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Abstract

This thesis applies critical discourse analysis to analyze the discursive construction of the
nation as an imagined community (Anderson, 2006) in the patriotism, civic education, and
history textbooks of Afghanistan’s secondary public schools in circulation prior to the return to
power of the Taliban in 2021. This study considers the textbooks both as sites for the contentious
construction of ideology, discourse, and knowledge and as cultural artifacts. This analysis is
situated in a double reading method. A dominant reading reconstitutes the imagining of
community in the textbooks and a negotiated reading establishes the relationship between the
textbooks’ representations of the imagined community of the nation and the already imagined
community in the society at large. The study finds that the imagining of the nation in the
identified textbooks is problematically articulated with overlapping incoherent and negotiated
discursive formations of nationalism and citizenship. The imagining is articulated by means of a
conceptual pyramid in which history is the base or foundational element of the pyramid, tradition
and democracy are the two side elements, and Islam is the apex of the pyramid with which all the
above elements attain meaning. The textbooks imagine the nation as limited and sovereign
through primordial, ethnocentric, and economic determinist representations and articulations of
nationalism. A system of representations and articulations problematically constructs an
incoherent and negotiated imagining that entails five thousand years of historical continuity,
geographic fixity, and Aryan racial purity, all forged into a unity defined as contemporary
sovereign Afghanistan.

An exclusionary imagining blemishes what Anderson calls the horizontal comradeship of
the imagined community by inserting an implied master ethnicity, progressive but selective and
stereotypical gendered acts and products of nationalism, and an urban-rural divide into the
imagining. The imagining of the textbooks excludes subaltern identities, including those of
Hindus and Sikhs, and the intersecting identities such as the uneducated women and the poor.
The textbooks adapt and modulate conceptions that are textually in tension, constructing forged
unities such as a pre-Islamic glorified Aryan racial nobility and Islamic morality; the embraced
advent of Islam by Muslim invaders in Afghanistan and patriotic resistance against the Arab
invaders; a historical, indigenous, yet modern constitutional democracy and Islamic law; and, a
moderate Islam for domestic consumption and a confrontational, jihad-oriented, and a

martyrdom-nurturing Islam against a globalizing and invading West.



The textbooks banally imagine the national community in Afghanistan by presumably
benign representations of acts and products of nationalism and citizenship including rhetorical
devices, analogies and metaphors; national maps, the anthem, and flags; the deixis of we/our;
poetry and biographies; national heroes; and, images of monuments and historical artifacts. The
textbooks historize, indigenize, Islamize, and gender both nationalism and citizenship in such a
manner that one often becomes the building block of the other, culminating in overt and covert
constructions of othering both nationally and internationally against Western schools of thought,
systems of governance, and cultural expansion.

The findings of this study reveal a deep disparity in educational supply and demand,
despite the popularity of education in Afghan society including for female students. National
education policies incoherently officialized a centralized, standardized, and uniformed education
across the country, which was often at odds with local realities. The national education strategic
plans exceedingly became progressive and inclusive while the national curriculum frameworks
faced the opposite trajectory, revealing the incoherence and impermanence of imagining the
nation in education officialization. This study contributes to the understanding of the discourses
of nationalism and citizenship in the imagining of national community in education in general,

and in the context of Afghanistan, in particular.
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Chapter One: Introduction

The overarching objective of this thesis is to analyze the imagining of the nation in the
public school textbooks of post-September 11, 2001 Afghanistan. Drawing on Benedict
Anderson’s (2006) notion of imagined community, my analysis engaged in an inquiry into how
the textbooks imagine the nation through the discursive construction of nationalism and
citizenship. In my theoretical analysis of imagining the nation, and as my positionality on the
themes of nationalism and citizenship, I juxtaposed the two themes to contend that they
problematically overlap both conceptually and in the analyzed textbooks through systems of
representation and articulation culminating in the construction of a forged discursive unity

marked by incoherence, fluidity, negotiation, and impermanence.
The research questions that guide this study are as follows:

1. How do public school history, citizenship, and patriotism textbooks of Afghanistan

discursively construct the imagining of the nation?
a. How do they represent nationalism and citizenship?

b. What specific representational strategies do they use to construct the relationship

between the two?

2. How does this imagining of the nation articulate (with) the negotiated reading of common

knowledge in the society?

The overall structure of this study is multifaceted. For an illustration of the overall
framework of this study please refer to Annex A. The epistemological lens of my thesis is
poststructuralism in recognition of language as a meaning production structure in systems of
power (Williams, 2005). I disrupted settled and nuanced aspects of nationalism and citizenship
discourses as constructed in the secondary text sources of this inquiry. The poststructural
perspective led this study to Critical Discourse Analysis methodology as both emphasize the
discursive practices of structures, underscore the nexus of language, power and knowledge, and
reveal the incoherence, fluidity, negotiation, and impermanence of discourse without losing sight

of the interconnection of power and inequality (Angermuller, 2020). In other words, discourse



analysis is the reasonable connection between the epistemological and methodological choices of
this study.

The methodology of my thesis is Critical Discourse Analysis (CDA). As a
multidisciplinary perspective, CDA is constituted of a three-dimensional framework, namely,
text (including talk and visual images), discourse practice (i.e., production, distribution, and
consumption cycle of a text), and social practice (i.e., context) in which text navigates the
discourse practice cycle (Fairclough, 1996; Wodak & Meyer, 2001). As such, the breadth (i.e.,
the span of knowledge) and depth (i.e., the quantity) of themes selected to critically analyze a
discourse are impossible to exhaust in one study. In this study, my inquiry is focused on the
discursive construction of imagining the nation. Therefore, I mainly analyzed the identified
textbooks, highlighted the major events that mark the textbooks’ discourse practice, and
presented a critical analysis of social practice demonstrating that an imagined community was
already in existence when the textbooks participated in imagining the nation. My application of
CDA can be best explicated as treating text as a site where the triangle of language, power, and
ideology constructs imaginings of the nation in the public school textbooks of Afghanistan.

The application of CDA in the analysis of the identified textbooks consists of two sets of
approaches: CDA-specific and interdisciplinary approaches. In CDA tradition, Fairclough
(2010a) does not use the term ‘method’ but ‘methodology’ as he does not view analysis as the
selection and application of pre-existing methods but a process in which theory constructs an
“object of analysis” (p. 5). Hence, the first approach is the utilization of CDA analytical tools;
namely, an intertextual analysis (Fairclough, 1996; Fairclough, 1995; Wodak & Meyer, 2001), a
double deconstructive reading of the text (Fairclough, 1996, van Dijk, 2006; Glaser, 1992), and
ideology formation or ‘ideological square’ also known as ‘Other-negative presentation’ (van
Dijk, 2006). The second approach is the utilization of an interdisciplinary analytical and
interpretive approach. As explicated below, this approach consists of a theory of nationalism and
a conceptual framework. As demonstrated in the theoretical construction and conceptual
framework of this study, I employed both the CDA-specific and interdisciplinary approaches in
the analysis of the text, discourse practice, and social practices relevant to this inquiry.

The theoretical construction of this study is social constructivism from imagined
community (Anderson, 2006) perspective with such derivatives of nationalism as primordialism

(Shils, 1995; Gibsly, 2005), ethnocentrism (Smith, 1993), and economic determinism (Gellner,



2006). Because I contend that imagining the nation entails both nationalism construction and
citizenship formation in discourse, and the textbooks in question are products of the government,
in line with Gellner’s portrayal of interplay between the political and the public, I present several
citizenship frameworks to illustrate the overlap of the two both conceptually and in the
textbooks. Within the presented citizenship and citizenship education debate that underlines
marginalization and exclusion including women, this study has a preference for social
transformative citizenship because it transcends the binary of traditional versus progressive
citizenship by underscoring justice as a central objective of citizenship (Westheimer & Kahne,
2004). Hence, the theoretical framework of this study is imagined community constituting both
nationalism and citizenship constructions.

The conceptual framework of this study is comprised of discourse (Hall, 1992) banal
markings of nationalism (Billig, 1995), representational systems (Hall, 1997), and articulation
(Hall, 1988; 1985) as foundational conceptions that serve as analytical and interpretive devices.
The application of these concepts within the poststructural and CDA enriched my inquiry of
imagining the community in the textbooks by decentering the dominant and centring the
marginal acts and products of nationalism and citizenship. It is within this context that the study
yielded findings that denote a discursive forged community imagining that is constituted by
incoherence, fluidity, negotiation, and impermanence (Hall, 1992).

This study utilized primary and secondary data sources. The primary text source of my
study was comprised of multiple sources; fifteen public school textbooks of the Ministry of
Education in Afghanistan, identified through a purposive sampling method, three national
education strategic plans, two curriculum frameworks, and the Afghanistan Law of Education.
The textbooks in question were produced in 2017 (except one in 2018) by the Ministry of
Education (MoE) of the Islamic Republic of Afghanistan (henceforth GoA) for grades seven to
twelve. I critically analyzed the textbooks prior to the fall of the GoA and the return of the
Taliban in 2021. The primary text source consisted of six civic education textbooks, six history
textbooks, and three patriotism textbooks. I selected the reviewed textbooks as they were most
likely to address my areas of interest, namely nationalism and citizenship discursive
construction. Furthermore, the choice of textbooks from lower secondary (Grades 7-9) and upper
secondary (Grades 10-12) levels occurred naturally as the selected textbooks were offered in

these grades. The textbooks were officially in circulation until the resurgence of the Taliban in



2021. It is anecdotally confirmed that the textbooks are still in circulation in public schools
across the country in either complete or censored formats depending on their content.

The MoE produced a number of documents that officialized education in the country. First,
three five-year National Strategic Education Plans (henceforth, NESPs) were published which
detailed educational vision, objectives, approaches, and implementation strategies for 2006-
2010; 2010-2014; and 2017-2021. Second, the MoE published two National Curriculum
Frameworks (henceforth NCFs) in 2003, revised in 2006, and in 2011. This document outlined
details of the country’s textbooks. The textbooks analyzed in this study were planned under the
latter curriculum framework. Third, the Ministry of Justice of the GoA published the
Afghanistan Law of Education in 2008 which mandated the MoE to maintain education society
nexus, among others.

The secondary text source of this research is classified into three clusters as follows. The first
cluster is comprised of official documents of the Islamic Republic of Afghanistan pertinent to
public education. The second cluster incorporates reports produced by international institutions
for a contextual examination of the role of international institutions in textbook development.
The usage of news articles is inevitable in this study due to the recency of the post-9/11 events
and the scarcity of their interconnected nuances in scholarly works. The third cluster includes
scholarly articles and books about education and textbooks in Afghanistan. As such, the
secondary sources are comprised of diverse national and international sources. The primary and
secondary text sources are intertextually analyzed both within the same category and between
them. Intertextuality, the shifting impact of texts on the fluidity of meanings of one another (Hall,
1997; Fairclough, 1995), allows codes to emerge for each text and demonstrates the complexity
of interconnection between misleadingly unrelated codes’ meanings. I undertook substantive
coding (Glaser, 1992; 2016) for accurate encoding/decoding of primary text source constructs.
The findings of this study are presented individually as dominant reading and negotiated
meanings respectively (Hall, 1997). Likewise, this study applies the method of image
deconstruction (Werner, 2002) for the study of primary text source analysis.

My aspiration in conducting this study is multifaceted. The writing of this thesis could not
be feasible without an exercise of reflexivity both as an academic endeavour and a personal
journey. A reflexive approach brings the subjectivity of a researcher into the discursive spaces

that inhabit ideologies, beliefs, and experiences impacting content analysis and meaning



reconstruction (Zienkowski, 2017, p. 9). In 2021, my Ph.D. thesis writing was faced with the
unfortunate return of the Taliban to power — twenty years after their fall in 2001. Immediately
after, scenes of grieving girls (and boys) in disbelief at the educational verdicts of the Taliban
that banned schooling for girls in secondary and higher education surfaced in social media
rendering me to relive my nightmares of inflected agony, despair, and worthlessness as a student
before I escaped the Taliban’s first rule (1996-2001) with my family. I left behind my studies as a
first-year student of medicine faculty to work as a refugee with no status in Pakistan before
migrating to Canada. One factor, however, remained constant in my personal, professional, and
academic displacements in the past decades; my nostalgia for my home country, for my school as
a place for learning and socialization, and for my textbooks that we would cheerfully finish
reading multiple times in a school year merely because our schools were not in possession of
trade books. In search of an already cherished identity, amid many in-betweennesses that life
later presented as both a challenge and a chance, I found the feasibility of returning to my home
country school and textbooks through this thesis. I embarked on the critical analysis of
Afghanistan textbooks prior to the resurgence of the Taliban to power. This journey has been
both rewarding and, since 2021, poignant.

I identify as a beneficiary of the education system in Afghanistan up to grade twelve of
public school under the Soviet occupation and Islamists’ domestic war. I consider my studentship
experience as not only a right but given its scarcity in the context of Afghanistan a privilege, too.
My interaction with education as a public good was influenced by national universal educational
policies rendering at the time my privileged socio-economic position and bi-ethnic (Pashtun and
Tajik) identity irrelevant in the interest of communality, commonality, and uniformity under the
prevailed communist and Islamist ideologies. These circumstances incoherently safeguarded me
from many forms of marginalizations and exclusions that prevailed in society and education.
Hence, as a youth in such a privileged position, I have the lived experience of induction into
citizenry affect through education. Conversely, through an academic critical lens, I perceive
education by dominant power apparatuses which Michel Foucault (1982) termed, ‘technologies
of the self” that call for safeguarding the public good through self-regulation and self-
examination. When I was a recipient of the public good, the technologies of the self were
deployed by socialists and subsequently by Islamist ideology formation practices. Hence, my

perception of education as merely a public ‘good’ is presently displaced by my current



comprehension of the influence of the state-governed education policies. Consequently, both the
unstable affect and the critique of self-regulation have been constantly present throughout my
analysis in this thesis in search of a third space to reconcile the two.

In the past decades, my personal experience as an Afghan-Canadian and my professional
profile as an international development practitioner educationalist and education programs
evaluator have taken me to the Afghanistan education context. I commenced my role as an
educator in Afghanistan at an early age amid civil war (1994-1995) teaching English at private
schools and later on under the first Taliban rule supporting an underground homeschool for girls
when my right to education was taken on gender grounds. Ever since education has been a cause
and a commitment for me. In Afghanistan, more recently (2013-2015), I was engaged in an
unprecedented Canadian initiative that aimed to develop a teacher training accreditation policy at
the Teacher Training College of the MoE. Later (2016), following the Special Inspector General
for Afghanistan Reconstruction (SIGAR) reports that raised the alarm about the lack of
transparency in textbook development, I played a leadership role in the evaluation of textbook
development, production, and consumption at the MoE and the assessment of their implications
on teachers, students, families, printing companies, and the black market. These encounters, my
international assignments elsewhere in South Asia, and lived personal and educational
experiences in Canada and the United States, situated some of my perspectives on education vis-
a-vis society and displaced others. Consequently, I have established a profound belief in bringing
the two (i.e., education and society) closer to making sense of one through the other. I anticipate
that this thesis will enlighten me and those with mutual interest in this topic.

It is evident, therefore, that the embankment of my PhD thesis was not only a scholarly but
also a personal endeavour to reconcile my positionality as an Afghan and as a Canadian. As an
Afghan, I was nurtured as a gendered subject of a historically, geographically, culturally,
ethnically, and religiously situated nation. As a Canadian, I was reproduced as a critical citizen
with celebrated intersecting identities that were defined by law-producing institutions on behalf
of my individuality. My academic education, while a Canadian citizen, guided me to deconstruct
the binary of my two positions and to reconcile the two in a third place. It is partially this
experience that constructed my gaze on the connection between individual and nation and

nationalism and citizenship. It emerged from my personal experience that the third place is



incoherent, fluid, perpetually negotiated, and impermanent. My lived experience, therefore, is
reflected in this scholarly endeavour.

I am cognizant of not only this personal but also my academic in-betweenness in my
journey of knowledge production in this study. On the one hand, I employ my acquired academic
expertise into practice, on the other, the subject matter of my study comes from a context distant
from Western methodologies of meaning making. To reconcile this in-betweenness, I adopted a
few approaches. Firstly, the realization that I problematically belonged to two imagined
communities was a pathway to my engagement with Benedict Anderson (2006), and
consequently, to my contextualization of his imagined community conception with citizenship
and citizenship education as discursive practices that construct imagining community. Second, I
acquired the position that imagining community is possible in any nation through the adaptation
and modulation of the concept itself. Therefore, my choice of imagined community perspective
with such derivatives of nationalism as primordialism (Shils, 1995; Gibsly, 2005), ethnocentrism
(Smith, 1993), and economic determinism (Gellner, 2006) stems from my initiative to create a
theoretical context that can accommodate the peculiarities of Afghanistan. Anderson’s imagined
community that leaves out the impact of government as a participating agency in imagining the
nation is complemented by Gellner’s positioning of government as a service delivery entity in
search of political legitimization. Gellner’s state formation along high and low cultures deflates
the significance of culture and history as building blocks of the power apparatus. Therefore, I
integrated primordialism and ethnocentrism for contextualizing Gellner and Anderson’s notions
of nationalism to Afghanistan’s context rather than conversely situating Afghanistan within those
theories.

Third, with the support of my academic supervisor’s (Stanley, 2011; 2009) publications, I
was able to apply the theoretical and empirical Western knowledge in the analysis of textbooks
of Afghanistan without compromising the specificities of the socio-cultural and historical context
of my field of study. Timothy Stanley’s work emphasizes the importance of considering
documents (such as textbooks) as “windows to the past” and “external reality” (Stanley, 2011, p.
9) and calls for the multiplicity of voices for an open space in which grand narratives are
restructured (2009). Therefore, I treated the analyzed textbooks as open to interpretation and
their analysis as open to a multidisciplinary approach. Fourth, in the absence of indigenous

methodologies for textbook analysis in Afghanistan, as discussed in Chapter Four, this study is



situated within a poststructural and CDA analytical framework that minimizes the susceptibility
of indigenous meanings of the textbooks to Western knowledge reconstruction.

The rest of this thesis is presented as follows. In Chapter Two, I present the theoretical
approach of this study and analyze selected literature on nationalism, citizenship, and citizenship
education in the textbook. I explore the discursive process of imagining of nation and the
formation of citizenship in the textbook. I contend that the discursive formation of nationalism
and citizenship problematically overlap conceptually and in the textbook. In Chapter Three, I
present the conceptual framework of this study. The conceptual underpinning of my thesis
consists of the conceptions of imagined community, banal nationalism, representation,
articulation, and discourse. | introduce these systems of social construction and review their
application in the analysis of this thesis. In Chapter Four, I highlight the multifaceted
methodological underpinnings of this study. The chapter will discuss the epistemology and
methodology of my analysis. Moreover, the chapter presents an overview of data sources,
coding, and analysis. In Chapter Five, I present the context of education in Afghanistan (2001 —
2021) by analyzing the officialization of the national education in the three curricula, three
National Education Strategic Plans, and the Education Law of Afghanistan (Ministry of Justice,
2008) produced and implemented by the MoE between 2001 and 2021. Furthermore, I analyze
schooling challenges and present a summary of the literature on nationalism and citizenship in
Afghanistan.

In Chapter Six and Chapter Seven, I answer part (a) of the first research question by
analyzing primary text sources. I present the imagining of the nation through the constructions of
patriotism and citizenship. I conduct a preferred reading of the textbooks from the perspective of
the textbook authors. In Chapter Eight, I answer part (b) of the first research question by
analyzing primary text sources. I discuss specific representational strategies that enable
imagining the nation through the constructions of patriotism and citizenship. I conduct a
negotiated reading of the textbooks from the textbook reader’s (my) perspective. Chapter Nine
answers the second research question by analyzing both primary and secondary texts. I conduct a
negotiated reading of the textbooks from the reader’s (my) perspective considering common
knowledge in Afghan society. This chapter discusses the plausible impact of the constructions of

imagining the nation on student readers. In Chapter Ten, I present concluding remarks, discuss



how these textbooks may reimagine the nation for a just and equitable patriotism and

nationalism, and highlight areas for further research arising from my findings.
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Chapter Two: Nationalism, Citizenship, and Citizenship Education

In this chapter, I analyze the imagining of nation through the construction of patriotism and
citizenship in the textbook. I contend that the discursive formation of nationalism and citizenship
problematically overlap. I further argue that citizenship on its merit and due to its roots in
nationalism articulates with and represents an exclusionary sociocultural framework both
theoretically and in the textbooks. The remainder of this chapter proceeds as follows. First, I
present a discussion of the conceptions of nationalism and patriotism. Second, I examine the
interconnections of nationalism and citizenship. Third, I discuss the textbook as a discursive
product that is constituted by and is constitutive of nationalism and citizenship. Fourth, I present
a review of post-9/11 Afghanistan public school textbooks analysis literature. Finally, I conclude

the findings of this chapter and highlight its relevance to the study of this thesis.

Nationalism and Patriotism

The discursive site where the quest for the origin and structures of nationalism occurs is
contentious. By looking at Antony Smith’s work alone, one observes that the literature on
nationalism has yielded an extensive taxonomy each deserving an elaborate analysis (Coakley,
2018, p. 334-342). Hence, the objective of this review is not to provide an exhaustive overview
of conceptions of nationalism but rather to contextualize the construction of nationalism in
Afghanistan. Therefore, I analyze primordialism (including ethnocentrism), economic
determinism, and constructivist modernism for their relevance to the cultural structures of the
society in Afghanistan. Primordialism corresponds to multi-ethnic and tribal social structures,
economic determinism to relations between economic systems and political and social service
structures, and constructivist modernism to all of the above from a socio-cultural perspective
relevant to the study of education and society nexus. In this section of the chapter, first I will
present the constructivist modernist notion of imagined community (Anderson, 2006) as my
theory of choice for nationalism. Next, I situate this notion in the broader literature on
nationalism and patriotism to exhibit the intricacies of nationalism on the one hand and to justify
my preference for a constructivist modernist approach on the other.

Imagining nation-ness is a modern phenomenon. Benedict Anderson (2006) views the
nation in sociocultural terms and depicts why people conceive themselves as members of an

imagined community that paradoxically is “both inherently limited and sovereign” (p. 6). In
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Anderson’s account, the nation is simultaneously a community and imagined because the
community is attained through a horizontal comradeship of those who have no knowledge about
and contact with one another. For Anderson, this community was engendered following the
demise of religion-oriented hierarchical dynasties and the advent of the enlightenment. Hence,
the manner through which nations come into being can be best viewed as a discursive formation
of imagining that connects the present to the past.

The conception of a nation as an imagined community is built on historically situated
social assets. From Anderson’s (2006) perspective, imagining is (re)articulated with the common
cultural ground such as history, collective memory, language, and ethnicity in ways that justify
the present. Anderson negates natural causes of national attachment (i.e., blood and ethnicity) but
brings to the limelight the enabling attributes of imagining that were previously neglected in the
theorization of nationalism formation. For instance, vernacular literacy that was possible
through the mass production of newspapers and novels culminated in a sense of simultaneity and
connection beyond spatial confines. For Anderson, nationalism was prompted by
industrialization processes that offered a sense of commonality, shared simultaneity of time,
sameness of lifestyle, and coincidence of places far apart (Calhoun, 2016). Therefore, imagined
community is not contrary to real community but to relationships that are face-to-face. This
imagining hinges on common lifestyles, shared reading texts, and simultaneous events that
transcend objective spatial and temporal differentiations experienced by its members. It entails
an imagining that was rendered possible through acts of nationalism that relied on the
representation of cultural products of nationalism such as cultural performances, ceremonial
practices, and national symbols depicted in flags, maps, poetry, and the national anthem
(Anderson, 2006, p. 141). Hence, imagining a community is a contemporary construction of
nationalism built on the ruins of pre-capitalist socio-cultural structures.

Imagining a community is contingent upon the re-articulation of the historical social
formation processes and this can often be unjust. According to Anderson (2006), a nation
imagines its past and current existence through discriminatory language policies such as in the
case of Latin-speaking Magyar in the 18" century (p. 175), and the use of symbolism, such as the
colonial use of the census, the map, and the museum in Southeast Asia in the 19" and 20"
centuries (pp. 163-165). Anderson expounds, an official nationalism emerged out of linguistic

nationalism (p. 109). People often participate in carrying out both of these nationalisms. Thus,
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as Anderson asserts, in the name of national interest the imagining not only /imits the community
and its political borders but in this discursive juncture, its members too expand their comradeship
to self-sacrifice (p. 144). Exploitation, marginalization, and exclusion are as present in imagined
communities as comradeship (Stanley, 2006). With the aid of print capitalism, through nationalist
acts (e.g., language policies) and products (e.g., vernacular language) a forged unity emerges that
is characterized by discrimination on the one hand and horizontal comradeship, on the other.

