California Press, 1970 
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Document 3: The Infamous Case of the Soulaliyates Women’s Movement:  
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Questions:  

 

1. Based on the sources above, consider the implications of the French colonial 

government’s property ownership policy. What were the consequences of this policy? 

Consider the perspective of French, foreign, and Moroccan property owners. 

2. What were the consequences of the colonial privatization of collective property for 

women and men of the same tribe? Why were these consequences different? 

3. What forms of violence can you identify according to this activity’s sources? Are 

these forms of violence structural or conjunctural?  
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Concluding Activity:  

 

Section A: Professor’s Conclusion  

 

* Must include a reminder of 3 main points:  

 

- The vital role played by colonial violence in the functioning and maintaining of the 

colonial project, 

- The importance of understanding the pervasive nature of colonial violence and the 

impossibility of creating clear-cut categories of victims vs perpetrators, 

- The importance behind conversations around the various types of colonial violence 

and the consequences that they continue to play in post-independence societies, 

 

Section B: End-of-Unit Assignment: 

 

Relying on the sources and conclusions tied to this lesson, students must write a one-page essay 

reflecting on the following theme: Reflect on one of the following two types of colonial violence: 

structural violence and conjunctural violence. Consider the causes behind this form of violence and the 

role it played during the colonial project. 
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Section C (Optional): Upcoming Unit Preparation: 

 

Special Topic: Colonial Violence & Indigenous Quadrants: 

 

Document 1: Punjab Region in the Indian Sub-Continent Map: 
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Document 2: Picture of The Punjab Regiment in the British Colonial Army: 

 

 
Source: Wikimedia Commons, 19th Punjabis (now 5th Battalion The Punjab Regiment, Pakistan Army). Left to Right: Afridi, Sikh, Bangash, Swati, Yusufzai, Punjabi Muslim. 

Watercolour by Major Alfred Crowdy Lovett, 1910. Published in MacMunn & Lovett, Armies of India, 1911. 

https://commons.wikimedia.org/wiki/File:19th_Punjabis_(5_Punjab)_(Afridi,_Sikh,_Bangash,_Swati,_Yusufzai,_PM)_1910.jpg  
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Document 3: Sikhs in the British Colonial Army: 
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Document 4: Divide & Rule in the British Colonial Army: 

 

 

 

Questions:  

 

1. What is the strategy of divide and rule, and what are the two levels of its application 

by the British Empire in Colonial India? 

2. What was the purpose of creating different army quadrants based on ethnicity? 

3. Why did Sikh soldiers join the British colonial army? Consider the interest of the Sikh 

community and the perspective of the British colonial army. 

Building on this activity’s documents and the testimonies in Document 2, Activity 3 in the unit 

above, consider the following questions: In your opinion, what are the implications of using 

Indigenous forces to exercise colonial violence? If colonial violence is perpetrated by other 

indigenous soldiers, does this mean that European colonial officers are innocent of perpetrating 

colonial violence? Why or why not?  C
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Textbook Chapter - Violences of Knowledge  

 

Note for the reader: The previous lesson concerns the use of violence as an essential colonial tool. It 

details the various forms of violence utilized by colonial governments to ensure the functioning of the 

colonial project.  

 

File Title: Empire & Colonialism 

Unit Number: 2 

Unit Title: Violences of Knowledge 

 

Main Objective: Understanding the exercise of epistemic violence as an essential colonial tool. This 

lesson unit details the various tools utilized by colonial governments to produce various forms of 

knowledge and categorizations to facilitate the workings of the colonial project. 

 

Objectives Related to the Educational Activities:  

- Learning about notable examples of colonial epistemic violence, 

- Understanding the various forms of violence related to colonial knowledge 

production, 

- Understanding the role played by colonial knowledge production for the functioning 

of the colonial project, 

- Reflecting on the continuation of certain forms of violence related to colonial 

knowledge production, 

- Reflecting on the difference between concepts of “post”-colonialism and post-

independence in the context of conversations around colonial legacies. 

 

Pre-requisite:  Understanding the various forms of physical violence necessary to the 

functioning of colonial structures.  

 

Unit Timetable:  
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Session Activity Time Allocated Description 

Session 1 
 
(Class typically lasts 
120 minutes) 

Professor’s 
Introduction 

15 minutes In their introduction, the professor 
provides the general context for the unit 
while referring to the introductory 
activity. 

Introductory 
Activity 

35 minutes This is a guided activity as it treats a 
sensitive subject that relies on the 
professor's guidance. In this activity the 
students are allowed 10 minutes to 
consider the sources. Then, questions 
will be asked aloud and discussed for 25 
minutes. 

Activity 1 40 minutes This is a guided activity that lasts 40 
minutes. Students are given 10 minutes 
to consider the sources of each section. 
Then, questions will be asked aloud and 
discussed for 10 minutes. 

Activity 2 30 minutes This is a guided activity that should take 
30 minutes. Since sessions usually last 
for 2 hours, this activity marks the end of 
the first part of the lesson. It ends with 
an assignment. 

 
Session 2 
 
(Class typically lasts 
120 minutes) 

Mid-Unit 
Assignment 
Review 

20 minutes This is a guided activity in which the 
professor collects student responses and 
helps answer the prompt. The questions 
are asked out loud, and the professor 
collects and contributes to the responses. 
The purpose of this activity is to remind 
students of the conclusions learned in the 
previous session and prepare for the 
current session. It is also an opportunity 
for students to reflect on these 
conclusions in relation to the discipline 
of history.  

Activity 3 40 minutes This is a non-guided activity, where the 
students split into groups and engage in 
a mock trial. The students are allowed 10 
minutes to consider the sources and 
come up with their short speeches, 20 
minutes to present their cases, and the 
professor can intervene with feedback 
before the class votes for a ruling in the 
remaining 10 minutes.  
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Section A; Professor’s Introduction:  

 

Must include an introduction around 4 main questions:  

 

- What ideology motivated the creation of the colonial project? 

- What is the relationship between the sciences and the colonial project?  

- What role did the legal and justice systems play in facilitating the colonial project? 

- What is the origin of social hierarchies and categorizations based on race and ethnicity 

in post-independence states? 

 

Section B: Introductory Activity: Science & the Creation of Racial Hierarchy: 

 

Document 1: Defining Scientific Racism 

 

 

Word Box: “Phrenology is the study of the conformation of the skull as indicative of mental faculties and 

Activity 4 40 minutes This is a guided activity that should last 
40 minutes. 30 minutes for the students 
to consider the sources. Then, 10 
minutes for the discussion. 

Concluding 
Activity 

20 minutes This should be part of the teacher's 
conclusion. It is only an opportunity to 
remind students of the main conclusions 
and help clarify the end-of-unit 
assignment. 
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traits of character. Phrenology enjoyed great popular appeal well into the 20th century but has been wholly 
discredited by scientific research. There were five principles of phrenology: (1) the brain is the organ of 
the mind; (2) human mental powers can be analyzed into a definite number of independent faculties; (3) 
these faculties are innate, and each has its seat in a definite region of the surface of the brain; (4) the size 
of each such region is the measure of the degree to which the faculty seated in it forms a constituent element 
in the character of the individual; and (5) the correspondence between the outer surface of the skull and the 
contour of the brain-surface beneath is sufficiently close to enable the observer to recognize the relative 
sizes of these several organs by the examination of the outer surface of the head.”122 

 

Document 2: Phrenologist Bernard Hollander showcasing Cranial Measurements: 

 

 
Source: The phrenologist Bernard Hollander illustrates with his own head his system of cranial measurements. 

Photographs, c. 1902. https://wellcomecollection.org/search/images?query=sqjvypsb#  

 

Document 3: Advertisement Poster for a Human Zoo: 

 

 
122Britannica, T. Editors of Encyclopaedia. "phrenology." Encyclopedia Britannica, March 14, 2024. 
https://www.britannica.com/topic/phrenology. 
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Source: Gander, Kashmira “The racist human zoos that time forgot,” The Independent, 19/11/2016. 

https://www.independent.co.uk/life-style/the-racist-human-zoos-that-time-forgot-a7425286.html  

 

 

Questions:  

 

1. What interest does scientific racism have in establishing scientific hierarchies between 

different ethnic and racial groups? 

2. What is dangerous about the idea that human traits can be determined by the physical 

composition of their skulls?  

3. Based on the sources above, in your opinion, what can be the implications of the 

persistence of scientific racism in scientific fields? Consider as an example, the 

medical field. 
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Activity 1: Imperial Ideology Through Political Cartoons: 

 

Activity Objective: To help students familiarize themselves with the violence of essentialization and its role 
in the colonial endeavor by focusing on political cartoons. Students are encouraged to analyze political 
cartoons to detect a narrative and point of view. 

 

Document 1: Bringing French Civilization to Morocco: 

 

 
Source: Wikimedia Commons. "La France va pouvoir porter librement au Maroc la civilisation, la richesse, et la 
paix." https://commons.wikimedia.org/wiki/File:Petil-journal.jpg  

 

Title: “France will be able to freely bring civilization, wealth and peace to Morocco.” 
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Document 2: Meeting between the French Marianne and the Queen of Saba:  

 

 
Source: Sofiane Taouchichet. “La presse satirique illustrée française et la colonisation (1829-1990).” Art et 
histoire de l’art. Paris Ouest Nanterre La Défense; Université de Montréal, 2015. Français. ffNNT : ff. fftel-
02073436f 

 

Title: “Queen of Saba: Rest Assured, France; if you do not have political union, I bring you 

the union of the gold mines.” 
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Document 3: Civilization and Barbarism in Algeria: 

 

 
Source: BnF Gallica, “Le Petit journal. Supplément du dimanche,” 1901-05-19. 

https://gallica.bnf.fr/ark:/12148/bpt6k716435g/f1.image  

 

Title: “Marguerite's Troubles: The courageous dedication of one teacher.” 

 

Accompanying Comment:  

 

“Miss Goublet, a teacher, was busy teaching her class when a wild clamor resounded. The 
rebels ran menacingly towards the school. 
 
This noble woman rushed to the threshold of the school, facing the attackers, and shouted to 
them: “Kill me if you want, but don’t touch these poor children!” 
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Her courage and firmness impressed the bandits, who withdrew without harming her or the 
children for whom she had offered her life so heroically.” 
 