Nationalism and its imagining are not infinite. Anderson (2006) warns that as an imagined
community, a nation is impermanent; a nation may wake up one day and decide not to continue
the imagining of nation-ness. However, the demise of the nation and imagining do not come too
soon and too rapidly because “nationalism has undergone a process of modulation and adaptation
according to different eras, political regimes, economies, and social structures” (p. 156). Hence,
nationalism is flexible yet impermanent. Anderson contends that to denaturalize and
demythologize a nation, it is crucial to reimagine the nation by revisiting the elements that
rendered imagining possible. Therefore, a community is a social unit in a perpetual state of
imagining, unimagining, and reimagining in order to ensure its existence.

Reimagining nation-ness is not indicative of the demise of nationalism. As Anderson
(2006) articulates: “The ‘end of the era of nationalism’, so long prophesied, is not remotely in
sight. Indeed, nation-ness is the most universally legitimate value in the political life of our
time” (p. 21). Therefore, it is essential to study the nation and nationalism not only as a
contemporary human society’s social structure but also as one that will remain relevant in the
distant future. In Craig Calhoun’s (2016) words: “What scholars must examine is not so much
the truth or falsity of national imagining but the different styles and forms in which nationhood is
rendered, and the material and practical conditions for the production of national imagining” (p.
12). Hence, nationalism analysis is a quest for representations and articulations of social units
and organizations rather than a quest for falsification of national imagining.

For the purpose of my thesis, imagining community can be best comprehended by situating
this constructivist notion of nationalism in the alternative theoretical notions of nationalism. I
contrast imagined community with primordialism including ethnocentrism and economic
determinism. Primordialism traces nationalism in pre-industrial societies that precede the more
developed forms of kingship and ethnicity. On the relevance of primordialism to contemporary

debates, John Coakley (2018) asserts that recently more theories have been built on the
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application of some elements of primordialism to analyze the contemporary articulations of
nationalism. Following Coakley, I discuss the primordialism term as a nationalist ideology
enacted by habitats rather than nationalism as a unit of analysis for social scientists (p. 329). In
other words, as Coakley asserts, primordialism presumes the manners through which people have
made sense of their collective being rather than a correspondence of people’s practices and
beliefs to contemporary theories of nationalism. Hence, it is no marvel to find elements of
primordialism in the contemporary reproduction of nationalism.

From a primordial perspective, nationalism is characterized by naturality and commonality.
Primordialism may be defined as “a sentiment, or affect-laden set of beliefs and discourses,
about a perceived essential continuity from group ancestry to progeny (perceived kith and kin),
located symbolically in a specific territory or place (which may or may not be the current place
of the people concerned)” (Coackley, 2018, p. 329). Despite being in an early stage of social
development, the primordial perspective affirms that people had a sense of nationality. Edward
Shils (1995) maintains; “As long as human beings regarded membership in a territorial
collectivity, going beyond kinship and ethnicity, as a valid criterion for regarding themselves as
members of a distinctive collective unity, there was rudimentary nationality” (p. 96). Nation, as
the origin of nationalism from a primordial perspective, is “a naturally occurring social grouping,
often marked by cultural features such as a shared language, a single religion, shared customs
and traditions, and shared history” (Gibsly, 2005, p. 51). The peculiarity of ethnic identity,
biological characteristics, and traditions constructed around kinship and territorial claims, render
a nation homogenous and distinct from others (Shils, 1995; Gibsly, 2005). In such a depiction,
national identities are defined as real, fixed, essential, and singular. Despite its impracticality
today, the aforementioned cultural trait of the primordial conception has a presence in the
following modernist conceptualization of nationalism.

Primordialism emerged into ethnocentrism, however, perceived as a modern phenomenon.
The ethnocentric account of Adam Smith developed over time yielding several conceptual
frameworks and terminologies (Coakley, 2018). The purposive selection of Smith’s ethnic
perspective in this study is in recognition of the conceptual development of nationalism and its
empirical application to the multi-ethnic society of Afghanistan. Smith (1998) asserts that in
modern nationalism, ethnies reinterpret history by securing ancient cultural ingenuity to preserve

contemporary ethnic interests. Ethnies are “a named human population with myths of common
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ancestry, shared historical memories, one or more elements of the common culture, a link with a
homeland, and a sense of solidarity among at least some of its members” (Hutchinson & Smith,
1996, p. 6). In essence, ethnicity is an identical phenomenon to nationalism, although it may
sound paradoxical because both a nation and an ethnic group are constructed by biological,
linguistic, and cultural diversities yet each is regarded with a false sense of homogeneity (Miller,
1995). In this account, ethnicity is the inherent element of nationalism.

Though ethnocentrism derives from primordial cultural traits, it varies from a primordial
account given its political attributes in three processes. For Smith (1993), the first process is
vernacular mobilization or the “rediscovery by ethnic intellectuals of indigenous traditions,
customs, memories, symbols and, especially, language and their dissemination to wider strata of
the designated population” (p. 35). The second process is “cultural politicization of the
vernacular heritage” as a characteristic of the transition from ethnies to the nation through a
process of redefining cultural wisdom and virtue as a political means to defend internal and
external enemies (p. 35). The third and consequent process is ethnic purification described as the
belief that “to preserve the culture, to guard against alien and contaminating influences, it must
be kept unadulterated — indeed, it must be purged and purified” (p. 36). These processes imply
that the political structure of ethnies is articulated with vernacular culture to reconstruct
indigeneity through a reinterpretation of the historical social assets. Given the emphasis of
ethnocentrism on vernacularity, historical reinterpretation, and ethnicity as a socio-biological
attribute, elements of primordialism can be found in its articulation of nationalism. Smith’s
depiction of transformation from ethnies into cultural politicization and ethnic purification,
however, is established on the premises of fixity and permeance, hence it fails to portray the non-
linear sociocultural formations of nations and the causes of discursive junctures, transformations,
and shifts. Anderson’s (2006) portrayal of nationalism presents the convincing assertion that
dynastical cultural erosion, the rebirth of a new culture through print capitalism, and their
consequent sense of comradeship culminated in the imagining of nation that is neither fixed nor
permanent. Therefore, Anderson’s account is a stark evolution from perceiving nationalism as a
fixed phenomenon along ethnic lines to a cultural phenomenon marked by the collapse of certain
institutions and the rebirth of others under new economic and linguistic circumstances.

Against the above primordial and ethnocentric backdrop, economic determinism portrays

nationalism as a contemporary-era construction involving the state more holistically. Ernest
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Gellner (2006) emphasizes that the inevitable and consequent processes of industrialization have
culminated in the production of nationalism through the decentralization of a communal social
structure in urban centres, a centralized system of power with the promise of social services, and
a modern form of economic mode of production. They utilized culture to facilitate the
simultaneous and harmonious movement of all these structures. Gellner’s account depicts
nationalism from a macro scale nation formation perspective, however, it is Anderson’s (2006)
account of print capitalism that explicates ~ow common people started to enact nationalism in
their daily lives. Gellner’s account is critical for taking a holistic stance on the articulation of
nationalism formation by connecting the political, the cultural, and the economy as prerequisites.

Despite the differentiation between primordial and ethnocentric nationalisms, and Gellner’s
common-era nationalism, the commonality between them is culture. Gellner’s (2006) account of
an industrialized social system does not treat humans as merely a production machine but as one
in need of culture. Gellner (2006) asserts “[...] culture is now the necessarily shared medium, the
life-blood or perhaps rather the minimal shared atmosphere, within which alone the members of
the society can breathe and survive and produce” (p. 36). Despite the ostensible breakage with
the ethnic cultural past, Gellner’s (2006) conception of culture does not stray too far from the
primordial and ethnocentric perspectives: “The teacher class is now in a sense more important —
it is indispensable — and in another sense much less so, having lost its monopoly of access to the
cultural wisdom enshrined in scripture” (p. 36). In a more explicit statement, one reads Gellner’s
(2006) need to historicize his premisses of industrial economic determinism through a cultural
past: “The industrial age inherited both the political units and the cultures, high and low, of the
preceding age” (p. 50). The culture that Gellner refers to is political and, therefore, profoundly
different from primordial and ethnocentric perspectives as it depends on the state for its
nourishment to maintain functionality. In short, while Gellner emphasizes power and economy,
it is evident that in his theorization of nationalism, culture has become commonplace.

Geller’s (2006) construction of industrial culture does not denote social heterogeneity but
like primordialism and ethnocentrism, homogeneity. Gellner maintains the industrial economic
system has an “objective need” for a “mobile, literate, culturally standardized, and
interchangeable population” (p. 44). In Gellner’s account, as opposed to Smith’s (1993)
conception of vernacular culture, the nation is standardized and homogenized through modern

practices that are imperative for establishing a high (literate) culture through education and
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communication (Gellner, 2006, p. 37, 53). Against the high culture possessed by powerholders,
Gellner positions low (folk) culture belonging to the uneducated powerless who have the
potential to become high culture should rival ethnic intellectual awakeners act upon it (p. 94). In
this case, low culture, “with a good deal of effort and standardized and sustained propaganda,
can be turned into a rival new high culture, whether or not sustained by the memory, real or
invented, of a historical political unit allegedly once built around that same culture or one of its
variants” (p. 94). These statements indicate that although Gellner presents a hypothesis about the
rebirth of low cultures in the context of modern industrial-era nationalisms, he employs
primordialism and ethnocentrism in defence of his explication of nationalism as a modern
phenomenon. However, Gellner fails to explicate what exactly leads members of a nation to
establish a sense of belonging particularly when the class economy, the forces of standardization
(e.g., culture and education), the potential dissidence of ‘low culture’ communities, and rival
ethnic intellectual awakeners pose as a divisive rather than a cohesive force. Conditioning
nationalism to industrialization poses an applicational limitation in pre-industrial agrarian
societies like Afghanistan. Can people of certain shared geography and history not envision
themselves as a nation regardless of their scale of economic development and ethnographic
composition? What may respond to this question is that nations imagine themselves as a
community in their own contextual and circumstantial framework (Calhoun, 2016). Anderson’s
notion of imagined community helps here because his conception of nationalism is universally
applicable regardless of the economic mode of production and social development of a people. In
this imagining, the role of the political realm is explicated by Gellner.

Gellner (2006) views the nation as a state-crafted (i.e., government-crafted) ideology with
an interest in economic performance to gain legitimacy through the provision of rights,
responsibilities, and services. In this account, the correspondence between the nation and the
state develops into an ideological entity. In other words, the nation needs the state (i.e., the
government) for services and the state needs a nation for its existence and legitimacy. However,
Smith (1991) draws a distinction between the two and maintains that a nation is a socio-cultural
phenomenon while a state is a political entity. For Smith (1991), nationalism is an ideology that
people rather than governments naturally depend on because it serves as “an ideological
movement for attaining and maintaining the autonomy, unity, and identity of a nation” (p. 74).

Both of these two notions of nationalism prove to be problematic. Gellner’s (2006) account of
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interdependence between the power and the people assumes a sustained unity in the interest of
industrial processes of nation-building. Smith’s position strips nationalism from the state’s
political influence in the interest of ethnic politics. Contrary to the two arguments, the nation
coincides with the political. Antony Marx (2002), in line with Anderson, maintains that the social
cohesion acquired through the homogenization processes of modern-era nationalism is not
impartial. When Marx asserts that state “officials and elites” often “use selective evocations of
history to project an image of prior legitimacy and purposefully forget inconvenient images or
experiences of past or present internal division” (pp. 104-105), it is indicative of overlap and
nexus amongst state, people, and a politico-cultural past. When Anderson (2006) enlightens us
about power in and the power of language at the disposal of cultural elites the riddle resolves as
one that presents nation-ness as an unconscious yet political imagining. Hence, the coincidence
of people and power is an inevitable catalyst in connecting the past to the present and
consequently in the sustenance of nations.

Exclusion is an inevitable consequence of nationalism. Exclusion across theoretical
perspectives emerges from an ingroup and outgroup differentiation. From a primordial
perspective (Shils, 1995; Gibsly, 2005), exclusion is caused by the differentiation of natural and
communal characteristics such as race, territory, and history. From an ethnocentric viewpoint
(Smith 1991; Smith, 1993; Hutchinson & Smith, 1996), the exclusion is a by-product of contrast
based on ethnicity and the common cultural ground that enables its formation. However, from an
economic determinist standpoint (Gellner, 2006) it is in fact state policies with respect to
education, language, and economy that are liable for exclusion. In the last two theoretical
perspectives (i.e., ethnocentrism and economic determinism), marginalization sustains until the
forged national unity breaks and the marginal position of ethnic and economic groups is
centralized. These notions of nationalism, however, do not scrutinize the vehicles and obstacles
of nations’ fall and reassemblage. Anderson (2006), however, imagines the nation as
exclusionary and inequitable in general, and due to the racism of colonial influence on nation-
building, in particular. Although Anderson does not engage in a subaltern discussion of
nationalism (Calhoun, 2016, p. 13), he acknowledges the existence of inequality in nationalism
imagining as actual. For Anderson (2006) nation “is imagined as a community, because,
regardless of the actual inequality and exploitation that may prevail in each, the nation is always

conceived as a deep, horizontal comradeship” (p. 9). In case of the disruption of the unity of a
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nation, the communal imagining is over. However, according to Anderson, people reimagine
themselves as a community. This last indication of Anderson helps the explication of the long
existence of nations and nationalism despite their disintegration and rebirth. Hence, by virtue of
Anderson’s notion of imagined community, we comprehend that it is not only inclusion but
paradoxically exclusion too that constructs nationalism in a perpetual vicious cycle of revision
and revival.

Nationalism is articulated with multiple exclusionary systems of representation. Antony
Marx (2002) asserts that “nationalism has been internally exclusive, not just along the lines
suggested by the old debate about civic or ethnic forms but also according to race, gender,
religion, and class” (p. 107). Of all forms of exclusions perhaps gender is a more commonplace
discrimination because as a male-dominated discursive site nationalism until recently had
remained a construct out of women’s scope of access. Anne McClintock (1993) articulates that
male nationalism theorists have overlooked the gendered representation of nationalism while
white feminists have neglected ethnicity. It was in this context of multiple identities and
marginalizations that the term intersectionality was coined in the 1980s as a framework to
analytically deconstruct the complexity of power, privilege, and exclusion and construct the
subaltern (Crenshaw, 1991). McClintock asserts in the representation of nationalism that women
“[...] are typically constructed as symbolic bearers of the name but are denied any direct relation
to the national agency” (p. 65). Sylvia Welby (1990) contends that the state is accountable to the
gendered public and private spheres. Welby asserts that while gender roles have transitioned
from exclusionary private patriarchy to segregationist public patriarchy, state institutions sustain
the former (p. 178). Unlike McClintock (1993) and Welby (1990), Nira Yuval-Davis, Floya
Anthias, and Jo Campling (1989) contend that the role of women in the construction of
nationalism is prominent as biological reproducers marking ethnic group division and as
ideological reproducers by participating in cultural, economic, and military struggles. In this
perspective, in oppressive systems of ethnicity, race, and class, women are not only subjects or
bearers of oppression but are also objects or producers of repression. Therefore, both men and
(and even excluded) women partake in the gendered and exclusionary formation of nationalism.

The unity of nationalism yet its exclusionary nature is indicative of incoherence in the
formation of the ostensibly cohesive ideology. Nationalism may be viewed as what Stuart Hall

(2021) calls a forged but unfixed and impermanent unity that is held not only by similarities but
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also differences of its parts that are manifested in hegemonic relations of domination and
subjugation. Hence, the correspondence between culture and ethnies (Smith), state and nation
(Gellner), and among unequally treated national members (Anderson) is a unity that is forged
through power differentiation. These processes are defined by Teun van Dijk (1998) as an
ideological enactment of three processes undertaken by elites; the utilization of common cultural
grounds, their purposive selection in accordance with the characteristics of their group
membership, and their representation to meet a distinct end. The aforementioned and following
explications demonstrate the ideological nature of nationalism.

Within the above context of nationalism as an ideology, nationalism as a discursive concept
emerges into its other forms from civic nationalism to patriotism. Van Dijk’s (1998) enactment
of ideological formation is evident in how nationalism surpasses ethnicity to attain civility. In
civic arrangements of nationalism, national identity remains the main identity marker
complemented by liberal values of individualism and democracy ensured through political
systems (Miller, 1995). The civic modality of nationalism is lucid about the inclusion of
individualism and democracy but remains evasive about the substitution or removal of ethnicity
in its broader cultural sense. On this evasiveness, Yael Tamir (2019) maintains that civic
nationalism is a superficial reformation of ethnic nationalism. For Tamir, the incentive for the
move toward civility is the Western perception of ethnicity as violent and hence undesirable both
theoretically and empirically. In reality, Tamir contends, “by waving the civic flag, Western
democracies pretend to be more peaceful and inclusive than they are, fostering a self-image that
allows them to exonerate themselves, leaving them unprepared to deal with internal conflicts” (p.
431). Tamir (2019) contends that the shift from ethnic to civic is a deliberate attempt in which
“the roles of culture, language, religion, ethnicity, and race are minimal and can therefore be
ignored” (p. 431-432). Civics adds to the building blocks of nationalism construction from a
political perspective, that is not inherently inclusionary, while it cannot escape the exclusionary
cultural substructure from which it acquires its substances for imagining the community.

Another example of the enactment of ideology formation (van Dijk, 1998) of nationalism
is patriotism which addresses the exclusive traits of nationalism toward inclusivity. However,
like nationalism and its civic derivative, patriotism is controversial. George Orwell (1968)
distinguishes between nationalism and patriotism characterizing the former as offensive, power-

oriented, and collective, and the latter as defensive, devotion oriented, and individualistic.
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Orwell’s notion positions patriotism as a moral obligation. The problem with this approach is
that morality is subject to philosophical inquiry to which Alasdair Maclntyre (1984) has a
response. Maclntyre seeks moral justification in patriotism for the national project and national
interest rather than the government. This notion, which is close to Smith’s (1991) claim that
nationalism is people’s rather than government’s ideology, underestimates the interconnection
between the two particularly in autocracies where people are excluded from participation in the
formation of the nation. This void may be answered by Joel Westheimer (2006) who
distinguishes between authoritarian patriotism and democratic patriotism. Authoritarian
patriotism “asks for unquestioning loyalty to a cause determined by a centralized leader or
leading group” (p. 610) and democratic patriotism requires “being true and loyal to the principles
of democracy” (Howard Zinn in Westheimer, 2006, p. 610). One of the characteristics of
democracy is a constitution. Jiirgen Habermas (1994) called for swaying away from ethnic-based
national pride and orienting toward constitutional patriotism as it offers simultaneously group
identity and a legal basis for the exercise of power. However, one may argue that patriotism even
in its constitutional form is exclusionary. The constitution-making processes and the
constitution’s content are taken for granted as equitable; however, they are often marked by
exclusion and marginalization (Flyvbjerg, 1998). It is within this context that patriotism as an
inclusive substitute for nationalism may be regarded with skepticism. Stephen Backhouse (2013)
views nationalism and patriotism as similar and concludes that “by telling you who you are and
what you should love, patriotic narratives make overarching identity claims along similar lines to
nationalism [...]” (p. 47, emphasis in original). Marco Bitschnau and Marlene MuBotter (2022)
not only question the dichotomous construction of nationalism and patriotism but also the
assumption of their fixity over spatial and temporal variations. Therefore, like civic nationalism,
patriotism and its manifestations are derivatives of nationalism ideology formation progression.
Nationalism is not only a conceptual formation but is also enacted banally in the lives of
common citizens in ways that are not gender-neutral. Anderson’s (2006) imagined community
extracts material culture from census, maps, and museums to signs, myths, symbols, and
ceremonial events that are articulated by national memory, and interpretation of history. Michael
Billig (1995) refers to the recurring utilization of such signs in the everyday lives of common
citizens as banal nationalism and argues that in the absence of religion and sacred language,

languages, signs, and symbols become representations of nationalism. Banal nationalism is a
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routine repetitive but insidious and subtle performance of common people that banally reinforces
dominant nationalist representational systems through the application of signs and symbols in
common textual and physical places and on ordinary objects (p. 6). McClintock (1993) calls
everyday nationalism masculine fetishism, or the presentation of symbols through gendered
fetish objects (e.g., architecture) and the enactment of nationalism through gendered fetish
spectacle (e.g., military parade) (p. 74). Therefore, nationalism is not only a political agenda and
a cultural manifestation but also a banal everyday cultural performance. Nationalism even in its
banal enactment is exclusionary.

In conclusion, the discursive formation terrain of nationalism is expansive and contentious.
There exist derivatives of nationalism, each of which responds to issues or gaps that nationalism
formation is faced with yielding modern more sophisticated iterations. Processes of imagining
the nation are the answer to many questions that cannot be responded to through theories of

nationalism and their respective derivatives.

Citizenship and Citizenship Education

The premise that a nation is an imagined community raises the question of to what extent
this imagining has penetrated considerations of the formation of the political sphere. Moreover, it
gives rise to the issue of whether the cultural and the political realms coincide. I contend that
while political, citizenship is comparably a cultural construction that is imagined in conjunction
with ideas, ideals, and ideologies of nationalism. I further argue that citizenship education is a
contentious site where the reconstruction of citizenship and nationalism coincide. In this section,
I displace the conception of citizenship from its legal underpinning to a cultural position. I argue
that nationhood cannot be comprehended solely through the presented theories of nationalism;
namely primordialism, ethnocentrism, economic determinism, and constructivist modernism.
These theories focus on natural, ethnic, industrial, and capitalist aspects of national formation in
the absence of the political (citizenship) conception. Hence, rather than exhausting the literature
on citizenship, I examine the conception of citizenship in comparison to these theories of
nationalism. This approach will not only shed light on citizenship on its merit but will also
expose its inevitable reliance on nationalism.

Despite an apparent intrinsic interrelation between nation-state and citizen, the discursive

constructions of nationalism and citizenship are contentious and dichotomous. David McCrone
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and Richard Kiely (2000) identify two understandings of citizenship and nationalism in the
literature. First, they identify a liberal perspective that represents citizenship as Western and
universalist, therefore, a good institution, contrasted against nation-ness as Eastern and
particularistic, hence, bad conception. The authors find that the literature ascribes the institution
of politics to citizenship and the culture to nationalism. Second, the authors highlight a
revisionist notion that views nationalism and citizenship as similar phenomena. In other words,
the particularity of identity formation as a cultural realm is an inevitable aspect of citizenship
and, by extension, of politics. McCrone and Kiely dispute this, however, the authors reinforce the
liberal view that they attempt to criticize. They do so outside of a value-ridden positive and
negative dichotomous relation by contending that nationalism is a cultural conception that forms
an imagined community while citizenship is a political phenomenon that constitutes state-citizen
relations. Therefore, the binary position of the cultural and political under nationalism and
citizenship markers is evident even in critical studies of the terms.

Against the above bifurcated backdrop, the debate concerning nationalism and citizenship
has been further problematized. Most binary approaches to nationalism and citizenship overlook
the notion that the boundary between the two is obscure and ephemeral. In this context, Toby
Miller (2011) asserts that conventional natural attributes of identity such as soil and blood cannot
define the social formation of citizenship due to the consequent effect of such complex social
structures as culture and economic mode of production. However, the economy as a single
attribute of citizenship is a reductionist approach that neglects the “questions of aboriginality,
ethnicity, and nationalism in the formations of modern citizenship” (Turner, 1990, p. 197). Miller
(2011) views culture as an attribute of the political institution of citizenship and defines cultural
citizenship as; “the maintenance and development of cultural lineage through education, custom,
language, and religion and the positive acknowledgement of difference in and by the
mainstream” (p. 2). Therefore, the articulation of citizenship with culture represents the
nationalist dimensions of citizenship formation and representation.

Like nationalism, the literature on citizenship presents the concept in dichotomous ethnic
and civic terms. Tim Reeskens and Marc Hooghe (2010), in their study of thirty-three societies,
have empirically tested the conceptions. However, on the one hand, they find that the ethnic and
civic citizenship dichotomy is valid not only theoretically but also empirically because ethnic

citizenship requires a common ancestry while civic citizenship requires obeying national laws,
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and ethnic citizenship alone cannot lead to obeying national laws. On the other hand, the study
finds that given the variation in their measurement, civic and ethnic citizenship is difficult to
empirically test across societies. Hence, given the particularities of each society, the conjunction
of the political and the cultural must be appreciated by contemplating citizenry as a catalyst
converging the two.