Document 4: La Mission Civilisatrice: 

 

 
Source: René Georges Hermann-Paul, “Barbarie – Civilisation,” 1899 in Sebring, Ellen. “Civilization & 

Barbarism: Cartoon Commentary & ‘The White Man’s Burden’ (1898–1902).” The Asia-Pacific Journal , 1, 13, 

no. 27 (July 6, 2015): 1–43.  
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Questions:  

 

1. Observe the sources and fill in the adjectives that most appropriately describe the 

image presented of Native and French people according to the cartoons in documents 

1, 2, and 3. What other adjectives can you use to describe each category? 

 

 Positive Negative Moral Amoral Violent Peaceful Rich  Poor 

Native 
People 

        

French 
People 

        

 

2. Based on your previous observations, describe the relationship between French and 

indigenous people in each of these cartoons.  

3. Take note of the sources of the political cartoons in Documents 1, 2, and 3. What point 

of view do you think they represent?  

4. How can these representations be useful to the French colonial government?  

5. Describe the scene presented in Document 3, focusing on the representation of French 

women. What message does this scene send about European women, Algerian men, 

and their relationship to each other? 

6. Consider the representation of European women in Documents 1, 2, and 3. What are 

the possible connotations of using a woman to represent the French empire in these 

documents? 

7. How does the Document 4 differ from the previous documents? What point of view do 

you think it represents? 
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Activity 2: The French Scientific Mission 

 

 

Activity Objective: Trying to help students understand the complexity of the role played by the French 

scientific mission in creating knowledge that facilitated the colonial enterprise.  

 

Document 1: Timeline of the French Scientific Mission in Morocco:123 

 

 

 

  

 
123 Document compiled by the author based on the following sources (CITE:VoirNotion) 
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Document 2: Table of Contents First Hespéris Publication 1921:124 : 

 

 

 
 

  

 
124 Excerpt extracted from Hespéris: Archives Berbères et Bulleting de l’Institut des Hautes Etudes Marocaines, 
Volume 1, Edaraf, 1921. https://www.hesperis-tamuda.com/Downloads/1921-
1929/Hesp%C3%A9ris%20Tamuda%201921.pdf  
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Document 3:Table of Contents Hespéris-Tamuda 1991 Issue :125 

 

 
 

 
125 Excerpt extracted from Hespéris-Tamuda, Vol XXIX, fascicule 2, Faculté des Lettres et Sciences Humaines, 
1991, Rabat. https://www.hesperis-tamuda.com/Downloads/1990-1999/Hesp%C3%A9ris-Tamuda%201991.pdf   
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Questions:  

 

1. What does Document 1 tell us about the Scientific Mission's importance to the 

colonial government? How can you explain this importance?  

2. What kind of themes were Hespéris authors interested in writing about in 1921? What 

importance could some of these themes have for the French empire? 

3. What kind of themes were Hespéris authors interested in writing about in 1991? What 

importance could some of these themes have for the Moroccan people? 

4. Compare the two tables of contents from 1921 and 1991. What changes can you 

observe? Consider the contributors, themes, and languages.  

 

 

 

Mid-Unit Assignment:  

 

Assignment Objective: Encourage students to reflect on the use of knowledge production as a source and 
facilitator of colonial policy. 

 

Based on this session’s activities and previous classes, write a short reflective essay addressing one of the 

three following questions:  

 

1. What are the dangers presented by scientific racism, and how is it tied to the colonial project? 

Consider the implications of scientific racism for the relationship between Indigenous people and 

colonial settlers. 

2. Based on your observation of Activity n°1, determine the pros and cons of using political cartoons 

as sources to learn about history. Can political cartoons be considered a useful historical source? 

3. What conclusions can we draw about the relationship between social sciences and the French 

colonial project in North Africa? Consider the implications for ties between colonial governance 

and scientists at the time. 
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Activity 3: Religious & Ethnic Categorization in Colonial North Africa: 

 

Activity Objective: Encourage students to consider the role of ethnic and religious categorization and the 
creation of colonial differences in the colonial project in French North Africa. Students are also encouraged 
to consider the repercussions such categorizations have on the concerned populations and wider North 
African society. 

 

Document 1: Introducing the Kabyle Myth:126 

 

 

  

 
126 Note for the Reader: This document is presented here in text format, but would ideally be turned into a comic 
book pane and used as such. This can be done as an example in a drawing where different people representing 
various North African ethnic categories could be seen sent towards a tent titled “Invisible,” while two people 
representing Kabyles and Arabs would be sent towards a tent titled “Moroccan racial groups” by a French 
ethnographer.  
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Document 2: The Scientific Exploration & the French Kabyle Policy:  
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Document 3: Colonial Interest and the Berber Myth: 
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Memory Box: Dhimmi Statu: “Jews living under Islamic law gained special protections and relative 
autonomy in their own affairs. In exchange, they had to pay certain taxes and faced restrictions in many 
aspects of daily life such as clothing, profession, and neighborhood of residence. In terms of Jews’ changed 
status under colonialism, we should be careful not to generalize. The Jews of Morocco remained in dhimmi 
status during the colonial period, and in certain respects, they were worse off legally than they had been 
prior to the establishment of the protectorate.” 127 

 

Document 4: On the status of the Moroccan Jewish Population: 

 

 
  

 
127 Katz, Ethan. The burdens of brotherhood: Jews and Muslims from North Africa to France. Cambridge: 
Harvard University Press, 2018, p. 367 
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Document 5: A Family Tree: 

 
Source: Charlotte Badia’s Family in  Howell, Jennifer. Algerian War in French-language comics: Postcolonial 

Memory, history, and subjectivity. Lanham, Maryland: Lexington Books, 2015, p 161. 

 

Description: Charlotte Badia’s family tree showing the entanglements of the lives of North 

African and French people in her family history.  

 

Questions:  

 

1. What was the reason behind the French colonial government’s increased interest in 

specific groups over others in North Africa? Consider the Berbers of Morocco, the 

Kabyles of Algeria, and Moroccan Jewry. 

1. What role did French scholars and researchers play in formulating these policies? Why 

were they interested in finding similarities and kinship ties between the Berber and 

European populations? 

2. What was the use of creating different identity categories for the Amazigh, Arab, and 

Jewish populations in North Africa? What was the importance of holding them under 

different legal jurisdictions? 

3. Was the French colonial government successful in keeping different populations 

completely separate? Why or why not?  
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Activity 4: Colonialism in the City: 

 

Activity Objective: Encourage students to consider the role of spatial segregation and the creation of rigid 
legal colonial differences in the colonial project in French North Africa. Students are also encouraged to 
consider the repercussions such categorizations have on the concerned populations and wider North 
African society. 

 

Document 1: Segregating Sacred Sites in the Public Sphere:  
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Document 2: Lyautey’s Urban Planning in Colonial Morocco: 
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Document 3: From Ideology to Architecture: 
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Document 4: Plan d’Aménagement de la Ville Nouvelle in Marrakech: 

 
Source: “Plan d’ensemble de Marrakech” in Marcel Monmarché, Le Maroc,  Paris Librairie Hachette, 1919. 

Internet Archive. https://archive.org/details/lemarocpublisous00monm/page/n137/mode/2up  
 

Questions:  

 

1. Based on the map above, list the sacred sites represented in the map and the people 

who have access to them. In your opinion, what could be the consequences of 

segregating access to these sites? 

 

2. The class will organize a mock meeting following a scenario where the colonial 

government must present its urban planning policy to the French government in the 

mainland and the Moroccan Makhzen. Based on the sources, each group will discuss 

the following questions and prepare 5-minute speeches to present their arguments. In 

so doing, students are to consider some of the following questions:  

 

a. What would motivate the government in mainland France to allow and help finance 

the changes requested by the colonial regime in Morocco? Consider the interests of 

the French colonial government in the mainland and in Morocco.  

b. What are the possible disadvantages of this urban policy? Pay close attention to the 

map and consider the perspective of indigenous Moroccans living in the Medina and 

the Moroccan Makhzan. 
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c. What would be the benefit of keeping European colonial settlers and indigenous 

populations in different areas of the city and allowing them different facilities and 

infrastructure?  
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Concluding Activity:  

 

Section A: Professor’s Conclusion  

 

* Must include a reminder of 4 main points:  

 

- The importance of the civilizational ideology to the creation and maintenance of the 

colonial project, 

- The vital role played by knowledge production, especially in the social sciences, in the 

functioning and maintaining of the colonial project, 

- The difficulties surrounding attempts to reform legal systems that were born out of the 

colonial experience, 

- The importance behind conversations around colonial legacies and untangling various 

forms of colonial ideology from the intellectual and spatial configurations of post-

independence states. 

 

Section B: End-of-Unit Assignment: 

 

Relying on the examples, sources, and conclusions of this lesson, students must write a one-page essay 

responding to the following questions: What are the different forms of knowledge-based colonial 

violence? How do they relate to the exercise of physical colonial violence, as discussed in the previous 

unit?   
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Section C (Optional): Upcoming Unit Preparation:  

 

Special Topic: Eurocentrism & Geography 

 

Word Box: “‘Eurocentrism’ or ‘Eurocentricity’ is an ideological aspect of imperialism. These terms are 
used interchangeably, both deriving from the adjective Eurocentric, according to the Oxford English 
Dictionary. Eurocentricity has resulted from and justified (both to ordinary people of the imperialist power 
and to the subject peoples) the colonialism, slavery, the ‘civilisational projects’ of the Spanish in the 16th 
century, of the English and French in the 18th and 19th centuries, and the neo-colonialism of the 20th 
century. A general definition of Eurocentricity might include: (a) a focus on Western Europe or ‘the West’ 
as if its history and rise to power can be explained in terms of itself alone; (b) a celebration of Western 
Europe’s history, society, culture and ‘achievements’ as models for others to follow; and (c) a tendency to 
use ‘the West’, Europe, or the ‘European’ as a norm against which other peoples are compared.”128  

 

Document 1: Eurocentrism in World Maps: 

 
  

 
128 Ness, Immanuel, and Zak Cope. The Palgrave Encyclopedia of Imperialism and anti-imperialism. Cham: 
Palgrave Macmillan, 2021, p. 827. 
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Document 2: Mercator’s World Map (1931):  