The contemporary comprehension of citizenship is a testimony to the decisive citizenry
performance in the citizenship arena. Thomas Humphrey Marshall (1950) depicted the gradual
progression of citizenship rights in the 18th century as civil rights (equality before the law and
individual rights), in the 19th century as political rights (notably universal suffrage), and in the
20th century as social rights (social-economic and cultural well-being). The critique of the
Marshallian notion of citizenship has opened new spaces of controversy. Bryan Turner (1990)
contends that “Marshall failed to emphasize the idea that historically the growth of social
citizenship has been the outcome of violence or threats of violence, bringing the state into the
social arena as a stabilizer of the social system” (p. 193-94). Turner presents the passive (top-
down) and active (button-up) forms of citizenship contrasted against private and public (civil
society) citizenship and concludes that rather than traditional citizenship (passive and private), as
suggested by Marshall, citizenship is an outcome of a revolutionary (active and public) social
formation. Debates like these, bring people from the margins of citizenship as a political entity to
the centre of citizenship discursive spaces.

The circumstantial nature of exclusion in citizenship does not only imply erratic,
intermittent, and sporadic eliminations but also systematic and historical marginalizations that
not inadvertently but deliberately are of cultural characteristic and not secondarily but equally
are important to nationalism. The absence of women from citizenship is a prominent illustration
of exclusion on cultural grounds. Like nationalism, “citizenship is a status invented by men for
men”’ (Heater, 2002, p. 120). Feminist citizenship debates have emerged around three main
notions (Heater, 2002). First, the liberal political and civic debate endorses gender equality in
both the private and public spheres. Second, the reformist argument perceives the economy as
the extension of the male-dominated private sphere. Third, the transformational debate maintains
that “the quintessentially feminine contributions of caring - for the family, for the
neighbourhood, for the environment - may be integral features of the identity and status” (Heater,

2022, p. 129). The liberal view of citizenship is further criticized due to male dominance
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expelling from the private to the public and leading to a confrontational gendered public (Welby,
1990). The feminist debate on citizenship is more intricate than the categorically situated schools
of thought presented by Heater. Judy Tobler (2003) highlights the distinction between an
equality-based traditional approach to citizenship in which women and men are considered equal
hence their citizenship rights and performances are to be neutral and its alternative difference-
based approach that necessitates preferential treatment of the subjugated gender. The author
concludes: “A feminist citizenship must take account of women’s (and men’s) gendered
subjectivity and the reality that there cannot be a truly gender-neutral citizenship” (p. 135). Such
contentious construction of gender, the unsettled questions of the private versus public spheres
and the equality-based versus difference-based traditions demonstrate the discursive formations
of citizenship as a gendered phenomenon.

Citizenship is constituted through performative affect and it forms a role in citizenry
suppression. Anne-Marie Fortier (2010) elaborates that a citizen is an affective subject defined as
someone “whose conduct arises from desires, fears, anxieties, insecurities, affection, care,
dis/trust, un/ease and so on” (p. 19). Fortier (2016) brings up the conception of governing
through affect and emphasizes that affective citizenship is far from being neutral as “it arises
from, requires and/or produces knowledge, labour, and (new) ‘feeling rules’” (p. 1038). The
ruling is dictated “through the conduct of a systematic and complex mechanism of subjectivation
that considers a citizen as an ‘affective citizen’ but also reduces the citizen to an ‘affective
subject’ (Fortier 2010, p. 19). Affect does not impact everyone evenly, as Fortier (2016; 2010)
reminds us, the subjective affect of some citizens is valued over others depending on their
socioeconomic status. Hence, the erroneous claim of the universality of rights in citizenship
culminates in inequality not only through rational political and economic systems, as discussed
above but also through affect.

In the same manner as nationalism, citizenship selectively defines its identity targets. The
affective phenomenon, as a characteristic of citizenship, has its roots in nationalist affect, history,
and ideology. For instance, the question of self-sacrifice for a national cause may not be
responded to merely by a primordial, ethnocentric, or modernist explication of nationhood built
upon industrialization. Primordialism (Gibsly, 2005) views nationalist affect as a natural
sentiment or linked to socio-biological ties, ethnocentrism (Hutchinson & Smith, 1993) as blood

ties, loyalty, and solidary among national members, and economic determinism (Gellner, 2006),
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complexifies affect by stating that “nationalist sentiment is the feeling of anger aroused by the
violation of the principle of the importance of the congruence of the political and the nation or
the feeling of satisfaction aroused by its fulfilment” (p. 1). This view cannot pronounce the
impermanence of nations and the coexistence of anger and satisfaction. For Anderson (2006),
however, “ultimately, it is this fraternity that makes it possible, over the past two centuries, for so
many millions of people, not so much to kill, as willingly to die for such limited imaginings™ (p.
7). To borrow from Anderson, nations’ unimagining and reimagining depict their anger and
adaptation and modulation portray their satisfaction. Hence an ‘affective subject’ is a shared
subject in the discursive formations of both citizenship and nationalism.

In conclusion, like nationalism, citizenship participates simultaneously in the production of
social cohesion and division. Contrary to its claim, equality and universalism of citizenship are
not innate but conditioned upon the circumstances surrounding its discursive formation including

how a nation imagines itself with a primordial, ethnocentric, or economic determinist approach.

Citizenship Education
Perspectives on citizenship education vary depending on their ascribed value to education

in general terms. The perspectives may be positioned in two broad approaches; the traditionalist
approach to education contrasted against the progressive approach. The former calls for the
depoliticization of education and advocates for a curriculum that descriptively emphasizes the
government function and prescriptively the role of democracy in building a better future (Parker,
1996). James Ceaser and Patrick McGuinn (1998) outline the goals of traditional civic education
in modern liberal democracies as consisting of three major mechanisms: first, “the transmission
of knowledge and mores needed to create responsible and productive members of society”
second, “teaching of specific skills, dispositions, and information helpful to performing the tasks
of being a citizen in the strict public sense—voting, obeying the laws, paying taxes, and
participating on juries and in politics”, and third, “an attempt to foster an attachment to the
nation’s principles and institutions as objects worthy of respect, devotion, and sacrifice” (pp. 92-
93). In this context, Kerry Kennedy (2019) asserts that the traditionalist approach reinforces the
dominant discourse. For instance, there is reliance on history “especially the history that showed
progress and development rather than the history that shows racism, discrimination, and class

wars” (Kennedy, 2019, p. 5). John Dewey (1916), the founder of progressive education thought
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asserts that the learner-society nexus is an essential element of modern education needs and
should be reflective of society’s complexities, foster creative thinking, and encourage problem
solving of social issues. More recently, there has been a shift in education for democracy so that
diverse backgrounds can exercise their rights both in the classroom and in society (Barber,
1992). The traditionalist and progressive education modalities continue to dominate the
discursive terrain of education philosophy.

The problematization of the above dichotomous approaches to citizenship education stems
from critical perspectives. The attainment of progressive education is a problematic undertaking
because it is located at the crossroads of the past and future. Referring to this position of
education, Peter Euben (1997) adds that in democracies education is faced with the problem of
constructing the future for social cohesion without losing sight of dealing with past inequality
controversies. It is within this context that Michal Apple (1991) asserts that knowledge is a
product of power and as such, it may be concluded that education in its progressive form
remains manipulative. Moreover, citizenship education is prone to conceptual incoherence and
applicational inconsistence partly due to its inclination to homogenization. In Kennedy’s (2019)
opinion, historically in both democratic and authoritarian regimes, citizenship and civic
education have focused on “an assumption of shared values, a focus on harmony rather than
diversity and the production of a docile citizenry grateful for the past and trustful of the future
and those who will manage it” (p. 5). In other words, education endorses social accord as
evidenced by the fact that the “current attempts at CCE [citizenship and civic education] are
more likely to stress tradition, conformity and stability in a democracy rather than revolution
and renewal” (Kennedy, 2019, p. 6). This debate indicates that citizenship education even in its
progressive form is controversial and only in a limited fashion accessible.

Between and beyond the traditional and progressive dichotomy of education lies
transformative education. As per James Banks (2020), transformative education produces
citizens who “take action to implement and promote policies, actions, and changes that are
consistent with values such as human rights, social justice, and equality” even if they “violate
existing local, state, and national laws (p. 156). Each of the above educational approaches;
traditional, progressive, and transformative, produces distinct citizens. Joel Westheimer and
Joseph Kahne (2004) highlight the three types of citizens emerging out of citizenship education.

First, the “personally responsible citizen” has good character, is honest and law-abiding (p. 13),
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and 1s produced within a traditionalist regime of education. Second, the “participatory citizen”
engages in political systems but performs within the existing establishment (p. 39) and,
therefore, is the byproduct of progressive education. Last, and the ideal form is the “social
justice-oriented citizen”, who focuses on asking questions that address social inequalities (p.
39). This citizen flourishes in a transformative education environment.

It is not only due to the temporality and spatiality of citizenship that a particular ‘form’ of
the citizen is fostered; but there also exists variations of the ruling regimes that struggle to
maintain a correspondence between their ideology and their citizenship education agenda
(Kymlicka, 2016). In doing so, political regimes may have malicious citizenship education
agendas. Heater (2002) notes that in states where political regimes promote ideologies such as
racism, citizenship becomes secondary to ideological belief. Therefore, a progressive education
approach promoting a more advanced citizenship education such as justice-oriented citizenship
is restricted by the regime that dictates citizenship rules and roles.

Citizenship education constructs itself freely in third spaces not only together but also
beyond central politics and policies. One such space is the school. Tupper (2006) questions the
environment where citizenship education is enacted and maintains that “schools as discursive
sites of citizenship propagate a particular conceptualization of citizenship that creates a
precarious reality for teachers and students who are not all the same but who find their
differences disappearing in the face of ‘good’ citizenship” (p. 46). Observational research shows
that in the same educational institution, educators hold and reproduce different perceptions of
citizenship forms such as adaptative (focusing on discipline in social involvement), individualist
(endorsing autonomy), and critical democratic function (promoting autonomy in social
involvement) (Veugelers & Groot, 2019). The differentiated views of the citizenship concept
across categories of citizens (i.e., students, parents, and teachers) complexify the environment in
which citizenship is (re)constructed (Veugelers, 2017). The differentiated enactments of
citizenship education culminate in the(re)construction of multiple forms of citizenship
(Veugelers & Groot, 2019). Hence, citizenship fluidity not only allows for forms of citizenship
to emerge in educational contexts but also reforms the context in which it is reproduced.

In conclusion, citizenship education construction depends on the context in which
citizenship takes place. Traditionalist and progressive approaches to citizenship education

depend on the power structures that official discourse. The school offers a peculiar context for



28

citizenship education given the multiplicity of interests that serve as a breeding ground for new

forms of citizenship constructions.

Textbook

The textbook, as one of the key curriculum and instructional materials has evolved in many
forms. It has gained a holistic definition that includes all learning material. More precisely,
textbooks may refer to “the student’s textbook, the teacher’s guide, exercise or learning
workbooks, in-house pedagogical documents, and explicitly pedagogical reference tools, such as
school atlas and time charts” as well as “computer-based tools designed for educational
purposes, even though the word ‘textbook’ may seem a little inappropriate for them” (Lebrun et.
al. 2002, p. 54). Within the scope of this thesis, the textbook is analyzed as exclusively students’
‘textbook’ or in-class written material centrally produced by the state. The textbook, in this
context, is perceived as a political and cultural product.

The textbook is a medium between power and people. The textbook is a political artifact
particularly considering its “politics of knowledge distribution” (Apple, 1991, p. 24). Asa
political product, Michael Apple and Linda Christian-Smith (1991) note, that the textbook
reflects official knowledge, grand narrative, and elite discourse. The authors add that the
textbook not only reflects the dominant discourse but also briefly the alternative perspectives to
foster a hegemonic discourse. Like the construction of official nationalism through language in
newspapers and novels (Anderson, 2006), citizenship is constructed through the production of
official knowledge in the textbook. In its citizenship formation, the textbook also engages in
nationalism construction, and as such, becomes a product of nationalism, too. Textbooks are
viewed as the “key form of nationalist narrative” that “provide one of the most important ways in
which nation, citizenship, the idealized past, and the promised future are articulated and
disseminated in contemporary societies” (Hein & Selden, 1998, p. 3). As a discursive site, the
textbook intersects nationalism and citizenship and connects the past and the present to pave the
way for the future.

The textbook serves as a cultural artifact with a political economy of its own (Apple,
1991). It meets the two distinct attributes of a cultural commodity: it is a product for its capacity
to reflect the lived experiences of a society and it is a system of relations given the relevance of

the context of its production and consumption to its content (Apple, 1991). Therefore, as Apple
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and Christian-Smith (1991) note “texts are caught up in a complicated set of political and
economic dynamics” (p. 5). This statement highlights the fact that the textbook circulates in the
economy and represents the same cultural relations as any other commercial object. In fact, the
political economy of textbooks, from production to consumption, is an industry that is dictated
by the same market and labour forces as any other merchandise product (Apple, 1991). The
political and cultural nature of the textbook renders it conducive to reproducing nationalism and
citizenship.

The textbook is an exclusionary and engendered political and cultural artifact. The
legitimatized knowledge in textbooks focuses on “relations and struggles among identifiable
class, race, gender/sex, and religious groups” through the exclusion of historical, cultural, and
labour experiences (Apple & Christian-Smith, 1991, p. 2). However, the null curriculum defined
here as absent knowledge is reminiscent of the fact that absent information is not irrelevant,
conversely, it presents itself by adversely manipulating learning (Eisner, 1994). Exclusions,
however, are nuanced and settled and “are the products of often intense conflicts, negotiations,
and attempt at rebuilding hegemonic control by actually incorporating the knowledge and
perspectives of the less powerful under the umbrella of the discourse of dominant groups”
(Apple & Christian-Smith, 1991, p. 10). As a discursive site reflecting power and politics, the
textbook succumbs to selectivity. The selective nature of the textbook, like nationalism and
citizenship, portrays its exclusionary nature. As Apple and Christian-Smith (1991) state “[...] the
controversies over ‘official knowledge’ that usually center on what is included and excluded in
textbooks really signify more profound political, economic, and cultural relations and histories”
(p. 3). Apple (1991; 1992) reminds us that selection in the textbook is perpetual and never-
ending (p. 10). As such, the textbook is constitutive of and constituted by ideologies of
nationalism and citizenship in the processes of unimagining and reimagining nation.

Circumstantial conditions may become more evident and relevant for citizenship education
through textbooks, particularly in times of crisis. Textbooks, in unstable societies such as post-
conflict and divided societies “aggravate social unrest” because students come to class with a
predetermined notion of socio-political issues and pre-existing social grievances (Bush &
Saltarelli, 2000, p. 49). James Williams (2014) depicts this condition cogently as follows:

Under normal conditions, schools’ civic work is straightforward and mostly invisible.

However, during periods of rapid social, political, and economic change, schools’ civic
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work—especially that documented in school history and social studies textbooks—is

plausible to change, and in changing, become visible, reflecting the role that schools and

textbooks play in ‘supporting’ the nation. (p. 5).

Hence, the ‘production’ of the ‘forms’ of citizenship is not only a political phenomenon but also
susceptible to contextual circumstances and dependent upon players in possession of
educational material; above all, the textbook.

Since official knowledge is impermanent so are the national narratives of reproduction and
the revision of textbooks. Because “texts are really messages to and about the future” (Apple &
Christian-Smith, 1991, p. 4), it has a futuristic orientation. Williams (2014) sums it up:

The intimacy between nation and state, school and textbook suggests that school textbooks

play a critical role in the ongoing (re)defining of nation and state, the linking of the state

with the nation, the inculcation of the nation and membership in it in the minds of the

young, and the creation of citizens [...]. (p. 1)

Therefore, it is critical to note that “various narratives of the nation, including its origins and the
paradigmatic events defining nationhood, like textbooks themselves, are always unfinished
projects, requiring revision and reinterpretation if they are to remain relevant in ever-changing
times. Such reinterpretation is essential, inevitable, and often controversial” (Hein & Selden,
1998, p. 4). Placing rhetorical devices, symbols, factual presentations, and stories in the context
of an already accepted social asset from culture and history to religion, render textbooks
convincing and indisputable in the formation of their dominant and grand narratives. The
emphasis on certain meanings, events, and practices and the deemphasis on others is a “selective
tradition” in textbook reviews (Williams, 1989, p. 58). Hence, the textbook is the textual
representation of changing official grand narratives that render imagining nation plausible.

Textbook reviews, particularly in unstable states that sponsor education systems, are

politically motivated. Williams (2014), by reviewing textbooks of multiple countries, names
three key patterns of political uncertainty leading to textbook content revision, including state
legitimacy, war, and the reimagining of a nation following a political change and preceding the
formation of a new ideology (p. 5-8). States with a track record of undemocratic practices
promote dependency on textbooks. These uncertainties produce several problematic
circumstances for which textbooks bear the consequence. Williams (2014) adds that state

dilemmas that impinge upon textbooks are legitimation, controversial past, moral complexity,
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contested and unresolved active past, ambiguous nationhood, balancing criticality and loyalty,
present controversies and discord, popular comment on the nation, freedom of speech and
national insecurities (p. 329). In short, nations that change their grand official narratives often are
doomed to revise their textbooks more often than relatively more stable socio-political societies.
The political, cultural, and exclusionary nature of the textbook should not portray it as a
malicious object. Conversely, textbooks have the potential to enhance social cohesion as much as
they can promote prejudice and hatred (Schissler, 2009; Lissig, 2009). Given the dual role, the
question that merits attention is, whether some textbook subjects are more important than others.
Simone Lissig (2009) indicates that the "impression that they [textbooks] do not only transport
accurate, secured, and consensually approved knowledge but are also objective and free of
judgment, is widespread” (p. 2). For instance, Vincent Greaney (2006) asserts that “although
most textbook content does not promote material that fosters inappropriate views of others, some
materials, especially history textbooks, promote versions of history and views that have the
potential to undermine social cohesion” (p. 48, emphasis in original). In contrast, Lassig (2009)
believes that all schoolbooks, including science books, are influenced by state selection and
should be seen as political means. Even simple acts such as reading and writing may
communicate political messages. Apple (1991) asserts “[...] activities as ‘simple’ and basic as
reading and writing, can be at the same time forms of regulation and exploitation and potential
modes of resistance, celebration, and solidarity” (p. 708). Others contend textbooks designed
around citizenship education are richer in their construction of meaning. For instance, “history
and civics textbooks typically function as nationalist primers that selectively highlight elements
of the past to limn an ‘official” story and etch the lineages and myths of contemporary
patriotism” (Hein & Selden, 1998, p. 3). Like any textbook, such textbooks control readers’
perception construction. In other words, “The stories chosen or invented about the national past
are also invariably prescriptive-instructing people how they ought to think and act as national
subjects” (Hein & Selden, 1998, p. 4). This occurs in societies interconnected with the world.
For instance, a study (Lerch, Russell, & Ramirez, 2022) of 576 secondary social science
textbooks from 78 countries published between 1955 and 2011 shows that narratives of
nationalism in societies from Western cultural or civil society perspectives have less nationalist

content over time; however, nationalism remained stable even in countries that were
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economically and culturally globalized. In short, all subject textbooks construct an official
knowledge that articulates the mechanisms of nation-ness as perceived by the power apparatus.

Rather than attention to the positive potential of the textbook, with the emergence of
technology and new methods of learning the value of the textbook is increasingly undermined.
There exists the counterargument that the utilization of textbooks has declined due to the
inadequacy of a student-centric approach, the emergence of new innovative teaching material,
and the inclination of “progressive teachers” who view state-sponsored textbooks with
skepticism to develop their curriculum (Ball & Cohen, 1996, p. 6). Léssig (2009) refutes this
claim by asserting that new media even in resourceful societies are insufficiently available, lack
didactic concepts, and require an application skillset that is inadequate among teachers.
Dependency on the textbook is particularly prominent in developing countries due to teachers’
poor mastery of subjects, their potential lack of access to national curriculum documents, and a
lack of supplementary teaching material (Greaney, 2006). Hence, the textbook must be regarded
as one of the crucial discursive spaces of education, particularly in contexts in which imagining
nation calls for rapid adaptation and modulation.

The official knowledge of textbooks is not short of an ideology. Ideology is defined here
as a social system of beliefs that contributes to the (re)production or transformation of relations
of domination (van Dijk, 1993). Textbooks participate in “constructing legitimated ideologies
and beliefs and are a reflection of the history, knowledge and values considered important by
powerful groups in society” (Crawford, 2003, p. 5). As such, the textbook continually but
controversially participates in negotiating disproportionally alternative perspectives to foster a
hegemonic discourse and by doing so presents itself as a site for legitimatized ideology and
officialized knowledge formation. Williams (2014) names ideology formation as “games that
nations play” in the textbooks (p. 332). The ‘games’ include portraying certain elements as
exceptions, blaming someone else for wrongdoing, differentiating peoples as a means for
othering, considering themselves as special and noble, ignoring certain uncomfortable elements,
frequently referring to their suffering, fabricating or highlighting danger, restoring preferred
elements, admitting certain topics are not to be discussed, portraying certain decisions as a
necessity, limiting freedom, and “If this is right, and that is different, then that must be wrong”
(p- 332). Textbooks are not only constructed through and representative of systems of power and

privilege but are also constitutive of these systems. The textbook represents dominant discourses
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and through sophisticated discursive devices presents them as the Truth (Crawford, 2000).
Textbooks are not always explicit in the processes of ideology formation but through discursive
strategies and rhetorical devices, backgrounding and foregrounding of knowledge, and
marginalizing and centralizing identities or things, in a struggle to distance the official narrative
from multiple and competing social realities. In other words, the manner through which the
textbook selectively articulates social realities and in turn, it is articulated by and linked to those
realities positions the textbook as an ideological object rendered available to the largest
populations of society.

In conclusion, political turbulence, conflict, and economic underdevelopment are
exemplary in demonstrating how the textbook gains more traction in these contexts. As the only
medium of instruction, the textbook is faced with more labour of revision in unstable societies as

a discursive site that reflects the perpetuity of reimagining nation.

Post-9/11 Textbook Content Analysis

In its recent history since the 1970s, Afghanistan has experienced those types of political
turbulences that Williams (2014) deems conducive for textbook revision. In 2001, some of
Afghanistan’s politicians bid farewell to past hostilities, politically outside its borders through
the Bonn Conference, to communism and Islamism to reimagine the state as an Islamic republic
yielding the production of millions of textbooks. However, the textbooks produced between 2001
and 2021 are not widely reviewed to analyze the reimagining, from my perspective, at least for
three reasons. The first reason is the recency of the textbooks; following the September 11, 2001
events, the primary level textbooks (grades 1-6) were not published until 2006 and secondary
level textbooks (grades 7-12) until 2010 (Georgescu, 2008; Zarifi, 2013). The second reason is a
linguistic constraint, particularly among international educationalists. I have directly experienced
cases where international consultants with minimal knowledge of Afghanistan, no knowledge of
the textbook language, and no experience in textbook analysis have conducted textbook reviews
often with the support of Afghan nationals who have often lacked professional credibility to
conduct textbook content analysis. The last reason is methodological novelty; textbook content
analysis is a relatively recent scholarly endeavour in Afghanistan. Nonetheless, literature has

been established by both Afghan and international scholars. The following are key studies.
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Zeynep Tuba Sungur (2021) has reviewed grades four to nine of Civic Education (2011),
Patriotism (2017), Social Studies (2010), and History (2017) textbooks, interviewed eleven
experts from the MoE representing diverse gender and ethnic identities, and aimed to carry out a
content analysis of three documents: the 2004 constitution, 2003 curriculum, and the 2008
Education Law of Afghanistan. The last two documents are not referenced in the article. In this
thesis, I have reviewed these textbooks except for the three Social Studies textbooks because my
selection was driven by the relevance of the textbooks to the construction of patriotism and
nationalism at the secondary rather than primary level. The study ambitiously aims “to discover
the content of the idea of nation in the Islamic Republic of Afghanistan” (p. 993) or to reflect “a
very specific understanding of nation that is peculiar to the context of the Islamic Republic of
Afghanistan” (p. 990). The author’s main conclusion is that “the Western-imposed form of nation
has a local content which struggles hard to keep the idea of nation together” (p. 990). The
analysis depicts an unanticipated picture of the intricacy of nationalism by depicting why an
ethnocentric notion may have a reactionary attitude toward an exclusionary nationalization
project. For the author, nationalism is a coherent agenda verifiable by coherence in data
interpretation. For example, the author identifies elements of nationalism in the data and
confirms the findings because they “show up most consistently in relation to the idea of nation”
(p- 993). The author imposes a conclusion on the analysis in the absence of sufficient referenced
evidence. For instance, the analysis finds a discrepancy between the textbooks and the expert
analysis versus the 2004 constitution. With an unsupported argument, the author views the
constitution (Government of Afghanistan, 2004) as a Western product. This generalization
appears to be based on the unsubstantiated assumption that the individual legal right framework
granted in the 2004 Constitution is a novel Western imposition. Furthermore, the author utilizes
the conceptions of citizenship and nationality as interchangeable phenomena in some parts of the
article and as mutually exclusive in others. In the absence of conceptual and contextual
grounding and author positionality, this otherwise interesting finding is an ambitious imposition
of meaning on findings of limited and unreferenced data sources.