 

 
Source: Wikimedia Commons, Mercator map of the world, 1931. 

https://commons.wikimedia.org/wiki/File:Mercator_map_of_the_world.tif  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Document 3: Stuart McArthur’s Corrective World Map (1979): 
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Source: MapCarte 38/365: McArthur’s Universal Corrective Map of the World, Stuart McArthur, 1979. ICA Commission on 

Map Design Website. https://mapdesign.icaci.org/2014/02/mapcarte-38365-mcarthurs-universal-corrective-map-of-the-

world-stuart-mcarthur-1979/  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Document 5: Japanese Map (1853): 
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Source: Wikimedia Commons, Shintei - Chikyu Bankoku Hozu (Square Map of all the Countries on the Globe), 1853, 

https://commons.wikimedia.org/wiki/File:1853_Kaei_6_Japanese_Map_of_the_World_-_Geographicus_-

_ChikyuBankokuHozu-nakajima-1853.jpg  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Document 6: Pole-Perspective Map:  
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Source: Klinghoffer, Arthur Jay. The power of projections: How maps reflect global politics and history. Westport, Conn: 

Praeger Publishers, 2006, p. 104. 

 

Questions:  

 

1. What is the use of maps?  

2. What is the importance of scale and accurate representation in mapping the world?  

3. What are the implications of representing certain continents as smaller or bigger than 

they really are?   

4. Which one of the above-presented maps makes more sense to you? Why or why not? 
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Textbook Chapter - “Post”-Colonial Structures  

 

Note for the reader: The previous lesson concerns the exercise of epistemic violence as an essential 

colonial tool. It details the various tools utilized by colonial governments to produce various forms of 

knowledge and categorizations to facilitate the workings of the colonial project.  

 

File Title: Empire & Colonialism 

Unit Number: 3 

Unit Title: “Post”-Colonial Structures 

 

Main Objective: Understanding the continuations and legacies of 20th-century colonialism 

for independent nation-states. This lesson unit details the complexity of untangling the 

continuing consequences of colonial domination. 

 

Objectives Related to the Educational Activities:  

- Learning about notable cases of litigations resulting from various colonial 

experiences, 

- Understanding the various forms of and challenges to claims to reparations and 

restitutions by independent states, 

- Understanding the continuities of colonial structures of domination and some of their 

consequences, 

- Understanding fundamental concepts of the conversation around colonial legacies. 

 

Pre-requisite:  Understanding the various types of colonial violence, both physical and 

epistemic, necessary to the functioning of colonial structures.  

 

Unit Timetable:  
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Session Activity Time Allocated Description 

Session 1 
 
(Class typically lasts 
120 minutes) 

Professor’s 
Introduction 

15 minutes In their introduction, 
the professor provides 
the general context for 
the unit while referring 
to the introductory 
activity. 

Introductory Activity 35 minutes This is a non-guided 
activity as it relies the 
most on previous 
conclusions and 
lessons.  

Activity 1 40 minutes This is a guided 
activity that lasts 40 
minutes. Students are 
given 10 minutes to 
consider the sources of 
each section. Then, 
questions will be asked 
aloud and discussed for 
10 minutes. 

Activity 2 30 minutes This is a guided 
activity that should 
take 30 minutes. Since 
sessions usually last for 
2 hours, this activity 
marks the end of the 
first part of the lesson. 
It ends with an 
assignment. 

 
Session 2 
 
(Class typically lasts 
120 minutes) 

Mid-Unit Assignment 
Review 

20 minutes This is a guided 
activity where the 
professor collects 
student responses and 
helps answer the 
prompt. The questions 
are asked out loud, and 
responses are collected 
and contributed to by 
the Professor. The 
purpose of this activity 
is to remind students of 
the conclusions learned 
in the previous session 
and prepare for the 
current session. It is 
also an opportunity for 
students to reflect on 
these conclusions in 
relation to the 
discipline of history.  
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Section A; Professor’s Introduction:  

 

Must include an introduction of 3 main questions:  

 

- What is the importance of continuing conversations around colonial legacies and 

modern structures in the present? 

- What are the difficulties in seeking reparations and restitutions for former colonized 

peoples and colonial governments? 

- How can the accessibility to colonial documents and archives determine the success of 

seeking truth and justice about colonial violence? 

- What are the challenges of seeking justice and decolonization in economic, political, 

and legal structures born out of the colonial encounter?  

 

 

  

Activity 3 40 minutes This is a non-guided 
activity, where the 
students split into 
groups and engage in a 
mock trial. The 
students are allowed 10 
minutes to consider the 
sources and come up 
with their short 
speeches, 20 minutes 
to present their cases, 
and the professor can 
intervene with 
feedback before the 
class votes for a ruling 
in the remaining 10 
minutes.  

Activity 4 40 minutes This is a guided 
activity that should last 
40 minutes. 30 minutes 
for the students to 
consider the sources. 
Then, 10 minutes for 
the discussion. 

Concluding Activity 20 minutes This should be part of 
the teacher's 
conclusion. It is only 
an opportunity to 
remind students of the 
main conclusions and 
help clarify the end-of-
unit assignment. 
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Section B: Introductory Activity: The Rif Case 

 

Activity Objective: Getting students to reflect on the continuing repercussions of colonialism on specific 

populations in the modern-day. Help students understand the long-term repercussions of colonial violence 

on indigenous populations. 

 

 

Document 1: Timeline of the Use of Chemical Weapons in the Rif War:129 

 

  

 
129 Compiled by the author based on the following sources: Chotzen, Anna. "Beyond Bounds: Morocco's Rif War 
and the Limits of International Law." Humanity: An International Journal of Human Rights, Humanitarianism, 
and Development 5, no. 1 (2014): 33-54. https://doi.org/10.1353/hum.2014.0004; Daudin, Pascal. “The Rif War: 
A Forgotten War?” International Review of the Red Cross 105, no. 923 (December 13, 2022): 914–46. 
https://doi.org/10.1017/s1816383122001023; “Spain Falls Short of Apologising for 1920s Use of Chemical 
Weapons in Morocco.” Middle East Monitor, February 15, 2018. https://www.middleeastmonitor.com/20180215-
spain-falls-short-of-apologising-for-1920s-use-of-chemical-weapons-in-morocco/  

C
E

U
eT

D
C

ol
le

ct
io

n

https://doi.org/10.1353/hum.2014.0004
https://doi.org/10.1017/s1816383122001023
https://www.middleeastmonitor.com/20180215-spain-falls-short-of-apologising-for-1920s-use-of-chemical-weapons-in-morocco/
https://www.middleeastmonitor.com/20180215-spain-falls-short-of-apologising-for-1920s-use-of-chemical-weapons-in-morocco/
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Document 2: Excerpt from Paco Soto’s Contribution To The International Conference On The 

Use Of Chemical Weapons in 2004, Nador: 

 

 
 

Document 3: Excerpt of Complaint Proposal: 
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Questions:  

 

1. How does the nature of the harm inflicted on Rifi people through the use of chemical 

weapons shape the nature of the apology requested by Rifi and Spanish organizations?  

2. In your opinion, which people alive in the 2020s should be able to seek reparations 

and apologies for the use of chemical weapons in the Rif?  

3. Who do you think should be issuing apologies and reparations? Justify your reasoning 

and consider possible difficulties for the proposed actors in issuing the reparations in 

question. 

4. What are the implications of seeking reparations in this case? Consider the perspective 

of the Rifi people, the Moroccan government, and the Spanish government.  
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Activity 1: The Benin Bronzes Case 

 

Activity Objective: Understanding the discourse around the restitution of artifacts looted during the colonial 
era. Encourage students to analyze the position of the institutions emerging from colonial empires and the 
narrative framing they use in response to requests for restitution. 

 

Document 1: Excerpt from the British Museum’s Official Website 
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Document 2: Press Excerpt:  
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Document 3: Image of the Benin Brass Plaques Displayed at the British Museum 

 

 
“Cast brass plaques from Benin City. 16th - 17th. C.”, Wikimediacommons, 15/6/2011.  

https://commons.wikimedia.org/wiki/File:Cast_brass_plaques_from_Benin_City_at_British_Museum.jpg  

 

Questions:  

1. Based on the above-presented sources, describe the cultural and historical significance 

of the Benin Bronzes to the Nigerian People. Through what tools were the Nigerian 

people dispossessed of these artifacts? 

2. What caused the controversy that erupted after the German decision to return some of 

the artifacts that the German colonial empire had looted from Nigeria? 

3. What was the reason behind the State of Saxony’s disapproval and choice to 

temporarily withhold the Benin Bronzes after the agreement? 

4. Considering the historical context of the state of Saxony’s appropriation of the Benin 

Bronzes, should it have a say in whether the Benin Bronzes should be returned to the 

Nigerian people or the Oba of Benin? Why or why not? 

5. What are the implications of the state of Saxony’s choice and capacity to withhold 

artifacts looted during the colonial era? Consider the role of the justice system and the 

historical context of German colonial domination in Nigeria.  
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Activity 2: The Mau Mau Rebellion Case  

 

Activity Objective: Encourage students to reflect on the implications of access to archival resources to 
formulate historical narratives. Encourage students to consider the role of the justice system and its limits 
in dealing with issues of colonialism. 

 

Document 1:  Timeline Major Events of Kenyan Colonial History:130 

 
130 Compiled by the author based on the following sources: Adu A. Boahen, General History of Africa VII: Africa 
under Colonial Domination 1880-1935, vol. VII (Paris: Unesco, 1985); Newsinger, John. “Revolt and Repression 
in Kenya: The ‘Mau Mau’ Rebellion, 1952-1960.” Science & Society 45, no. 2 (1981): 159–85. 
http://www.jstor.org/stable/40402312; Meriwether, James H. “African Americans and the Mau Mau Rebellion: 
Militancy, Violence, and the Struggle for Freedom.” Journal of American Ethnic History 17, no. 4 (1998): 63–86. 
http://www.jstor.org/stable/27502337: Newsinger, John. “Minimum Force, British Counter-Insurgency and the 
Mau Mau Rebellion.” Essay. In Modern Counter-Insurgency, edited by Ian Beckett. London: Routledge, 2007.  
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Document 2: Kenya in Africa Map 

 

 

  
Source: Joint Research Centre, ECHO, European Commission, “Kenya.” Wikicommons. January 2010.  
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Document 3: Press Excerpt:  
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Document 5: Press Excerpt:  

 

 

 

 

Questions:  

 

1. Why did the British Government attempt to withhold and seek to destroy archival 

documents documenting colonial violence?  