Gender representation forms another area of focus for textbook analysis. Somaye
Sarvarzade and Christine Min Wotipka (2017) have analyzed gender representations in six
primary-level Dari language textbooks (1980 — 2010) and find that the representation of women

and girls in the textbooks have been influenced by political events and conclude that the 2010
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government textbooks have made an effort to balance gender norms. My thesis does not study
these textbooks. The article presents a comprehensive review of gender construction by systems
of power and the differentiated impact of gender politics on the textbook content. Likewise,
Shabana Khatak and Hussain Akhtar (2011) have reviewed Pashto language history textbooks for
grades nine to twelve (2009; 2012) by the method of purposive sampling of lessons related to the
legendry character of Malala who fought the British in the Maiwand battlefield during an Anglo-
Afghan war. The authors conclude that the representation of her character in text and image has
contributed to the construction of equal gender roles valuable for contemporary modern
education in Afghanistan. This analysis, however, does not critically engage with the
characterization of women in such contexts as war that are traditionally and predominantly
claimed by men and purposefully rendered gender inclusive. Sayeed Nagibullah Orfan (2022)
has reviewed the grades ten to twelve English language textbooks (2019) through a mixed
method content analysis. The study does not strongly situate its binary portrayal of gender
representations within relations of power and privilege.

Peacebuilding is another area of focus for textbook analysis. Hafiza Yazdani (2020) has
carried out a content analysis of the Farsi-Dari language and an algebra textbook (2011) for
grade four, among other textbooks of different political eras. The author concludes that the Dari
textbook has topics in favour of peacebuilding although at varying degrees and endorses gender
representation although stereotypical in quality. The grade four algebra textbook, according to
the author, does not contain discussions on peacebuilding although by utilizing such examples as
pilgrimage and immunization the book supports wellbeing and endorses a gendered perspective.
The author brings to light the secondary importance of peace education demonstrated by its
absence in the algebra textbook. Spogmai Akseer (2022) has carried out a content analysis of
grades four and five social studies textbooks (2012) and concludes that the textbooks promote
some peacebuilding, “however, the textbooks also reveal complicity by reproducing existing
inequalities, through gendered depictions of the role of men and women in society, and the
unequal and hierarchical position between the individual and the state” (p. 101). This analysis
engages well with the text and compares its validity to contextual realities. However, the
conclusion does not account for the reasons for the discrepancy between the two sets of data.

English language textbooks have also been analyzed for their skillset-building faculties

rather than their contents. Mohammad Naim Rahim, Tawos Mohammadi, and Aminuddin
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Hashemi (2022) have reviewed the grade twelve English language textbook (2017) by utilizing
the Cunningsworth textbook evaluation checklist and the Liker-Scale with a focus on textbook
layout and design, linguistic skillset building, content and topics, methodology, and the teacher’s
guides. On the content, the authors conclude that “most of the topics are not of students’ interest
because it does not have daily use”, however, “the good point about the topics is that the topics
are not culturally or religiously sensitive” (Mohammadi & Hashemi, 2021, p. 73). Like the rest
of the analysis, no example or reference of a textual nature is provided.

Taken together, despite its relevance to citizenship education, the potential of the textbook
as a meaning making means is undervalued. The limited content analysis of Afghanistan
textbooks, in a country where the textbook performs a crucial role in state-citizen relation

formation, is evidence of this undervaluation.

Conclusion

Diverse peoples of a territory imagine themselves as a community not only through
discursive officialized and banal nationalism construction but also through citizenship formation,
partly because despite a misperception that considers nationalism a cultural and eastern
construction and citizenship a political and Western organization, the two problematically
overlap. The seemingly irreconcilable relationship between nationalism and citizenship is a
function of the discursive formations of nationalism and citizenship. On the one hand, the
primordial, ethnocentric, and economic determinist nationalism frameworks reveal that they are
both cultural and political evidenced in their articulation of such social processes as the
establishment of commonalities among peoples, ethnic purification, industrialization, capitalism,
and the low and high cultures. These formations require the foundation of citizenship to exist and
persist. Citizenship too, besides being political is civic, social, and cultural. Hence, the political
and the cultural are the common ground for both nationalist and citizenship constructions. On the
other hand, the theoretical underpinning of nationalism faces limitation as the naturality of
nationalism, ethnic commonalities, and industrialization are inadequate conditions for the
existence of nations. Citizenship too, does not provide a holistic condition for the nations to
exist, as, for instance, citizenship affect conception (as much as national attachment) fails to
explicate self-sacrifice on behalf of the nation particularly when social inequality arises. The

constructivist notion of imagined community demonstrates how linguistic nationalism and
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official nationalism in acts and products of nationalism construct impermanent horizontal
comradeship. This positioning of people as a collective assumes citizenship to be an integral part
of the imagining. For instance, the officialization of language, centralization of people’s public
affairs, and historicization of the past bring to the forefront the need for the amalgamation of the
cultural (i.e., nationalism) and the political (i.e., citizenship).

The ideological interdependency of nationalism and citizenship discursive formation is
evidenced in the fact that the breeding ground for both phenomena in educating the citizenry
redresses their limitations through theoretical variations in the textbooks. Such distinctions as
‘civic nationalism’ and ‘patriotism’, or ‘civic education’ portray the fuzzy boundary between
nationalism and citizenship. Their (i.e., nationalism and citizenship) discursive formations
present similar ideological frameworks and the simultaneous existence of othering and belonging
in an impermanent forged unity. Both formations are exclusionary and gendered to the extent that
responses to national attachment and even citizenship affect vary depending on the hierarchical
positioning of identity and socio-economic groups. Given these arguments, I trust Anderson’s
(2006) imagined community narrative of nationalism should not be confined to nationalism but
include citizenship, too.

Imagining the nation as a formation of both nationalism and citizenship and viewing it as
an ideology is crucially significant for Afghanistan as a country still in conflict. Social crisis,
poverty, and political turbulences expand discursive spaces of ideology formation leading to a
myriad of othering multiplicity. Educational sites such as classrooms and textbooks bear the
burden of ideology formation and the enactment of an official grand narrative, particularly in
resource deprived countries such as Afghanistan where the textbook is the only source of
knowledge for students and teachers alike. However, the textbook is not static but in a state of
continual evolution as an unfinished project of an imagining awaiting to be revised followed by
an unimagining and yet reimaging. In 2001, in the aftermath of the 9/11 events, when
Afghanistan became the battlefield of discursive confrontation between ‘terrorism’ and
‘democracy’, the nation unprecedently reimagined itself. This thesis develops a systematic
analysis of this imagining in the textbooks by analyzing the public school textbooks’ content and

the cycle of production, circulation, and consumption in this era.
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Chapter Three: Conceptual Framework

The methodology of this study necessitates the application of not only Critical Discourse
Analysis (CDA) but also a multidisciplinary approach to analysis. I have presented CDA in
Chapter Four. In this chapter, I present the multidisciplinary conceptual framework of my thesis
that consists of the conceptions of imagined community (Anderson, 2006), banal nationalism
(Billig, 1995), discourse (Hall, 1992), representation (Hall, 1997), and articulation (Hall, 2021).
These are the key conceptions that frame this study in analyzing the textbooks. An elaborate
discussion about the textbook is already presented in Chapter Two. Despite their complementary
nature and often overlapping relationships, I introduce these conceptions independently for the
purpose of precision and clarity. Annex A presents the overall theoretical, conceptual and
methodological framework of this study The concluding remarks of this chapter underscore the

relevance of these concepts to the methodology of this thesis.

Nation as an Imagined Community

The inquiry about the modalities of the discursive construction of nations as a modern
phenomenon is a contested subject. I applied the nationalism theorization of Benedict Anderson
(2006) who pioneered the conception of imagined community as a social construction that
explains the emergence of modern states. In his account, a nation is an imagined community and
inherently /imited and sovereign (p. 6). This statement necessitates an examination of its
terminology. Nation is imagined because members possess a sense of “communion”, while most
members have no contact with or know one another (p. 6). Nation is a community because there
exists a “horizontal comradeship” despite the imposition of roles and responsibilities on
community members in the name of safeguarding the national interest and the existence of a
system of inequality and exploitation (p. 7). This comradeship, however, does not imply
inclusivity. An imagined community is not only an inclusionary but also exclusionary social
entity because “[...] some people are imagined as within the community, as belonging to the
nation, others are imagined as being outside of it, inexorable aliens who are not and cannot be
like one’s self” (Stanley, 2006, p. 33). The nation is imagined as /imited because it “has finite, if
elastic, boundaries, beyond which lies other nations” (p. 7). This imagining overlooks borders as
a site of territorial disputation between nations. Nation is imagined as sovereign and “fully, flatly,

and evenly operative over each square centimetre of a legally demarcated territory ” with an
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assumed capability to form a coherent community with defined sets of values and the right to
exercise power over its members seeking to safeguard national interest (Anderson, 2006, p. 19,
emphasis in original). In Anderson’s perspective, while some claims of exercise of power appear
to be rational, such as tax collection or war declaration, other exclusionary measures too,
however, justify abuse of power in the name of national interest. Hence, the imagined
community is not a coherent phenomenon as it may appear from its name.

The discursive formation of an imagined community relies on cultural practices. For
Anderson (2006), it is not only political ideology that forms nationalism but cultural systems are
critical, too. The three cultural conceptions that, according to Anderson, eroded over time before
communities were imagined in the Western world, are sacred language, dynastical and
monarchical society, and the conception of the temporality of history and cosmology. As per
Anderson (2006), nationalism emerged due to the erosion of the legitimacy of the “divinely-
ordained, hierarchical dynastic realm” (p. 7). Yet, Anderson asserts, national imagining is enacted
in reference to the past and its myths that legitimize the present-day territorial and independence
claims and render present the past exclusionary systems of representation.

According to Anderson (2006), the erosion of the three cultural systems occurred due to
several developments, which are also evident in the findings of the textual analysis of this study.
For instance, print technology put an end to the monopoly of the sacred language of the church,
led to the uniformity of language across society, and paved the way for the emergence of
“linguistic nationalisms” (p. 110). Furthermore, newspapers and novels generated new
aspirations for a better life, a sense of interconnectedness among members of society, and a
means of communication between the state and citizenry (p. 14). Textbook, particularly in
resource deprived nations like Afghanistan is the single commodity that is mass produced and
one would theoretically expect to have an impact on the construction of imagining nation.

Imagining the nation is impermanent. Anderson (2006) views nationalism as “a process of
modulation and adaptation according to different eras, political regimes, economies, and social
structures” (p. 156). In this account, nation-ness has become naturalized and mythologized and is
taken for granted as coherent and fixed. According to Anderson, mythology plays a role in
imagining the nation as an entity that has ever existed. Anderson guides us that to denaturalize
and demythologize nation, and to disrupt the superficial coherence and fixity of nation, the same

discourses that imagine nation-ness and serve as identity markers need to be revisited. The
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textbooks too, like the imagining of nation, are in a perpetual process of review and revision to
accommodate the modulations and adaptions in the imagining of nation.

To explicate how nationalism is imagined, Anderson (2006) highlights the role of history,
memory, symbols, and culture. In his account, certain performances, such as memorials for
unknown soldiers and their presumably unmarked tombs or renaming of historical sites are acts
of nationalism and a claim to interconnection. Cultural artifacts, historical monuments, and
ceremonial practices are some of the objects that Anderson names as flagging that ensures the
historical continuity from the past in the future in the collective memory. For Anderson (2006),
poetry, national anthem, prose fiction, music, and other forms of art are “cultural products of
nationalism” that determine nationalistic love (p. 141). These cultural products, for example,
national anthems or reading a newspaper at breakfast, incite “an experience of simultaneity”
among community members (Anderson, 2006, p. 145). The collective memory of a shared
experience is at best limited and at worst exclusionary. Timothy Stanley (2006) asserts that
public memory fosters and naturalizes a sense of connection but also disconnection because lived
histories have assumed inclusions and exclusions based on values present in the past. The
textbook does not only contain memories of the past but collects today’s events to carry on to
future generations. In doing so, the textbook serves as a vehicle for continuity from the past to
the future as much as imagining nation does.

Nation as an imagined community contains multiple regimes of truth. As Sherrie Carroll,
Suhanthie Motha and Jeremy Price (2008) assert, “social structures and contexts can behave
simultaneously as powerfully tyrannizing regimes of truth and powerfully liberating imagined
communities, an inherent contradiction that illuminates the ways in which the two theoretical
constructs taken together can lead to a much more complex and nuanced understanding of
identity construction” (p. 189). Therefore, I strive to not treat imagined community as a
homogeneous entity.

In conclusion, imagining of community is built around the idea of communion and
comradeship that has come out of economic and cultural forces that have shaped the way of life
of people. These forces are materialized in daily discourses that compel people to either sacrifice

themselves for the idea of being a nation or reimagine its historical existence.
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Discourse

Imagining the nation is a discursive practice. As such, discourse serves as a breeding
ground for the existence of a nation while it connects the past to the present and both to the
future without assurance for coherence or permanence. This study recognizes the significance of
discourse from a linguistic perspective. Stuart Hall (1992) offers a comprehensive overview of
discourse in language:

Discourses are ways of talking, thinking, or representing a particular subject or topic. They

produce meaningful knowledge about that subject. This knowledge influences social

practices, and so has real consequences and effects. Discourses are not reducible to class
interests but always operate in relation to power — they are part of the way power circulates
and is contested. The question of whether a discourse is true or false is less important than
whether it is effective in practice. When it is effective - organizing and regulating relations

of power (say, between the West and the Rest) — is called a ‘regime of truth’ (p. 205).

From the above statement, it may be deducted that discourse is a written or verbal
statement that is governed by social and political rules (van Dijk, 2006; Fairclough, 1996).
Discourse is formed in language to produce meaning and knowledge. Discourse has three
constructive effects: it constructs; (1) “social identities” and “subject positions”; (2) “social
relationships between people”; and (3) “systems of knowledge and belief” (Fairclough, 1996, p.
64). These constructions correspond to language functions: composing identity and positioning it
in discourse, forming relationships between discourses, and constructing meaning (Fairclough,
1996, p. 64). Discourse is a complex set of internal and external relations between and among
peoples who engage in communication (talk and text), communicative events (conversations,
newspapers, articles, etc.), discursive objects (i.e., languages, discourses, and genres), and the
physical world (i.e., persons, institutions, power relations) (Fairclough, 2010a, p. 3). As such,
discourse is multifaceted.

Discourse is the intersection of incoherent meanings. Discourse is not a single but multi
statement leading to a process of discursive formation that is not only shaped by the unity of
multiple similar statements but also by their often-neglected discontinuity, breakage, and
limitation (Hall, 1992). Discourse is constructed through symbolic systems that are socially

shared and reinforced through repetition leading to the production of social representations that
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contradict not only other discourses but also inevitably its own elements (Fairclough, 2003;
Wodak & Meyer, 2001). Therefore, discourse is not inherently consistent and homogeneous.

Discourse is not necessarily constructed through premeditated acts of discourse formation.
Discourses are patterns of meaning that are historical, unfixed, and contextual. Hence, their
production occurs out of the awareness of their producers. Discourses are changed at ‘discursive
junctures’ (e.g., at the intersectionality of multiple identity factors) where multiple and
conflicting meanings and possibilities merge (Hall, 1997). Therefore, as a system of
representation, discourse is created because of multiple articulations, systems of representation,
and meanings in language. Hence, discourse is a forged unity of impermanent meanings.

Discourse not only produces but also reinforces systems of power because discourse
presents what Foucault called a regime of truth (Hall, 1992). Discourse analysis does not endorse
the existence of the Truth but it does look for the dominant truth existing in the formations of
social systems. Discourse constructs and is constructed in language by social power. Social
power is not only about ownership of but also “privileged access to socially valued resources,
such as wealth, income, position, status, force, group membership, education or knowledge” (van
Dijk, 1993, p. 254, emphasis in original). Social power, however, is not constant but relational.
Discourse influences social practices as it is constitutive of social, political, cultural, and
economic arenas (Fairclough & Wodak, 1997). In Fairclough’s (2010b) account, the relational
attribute of discourse denotes the complexity and multiplicity of relations in society. The
relational attributes of discourse, therefore, are not only about elements that form a discourse
from people and text to power but it is also about the interrelation among discourses. As such,
discourses possess intricate internal and external relationships.

The regime of truth in discourse constructs ideology. This constitution is considered
ideology when it endorses the dominant power. According to van Dijk (2013), when a discourse
pursues fixity, universality, and coherence, it enacts ideology. As per van Dijk, discursive
ideology formation is a process that organizes basic beliefs of social representations and common
cultural practices. At this conceptual level, the social system of beliefs serves as the foundation
of all cognition, across and between different groups as “noncontroversial, commonsensical, and
hence non-ideological” (van Dijk, 2013, p. 16). However, at the empirical level, discursive
ideology is formed when group dynamism creates specific contextual, spatial, and temporal

environments for each group, consequently, groups choose certain aspects of the common



43

cultural ground that represent their best interest. The determining factor in the selection of certain
aspects of social representations is a group’s socially valued resources such as membership,
aims, norms and values, and group resources (van Dijk, 2013, p. 16). Van Dijk asserts that this
selection is made by “the basic social properties of a group, such as the criteria of group
membership, activities, aims, norms and values, relations to other groups, and specific group

199

resources (or lack thereof) —or 'capital™ (p. 16). These selected social representations serve the
interest of groups and may be considered as ‘ideology’. This gives rise to a variety of politically
motivated interpretations of the same phenomenon (e.g., liberty, freedom, democracy) (van Dijk,
2006; 2013). These newly emerged ‘ideologies’ lead to differentiated and varied claims that
differ from the original common cultural ground. From van Dijk's (2001) perspective, discourses
gain importance when they are obligatory, come from a credible source and alternative
competing sources of information are absent. This renders the selection of text relevant to the
analysis. Textbooks are obligatory, credible, and do not usually have competitors. Therefore,
their importance in (re)production and reinforcement of discourse is crucial.

Discourse gains its importance from its analysis in relation to its social effect rather than its
falsifiability. Rather than facts, it is the language that we use that constructs meaning because the
power at the service of discourse (or the other way around) falsifies or validates facts in the
interest of the sustenance of dominant discourse (Hall, 1992). Hence, rather than facts, language
has a discursive power to construct regimes of truth. Of the effects of discourse, the
establishment of a particular regime of truth is dominance and manipulation.

In conclusion, discourse constitutes and is constituted by discursive practices that are
comprised of regimes of truth, knowledge, and relationships that are governed by social forces.
This complex system depends on language to articulate fixed, differed, and impermanent

meanings that await the multiplication of discourse to negotiate or negate emerging meanings.

Articulation

Discourse is comprised of articulations. In Hall’s (1980) words, articulation is a complex
structure or a forged social unity between differences and similarities of social elements that in
dominant and hegemonic contexts with temporal and spatial specificity form a relationship and
sustain it until new contexts necessitate rearticulations. In Hall’s view, social structures are

coerced into a forged unity despite the existence of differences, and it is due to their hierarchical
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relationships within a dominant and hegemonic power formation context (Hall, 1980). Hence,
articulations are neither natural nor fixed. In Hall’s account, a discursive event is an articulation
that works from a position of power and privilege to the extent that when articulations are
effective, they forcefully obstruct rearticulations. In this account, articulations are discourses that
are constructed by abstractions, hence, to theorize an articulation, they need to be understood by
yet other conceptions.

Ideology may be viewed as an articulation. In other words, “the theory of articulation asks
how an ideology discovers its subject rather than how the subject thinks the necessary and
inevitable thoughts which belong to it [ideology]” (Grossberg, 1986, p. 53). To Hall’s conception
of articulation, ideology is relevant through its linkage to social groups. Hall is quoted as saying,
“I want to insist that the popular force of an organic ideology always depends upon the social
groups that can be articulated to and by it” (Grossberg, 1986, p. 55). In other words, articulations
construct subjects by offering them meaning.

Articulation is an analytical tool. Articulation analysis is an attempt to exhibit not only
connections between smaller parts of social formations but also the practice of how and when
these connections are maintained (Slack, 1996). One way to understand this statement is to study
how ideology is formed through (mis)representation, dislocation, or othering practices. A system
of articulation is formed when competing representations form the structure of an articulated
meaning. The knowledge created, hence, does not only represent a structure whose parts compete
for sustenance but also one that its particles depend on each other for continuation. Hall asserts
that articulation is an analytical tool that analyzes an enforced socially formed unity through the
examination of its context (systems of articulations in its non-discursive sense), action (processes
of relations), and discourse (the manner and structures through which language is used). Hall
(1997) in his encoding/decoding methodology asserts articulation should be studied in the
context of the circle of cultural production; from its production and circulation/distribution, to
exchange and consumption. Encoding consists of the construction of meaning with codes most
appealing to the audience and decoding deconstruction in accordance with one’s contextual
realities.

In conclusion, articulation as a complex structure exhibiting concurrently unity and

disunity of its particles builds the underpinning of discourse. Representational meanings are at
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play to construct articulations by rendering objects and subjects present or absent through

positive or negative portrayals.

Representation

Language is one of the most complex systems of meaning-making. According to Stuart
Hall (1997), “representation is the production of meaning through language” (p. 28). Language is
a cultural representational system that impacts identity formation by representing ideas,
concepts, feelings, people, objects, and places (Hall, 1997, p. 1). In Hall’s account, meaning does
not pre-exist representation but is reconstructed by it through interpretation. As such, meaning is
neither constant nor objective but is contingent upon cultural specificities, temporal
particularities, and spatial factors. Representation is enacted through discourse. The context in
which a representation is enacted determines its meaning.

The process of representation is one that relates to power and discourse. According to Hall
(1997), the process is such that meaning, ideas, concepts, and emotions are presented in symbolic
forms, transmitted between writer and reader (or speaker and listener) in a dialogical manner.
The dialogue sustains and changes through shared cultural codes, however, its fixity is regulated
by power and is shaped by discourse (Hall, 1997). In simpler terms, as representations enter into
circulation their original meanings are compromised by people to their interest until power
intervenes to refix the meaning. As such it is in fact, power that circulates through meaning and
knowledge rendering knowledge not a commodity that is based on ‘truth’ but one that requires
effective cultural communication (Hall, 1997). Therefore, the nexus of discourse, power and
knowledge is decisive in meaning construction.

Discursive events yield consequences. Discursive practices are concerned with the effects
and consequences of representation by analyzing the power structures that construct identities
and subjectivities (Hall, 1997). Hall states that discourse is a typical form of representational
practice that defines, interprets, and justifies difference. As Hall asserts, the identification of
difference is ambivalent; it is positive when cultural identity formation is the intention but it
serves the opposite role when it acts as a site for aggression and Othering (Hall, 1997, p. 238).
Hence, othering is a representational practice characterized by binary oppositions, naturalizing
the Other as inferior to the core, and creating systems of exclusion (Hall, 1997). Hence,

representation embeds exclusion and discrimination.
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A representation does not necessarily present ‘the truth’ or accuracy about its subject but
discursively constructs it in language. Representation is an interpretive framework comprised of
a literal denotative meaning commonly comprehensible and a thematic connotative meaning
linked to other systems of meaning (Hall, 1997, p. 228). It is within this system of denotation and
connotation that lies difference, marginalization, and exclusion. Certain practices of
representation including stereotyping or essentializing, reductionism, naturalization, binary
oppositions, and othering of the represented produce repression and exclusion (Hall, 1997, p.
227). Representation is a highly active process in constructing meaning

Representation is an interpretive framework that does not produce permanent, fixed, and
verifiable meaning. Difference cannot perpetually be depicted within a binary system, hence
meaning is continuously deferred (Hall, 1997). Hall (1997) contends that the meaning that a
representation produces is faced with three readings. The first reading is the preferred reading
which is about what the text intended to communicate. The second reading is the oppositional
reading, which rejects what the reading intended to communicate. And the third reading is the
negotiated reading, which understands what is intended while remaking it for one’s own
purpose. Hence, the meaning of a text lives outside its existence in the interpretation of its
reader as much as it exists in its own incoherent and impermanent existence.

In conclusion, system of representation is a network of interpretations of meanings that
nest in symbolic and coded language and in explicit and open statements. These representations
are in circulation through both conscious and banal processes of (re)construction and

(re)consumption.