2. What are the implications of these Kenyan nationals’ legal victory and compensation 

in a case for reparations and damages? Consider what this means for the British 

government and descendants of British colonial subjects. 

3. Which victims of colonial violence are excluded from the reparation-seeking process 

in this case?  

4. What is the importance of access to archival documents for this case?  

5. Based on this activity’s sources, do you think that the British government should offer 

reparations to previously colonized people and their descendants? Why or why not? 
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Mid-Unit Assignment:  

 

Based on this session’s activities and the previous lesson units, write a short reflective essay addressing 

two of the three following questions:  

 

1. How does the Rif War case inform our understanding of the implications of the exercise of 

colonial violence for Indigenous people? 

2. In what ways can the discourse around restitution in the case of the Benin Bronzes be tied to 

previous lessons on colonial and epistemic violence? 

3. How do you make sense of the British government’s refusal to be considered legally liable for the 

actions of the British Empire in colonial Kenya in the context of the case presented in activity 

n°2? 
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Activity 3: Property & Historical Legacies 

 

 

Document 1: Excerpt of the French Archives Official Website: 

 

 

 

  

Activity Objective: Encourage students to consider how the interests of modern states in the international 
system affect restitution and reparation claims, both for ex-colonies and ex-colonial powers. Additionally, 
this activity aims to help students understand the importance of access to archives for accurate historical 
knowledge. 
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Document 2: Press Excerpt:  
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Document 3: Press Excerpt: 

 

 

 

 

Questions:  

 

The class will organize a mock trial following a scenario where the Algerian government files 

a legal case against the French government for the restitution of the entirety of the colonial 

archives and the remains of the fallen anti-colonial resistance fighters. Based on the sources, 

each group will discuss the following questions and prepare five-minute speeches each to 

defend their position. In so doing, students are to consider some of the following questions:  

 

1. What is France’s interest in keeping the colonial archival documents and remains of 

Algerian resistance fighters? Consider the perspective of the colonial French 

government and the modern French state.  

2. What is the reason behind Algeria’s interest in repatriating the entirety of the archives 

and the remains under the possession of the French colonial government? 
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3. What is the purpose of the communicability period being legally set to 100 years? 

What possible implications can this have on the reparation and restitution claims of 

ex-colonies? 

Activity 4: Legacies & Reiterations of Economic Dependency: 

 

Document 1: Introducing FrançAfrique:  
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Document 2: CFA Franc on Map:  

 

 
Source: Wikimedia Commons, CFA Franc 

map, 

https://commons.wikimedia.org/wiki/File:CFA_Franc_map.svg  
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Document 3: French Empire in Africa on a map:  

 

 
Source: 

Silja 

Fröhlich, 

“Françafrique lives on,” 08/03/2020, DW, https://www.dw.com/en/africa-and-france-an-unfulfilled-dream-of-independence/a-54418511  

 

 

  

C
E

U
eT

D
C

ol
le

ct
io

n

https://www.dw.com/en/africa-and-france-an-unfulfilled-dream-of-independence/a-54418511


 

   
 

135 

Document 4: Kwame Nkrumah on the Economic Exploitation of Post-Independence 

African States: 

 

 

 

Questions:  

 

 

1. What dynamics are perpetuated by the European Central Bank’s setting of the CFA 

Franc?  

2. What are the causes and implications of the assignment of 63% of French overseas 

military troops to post-independence African states?  

3.  Based on the documents presented above and on the previous units, create a table 

comparing the aspects of life that are subjected to French domination under French 

imperialism and the FrançAfrique.  

4. How do the realities of the FrançAfrique affect your understanding of colonialism?  
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Concluding Activity:  

 

Section A: Professor’s Conclusion  

 

Must include a reminder of 3 main points:  

- The importance of continuing conversations around colonial legacies and modern 

structures in the present, 

- The difficulties in seeking reparations and restitutions for former colonized peoples 

and colonial governments, 

- The importance of widespread accessibility to colonial documents and archives for the 

success of seeking truth and justice about colonial violence, 

- Understanding the challenges of seeking justice and decolonization in economic, 

political, and legal structures born from the colonial encounter. 

 

 

  

Section B: End-of-Unit Assignment: 

 

Relying on the sources and conclusions tied to this lesson students must write a short essay reflecting on 

two of the three following questions: What sorts of colonial legacies can you note in the narrative 

framings of conversations around restitution and repatriation? What sort of challenges do modern legal 

systems pose to post-independence states seeking justice for different forms of colonial violence? What 

sort of structural difficulties are faced by post-independence states in relation to their ex-colonizers?  
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Section C: Openings & Explorations:  

 

Special Topic: The Colonial Condition & the Negritude Movement: 

 

Document 1: What is the Négritude Movement? 
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Document 2: Négritude Through its Questions: 
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Document 3: Front Page Excerpt L’Etudiant Noir: 

 
Source: BnF Gallica, L'Étudiant noir : journal de l'Association des étudiants martiniquais en France, Association des 

étudiants martiniquais en France (Paris), 01/03/1935. https://gallica.bnf.fr/ark:/12148/bpt6k9785762s#  
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Document 4: Excerpt from Léon Gontron-Damas’s Pigments: 
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Document 5: Excerpt from Black Skins, White Masks:131 

 

 

 

 
131 Fanon, Frantz. Black Skin, White Masks. London: Pluto Press, 1986.  
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Questions:  

 

1. What is the Négritude Movement, and what does it seek to achieve?  

2. What aspect of colonial legacies is the Négritude Movement interested in untangling? 

3. Through their writings, describe Fanon and Damas’s reactions to the colonial 

dehumanization of black people. How are they different/similar? 

4. In your opinion, how can Fanon and Damas’s writings, and the wider négritude 

movement contribute to our understanding and untangling of colonial legacies?
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Section 4: Limitations & Conclusion:  

I. Limitations:  

 

Two main limitations of the proposed chapters come to mind, the first is related to the 

consistency of source diversity throughout the chapters. As previously detailed, medium and 

source variety are some of the main distinguishing features of this project in comparison with 

the existing Moroccan history curriculum. Unfortunately, as efforts to produce creative 

mediums and historical sources about difficult histories have not been consistent, it was 

impossible to find mediums that portrayed certain complex subjects, leading the author to rely 

on textual sources. As such, while creative sources such as political cartoons could be used to 

conceptualize a unit concerned with the civilizing mission, it was impossible to find similar 

work that helps portray complex subjects such as the creation of racial hierarchies in North 

Africa.  Similarly, since the use of colonial violence in the Algerian War has been widely 

theorized, this case has garnered more attention from scholars who have sought to tell the 

history of this violence through more creative mediums, such as comic books. Unfortunately, 

other less theorized cases, or ones considered “less violent,” have been the subject of much less 

creative effort, resulting in a considerable imbalance in the available sources and those used in 

these lesson units. If these lesson chapters were to become seriously considered as a part of the 

Moroccan history curriculum, this could provide an opportunity for collaboration with local 

artists and community members to create comic book panels, political cartoons, short oral 

history stories, and drawings that can diversify the source material relied on for different cases, 

while also diversifying its narratives.   

 

A second major limitation of this project is related to language. As previously mentioned, 

issues of translation of key concepts in this project are significant. Considering the difficulty 

of finding words in Arabic to accurately formulate the connotation of some of the project’s 

main concepts, this project will require a re-structuring based on this issue. If such an effort 
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were to be made in the future, this author suggests that certain words from the Moroccan dialect 

can be used to signify similar connotations as English words instead of relying on classical 

Arabic words that alienate students from their own lived experiences. An example might be 

using the Moroccan dialect word hogra, referring to the feeling of having one’s dignity refused, 

to support the understanding of forms of colonial violence, instead of the classical Arabic word 

‘ünf, a more accurate translation for the word violence, yet one that is removed from students’ 

linguistic environment.   

 

II. Conclusion:  

 

In conclusion, this project has attempted to rectify Moroccan high school history curricula’s 

ambiguous conception of imperialism. To that end, this project has suggested three textbook 

chapters for 11th-grade history textbooks, that help define the historical phenomena of Western 

European imperialism in the 19th and 20th centuries through different imperial tools. By 

focusing on defining empire through its tools, this project aims to allow Moroccan high-school 

students a more concrete understanding of this concept and its empirical illustrations according 

to a pedagogy of solidarity, with special focus on the African continent.  
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Appendix 1: Moroccan History Textbooks Chapter Structure: 
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Textbook Chapter Translated Guide: 

 

Page 1:  

1- Unit number and time period assigned to it. 

2- Unit Title. 

3- Main Objective: Referring to the unit objective. 

4- Objectives related to the educational activities of the unit and include aspects relating to 

knowledge, methodology, skill, and values. 

5- Prerequisites: Refers to the main conclusions accumulated through previous units or 

grades. 

6- Main Concepts: Delineating the principal concepts of the unit. 

7- The Problematized Introduction: Activity aiming to spike student interest and determine 

the problematic posed by the unit. 

8- Activities and guidelines to be used in the unit. 

9- Note Box explains central historical concepts and introduces important personalities. 

 

Page 2:  

1- Exercise-Activities: Seeks to resolve the problématique of the unit and makes up the 

majority of the unit. 

2- Exercise Sources: Sources used to execute the guidelines. 

 

Page 3:  

1- Conclusion Box: Synthesizing process to infer the educational conclusion of this exercise. 

2- Complementary Activities to the Basic Training: Aims to reuse the conclusions assimilated 

in this unit in a new context. 

 

Page 4:  

1- This box aims to give an overview of the conclusions/knowledge assimilated in this unit. 

2- Determine overlaps with other units or classes and determine implications in the 

environment. 

3- List of a few references and websites that support secondary learning in this unit. 
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Annex 2: Textbook Chapter Zoomed-in First Page:  
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