Banality of Nationalism

The imagining of nation is not only enacted officially in grand narratives that are produced
at a large scale by the power apparatus but also through what Micheal Billig (1995) calls banal
nationalism. According to Billig, banal nationalism in established nations is the daily familiar
repetitive performances, carried out by common citizens, that reinforce symbols and ideologies
of dominant national representational systems such as beliefs, assumptions, and practices (p.6).
These presumably benign representations of nationalism produce the imagining of the nation. In
his account, through banal nationalism, modern nations are reproduced on a daily basis. In

Billig’s account (1995), in the absence of a pre-existing meaning for nation, two interconnected
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forms of representations; speaking to and speaking for, give meaning to nation because in the act
of speaking to (or addressing) nation, nation is also represented or depicted as it entails speaking
for (on behalf of) them (p. 95). Furthermore, in the act of speaking about (unilaterally) and
speaking with (other voices) nation is constructed either for people or with people (Werner,
2000). Hence, the gaze and voice of text perform a crucial role in constructing nation.

Billig identifies certain discursive approaches through which banal nationalism is subtly
and routinely reproduced. The first approach is flagging and mapping. Flagging is ordinary
reminders that appear on daily objects such as flags on coffee mugs. As Billig notes, flags are
waved at times of victory or crisis but more often they are not noticed and are not unwaved.
Although banal, these objects and practices are essential in establishing a sense of nation-ness
and national memory. These reminders are “so familiar, so continual, that it is not consciously
registered as reminding” (Billig, 1995, p. 6). Hence, they construct nation but are often
unnoticed.

In the construction of banal nationalism, Billig introduces mapping or the use of maps in
unexpected contexts so that members of a nation not only imagine themselves as a community
but also collectively in one place. Billig states that flags that appear on daily practices such as on
weather forecasts or a building have a profound effect on imagining the nation. Maps flag the
nation and define nation-state boundaries. Mapping allows the nation to extend their experiences
of place to places beyond their experience and build a sense of interconnection with their
inhabitants. Billig (1995) reminds us that banal nationalism is not benign but at such times as
war and crisis, banal nationalism can be as forceful as any other. Maps and flags at such times
can mobilize people and induce a sense of self-sacrifice.

The second approach of banal nationalism is deixis or small pointing words such as we,
and us in such instances as our interest or our past, or the prime minister (Billig, 2005, p. 78).
One of the rhetorical devices used to cover up the exclusion in textbooks is pronominal choices
in such examples as we are proud of our history. By using first personal plural forms, banal
nationalism functions in the interest of representing diverse and multiple peoples as a nation
which inevitably overlooks differences and exclusions. In other words, deixis renders the act of
speaking for the people a banal act. Apple (1991) comments on the usage of we “[...] ‘we’ means
simply that there is universal agreement among all of us and this is what gets to be official

knowledge. In fact, the very use of the pronoun ‘we’ simplifies matters all too much” (p. 4).
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Authors use inclusive pronouns such as we for community, membership, and nation-building and
connect themselves with their readers. We is often a self-positive representation as much as ‘they’
is often an other-negative representation (Billig, 1995; Fairclough, 2003, p. 145). These deictic
expressions are discursive signs that render nationalism unreflexively present and assume a
commonsensical reality that is banally shared in the daily lives of common citizens.

The last approach of banal nationalism is the conception of the universality of nations
which portrays nation-ness as natural and as simply one within many other world nations. This
universality, as per Billig (2005), also requires particularity so that nations are distinguished as
unique. This universality, however, is not amicable but like the particularity aspect of nation, is
one that leads to othering. Therefore, as Billig asserts, on the one hand, nations are rhetorically
flagged and continuously reproduce themselves, on the other they can mobilize nations to
confront one another.

Like nationalism as a political and cultural manifestation, banal nationalism is gendered.
McClintock (1993) calls everyday nationalism masculine fetishism, or the presentation of
symbols through gendered fetish objects (e.g., architecture) and the enactment of nationalism
through gendered fetish spectacle (e.g., military parade) (p. 74). Therefore, in the identified
textbooks, I regarded banal nationalism as a gendered exclusionary phenomenon.

Taken together, the concepts of this chapter treat language as a social construct that
constitutes and is constitutive of meaning. While imagined community including nationalism
and citizenship remain the theory of choice of this study, it is the conceptual framework of this
study, from discourse, articulation, and representation to banal markings that offer analytical
tools for the study of those discourses in the identified textbooks that render feasible imagining

of the nation in Afghanistan education context.

Conclusion

The conceptual framework of this study is formed of distinct yet interconnected
conceptions allowing for a rich analysis of imagining of nation in the identified textbooks of
Afghanistan. While imagined community serves as the theory of this study through which
nationalism and citizenship are analyzed, discourse, articulation, representation, and banal
markings serve as analytical tools that enable this examination. The analytical tools render

feasible the analysis of imagined community’s limited and sovereign notions of being,
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communion and inequality, and modulation and adaption in the discourses of Afghanistan
textbooks.

The analysis of systems of representation in Afghanistan textbooks assists the
problematization of textual claims of fixity, naturality, indigeneity, unity, coherence, and
inclusivity with an objective to centralize the concepts that are rendered marginal, events that are
backgrounded, and people who are misrepresented or excluded in the construction of nationalism
and citizenship ideas, ideals, and ideologies. The paradox of a forged unity articulates not only
the coexistence of cohesiveness and divisiveness in nationalism but also the cohabitation of
equality and discrimination in the discursive formation of citizenship. Socio-cultural and political
concepts such as culture, religion, history, tradition, and identity are articulations that seek their
meaning in language through systems of representations and articulations. The convergence of
the systems of representation and articulation culminates in ideology formation which
reproduces such systems of inequality as stereotyping, binary oppositions, and othering.
Consequently, the systems of inequality form such mega constructs as nationalism and
citizenship. This thesis is an attempt to reveal this system and to present preferred and negotiated

meanings of their reproduction in the identified textbooks.
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Chapter Four: Methodology

The overarching objective of this thesis is to analyze the imagining of the nation in the
public school textbooks of post-September 11, 2001 Afghanistan. My analysis is an inquiry as to
by what textual means nationalism and citizenship perform a role in the constitution and
reproduction of the nation in the public school textbooks of Afghanistan. In Chapter Two, as my
theoretical analysis of imagining the nation, and as my positionality on the themes of national
and citizenship, I juxtaposed the themes to contend that the two problematically overlap
conceptually and in the textbook through systems of representation and articulation leading to
the construction of a forged unity marked by incoherence, fluidity, and impermanence. I further
argued that the imagined community is not only a conception for the comprehension of
nationalism but also of citizenship. This chapter lays a theoretical foundation for the analysis of
the primary and secondary text sources.

The methodological underpinning of this thesis is multifaceted. I applied a post-structural
epistemological lens in the recognition of language as a meaning production structure (Williams,
2005). A post-structural perspective perceives knowledge as a value-loaded objective and
subjective interpretation of specific peoples, spatially and temporally context-dependent, and
awaiting unsettlement by other systems of interpretation (Williams, 2005). Accordingly, |
questioned the underlying hidden, absent, and silenced elements of linguistic structures and
examined relations of power as foundational stimuli that produce and reinforce dominant
discourse and discursive practices (Williams, 2005). I did not assume that meaning should start
with norms, rather, through a post-structural lens, I reiterate that it is in fact the periphery that
defines the dominant norm and limits that outline the core (Williams, 2005). For instance, the
conceptualization of citizenship and nationalism in Afghanistan as per the textbooks needs to be
driven by the periphery (i.e., sites of marginalization) rather than the dominant (e.g., recurring
spaces of positive overrepresentation of systems of power). I am cognizant that a textual analysis
should not deny the core norms and meanings but acknowledge their limits and expect the
potential of their disintegration and the emergence of new impermanent meanings (Williams,
2005). My analysis focuses on the limits of positive overrepresentations in the context of their
hidden incoherence and fluidity. The newly emerged cores are vulnerable to disruption, too — and

disruption is not necessarily a negative event (Williams, 2005). In my application of
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poststructuralism, I consequently disrupted the settled and nuanced discursive formation of
nationalism and citizenship in the identified textbooks.

The rest of this chapter is structured as follows. First, I analyze Critical Discourse Analysis
(CDA) from the perspective of Norman Fairclough (1995; 1996; 2003), Teun van Dijk (1993;
2006; 2013), and Reisigl Wodak (1997) as my methodology and discuss textual, discursive
practice, and discursive social practices. Second, I review the application of my methodological
approach to textbook analysis with a focus on CDA and multi-disciplinary approaches. Third, I
present the primary and secondary text sources. Fourth, I engage in a reflexivity exercise. Last, I

present a concluding remark on this chapter as a way forward to the analysis of this thesis.

Critical Discourse Analysis

The methodological underpinning of this thesis is Critical Discourse Analysis (CDA). To
my knowledge, there is no indigenous methodology for textbook analysis in Afghanistan. In
Chapter Two I reviewed the analysis of Afghanistan textbooks. A review of the methodological
frameworks utilized in those analyses indicates that all authors have applied non-indigenous
methodologies considered as Western. In the absence of an indigenous method, CDA, its multi
disciplinary approach, and the myriad of tools that it offers enabled my study to take advantage
of my Western sources without losing sight of the indigeneity of my text source. A paramount
aspect of CDA is its critical nature. CDA primarily studies the way social power is enacted,
reproduced, and resisted by text and talk in social and political contexts. Fairclough (1995)
whose CDA methodology is associated with a socio-cultural approach, emphasizes the
connection between language, power, and ideology. Therefore, CDA takes an explicit position to
question, expose, and ultimately resist social inequality (van Dijk, 2001, p. 352). It is evident that
CDA “is problem-driven (as opposed to theory-driven) and aims to uncover the hidden features
of language use and debunk their claims to authority. It aims to make the implicit explicit in
language use” (Flowerdew & Richardson, 2017, p. 1). The term critique in CDA focuses on the
manners through which the invisible interconnections are rendered visible. In other words, a
critical approach requires a researcher to distance themself from a causal inquiry toward an
analysis of interconnections, espouse a political stance, and practice self-reflection (Wodak &
Meyer 2001). This requires self-reflexivity and positionality. I present my stance, in line with

this CDA requirement, later in this chapter.
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Fairclough (1996) provides a social theory of discourse that encompasses a three-
dimensional framework involving text, discursive practice, and social practice. In this chapter, |
explicate each dimension individually while confirming an overlap and complementary relation

in their conceptual construction and analytical application.

Text

The first dimension of CDA is text. A text encompasses a myriad of properties including
textual and verbal communication, auditory and visual products, and hard and soft (in)visible
material either in original or mediated format. In cultural studies, texts “do not need to be
linguistic at all; any cultural artifact — a picture, a building, a piece of music — can be seen as a
text” (Fairclough, 1995, p. 4). Text is viewed as a social construct and as a constructive structure
of discourse (Fairclough, 1995). Ferdinand de Saussure drew attention to language as a socially
constructed structure by examining the small elements of language. This position refuted the
previously accepted conventional notion that treated language as merely a grammatical
phenomenon employed as a means of communication. Saussure illustrated that a signifier (e.g., a
word) constructs the signified (e.g., the meaning of the word). He further asserted that signifier
and signified, and opposite binaries have one-on-one, permanent, and independent relationships
in creating a holistic universal meaning (Hall, 1997). Against Saussure’s view of text as a social
construct, Jacques Derrida contended that a text is not only a socio-political construct but also
constitutive of these constructs (Leitch, 2011). Derrida challenged the fixity of the relationship
between the smallest linguistic elements (e.g., opposite binaries), claimed that the signified does
not have a presence on its own but its meaning is shaped in relation to other meanings, and
illustrated that the structures are shallow yet complex, and impermanent yet resistant (Leitch,
2011). For instance, the previous comprehension of ‘man’ or ‘white’ as the core of ‘woman’ and
‘black’ as peripheries was contested by the argument that the core maintains their meaning only
in relation to their opposites (e.g., masculinity and femininity) and have a hierarchical
relationship in favour of the core. This analysis decentralizes the ‘core’ (i.e., man) and centralizes
the marginal (i.e., woman). As a way of deconstruction, a signified (or concept) should not only

be comprehended in relation to its opposite but also other seemingly unrelated concepts. Thus,
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the function of language as we know it today has come a long way from merely a means of
communication to a social structure that constructs a system of impermanent realities.

Textual analysis requires dialectical processes given its complexity. Fairclough (1995)
asserts that a text allows “the interface of the variable interpretative resources people bring to
bear on the text, and properties of the text itself (p. 9, emphasis in original). As such, the analysis
of text entails knowledge of and familiarity with the interpretive frameworks of the people
analyzed in the text. It also necessitates linguistic mastery to ensure accurate reproduction of
text.

CDA is not about seeking the truth. Jacques Derrida asserts that truth is generated from
differance- a deferred or delayed difference that is eternal and inherited in structures awaiting to
occur in discursive articulation (Leitch, 2011). In other words, difference, refers to an indefinite
differed meaning of a word as it is dependent on another word that is reliant yet on another word
(Leitch, 2011). For instance, ‘blackness’, in this view, needs an explication not only in relation to
‘whiteness’ but also through a practice of intertextual study, such as, in the historical multi-
perceptional narratives of slavery. The outcome of the deconstructive reading is the
‘dissemination’ of a series of ‘undecidable’ meanings rendered to readers available to choose
from (Leitch, 2011). I considered my deconstruction of meanings in the identified textbooks as
an infinite cycle of the reproduction of meaning by different people and across time.

Deconstruction and reproduction of a text as a discourse is a process that bears
consequences. The practices that members of a social community use to engender a text are
usually unaware of the magnitude of the structures that produce and reproduce the text while the
producer may be politically positioned (Fairclough, 1996. p. 72). What is crucial is that the
producers are not only unaware of the process of their production but also of the impact of the
production on social systems and relationships leading to the emergence of divergent,
contradictory, and contested meanings (Fairclough, 1996, p. 72-73). Hence, in my analysis the
identified textbooks’ authors are politically positioned (by virtue of their employment in a
centrally planned education system), nonetheless, it can be assumed that they are neither aware
of the vehicles and obstacles that affect the production of the textbooks nor aware of the impact
of their production in the discursive spaces.

The question that merits attention is: CDA as a means for what end? In response, it needs

to be clarified that “critique needs to be based upon sound ethical values, such as democracy,



54

honesty, integrity, transparency, accountability, objectivity, respect for others, lawfulness and
loyalty to others” (Flowerdew & Richardson, 2017, p. 5). I am cognizant that while these values
are ethical, their construction, representation, and articulation are subject to spatial and temporal
contexts. For me, the morality of textual analysis is in the commitment to centre the
marginalized. During the analysis of the identified textbooks, I was cognizant that deconstruction
is far from moral judgment. Deconstruction decentralizes the taken-for-granted centers such as
‘self’, ‘author’, ‘man’, ‘talk’ and ‘presence’ toward their peripheries; ‘other’, ‘reader’, ‘woman’,
‘writing” and ‘absence’. The objective is the decentralization of meanings and concepts with a
focus on both oppressed and prominent elements and avoidance of dichotomies — all of which
culminate in the emergence of new, non-universal, and impermanent meanings. Hence, in this

thesis, the production of knowledge is a critical endeavour of destabilizing settled conceptions.

Discursive Practice

The second dimension of CDA is discursive practice. Discursive practice presents “a social
theory of discourse” that relates to the production, distribution, and consumption of a text
(Fairclough, 1996, p. 73). The production process involves multiple subjects; including, an actor
who makes the text or the “animator”, an actor who writes the text or the “author”, and an actor
whose authority is represented in the text or the “principle” (Goffman, 1981, as cited in
Fairclough, 1996). The distribution process constitutes the usage of text by direct “addresses”,
potential “hearers”, and “defacto consumers” (Fairclough, 1996). The consumption process
entails different approaches in different contexts yielding a myriad of reproductions and
formations of the original text (Fairclough, 1996). These processes of textual analysis indicate a
laborious inquiry of not only text but also other discourses where text is produced, distributed,
and consumed. Given this intricacy, an intertextual analysis makes the examination of text
feasible (Fairclough, 1996). This three-dimensional analysis requires an intertextual analysis.
The production analysis studies historical prior texts that constitute the text in question, the
distribution analysis scrutinizes discursive networks that move and reform the text, and
consumption analysis examines other texts that interpret the text (Fairclough, 1996). As such, a
discursive practice is an intertextual analysis of the three-dimensional framework.

In my analysis of the identified textbooks, animator is the objects (i.e., people, things,

events, etc.) represented and articulated in the textbooks, author is the textbooks’ production
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committees, and principle is the larger power structure including the MoE and the GoA that
dictate meanings in the textbooks. My intertextual analysis has partially been carried out. |
intertextually analyzed the three sets of textbooks and used secondary sources to contextualize
the texts. I was unable to undertake a full cycle of the discursive practice analysis as it was not
feasible due to the security context in Afghanistan. However, in Chapter Five I highlighted some
reflections on the background of the textbooks, the prior jihadi textbooks that influenced the
textbooks in question, the reaction of multiple parties commenting on the textbooks and the
overall context in which the textbooks were produced involving the national and international
players.

Intertextuality expands discursive sites. It merits attention that textual decontextualization
leads to its recontextualization because other systems of meaning such as representations and
articulations facilitate the process and in doing so change the original meaning of the text
(Flowerdew, 2014, p. 166). In this debate, intertextuality necessitates not only a sound and
nuanced methodological approach but also calls for an ethical commitment. Simply put, a
researcher recontextualizes discourse and actively engages in the production of meaning; a
process that bears responsibility. This theoretical ethical reminder guided my precision in the
interpretation of the identified textbooks and my sense of responsibility for the recontextualized

meanings that I produced.

Social Practice

The third, and last dimension of CDA is the discursive social practice. For a social practice
to occur, it necessitates person(s) who perform an act, status (i.e., (in)eligibility) of actors to
perform an act, the performance of an act, modes (i.e., ways) and styles (i.e., techniques) of
performing an act, and the time and place in which an action occurs (Fairclough, 1995). As such,
discourse is a performance and discourse analysis is the reproduction of the examined social
practice. In Fairclough’s (1996) perception of discourse as social practice, ideology and
hegemony are prominent. Ideology is present in the “code”, “structure”, and “formation” of
linguistics particles when they endorse power, however, individuals are often unaware of the
association of their constructions to ideologies and the impact they produce (Fairclough, 1996).

Therefore, in Fairclough’s viewpoint, not all discourses are of an ideological nature unless they

reinforce the power apparatus. Fairclough further complexifies the analysis of social practice by



56

perceiving it as a moment “where the micro-level of the text is constrained by the meso-level of
discourse practices, which is in turn constrained by the macro-level of social practice, or social
conditions, involving the role of power” (Flowerdew & Richardson, 2017, p. 5). In other words,
a text bears the burden of the production, distribution, and consumption of not only its own but
other texts prior to it and other texts with which it is articulated.

At the heart of social practice lays power but often with a negative connotation. It
necessitates at the onset to establish that manipulation is power abuse and is differentiated from
persuasive forms of power exercise in which an individual who is persuaded has the free will and
assessment resources to make an informed decision (van Dijk, 1993). At a social level,
manipulation refers to power abuse and domination by control of the mind (belief) and by
indirect control of action based on the manipulated belief (van Dijk, 1993, p. 362). A discourse is
determined as manipulative or otherwise by the context of its use - a discourse may be
manipulative in one context and not in the other (van Dijk, 1993, p. 372). To distinguish between
context and text, in this level of analysis, ‘context categories’ rather than ‘textual structures’ are
analyzed (van Dijk, 1993, p. 372). Textual analysis of discursive manipulation focuses on how
information is organized and articulated linguistically. The contextual analysis of manipulative
discourse requires an examination of the dominant position of the manipulator, the degree of the
recipient’s knowledge, and the conditions that advance the manipulator and weaken the recipient
leading to social inequality (van Dijk, 1993, p. 374). Van Dijk (1993) perceives power as the
discursive control of one group over the other through action and cognition but states that the
‘modern’ form of power domination involves the latter through “subtle, routine, everyday forms
of text and talk” with the purpose to “change the mind of others in one’s own interest”, and this
may often appear natural and acceptable (p. 254). Social conditions need to be met for social
manipulation to take place; that is, dominant groups need material and intellectual assets such as
status and group membership, and knowledge to control scarce social resources including public
discourse (van Dijk, 1993, p. 362). Hence, to examine the social effect of discourse, it is essential
to examine systems of social manipulation.

Discursive social manipulation culminates in dominance. Dominance is characterized as
power abuse that breaches “laws, rules, and principles of democracy, equality and justice” while
hegemony is considered as the willing acceptance of power domination on the part of the

dominated as a result of their “mind management” by the dominant” (p. 255). Dominance has a
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consequent effect when defined as “the exercise of social power by elites, institutions or groups,
that results in social inequality including political, cultural, class, ethnic, racial and gender
inequality” (van Dijk, 1993, p. 249-250). Therefore, dominance and its consequential hegemonic
social behaviour are mediated through talk, text, and discourse.

It is indeed language that determines the rules of power discursivity in the framework of an
ideology. Discursive dominance leads to ideology formation. Ideology, as a social belief system,
organizes basic beliefs of social representations (i.e., knowledge and attitudes) that are shared by
members of a society within a common cultural ground (van Dijk, 2013, p. 16). This common
cultural ground is inherently “noncontroversial, commonsensical, and hence non-ideological”
(van Dijk, 2013, p. 16). From this basic social belief system, groups choose certain aspects of
their culture that suit their interests and abandon the rest. These newly emerged ‘ideologies’ lead
to differentiated and varied claims that may differ from the original common cultural ground.
The determining factor in the selection of certain aspects of social representations is a group’s
socially valued resources such as membership, aims, norms and values, and group resources (van
Dijk, 2013, p. 16). These selected social representations serve the interest of groups and may be
considered as ‘ideology’. To distinguish ideology from apolitical social values, we may consider
the ‘ideological square’ analytical framework which allows researchers to explore text based on
the absence, presence, and extent to which texts “Emphasize positive things about US,
emphasize negative things about them, de-emphasize negative things about US, De-emphasize
positive things about Them” (van Dijk, 2006, p. 125). Once ideology is formed through
discursive exchanges and selection from a common cultural ground, the social power of the
dominant is reinforced. As such, the social effect of a discourse may be viewed by how
dominance is discursively reinforced in a society.

Contexts are fraught with a multiplicity of discourses. Discourses are not only
contradictory externally but also from within (Fairclough, 2003; Wodak, 1997). Hence, context is
not only about the dominant discourse but also, and more importantly, the subaltern. Context is
constructed by what Jiirgen Habermas (1989) calls participatory and deliberative institutions.
State regulatory institutions emerge due to evolving social relations in public places, and the
literary critique in the mass media; both of which offer a virtual space for rational thinking and
consequently strengthen the quality of public opinion deliberative processes (Habermas, 1989).

Nancy Fraser (1990) draws attention to the presence of women, individuals without property,
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religious minorities, and marginalized groups as members of the public sphere although they
were initially misperceived as being incapable of partaking in public discourse. Fraser calls these
subordinated social groups subaltern counter publics and adds that they were always present
alongside the dominant public and engaged in the formulation of “oppositional interpretations of
their identities, interests, and needs” through the invention and circulation of counter discourses
(Fraser, 1990, p. 67). Feminist theories and theorists strive to identify subaltern publics and
counter discourse. The appropriation of a feminist stance as a ‘discursive turn’ is critical in any
research given the misperceived irrelevance of a gender approach in scientific inquiry in
particular and gender diverse people in general (Lazar, 2007, p. 144). The field of feminist
critical discourse studies defines its objective as “to show up the complex, subtle, and sometimes
not so subtle, ways in which frequently taken-for-granted gendered assumptions and hegemonic
power relations are discursively produced, sustained, negotiated, and challenged in different
contexts and communities” (Lazar, 2007, p. 142). Feminist and gender exclusion notions are
presented in debates on nationalism and citizenship in Chapter Two.

In conclusion, CDA and its emphasis on the intersectionality of language, power, and
ideology brought to the limelight the critical element of this study and enabled the centralization
of the marginal and decentralization of the dominant systems of power in language. The three-
dimensional framework of CDA involving text, discursive practice, and social practice assisted
this study in conducting an intertextual analysis of the primary source, that is, the identified

textbooks, and secondary texts.

Critical Discourse Analysis Application

As highlighted below, I applied several methodological approaches to the analysis of the
identified textbooks. In CDA tradition, Fairclough (2010 a) does not use the term method but
methodology as he does not view analysis as the selection and application of pre-existing
methods but as a process in which theory constructs an “object of analysis” (p. 5). In light of this
approach, I followed the following analytical and interpretive tools. The first section of the
following is allocated to the introduction of CDA tools and the second to interdisciplinary

analytical tools.
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Analytical and Interpretive Tools of CDA

In the following section, I discuss the interpretive frameworks pertinent to CDA that |
applied to deconstruct meaning. First, the qualitative examination of this study involved the
application of textual analysis as per the three-dimensional CDA framework (Fairclough, 1995;
Fairclough, 1996; Wodak & Meyer, 2001). The first dimension of CDA is a textual analysis
which includes text, pictures, graphs, and other illustrations. The second dimension of CDA is a
discursive practice analysis that focuses on discourse production, distribution, and consumption.
The third and last dimension of CDA is social practice analysis or the presence of ideology as
discussed above (Fairclough, 1995; Fairclough, 1996; Wodak & Meyer, 2001). These three
dimensions served as the foundation of my analysis.

Second, I performed a double deconstructive reading of the text. As illustrated in Table 1,
textual deconstruction is enacted by a double deconstructive reading (Hall, 1997). I performed
the double deconstructive reading by only focusing on the text without its discursive and social
practices. The second phase of the reading involved incorporation of the discursive and social
practice by looking at the historical contexts of the textbooks and their intertextuality with other
texts. The first reading is the preferred reading which is about what the speaker intended to
communicate. The second reading is the negotiated reading, which understands what is intended
while remaking it for one’s own purpose. While Chapter Five explicates the context of an
imagined community, the first reading is the imagining of the community in the textbooks and
the second reading signifies the relationship between the already imagined community and the

textbooks’ imagining.

Table 1: Double deconstructive reading

Double Deconstructive Objective (Inter)textual Sources

Reading

First or Preferred Reading The interpretation of meaning | Primary sources

from author perspective

Second or Negotiated The reconstruction of Primary sources
Reading meaning from reader Secondary sources

perspective
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Textual analysis was also comprised of consideration for the fexture of texts, defined as the texts’
“form and organization” (Fairclough, 1995, p. 4). Glaser’s (1992; 2016) approach to data
analysis entails the following order. In the course of my data analysis, I undertook substantive
coding in two phases; primary level coding involving a page-by-page textual analysis followed
by secondary level coding entailing a review of the established codes in the same text for the
verification of existing and emerging codes. When new meanings were established, the
observation of patterns of meaning allowed for the establishment of concepts. The classification
and categorization of concepts served as theoretical memos (Glaser, 1992; 2016). I developed a
coding manual to specify codes, define categories, and highlight examples for each code to guide
data collection. Criteria for these segments were established after the first reading of the
textbooks. Upon second reading, the criteria were further fine-tuned. Examples of coding that
partially represent the construction of theoretical memos for Islam are provided in Annex B. The
textbooks were reviewed and coded in their entirety.

In the course of my analysis, I sought textural evidence “which is partly linguistic and
partly intertextual — partly a matter of how links between one text and other texts and text types
are inscribed in the surface of the text” (Fairclough, 1995, p. 4-5). For instance, in an intertextual
analysis, [ searched for the location of text in relation to other texts in the same source and vis-a-
vis other sources. More specifically, I searched for the construction of identity in the same
textbook for an assessment of the coherence of its construction and subsequently examined this
construct in other textbooks, and finally in the secondary source text, such as, for instance, in the
governmental documents. Methodologically, I searched for absence and presence and their
nuances such as the implicit presence in text and their foregrounding and backgrounding
(Fairclough, 1995, p 5). Visual images are texts that require reading, deconstruction, and
reconstruction in order to assess their intentional or dominant meaning and critical meaning. This
study adopted Werner’s (2002) method of image deconstruction in textbooks. Werner (2002)
offers three clusters of seven ways of reading images. The first cluster, reading for manifest
meaning, 1s instrumental reading that requires the reading of captions and answering guided
questions in the methodology. The second cluster, reading for associative meaning, includes

associative reading and is comprised of narrative, iconic, editorial, and indicative readings. More
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precisely, associative reading requires the discovery of other meanings associated with the
image. Narrative meaning necessitates a storyline for the frozen-in-time image, iconic meaning
refers to a greater event, issue, or value that the text alludes to, editorial meaning refers to the
meaning that normative judgement of the artist as portrayed in the image, and finality, indicative
meaning refers to the overall social context that has led to the creation of the text. Instead of
Werner’s third cluster, reading for evaluative meaning, which includes an oppositional and
reflexive reading of an image, in line with Hall’s (1997) text reading, I present a negotiated
reading of the images. Images of the textbooks were analyzed on the basis of the above criterion.
Third, I applied the ideology formation process of CDA approach to the analysis of text in
the primary and secondary sources. Van Dijk (2006) provides an ‘ideological square’ that is
useful in the comprehension of group identity in discourse but also in distinguishing ideology
from apolitical social values. Van Dijk analyzes ideological processes through which an identity
group imagines and represents itself and the other. As illustrated in Table 2, the quaternary
structure explores text based on the absence, presence and extent to which texts “Emphasize
positive things about Us, Emphasize negative things about Them, De-emphasize negative things

about Us, De-emphasize positive things about Them” (van Dijk, 2006, p. 125; van Dijk, 1998).

Table 2: Ideological square

Othering categories Emphasize De-emphasize

‘us’ Emphasize positive Emphasize negative
things about ‘us’ things about ‘us’

‘Them’ Emphasize negative Emphasize positive
things about ‘them’ things about ‘them’

This Us versus Them dichotomy in text is a form of social cognitive manipulation the
successful materialization of which requires the condition of a dominant group having control
over the material and intellectual assets including public institutions and discourses (van Dijk,
1993, p. 362). The ideological square indicates positive self-presentation and negative other-
presentation. I applied these representations in order to identify ideology in the formation of

social resources. The preferred reading will entail analysis from the perspective of the authors of



62

the identified textbooks. The negotiated reading will constitute my reading of text through the
use of interpretive and analytical tools introduced in this chapter.

Ideology formation may be performed at an unconscious level. I do not claim utmost
objectivity in this study as my positionality is informed not only by the critical discourse analysis
methodology of this study but also by my common knowledge about Afghanistan. For the
purposes of this study, I borrow the common knowledge definition as “[...] sociocultural
knowledge, assumed to be relevant in the education of secondary school students as competent
citizens, and hence broadly shared in society” (van Dijk & Atienza, 2011, p. 94). Hence,
‘common knowledge’ is my socially situated ‘belief” and ‘opinion’ requiring no methodological
validation as “we might even define general sociocultural knowledge as the beliefs presupposed
by general public discourse — that is, the (factual) beliefs that are taken for granted in some
epistemic community, and need no further explanation, nor argument (as is the case for
opinions)” (van Dijk & Atienza, 2011, p. 94). With a recognition of the multiplicity of common
knowledge in the post-structural context that views truth as a multifaceted phenomenon, I strive
to emphasize marginalization and exclusion.

In conclusion, I applied the analytical interpretive tools of CDA. In particular, my analysis
benefited from the application of the three-dimensional CDA framework, double deconstructive
reading of text by focusing on the preferred reading and negotiated reading, substantive coding,

intertextual analysis, image deconstruction, and the quaternary ideology formation process.

Interdisciplinary Analytical and Interpretive Tools

CDA utilizes multidisciplinary concepts. In line with this tradition, I have selected thematic
approaches to complement the aforementioned CDA tools and tactics. First, to analyze the
identified textbooks, I borrowed from the imagined community conception of nationalism
(Anderson, 2006) discussed in detail in Chapter Two and Chapter Three. I applied the
aforementioned elements that contextualize the imagining of nation to the textbooks. I sought the
ways the imagining of the community is represented through the primordial form of nationalism
including ethnocentrism. More precisely, I analyzed how nationhood was portrayed as natural,
affective, biological, and presented through a set of traditions constructed around kinship and
territorial claims (Shils, 1995; Gibsly, 2005). In other words, I took advantage of the theoretical

debates about nationalism as discussed in Chapter Two.
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Concerning the application of imagined community, I assessed how the textbooks construct
the community as limited and sovereign by looking at how community and comradeship are
formed in discourses. I explored who claim this comradeship, who are invited to have this
attachment, and who are excluded. In other words, I sought to respond to the question of who is
imagined inside and who is imagined outside the community. I examined to what extent the text
foregrounds its territory by backgrounding its border dispute. I also analyzed where text appeals
for rational state power, such as taxation, and where this claim is irrational in the name of
national interest that leads to drawing exclusionary and marginalizing boundaries. Although
Anderson proposes the erosion of religion and dynastical rules as a prerequisite for the
emergence of an imagined official nationalism in a Western context, when applying this
conception, I was cognizant of their absence or presence in the text. For instance, I examined the
utilization of the sacred language and dynastical and monarchical societal structures in the
reproduction of nationalism and citizenship. In my analysis, I focused on the role of the print
media, for instance, the magnitude of the production and consumption of textbooks as a medium
of power exertion. I was vigilant as to how the official policy concerning language and education
was a vehicle or an obstacle to the accessibility of education and what types of inclusions and
exclusions they constructed. looked for indications of cultural, political, and social events that
are represented through symbols, objects, and performances. I focused on denaturalizing and
demythologizing nation by exhibiting how the mythical products of the textbooks are incoherent
and unfixed both spatially and temporally. Espousing ‘imagination’ as an analytical concept for
nationalism allowed this study to embark on an analytical journey that renders possible the
analysis of imagining of nation in Afghanistan.

Second, to analyze the identified textbooks, I applied the conception of banal nationalism
(Billig, 1995). As explicated conceptually in Chapter Two and Chapter Three, the acts and
products of nationalism do not always participate in the discursive construction of nationalism
mindfully and through systems of power, therefore, their banal presence in text is inevitable. In
line with the conception of banal nationalism, I analyzed the text to find out how the textbooks
banally represent people, places, and objects banally through metaphors, symbols, and textual
devices. I searched for banal acts of nationalism in the representation of social actors and social
events. I analyzed how the nation is represented and depicted banally when the text speaks to

(i.e., addresses) the nation and when the text speaks for (on behalf of) the nation. I also analyzed
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the text when it banally performed the act of speaking about (unilaterally) and speaking with
(other voices) (Werner, 2002). Hence, the analysis of the banality of nationalism was conducted
by considering representations.

I analyzed the identified textbooks by applying the three banal nationalism approaches:
namely, universality of the nation, flagging and mapping, and deixis (Billig, 1995), detailed in
Chapter Two and Chapter Three. I borrowed the universality of nations approach to study how
textbooks banally distinguish Afghanistan from other nations and what distinguishing qualifiers
are banally used to represent the nation. For example, I sought whether the nation in Afghanistan
is banally viewed as uniquely welcoming and tolerant or as invading and militaristic and how
consistent this depiction is across diverse narratives. The flagging of the nation through ordinary
reminders that appear on daily objects plays a profound role in constructing the nation banally
and more actively in times of crisis. [ searched for the banal presence of flags in unexpected
places and for other ways that the text may subtly flag the nation by symbolizing ordinary acts
and objects or by foregrounding symbolic representations in ordinary contexts. For instance, I
observed how such seemingly ordinary objects as a mosque in an illustration, an ancient artifact,
or a computer flag the nation. I searched for places where maps appear as illustrations or in text.
I also searched for historical details associated with maps, for instance, whether maps represent a
disputed or glorified past and what other symbolic and rhetorical function they perform in text.
Lastly, I utilized deixis as an analytical tool to not lose sight of what would otherwise appear in
text as ordinary. I searched for deixis with key nationalism and citizenship terms; for example, in
combination with such words as duty (e.g., your duty) or rights (e.g., our rights). Together, these
tools allowed my analysis to find banal imagining of the nation in the identified textbooks.

Third, I analyzed how the identified textbooks construct citizenship. In line with the
conceptual discussions on citizenship and citizenship education elaborated in Chapters Two and
Three, I analyzed citizenship in its civic (rather than ethnic) form (Reesken & Hooghe, 2010),
despite my theoretical positioning that views both similar, in order to contrast nationalism and
citizenship discursive formations and their potential overlaps. I analyzed how the textbooks
establish the relationship between the people and government (Gellner, 2006) to examine how
this construction serves as a vehicle or an obstacle to imagining the nation. In particular, I
searched for whether service delivery was a concern for the legitimacy of the government and to

what extent the textbooks compelled citizens to abide by the law. More specifically, I examined
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if the identified textbooks promote a “personally responsible citizen”, “participatory citizen” or
“social justice-oriented citizen” (Westheimer & Kahne, 2004, pp. 13-39), as defined in Chapter
Two. Criteria such as type of government, systems of governance, and the manners through
which the citizenry rights vis-a-vis government accountability are articulated enabled this study
to determine the type of citizen the identified textbooks aimed at producing. I processed these
criteria through a distinction between two approaches to citizenship education; first, a
traditionalist approach that descriptively emphasizes the government function and prescriptively
the role of democracy (Parker, 1996; Ceaser & McGuinn, 1998) in the interest of the dominant
discourse (Kennedy, 2019); second, a progressive approach that is justice oriented and questions
historical and systematic inequalities (Westheimer & Kahne 2004). I did not look for this
construction only in the civic education textbooks but also in the patriotism textbooks.

Fourth, I assumed language as a representational system that impacts identity formation,
by representing ideas, concepts, feelings, people, objects, and places (Hall, 1997). Following my
theoretical debate on representation in Chapter Two and Chapter Three, I looked for difference
created by representational practices to examine whether it is positive (i.e., for identity formation
purpose) or negative (i.e., acts as a site of aggression and othering) (Hall, 1997). This approach
broadened my contextual analysis. In doing so, I observed practices of representation including
stereotyping, binary oppositions, and othering that create sites of repression and exclusion (Hall,
1997, p. 227). In applying representation in this thesis as a system of constructing identity in the
textbooks, I highlighted difference as a practice of Othering represented in binary oppositions in
which hierarchical relationships create systems of marginalization and exclusion. A distinction
between denotative and connotative meanings enabled my analysis to situate concepts,
meanings, and representations in a broader context. This allowed my analysis to assess how text
manipulates meaning in its transition from denotative to connotative meaning. I paid attention to
who and when the multiplicity of repressions leads to the construction of a system of
representation and how this culminates in the production of a forged unity. Once this was
identified, I looked for signs of contradiction, incoherence, and eventual fractures of meanings.

Fifth, following my conceptual debate in Chapter Two and Chapter Three, I utilized the
conception of articulation to perceive it as a complex structure or a forged social unity between
differences and similarities of social elements under certain dominance and hegemonic contexts

and in a specific time form a relationship and sustain it until new contexts necessitate
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articulations (Hall, 1985). The paradox of a forged unity (Hall, 1980) articulates not only the
coexistence of cohesiveness and divisiveness in nationalism but also the cohabitation of equality
and discrimination in the discursive formation of citizenship. I theorized articulation in the
textbooks by appreciating the interconnection of articulations (Hall, 1980). I paid equal attention
to the internal structures of the elements, the relationships, and the contexts that form the
inclusive totality of articulations as well as the differences between articulations (Grossberg,
1986; Slack, 1996). For instance, I examined the construction of nationalism and citizenship on
their merit yet I also assessed how they overlap and differentiate. In line with the literature,
unlike ideology, I treated articulation as an unstable, unfixed, and unnatural phenomenon that is
in a perpetual state of formation. This allowed me to, in my search for marginalization, look for
inconsistency, breakage, and disruption rather than coherence, homogeneity, and uniformity in
text.

In conclusion, the interdisciplinary analytical interpretive tools of this study complement
the CDA tools. The framework encompasses such analytical tools as the imagined community
conception of nationalism, banal nationalism with a focus on the universality of the nation,

flagging and mapping, and deixis, citizenship, representation, and articulation.

Research Sources
The following presents the primary and secondary sources of textual analysis carried out in

this thesis.

Primary Text Source

The primary text source of this study consists of textbooks and the MoE’s key documents
relevant to this study. The MoE published the Patriotism Textbooks, Civic Education Textbooks,
and History Textbooks in 2011. Since then, an unverifiable number of editions have been printed.
This study critically analyzes fifteen Faris-Dari public school textbooks that have been identified
through the purposive sampling method. The textbooks are the property of the Ministry of
Education (MoE) of the Government of Afghanistan (GoA) and all were published in 2017
(except the civic education textbook grade seven published in 2018) and signed by Minister
Asadullah Haneef Balkhi. As illustrated in Table 3, the primary text source is comprised of a

total of fifteen textbooks from grades seven to twelve; six civic education textbooks, six history
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textbooks, and three patriotism textbooks. At the time of publication of these textbooks,
education in Aghan public schools was divided into a three-tier system: Primary (Grades 1-6),
Lower Secondary (Grades 7-9), and Upper Secondary (Grades 10-12). The rationale of the
textbook selection was governed by a purposeful selection of textbooks. I selected the reviewed
textbooks because they were most likely to address my areas of interest, namely nationalism and
citizenship and the textbooks from Lower Secondary (Grades 7-9) and Upper Secondary (Grades
10-12) were the ones offered in these grades.

The textbooks analyzed in this study fall within the three-tier education system in
Afghanistan. The first set of textbooks is titled, patriotism (Watan Dosti) and each of the grades
7-9 have one textbook under the same title, distinguished from one another by their respective
grades (e.g., Watan Dosti, Grade 7). Watan Dosti is a term in the Dari-Farsi language and its
literal meaning is ‘love for homeland’. The second set of textbooks is called Civic Education
(Tahlimat-e Madani, meaning civic education), one for each of grades 9-12, with the same title
and distinguished by their respective grades. Grade 9 is the only grade in which textbooks from
both streams are taught. The last set of textbooks is History (7arikh, meaning history). This study
examines the revised second version of textbooks published in 2017 by the Ministry of
Education in Afghanistan. I accessed the identified textbooks through the MoE website prior to
the takeover of the Taliban in August 2021 which were available as textbooks in circulation at
the MoE website until the resurgence of the Taliban. As per anecdotical references, following
their takeover, the Taliban still use patriotism and history textbooks in public schools. However,
given the sensitive content with references to democracy and women'’s rights, the civic education
textbooks are taken out of the curriculum.

I analyzed all textbooks in the Farsi-Dari language to ensure consistency in translation and
interpretation. All content, other than the national anthem, which is constitutionally required to
only be in the Pashtu language, is in the Farsi-Dari language. The national anthem is the only
text in the Pashto language, in line with the constitution of Afghanistan (Government of
Afghanistan, 2004) that, despite identifying Farsi-Dari and Pashto as its official languages
(Article 16), stipulates that the national anthem is in the Pashto language only (Article 20).

It merits attention to review the textbook development authors and teams. My intention of
direct reference to names and teams is not a disparagement of authors and textbook development

teams but it is solely for the purpose of an analysis of human factors contributing to textbook
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development as reflected in gender balance, team composition, and the connection between
agency and institution. The textbook development teams of the three sets of identified textbooks
are comprised of textbook authors and publication teams that vary in combination and number
but in general, can be categorized as follows: (1) Professional Editor(s); (2) Language Editor
Team; (3) Scientific Editor Committee; (4) Religious, Political, and Cultural Committee; (5)
Evaluation Committee; (6) Layout and Design Team; (7) Publication Team; and, (8) Printing
Coordination Unit. Each committee has between 1 to 5 members. The textbook development
teams are identified in the textbooks as senior employees of the MoE. For example, Habibullah
Rahil, a member of the Political and Cultural Editor Committee, is an Advisor to the Curriculum
Development and Book Compilation Directorate of the MoE.! In another example, all members
of the Evaluation Committee hold senior positions at the MoE: Dr. Assadullah Mohaqeq is a
Deputy Minister at the MoE, Curriculum Development and Teacher Training Department?, Dr.
Sheer Ali Zarifi is in charge of the Curriculum Development Project®, and Abdul Zahir Golestani
is the General Director of Curriculum Development and Textbook Compilation Department®.
This evidence indicates that the MoE as the producer of the textbooks has attempted to represent
its cultural, religious, and political institutional interests.

Textbook authors are not specified as MoE employees, except in civic education textbook
grade seven which is authored by the Department of Civic Education Textbooks of the MoE. As
illustrated in Annex C, only the patriotism textbooks are authored by all-male authors and each
of the textbooks is authored by distinct authors. The history and civic education textbooks’
authors are gender inclusive but to a very limited degree and authors of the textbooks in each set
of textbooks overlap. For instance, Professor Mohammad Rasul Barwari is one of the five co-
authors of History Textbook Seven (Bawari, et al., 2017) and one of three co-authors of History
Textbook Ten (Bawari, et al., 2017). Likewise, Assistant Professor Mohammad Faruq Omarkhail
is a coauthor out of three in the Civic Education Textbook Nine (Mohaquiq & Omarkhail, 2017),
and one out of two in the Civic Education Textbook Ten (Omarkhail & Moshfiq, 2017). From the
perspective of gender inclusivity, all the civic education textbooks, only grades eight and nine

have female authors (1 out of 2 and one out of three authors, respectively). Of all history
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textbooks, only grades seven and eight are authored by women (one out of five, and one out of
four, respectively). This observation indicates that the textbooks are strict in gender inclusivity
and except for the Patriotism Textbooks, others are developed by a small and overlapping
number of authors which denotes the domination of knowledge in the textbooks by a limited
number of authors.

Each of the three sets of textbooks starts with the same one-page message from the late
Minister of the MoE, Assadullah Hanif Balkhi. The message contains a progressive approach to
education, inviting all stakeholders of the education sector, from principals and teachers to
students’ parents and communities to partake in educating the future generation of the country
and in a better future for all. A paragraph invites teachers to follow the curriculum:

I sincerely ask the good, committed, and compassionate teachers and educators, who have

fought against darkness and ignorance to guide the children and the youth of the country

toward the conquest of the high plateaus of knowledge, morality, and spirituality by carefully
and sincerely adapting the curriculum’ (All textbooks).

The endorsement of the Minister by presenting one page in each textbook is a testimony of
the ownership of the textbooks by the MoE on the one hand, and the use of this message as a
communication means with the teachers, on the other. The ownership of the textbooks by the
MokE is set out on the cover pages of the textbooks. The cover page of every textbook contains
the title of the book, the MoE logo, the year of publication, and a copyright message from the
MoE. The copyright states, “textbooks are the property of the Ministry of Education. Their
purchase and sale are strictly prohibited. Violators will face the law” (cover page of all
textbooks).

The symbolism of nationalism is banally evident on the cover pages of the textbooks.
Every textbook has three cover pages. As illustrated in Figure 1, (Bakhtyari & Mazari 2017,
henceforth, CETB 8, 2017), the main title depicts the logo of the MoE, the copyright message,
the title page reflects the name of the textbook “Tahlimat -e Madani” (civic education) and
“Class Eight”, an urban environment, a map of Afghanistan painted on an infrastructure's wall
and satellite dishes. The second page reflects the national anthem in the Pashtu language and the

flag of Afghanistan. The third cover page contains the content of the first cover page but in bold
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larger font, it begins with the Quranic Shahada (The Testimony) verse in the Arabic language,

“In the name of Allah, the Merciful, the Compassionate”.

=3

e
-1

A e

(Main title page) | (National anthem page) (Second title page)

Figure 1: Banal representation of the nation in the identified textbooks.

The pages banally symbolize the imagining of the nation from the perspective of the producing
authority (i.e., MoE) through a claim of textbooks’ ownership, national flag, national anthem,
adherence to the religion of Islam, endorsement of civic education (as emphasized in the title),
and a decision as to the textbooks’ audience (as identified by a specific grade).

Structurally, the three sets of textbooks are similar. They are divided into lessons of 3-10
pages. The history textbooks contain individual chapters each consisting of lessons ranging
between four to fourteen pages. The following is a typical lesson (Hotak, Rawnaqi &
Babakarkhail, 2017, pp.3-6) (henceforth, HSTB 12, 2017) titled, “Political, Economic and Social
Conditions of Afghanistan Before Ahmad Shah’s Seizure of Power”.

PR SGa———. |

(p-3) (p-4) (p. 5) (p. 6)

Figure 2: A typical lesson structure in the identified textbooks.

As illustrated in Figure 2, the title of the lesson is highlighted in white colour on the upper side of
the page. Lesson objectives read: “In this lesson, information is provided about the political,

economic and social conditions and liberating uprisings, and their impact on the awakening of the
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people before the revival of Afghanistan”® (Ansari, Ghori & Habid, 2017, p. 3, henceforth, HSTB11
, 2017) The body of the text (p. 3-6) discusses the “Khushah Khan Khatak Uprising” and “Mirwais
Nika Uprising”. In the darker shaded box (page 6), “Class Activity” directs students to split into
two groups, one to discuss the social and the second to debate political conditions before the
emergence of Ahmad Shah. The “Questions” (p. 6) section poses four questions concerning the
uprisings, while the “Out of Class Activity” (p. 6) asks students to learn about the economic
conditions before Ahmad Shah’s reign and to share it in the class, presumably the following day.
Thus, a title, objectives, a theme, and assignments for students form a common structure of a
typical lesson in all textbooks.

The primary text source of this research containing MoE’s key documents relevant to this
study includes national strategic plans, curriculum frameworks, and education law. First, as
illustrated in Table 3, the MoE produced three five-year National Education Strategic Plans
(henceforth NESPs) which detail educational vision, objectives, approaches and implementation
strategies for 2006-2010; 2010-2014; and 2017-2021. Second, the MoE produced National
Curriculum Frameworks [henceforth NCFs] published in 2003 (revised in 2006) and published
in 2011. Third, the Ministry of Justice produced the Afghanistan Law of Education 2008 which
determined education society nexus.

To ensure the accuracy of translation from Farsi-Dari into English and to accessibility
provide the original text of the textbooks to readers of the original text, I have provided the
directly quoted textbooks’ text in the original language in footnotes. References to the textbooks’
authors are made in the first in-text citation for each textbook. Subsequent in-text references to
the textbooks are abbreviated textbook names and publication years (e.g., CETB 10, 2010, for
Civic Education Textbook 10), rather than the names of authors in order to ease the reading of
the passages that contain multiple references and to provide more accessible information about
the titles of textbooks used in the analysis passages. Given the thematic orientation of each
textbook, reference to the textbooks’ names provides context for the comprehension of the
constructed meanings.

Secondary Source
The secondary text source of this research is classified into three clusters as follows. The first

cluster is comprised of official documents of the Islamic Republic of Afghanistan pertinent to
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public education. The second cluster incorporates reports produced by international institutions

for a contextual construction of textbook production and consumption cycle. The usage of news

articles is inevitable in this study due to the recency of the post-9/11 events and the scarcity of

their interconnected nuances in scholarly works. The third cluster includes scholarly articles and

books about education and textbooks in Afghanistan. As such, the secondary sources are

comprised of diverse sources. The following table reflects the primary and secondary document’s

references, rationale for selection and relevant details.

Table 3: Primary text source and rationale for selection

Education Strategic Plans,
2) Two National Curriculum

Frameworks,

Subjects/Title of Textbooks Rationale Grade | Grade
7-9 10-12
g | Civic education textbooks Exclusively on citizenship 3/3 3/3
E education.
+ | History textbooks Articulates citizenship and 3/3 3/3
i nationalism.
g Patriotism textbooks Articulates citizenship and 3/3 Non-
& nationalism. existent
Total textbooks 9 6
MoE Document Rationale Sources
1) Three Five-Year National Contain discursive practices that Online
Education Strategic Plans, construct textbook ideologies. documents of the
2) Two National Curriculum Govern the discursive formation MoE
g Frameworks, of textbook production and
@ 3) Afghanistan Law of consumption cycle.
E Education MokE is the sole textbook
E‘ producing institution.
E 1) Three Five-Year National Contain discursive practices that Online
==

construct textbook ideologies.
Govern the discursive formation

of textbook production and

documents of the

MoE
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3) Afghanistan Law of

Education

consumption cycle.

MOoE is the sole textbook

producing institution.

Table 4: Secondary text source and rationale for selection

MoE Document

Rationale

Sources

Secondary Text Source

Cluster One:
Afghanistan Government
documents and reports
related to public school

education and textbooks

Contain discursive practices that
construct textbook ideologies.

Govern the discursive formation of
textbook production and
consumption cycle. Provides
context for textbook production and
consumption cycle.

GoA administers MoE.

Online reports
and documents of

the GoA

Cluster Two:
Reports and news articles
produced by national and

international institutions

Contain discursive practices that
construct textbook ideologies.

Govern the discursive formation of
textbook production and
consumption cycle.

Given the recency of events in
Afghanistan, some text may not be
available in the above sources but
reported as news.

Non-governmental organizations are

the discursive practice and discursive

event producing institutions.

Online reports of
national and
international
institutions and

media outlets

Cluster Three:
Scholarly articles and
books about education and

textbooks in Afghanistan

Contextualize historical and
contemporary discursive events in
Afghanistan and in education in

relation to textbook production and

Online scholarly
journals and

libraries
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consumption.

Reflexivity

Reflexivity is a critical aspect of my methodological approach. A reflexive approach
demonstrates “how subjects engage with the logics, rationalities, and ideologies that infuse their
discursive worlds with meaning at different levels of analysis” (Zienkowski, 2017, p. 9). For me,
this discursive juncture is a product of the interface between discourses that form the
intersectionality of my identities mentioned in Chapter One and the discourses of this study.
Given the critical nature of CDA in which “[...] ‘critique’ is essentially making visible the
interconnectedness of things” (Fairclough, 2003, p. 747), in this study I was conscious of the
interconnections of (or disconnections between) the elements of this interface. The practice of
self-reflection not only requires the discovery of interconnections but also the espousing of a
political stance (Wodak & Meyer, 2001). It is because relexify is not ideology-free; as “all
reflexive articulations of sociopolitical stances are mediated through discursive patterns that give
reflexivity a myriad of ideological flavours” (Zienkowski, 2017, p. 2.). It was, therefore, critical
in the course of my analysis to be aware of the mediations and their impact on my analysis. I do
not claim that my reflection follows a standard systematic process because approaches to
reflexivity vary depending on spatial and temporal contexts. In light of this specificity, my
reflexivity exercise is discussed below.

My assigned identity as a biethnic (Pashtun and Tajik) Afghan and my acquired identity as
a Canadian citizen have engendered a paradoxical binary of lived experiences of national
attachment on the one hand, and academic knowledge of nationhood as an imagining and citizen
agency, on the other. In the course of my thesis research that aimed to search for a third space to
reconcile the two, I eventually learned that individuals like me are parts and particles of
nationalism's grand narratives. Timothy Stanley (2006), whose supervision of my thesis has
honoured and enlightened me, calls grand narratives commonsensical representations of the past
which constitute public memory as they impose some histories and ride off others. Stanley
(2000) asserts, “while nationalist grand narratives purport to trace the origins of the imagined
community that makes the nation, they in fact constitute it. They identify who belongs in the

nation and in what ways” (p. 82). A step further in my quest to understand the impact of grand
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narratives, | learned from Stanley’s view on nationalism in Canada that is not irrelevant to
Afghanistan:
The nationalist narratives that shape public memory in Canada, including public school
history curricula, differently affect the inhabitants of an ethnically and culturally diverse
society. These narratives place some people as inherent members of the ‘imagined

community’ of the nation and others as outsiders to that community (Stanley, 2010, p. 1).

Hence, given my privileged position as a beneficiary of education in Afghanistan, I attempted to
background my position as an inherent member of the imagined community in favour of
forwarding the outsiders who are overlooked along identity lines.

My attempt to support my knowledge claims faced not only the dilemma of self-reflexivity
and my in-betweenness as a Canadian and an Afghan but also the challenge of reconstructing my
subjectivity in the interest of knowledge credibility. As a beneficiary of the education system and
as an educationist in Afghanistan, my experiences and knowledge posed the challenge of
compromising subjectivity in articulating my knowledge claims. The privately communicated
“Guidelines for supporting knowledge claims”, of Timothy Stanley, customized to reflect
examples of Afghanistan’s textbook analysis, was an instant of knowledge transfer beyond the
boundaries of set theoretical frameworks. Knowledge claims, as the communication elaborated,
were of at least four interrelated primary types; common knowledge, authority, direct evidence,
and the author’s scientifically articulated argument. Through such insightful communication, I
came to the realization that a step forward from subjectivity to objectivity — to the extent
possible, is a move from common knowledge to scientifically articulated arguments.

I am cognizant of my in-betweenness in my journey of knowledge production. On the one
hand, I employ my acquired academic competence into practice, on the other, the subject matter
comes from a context distant from Western methodologies of meaning-making. With the support
of Stanley’s academic publications, I was able to apply the theoretical and empirical Western
knowledge in the analysis of textbooks of Afghanistan without compromising the specificities of
the socio-cultural context of my field of study, that is, public school textbooks of Afghanistan.
Stanley’s work rendered the reconciliation of the personal dilemma when I read his words: “The
great tradition of historical research is to read documents not just as artifacts but as windows on

the past, in effect, to read through the document to an external reality” (Stanley, 2011, p. 9). I
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was able to examine the past through an analysis of the textbooks and to appreciate the distance
between myself and the subject of study in the interest of an external reality.

My ethical dilemma in the course of writing this thesis was my position and my voice and
their accuracy on a script that has an eternal life span. Speaking of Canada, Stanley (2002) calls
for an approach through which every student finds their past in textbooks and compares their
narrative with the interpretations of others present in the classroom. Stanley (2009) states that the
multiplicity of voices leads to open spaces that will reinterpret and challenge grand narratives.
With this notion, and in line with my methodological principles, I aimed to present yet one more
narrative of national imagining in the textbooks of Afghanistan with no claims of truth,
coherence, and permanency.

Conducting an objective analysis of the identified textbooks is important but insufficient.
There remains the question as to how far a researcher may go in connecting the past and present
in an effort to make meaning today. More precisely, how can we not let the objectivity of today
disrupt our understanding of yesterday? In the pursuit of a response to this inquiry, I benefited
from Stanley’s (2000) methodological approach:

While I am interested in making meaning of the past, it is decidedly not my purpose to

impose today’s standards on past actions. Ultimately there is no way of knowing whether a

historical interpretation corresponds to the real past itself because the real past is not

knowable except through interpretation. (p. 82)

This view is critical for the case of Afghanistan given its past grievances that in my view
overshadow a mediation in any text produced in a post-conflict society. It reiterates that the
standards and values that we hold today cannot judge past actions. A word of wisdom from
Stanley (2000) is to perceive the analysis of history as a work in progress:

History at its best places particulars in context, understanding them in terms of what else is

happening at the time and place under investigation and what else is known about the

history of the period. History in this sense is always unfinished. As previously unexplored
records become available and as new questions are asked, so, too, new interpretations

emerge. (p. 102)

This statement is rich in its appreciation of the vast future possibilities in interpreting the past.
This view, however, also requires an open attitude toward the unstable meanings of the past and

an acceptance of redoing an analysis when there is new evidence. As Stanley asserts, “I read my
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documents as actively trying to fix and refix meanings that were slipping at the time the
documents were produced” (2011, P. 9). Besides a deliberate act of politically motivated
intervention, according to this statement, slippage of meaning may also occur due to other
prevailed limitations. Any reading of history is incomplete due to the limitation of the human
capacity to maximize the systems of articulations and representations, resources, and time in an
inquiry for more evidence. However, as we progress to develop new technologies and skills to
conduct a more thorough historical analysis of text with more precision, our open attitude to redo
our analysis becomes more crucial. Hence, my attempt in the analysis of the textbooks is neither
a judgement of the past meanings by current standards and perceptions of truth nor a decisive
and finished concluding remark.

In the end, my attempt to support my knowledge claims faced not only the dilemma of self-
reflexivity and my in-betweenness as a Canadian and an Afghan but also the challenge of
reconstructing my subjectivity in the interest of knowledge credibility. As a beneficiary of the
education system and as an educationist in Afghanistan, my experiences and knowledge posed
the challenge of compromising subjectivity in articulating my knowledge claims. I overcame this
obstacle with a commitment to the precision of my methodology and analysis to the best of my
knowledge. I hope the exercise of reflexivity helps my analysis become more objective and that
my positionality raises the awareness of my reader about the choices I have made throughout my

study.

Conclusion

This study is governed by specific research questions concerning imagining the nation
through an analysis of discursive formations of nationalism and citizenship in the public school
textbooks of Afghanistan. The multifaceted methodological underpinning of this study, in line
with CDA and the conceptual frameworks, enabled this study to present a scholarly analytical
framework for the analysis of the identified textbooks. While the primary text forms the
foundation of this analysis, it is in fact the secondary text that contextualizes the production,
circulation, and consumption of textbooks discussed in Chapter Five. I view myself as a
researcher whose work is knowledge construction and not knowledge discovery. I am cognizant

that the produced knowledge through my thesis is formed by my positionality and subjectivity



discussed in this and in chapter One. I declare my comprehension of the representational

practices in the text and my conclusion of their meaning as developing and incomplete.

78
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Chapter Five: Education Context in Afghanistan

A text is best comprehended in the context of its cycle of production, circulation, and
consumption (Fairclough, 1996). In this chapter, I conduct a preferred reading and negotiated
reading (Hall, 1997) of secondary text source with the objective to reflect on the context of
education officialization in Afghanistan at the time the identified textbooks were produced,
circulated, and consumed. I utilize four clusters of secondary text sources produced by national
and international institutions. As illustrated in Table 3, Chapter Four, the first cluster consists of
the Ministry of Education’s (henceforth MoE) three five-year National Education Strategic Plans
(henceforth NESPS) (2006-2010; 2010-2014; and 2017-2021), two National Curriculum
Frameworks (henceforth NCFs) published in 2003 (revised in 2006) and in 2011, and the
Education Law of Afghanistan (Ministry of Justice, 2008). The second cluster is comprised of
official documents of the Islamic Republic of Afghanistan pertinent to public education. The
third cluster incorporates reports of national and international non-governmental organizations.
The usage of news articles is inevitable due to the recency of the post-9/11 events and the
scarcity of their interconnected nuances in scholarly works. The fourth cluster includes scholarly
articles and books about education and textbooks in Afghanistan. This Chapter demonstrates the
representation and articulation of the officialization of education in Afghanistan. It strives to
demonstrate that education officialization is neither fixed nor coherent in meaning construction,
hence, it exhibits a condition of forged unity that is built on a fragile set of often incoherent,
negotiated, and impermanent texts.

In Afghanistan, education is shaped by multiple regimes of truth given the discursive
socio-political complexities of the society. I (Nazari, 2022) have elaborated on the multiplicity
of the regimes of truth elsewhere as follows:

In Afghanistan, an ideological confrontation between communism and Islamism

during the Cold War decades (1970s—1990s) was responsible for victimizing

education. The Soviet-backed Afghan government and the Western-backed Afghan

Islamist Mujahiddin operating from Afghan refugee camps in Pakistan, exploited

public school curricula as an ideological propaganda weapon by taking advantage

of social assets (defined as socially shared intellectual properties such as history,

religion, or culture) and (re)constructing social values—i.e., perceptions of moralities

such as liberty, equality, and rights (Van Dijk, 2003)—in accordance with their
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competing ideological belief systems. The superpowers perpetuated the victimization

of education by funding their respective Afghan allies, who promoted their own

individual ideologies through the public school curriculum. (p. 84)

As such, in Afghanistan, education at the intersection of government and rationality of ideologies
has constructed a form of governmentality that has engendered a sense of self-regulations. Given
this, the analysis of Afghanistan’s education, and its analyzed textbooks, must take into
consideration the bureaucracy and institutions that education has produced in the past decades.

In 2001, Afghanistan was faced with a dysfunctional and war-ravaged education system
tormented by Cold War ideological confrontation (1978-1992), civil war devastation (1992-
1996), and Taliban aggression (1996-2001). During the Cold War, education was a site for
ideological confrontation between the Soviet-backed government in control of education in most
parts of Afghanistan and the Western-backed Afghan Islamist mujahidin (holy war warriors) in
control of the education of millions of children in refugee camps in Pakistan (Spink, 2005).
Following the fall of the Soviet-backed government, the intra-group violence among Jihadi (holy
war) fractions fragmented along political, party, ethnic, sectarian, and linguistic lines erupted into
a civil war and exacerbated education availability, access, and equality. The subsequent Taliban
regime further restricted education for boys and banned it for girls. The Taliban follow the strict
Deobandi school of sharia (Islamic law) interpretation that they had acquired in Pakistani
refugee camps as opposed to the moderate Hanafi jurisprudence adopted in Afghanistan (Rashid,
2000). In the aftermath of the fall of the Taliban in 2001, the MoE had to rebuild the war-ravaged
and ideology-laden education.

Against the above backdrop and following the 9/11 events, from 2001 to 2021, the MoE
officialized a national education narrative in three key documents; two NCFs (2003; 2006; 2011),
three five-year NESPs (2006-2010; 2010-2014; 2017-2021), and the Education Law of
Afghanistan (Ministry of Justice, 2008). As per the Curriculum Framework 2003 (henceforth,
NCF 2003) (Ministry of Education, 2003), the MoE managed to develop and distribute primary-
level syllabi (grades 1-6) with a time lag in 2006 (Georgescu, 2008, p. 444; Zarifi, 2013). The
MoE revised the NCF 2003 in 2006 for lower secondary (grades 7-9) and upper secondary
(grades 10-12) education (Georgescu, 2008, p. 444). Textbooks for these grades were published
in 2011 signifying a delay of a decade from the fall of the Taliban in 2001. The following

represents the context in which these education reforms occurred.
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With its estimated thirty to forty million mostly Muslim population (roughly 90% Sunni,
10% Shia) living in less than 700,000 km?* of landlocked mountainous area, Afghanistan's
ethnographic fabric is comprised of more than ten ethnic groups speaking more than tens of
languages of which twenty-three are marked as endangered (Catalogue of Endangered
Languages, n. d.). Since 1979, no comprehensive census of Afghanistan has been undertaken
(UNESCO, 2015). In the absence of a census, reliable identity cards, and politicization of
estimates, the comprehension of Afghanistan's demography remains in the shadow of contested
self-serving approximations at best and an uncountable multiplicity of sources at worst. The
following data demonstrate that the resource deprived MoE officialized the post-9/11 national
education upon a traumatized, engendered, illiterate, predominantly rural, and young population.
This chapter is organized as follows. First, I present a review of schooling challenges in
Afghanistan. Second, I discuss the nationalization of education through officially planned and
centrally applied education reforms. Third, I present a summary of the literature on nationalism
and citizenship in Afghanistan. Finally, I synthesize the findings of this Chapter and underscore

its relevance to this thesis.

Literacy and School Enrolment

Afghan society has the lowest literacy rate in the world. In 2018, of the estimated 39.6
million population aged fifteen and older, only 43% (55 % male, 29 % female) were literate
(UNESCO, 2021a). National Education Strategic Plan 2017— 2021 (Ministry of Education, 2016,
henceforth, NESP III, 2016) acknowledges the dire state of illiteracy with gender disparity: “The
male literacy rate (age 15+) is 62% [while] the female rate is 18%, compared to the median value
for low-income countries of 70% and 57% respectively. Only one in five women in Afghanistan
is literate and the literacy rate for women in rural areas is three times lower than in urban areas”
(p. 19). This data indicates that the officialized national education debate was circulated among a
gendered predominantly illiterate population.

According to the NESPs, student enrolment increased rapidly over time. Initially, the
enrollment and retention rates were lower than the actual schooling needed because the MoE
supply of educational services could not meet the demand. NCF 2003 (Ministry of Education,
2003, p. 11) stated that out of 4.5 million registered students, they could only accommodate

three million due to a shortage of resources. School enrolment was less than a million in 2001,
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nonetheless, it increased to 2.3 million in 2002, and to more than 5.4 million (nearly 35% of
them girls) in 2006 National Education Strategic Plan 2007-2010 (Ministry of Education, 2006,
p. 11, henceforth NESP I, 2006). Subsequently, enrolment increased to 6.2 million (36% female)
in 2008, according to the National Education Strategic Plan 2010-2014 (Ministry of Education,
2016, p. 2, henceforth, NESP II, 2010) and to more than 9.2 million in 2015 (39% female)
according to according to NESP III (Ministry of Education, 2016, p. 1). This MoE’s data is in
accordance with an international organization’s (UNESCO, 2021a) data that confirms that the
gross enrolment increased from one million in 2001 to ten million in 2018; while in every ten
students, four were girls. However, this enrollment was not consistent across all education levels;
in 2018 gross enrollment reached 6.5 million in primary, 2 million at lower secondary, 1 million
in upper secondary, and only 0.4 million in higher education (UNESCO, 2021a). From 2001 to
2018 female literacy rate doubled from 17% to 37% and the number of female teachers increased
by 58% (from 143,000 in 2007 to 226,00 in 2018) (UNESCO, 2021a). This data illustrates a
significant positive change in school enrollment over nearly twenty years and social acceptance
of the reformed education system to the extent that it challenged the MoE resource capacity.

Despite celebratory statements on school enrolment, the challenge of enrolment retention
reveals a different reality. In 2010, “more than 46% of eligible children” were out of school
(NESP 11, 2010, p. 32). Of those enrolled, some were not present. In 2014, 18.3% of perceived
present students were permanently absent but NESP II (2010) justifies this as the students “could
have been enrolled elsewhere” (2010, p. 20). In 2018, out of school children were 3.7 million of
which 60% were girls (UNESCO, 2021a). This data indicates that a significant number of
school-age children were still out of school. A myriad of reasons explicated below account for
this issue.

The MoE was faced with the challenge of absenteeism and dropout which were interlinked
with other socio-cultural issues. Oxfam (2006) counted the top three reasons for low registration
as the absence of or distance to school (50% female, 70 % boys), not being allowed to enrol by
families (30% girls, 10% boys), and work (labour) at home or nearby (10% for boys and girls).
The NESP 11 (2010) also acknowledges that “children drop out of school for reasons that include
poverty, low quality of schooling, security problems, and local traditions™ (2010, p. 33). Reasons
for low enrolment and absence for girls were distinct. As per NESP II: “In addition to the

shortage of female teachers, local traditions, discrimination against girls, insecurity in some
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regions, and lack of girls’ schools near their homes are among the obstacles to girls’ enrolment”
(2010, p. 29). At the age of puberty, girls are expected to drop out of school leading to early
marriage (UNICEF, 2021a). According to the Afghanistan Civil Code 1977 (Ministry of Justice,
2006), the minimum age of marriage for boys is eighteen and for girls sixteen (Article Seventy).
The age of marriage for girls falls to fifteen when the father or a judge permits the marriage
(Article Seventy-One). The Global Gender Gap Index shows that before the resurgence of the
Taliban in 2021, of 156 countries, Afghanistan ranked last (World Economic Forum, 2021). The
above data signifies that the poor educational outcomes were exacerbated by unfavourable socio-
cultural factors while, as discussed earlier, families were pro-education.

Poverty also played a vital role in low school enrolment, absenteeism, and dropout. The
profile of students shows that in 2018, those aged twenty-four and younger formed 64 % of the
total population of which 74% lived in rural areas (UNESCO, 2021a). In 2009, 83% of all
schools were in rural areas and 17% in urban centres (VESPII, 2010, p. 28). Hence, the main
textbook consumers among student readers were a vast young rural population. Poverty and
economic choices render education a scarce public good. As per NESP 111 (2016), 36% of the
population, mainly in rural areas, was below the poverty line, while other sources report that
55% of the estimated 39.6 million people of which 64% were at school age (24 and younger)
experienced multidimensional poverty. This context is exacerbated by “multidimensional risk”
factors including humanitarian needs, conflict relatd violation of rights, internal displacement,
and natural hazards, to name a few (UNICEF, 2021, p. 17-19). As per the MoE, of the 25% of
children involved in child labour, less than one-third of them also attended school. Furthermore,
children who attended school were not out of the labour market: in 2014, of the 42% of children
aged 5-14 attending school, more than half of them (51%) were also involved in child labour
(NESP 111, 2016, p. 19). This high rate of child labour reflects the low national employment rate;
in 2018 only 43.5% of those aged 15 and older were employed (UNESCO, 2021a). As per these
reports, it is evident that poverty and child labour hindered school enrollment, however, the data
also reveal an inclination to education despite poverty and child labour. Most education
evaluations in Afghanistan are student-centred inquiry with a resource and utilitarian orientation
which backgrounds government accountability, as presented below, particularly in the shortage

of teachers, schools, and textbooks.
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Ghost Figures at the Ministry of Education

Education is not only a political but also an economic realm prone to exploitation. The
post-9/11 education resulted in macro-level systematic and system-wide corruption and
nonexistent resource digits on financial statements, referred to as ghost numbers (Adili, 2017).
The Special Inspector General for Afghanistan Reconstruction (SIGAR, 2016), created in 2012
by the American Congress to oversee reconstruction in the country, reports that “The word
‘ghost’ has been used to refer to teachers, students, and schools that are registered with the
Afghan Ministry of Education but do not actually exist” (p. 4). Both SIGAR (2016) and Oxfam
(2006) reported the Afghan media as the main source of disclosure of the “allegations of
embezzlement, inconsistent and underreporting of nonexistent ‘ghost’ schools, thousands of
‘ghost’ teachers on official rolls, ‘ghost’ training seminars, and discrepancies in student
enrollment and attendance records” (Oxfam, 2006, p. 5). Following the national and international
outcry, the parliament summoned the then MoE minister (2008-2015) Gholam Faruq Wardak
who was subsequently substituted by Assadullah Hanif Balki (2015-2018) as a result of a
presidential election and a consequent cabinet change. The latter minister, in 2016 made an
appalling public statement that revealed the reported school enrolment of 11.5 million across the
country made public before his appointment was inflated and that the actual number was six
million (Adili, 2017). Subsequently, he assigned the Independent Joint Anti-Corruption
Monitoring and Evaluation Committee (MEC) to carry out a vulnerability assessment of
corruption (MEC, 2017). From the findings of the report, one may realize that the study is in fact
an investigation of corruption accusations against the incoming minister’s predecessor rather
than a monitoring and evaluation geared toward the future. The following presents key contexts
of ghost figures relevant to my thesis.

First, the education sector data has been overcast by ghost teachers. The MoE
acknowledged that the student-teacher ratio was forty to one but in some remote and insecure
provinces, it was as high as up to seventy to one (NESP 11, 2010, p. 32). In reality, these numbers
were inflated. Oxfam (2006), in the earlier days of the formation of ghost figures, reported that
“between 16,000 to 20,000 teachers are estimated to be ghost employees” (p. 28). The number
was confirmed by the Inter-agency Network for Education in Emergencies which defined ghost
teachers as “those who do not come to work or who are doubly registered” (Sigsgaard, 2009, p.

23). The MEC study, citing a national media, indicates the reporting of the existence of 75,000
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ghost teachers by one media outlet and 3,500 by another (Afghan Broadcasting Network, cited in
MEC, 2017, p. 130). The scope of the factfinding initiative is unclear. The incentive behind the
existence of ghost teachers is utterly economic. According to Oxfam (2006), in the year 2005-
2006, the MoE paid approximately 90% of its $117.6 million budget in teachers’ salaries
(Oxtam, 2006, p. 21). The MoE has always attributed the shortage of teachers to “inequitable
distribution of staffing positions, insecurity and teachers’ unwillingness to relocate to rural areas”
(NESP 11, 2010, p. 32). As described below the issue of ghost teachers was exacerbated by the
poor qualifications of teachers.

Teacher qualification was an issue acknowledged by the MoE. NESP 1 (2006) informed
that only 22% of teachers met the grade fourteen minimum qualification of which only 28%
were female and located primarily in urban areas. Grades thirteen and fourteen are post-
secondary education offered to students from grade nine for vocational and pre-and in-service
teacher training education programmes each consisting of two to five years depending on
specialization and entry-level (UNESCO, 2011). Years later, NESP I (2010) reported that only
24% of teachers had an education of more than grade fourteen or higher. MEC (2017) refers to a
comment made by a parent participant in a focus group discussion, and it merits attention:

A suicide attack isn’t the most dangerous thing for us, because a few people will die —

Afghan mothers will have other children. It is the unprofessional and unknowledgeable

teachers that are most dangerous for us because they kill the future of Afghanistan. (p. 3)
Teacher incompetence renders the application of curriculum difficult and leads to poor
educational outcomes. In this relation, MEC (2017) reported that “the school curriculum is too
large, leading to corruption vulnerabilities as teachers try to get ill-prepared students through the
Kankor [university entrance] exam” (p. 4). Ghost teacher training seminars often hindered
teacher education. MEC reported that due to “pay-for-appointment™ or bribe at the rate of “AFN
50,000 to 70,000 (about USD 800 to 1,000)” (p. 25-26), “some 75 percent of the graduates of the
Teacher Training Colleges are unable to get work as teachers” (p. 4). The report also adds that
illiterate teachers were hired when they met the appointment payment requirement. The school
management was ill-prepared to provide professional support to underqualified teachers. In one
province, for instance, in the early years of post-9/11, a school relied on the police to prepare the

expenditure receipts required by the MoE (World Bank, 2011). This data indicates that the rural
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area was affected the most and perhaps girl learners even more by a myriad of reasons causing
teachers’ absence.

Second, ghost schools too became a recognized phenomenon prior to the resurgence of the
Taliban in 2021. The shortage of school buildings was indeed an objective reality. In 2007 the
MOoE stated that “although more than 3,500 school buildings have been constructed only 25% of
our schools have usable buildings. Thousands of communities have no easy access to schools”
(NESP 1, 2006, p. 11). As per the MoE, “The average student-classroom ratio, according to 2008
statistics, is 141 to one but there is considerable disparity among the provinces” with the lowest
being seventy-three to one and the highest 287 to one (NESP 11 2010, p. 52). In 2008, the NESP
11 confirmed that “around 55% of schools have decent buildings while 45% do not yet have
usable buildings” (2010, p. 52). Furthermore, “in 2015, approximately 49% of schools lacked
adequate buildings; 62% lacked surrounding walls, 31% lacked drinking water, 33% lacked
functional sanitation facilities and 76% lacked electricity” (NESP 111, 2016, p. 21). In response to
this shortage, schools began operating in multiple shifts which led to reduced students’ learning
time in the classroom by up to 50% (UNESCO, 2011). While school shortage was an issue, the
MoE could not spend half of its annual education budget (Oxfam, 2006). MEC refers to multiple
Afghan media sources that refer to the existence of thousands of ghost schools and in one
instance up to 3,500 ghost schools (Daily Afghanistan, cited in MEC, 2017, p. 130). According
to one Afghan media outlet (Tolo TV, cited in SIGAR, 2016), the number of ghost schools and
closed schools active on MoE payroll in the southern Kandahar province alone was
controversially between 158 to 224 schools. The ghost schools were mostly located in the
Southern predominantly Pashtun areas that were affected by the conflict relatively more
significantly than the rest of the country due to its proximity to Pakistan from where the Taliban
were allegedly planning their attacks. Ghost schools caused by conflict and corruption indicate
the intricacy of education in conflict affected regions of the country, in particular.

Given the unstable security in Afghanistan during the reviewed period, school shortages
and educational assets and facilities should be viewed in the context of conflict. One study shows
that nearly 6% of schools were burned or closed in 18 months alone due to terrorism (NESP I,
2006, p. 11). In 2008, it was reported that “some 300 militant attacks and threats related to
schools, causing 66 deaths and injuries 64 others, mostly children, which has forced the closure

of more than 600 schools in the south and south-east and severely limited access to education”
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(Waldman, 2009, p. 9). In the first nine months of 2019, children accounted for 77 percent of
casualties caused by explosive remnants of war (UNICEF, 2019). Armed groups recruited
children, mostly boys “to plant IEDs, gather intelligence and for other war-related tasks” for
which they were sexually abused by the groups or detained by Afghan authorities to the extent
that by December 2018, 205 boys were detained in juvenile rehabilitation centres (UNICEF,
2019, p. 9). Human Rights Watch (2016) records that “the Taliban, too, have also used schools as
military bases. In some, they have destroyed textbooks and other materials that they deem un-
Islamic. The Taliban have also planted improvised explosive devices (IEDs) in or near schools
that they have used” (p. 15). In this relation, the Global Coalition to Protect Education from
Attack (2021) finds that:

Afghan armed forces, international military forces, and non-state armed groups used

explosive weapons in at least 180 reported attacks on schools in Afghanistan between

January 2018 and June 2021. Attacks on schools involving explosive weapons reportedly

killed or injured more than 640 students and educators and damaged or destroyed over 70

schools during that period. These attacks ranged from air and ground-launched strikes to

IEDs and incidents involving unexploded ordnance. (p. 6)
The report indicates that this data does not include incidences when schools are used for military
purposes. Conflict, hence, had a determinant role in school availability.

Third, ghost textbooks became known to the media and investigative entities over time.
Most reports do not discuss textbook availability as a reason for the low rate of enrollment,
absenteeism, and dropout. This is important because the shortage of textbooks has been a widely
known phenomenon (Institute for War and Peace Reporting, 2011; UNICEF, 2022). To remedy
textbook shortage, schools transferred their excess books to the under-resourced schools,
teachers delivered the syllabi by dictating lessons, parents purchased textbooks from the black
market, and students shared notes and textbooks. The question of textbook affordability and the
required labour for alternative arrangements are often absent from critical discussions concerning
the enrolment and retention of students and are only posed as a problem when the textbook
shortage is an independent inquiry subject. Of all impacts of ‘ghosts’, textbook corruption and
shortage received the least attention.

In my experience as an evaluator of allegations of textbook corruption at the MoE (2016),

textbook corruption was committed at multiple levels. It began at the point of contracting with
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printing companies and continued from the MoE to the Provincial Education Departments
(PEDs), from PEDs to schools, within schools, and in the classroom. The free-of-charge
textbooks had an attractive seller and consumer black market. I have seen rooms filled with
millions of textbooks at the MoE storage facilities on the same day that I have heard teachers
complaining of textbook shortage in schools. Besides corruption, transfer and storage issues
resulted in textbook shortages. I have heard PEDs not being able to transfer textbooks to schools
because they have not received transportation funds. I have seen textbooks being stored under
leaking roofs of rooms made of mudbrick in poorly equipped and funded schools. This is often
paralleled by personal contributions to render textbooks available. I have heard PED staff using
staff or community members’ mules with no remuneration expected to distribute textbooks to
schools and have seen small private homes or small basic community mosques being used as
textbook storage facilities in the winter when schools are closed. Communities, parents, and
students often shared and exchanged textbooks as the most precious commodity. Nonetheless, no
community contribution could compensate for the widespread systemic corruption.

Findings from a presidential factfinding commission into alleged MoE corruption offer a

glimpse of how else the leakage of resources occurred at multiple levels:

Seven contracts had been signed with a private printing company, which — instead of printing
the required textbooks — had printed textbooks of an old type that already existed in the stores
within the Ministry of Education. As a result, hundreds of thousands of books were kept
unused in storage, where they were spoiled. Similarly, in a separate case, Pashto language
textbooks were printed twice and consequently rotted in storage rooms. Another contract for
13.6 million textbooks was made with an Indian printing company which ended up producing
low-quality books (many pages were left blank). The company promised to recompense the
damages (it would either deduct 87,000 US dollars from the total cost or print 150,000
religious textbooks instead) but it is not clear if that compensation was ever provided. (Adili,

2017, p. 6)

In my experience as a textbook evaluator at the MoE, this account is a small fraction of the
circumstances under which the textbooks were developed, circulated, and consumed. The above

three examples of inflated data in the education sector, namely, the availability of teachers,
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schools, and textbooks, question the possibility of the circulation of textbooks as widely as the

MoE wished to reach its target readers.

International Assistance and Capacity Development

The international players served a key role in rebuilding the war-ravaged and ideology-
laden education of post-9/11 Afghanistan by providing political, financial, and technical support
with success in building institutional and human capacity and education reform (Woo &
Simmons 2008; Spink, 2007; Georgescu, 2008; Jones, 2009). The MoE confirmed that the
Department of Curriculum began developing a curriculum “with the support of UNESCO's
International Bureau of Education (IBE) and UNICEF” (NESP 1, 2006, p. 36). Curriculum
development for lower and upper secondary education highlights technical dependency
“Complete syllabi draft according to the model prepared under the supervision of UNESCO-
IBE” (NESP 1, 2006, p. 68). This, however, should not be taken as the colonization of the topics
of the textbooks. Two consultants engaged in curriculum development note:

One attempt to shift the power dynamics [between foreign experts and national curriculum
development employees] was to have our Afghan colleagues design the work schedules,
the directionality of projects, as well as the framework for the textbooks. It was equally
important that the textbook writers drew on their own experiences and knowledge to craft
stories, examples, and activities for the textbooks that would be relevant to Afghan

children’s lives. (Woo and Simmons, 2008, p. 293-294)

Technical support was supplemented by financial support. NESP 1 (2006) indicates that “in
the last three years, almost 21 million textbooks have been printed of which 17 million [were
supported] by USAID [United States Agency for International Development] and 3.6 million by
DANIDA [Denmark Government Development Corporation]” (NESP 1, 2006, p. 37). NESP 11
(2010) blatantly admits that the government “is not in a position to cover the cost of education”
therefore “donors’ contributions to education are preconditions for success in achieving the
NESP objectives” (2010, p. 135). Between 2001 and 2019, USAID alone spent an estimated
$346,618,824 on education (including higher education) (SIGAR, 2019). The GoA and the MoE

depended on foreign financial assistance.
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The international community's support for education in Afghanistan was not flawless.
Some typical international assistance implications were embedded in the planning. For instance,
SIGAR (2021) reports instances where international aid agencies were also involved in the poor
planning of school construction:

The design of some U.S.-funded schools required a crane to install a heavy roof but cranes

could not be used in the mountainous terrain that is characteristic of many parts of the

country. [...] Adapted designs featured lighter roofs that did not require cranes but the less
robust construction was unable to support heavy snow loads, rendering them unusable.

U.S.-built schools were also required to have entrance ramps and extra-wide doors to

comply with the Americans with Disabilities Act, even though they were sometimes

constructed in rugged terrain that was itself inaccessible to wheelchairs. (p. 72)

While investigative reports reveal such shortcomings in international education planning, they do
not form the building blocks of education reform in the narratives that highlight national failures.
Hence, the international community played a major role in financing the reconstruction of
education but their failures and lessons learned rarely, if at all, appear in reports of education
reconstruction in Afghanistan.

The international community offered support within a dynamic and controversial politico-
military context, the study of which is beyond the scope of my thesis. I only briefly offer
examples of political and military contexts of international assistance adversely affecting
education. Politically, at the onset of the US military action in Afghanistan, nation-building was
not on the official agenda of Western foreign policy. In 2001, George W. Bush shifted the Clinton
administration's policy of humanitarian assistance to counterterrorism (in opposition to nation-
building) (SIGAR, 2021). In the same year, the Under Secretary of Defense Douglas Feith noted
in a memo that “the US should not plunge into a nation-building project” (SIGAR, 2021, p. 24).
Despite this official policy, in reality, nation-building was implemented through education
planning. The Deputy Secretary of Defense Paul Wolfowitz believed that “there is a lot that
could be done with just basic food, medicine, and education programs if we do not set the bar too
high” (SIGAR, 2021, p. 24). Gradually, national security in Western countries was articulated
with and linked to education in Afghanistan. Mario Novelli (2010) comments on such

articulation by the UK’s Prime Minister of the time:
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In September 2009 UK Prime Minister Brown (2009), in a speech on Afghanistan made
similar links between the need to be in Afghanistan and UK homeland security: He also
stressed that ‘development’ and within that ‘education’ were central planks in the UK
strategy of both ‘winning hearts and minds’ in Afghanistan and protecting the UK from
attack. (p. 37)
The Western decision-makers assumed a trivial role in education as an aspect of nation-building
in Afghanistan, however, they mainly viewed the education reform as a means for the attainment
of their national security.

From a military perspective, the International Military Forces (IMF) had an adverse impact
on education. IMF assigned Provincial Reconstruction Teams (PRTs) each representing a NATO
member country and deployed them each in every province of Afghanistan to win hearts and
minds and legitimize military intervention with civilian support. The role of PRTs in building
schools and carrying educational services in unmarked vehicles consequently led to the
militarization of education and the blurring of the distinction between the military and education
(Novelli, 2010; Oxfam, 2006; Kolhatkar & Ingalls 2006). Subsequently, schools become a site
for conflict. School attacks should be seen in the light of a larger picture of civilian casualties.
For instance, in 2008 alone, “there were over 2,100 civilian casualties, 55% of which were
caused by militants. Despite steps to reduce civilian casualties, international military forces
(IMF) caused 552 civilian deaths through airstrikes in 2008, which is up by 72% in 2007”
(Waldman, 2009, p. 4). However, the International Criminal Court only pursued crimes against
humanity including civilian killings committed by the Taliban (and other terrorist networks),
disregarded the Afghan government crimes, and granted impunity to IMF related crimes
(Amnesty International, 2022). Eventually, the conflict marked a steep high rate of school
dropout (Waldman, 2009; Novelli, 2010). The militarization of education was an undertaking of
the international stance against terrorism.

Foreign assistance for education reform was also offered in technical assistance form.
However, this transfer of expertise caused an imbalance of power between international and
national education technical experts. Woo and Simmons (2008), two international curriculum and
textbook consultants to the MoE, observe a power imbalance between national and international
team members. The consultants recall that “we found ourselves re-enacting the ‘colonial

unconscious’ that situates certain regions, especially Western countries, as ‘developed’ and others
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as ‘fields’ that required our expertise” (Woo and Simmons, 2008, p. 294). National expertise and
local knowledge were traded for what was perceived as the technical capacity that could be
offered by international educationalists. However, the imported technical capacity was
interrupted by the common international assistance flaws such as breaking down an educational
reform into pieces of work that could be accommodated in short visits. Woo and Simmons
remark their ad hoc and rotational short stays of two weeks in Afghanistan culminated in
discontinuity in relationships, objectives, and capacity building of Afghan colleagues:

[...] we wound up as hired supervisors who were parachuted in to execute specific training
components and help authors meet pre-set writing goals, with little regard for existing
capacity. We jumped into action, often with vague knowledge of the educational levels of
the writers, and an even more impoverished understanding of the histories or contexts of
their lives, and with little time to remedy these shortcomings. The hierarchical relationship
between the knowledge of the Western ‘expert” and the knowledge of the locals was thus
reinforced. (Woo and Simmons, p. 302, 2008)

On the one hand, international technical support was a necessity, on the other, it could not be
enacted outside the rules of international assistance conditionalities and intricacies.

The presence of international consultants at the MoE did not escape the MoE employees
and public attention. MEC (2017) references an Afghan Ph.D. candidate’s research finding that
shows there was tension between international consultants and employees of MoE over
substantial differentiation in earnings. Kabul University (2013) commissioned the review of
MOoE public school textbooks that were only produced in 2011 and piloted in Kabul province
only. Their published report in Farsi-Dari (with a summary in English) makes frequent references
to the presence of “imported from abroad authors” (p. 48), and the problems caused; including
quoting a teacher’s feedback: “Some authors of history textbooks are imported from abroad
without consideration for their specialization and experience in writing textbooks, therefore, they
have copied external books” (p. 56). The involvement of rotationally assigned short-term
international consultants in the Curriculum Department did not go unnoticed by the media as
their salaries had become a site for confrontation between national and international technical
experts. A news report indicates more than forty thousand dollars in annual salaries for a foreign
consultant at the Ministry of Industry and Trade (BBC, 2019) another national media outlet finds

international consultants earn tens of thousands of dollars on a monthly basis at the Mines
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Ministry (8 AM Daily, 2014). Although the international assistance controversies did find their
presence in education assessment reports, the public pressures forced the MoE to officially
respond to the backlash. The following details the MoE response.

In response to the Kabul University report (2013), the Director of the Curriculum
Development Project of the MoE published an official booklet in Faris-Dari with a textual and
physical appearance that indicates a hasty public response appropriate for lay readers. The author
states that he shares the booklet “with our honourable people” (Zarifi, 2013, p. 2). The pretext of
the booklet indicates the frustration of the Department. It states that despite an overall positive
reception of the curriculum “some media and some people presented some criticism and views”
and warns that “political and propaganda-oriented views of this national and scientific document
[the curriculum], if far from reality, is not only a breach of one’s rights but is also considered as
the trivial treatment of and playing with future national destiny issues” (p. 1-2). The content of
the Curriculum Department document focuses on specific curriculum issues of the time, from the
poor quality of textbooks to their unavailability, from school and teacher shortages to incomplete
curriculum implementation in schools (Zarifi, 2013). More importantly, the document
acknowledges the public concern about the overrepresentation of international experts and their
astronomically high salaries. In justification, the document states that the Department of
Curriculum is constituted of scientific and professional personnel that includes 100 national
experts from different subject matters. However, “the second section is the Development Project
that is funded by the World Bank” which was established in 2008 and consists of 223 foreign and
national consultants (Zarifi, 2013, p. 11). The author does not disaggregate the 233 consultants
into national and foreign contractors, however, he presents the justification that “in the
beginning, due to administrative and logistical issues and the novelty of the process [of
curriculum development], the publication of textbooks did not have the appropriate speed and
besides high salaries were paid to the experts who had come from abroad and this was criticized
by some people” (Zarifi, 2013, p. 11). The document concludes this topic by stating that “once
the leadership at the Ministry changed”, following a review, the consultants were “dismissed”
and reduced to a total of 100 and later to 50 including national computer operators (Zarifi, 2013,
p. 11). The document attempts to convince the public that the consultants’ remuneration came
not from public funding but from the World Bank either implying the MoE had no choice but to

accept the international assistance salary scale or that it had no control over the previous
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‘leadership’ decision of high salary. The above debate uncovers the political economy of

curriculum development that is further complexified in an international assistance context.

Legacy of Internationally Funded Jihadi Violent Textbooks

As detailed above, the post-9/11 MoE was able to develop its first set of textbooks as late
as 2006 at the primary level and 2011 at the secondary level. Before the printing of these
textbooks, the MoE circulated the 1980s textbooks developed by the former Soviet-backed
government and by the West-backed Islamist Mujahiddin in refugee camps in Pakistan, to
address the immediate needs of students. In other words, some of the refugee camps textbooks
were utilized in public schools at the primary level for five years and at the secondary level for
ten years, before the post-9/11 textbooks were printed. The MoE covertly confirms that “the
curriculum of the country was impacted by the imported ideologies and the atmosphere and
conditions of migration” (Zarifi, 2013, p. 5). Prior to this, the refugee camps textbooks remained
in circulation as a source of knowledge in public schools during the civil war (1992-1996) and
under the rule of the Taliban (1996-2001) mainly due to state dysfunctionality (Spink, 2007).
Therefore, their extension into post-9/11 education renders a review of their production and
content relevant to this study.

The textbooks produced in refugee camps are controversial for their content. The content
of the textbooks is considered violent by international authors (Burde, 2014; Jones, 2009;
Georgescu, 2007; Spink, 2005; Davis, 2002). The refugee camp curriculum relied on counting
bullets’ speed, Russian dead bodies, and weapons to teach math and jihadi literacy (Burde, 2014;
Jones, 2009; Georgescu, 2008; Spink, 2005; Davis, 2002). Language textbooks were radicalized
starting from the alphabet; Jeem was for ‘jihad’ (holy war) (Davis, 2002), and 7ay was for
Tufang (riffle) (Burde, 2014, p. 75). A grade five Faris-Dari language text contained such
passages as: “it is obligatory for Muslims to fight in the way of God. The Prophet said wage
jihad against kafirs [infidels] with your wealth, with your life, and with your speech” (Burde,
2014, p. 78). Religious textbooks contained violent content to the extent that they “instructed
‘true believers’ to kill all non-Muslims” (Spink, 2005, p. 201).

The violent textbooks remained in circulation because the 1980s mujahidin (holy war
worriers) fractions based in Pakistan refugee camps and divided along political, ethnic, sectarian,

and linguistic lines each had their own published textbooks (Jones, 2009), until the establishment



95

of the Education Centre for Afghanistan in Pakistan that granted centrality to textbook
development. Hence, besides radical Islam, the jihadis fuelled sectarianism conflict through the
curriculum. In 1998, 12 years after the original publication of the textbooks, UNICEF and Save
the Children with USAID created parallel textbooks called Basic Competency Learning (BCL)
materials to strip violence from the textbooks, however, the new books could not compete with
the jihadi textbooks in engendering incentive and sentiments to fight the war (Spink, 2007).
Consequently, the violent textbooks shaped education in Afghanistan for decades from the 1980s
to 2006 for primary and to 2011 for secondary level grades.

The crucial role of Western institutions in radicalizing curriculum is critical as it reveals the
nexus of education, politics, and economy in an international assistance context. The University
of Nebraska Omaha (henceforth UNO) with the collaboration of the American Central
Intelligence Agency (CIA) and USAID supported the education agenda of the mujahidin aimed
at fighting communism in Afghanistan (Spink 2007; Burde 2014). The refugee camps textbooks
containing jihadi literature were produced for Afghan children and youth from 1986 to 1992 with
fifty million dollars in USAID funds (Coulson, 2004). The textbooks were also distributed in
UNHCR-funded schools (Brude, 2014). In 2001, there was political pressure from USAID and
economic interest from UNO to reprint the old textbooks and to produce quick results. The UNO
convinced the Minister of MoE of the time, himself a graduate of the university, to accept that
“the BCL books, which were being advocated by UNICEF to be adopted by the MoE, were not
religious enough and that he would face severe repercussions if he approved them. He was also
told that these books were not Afghan, as they had not been developed by the Ministry of
Education” (Spink, 2007, p. 202; Burde, 2014). The violent textbooks of the refugee camps were
developed in the Education Centre for Afghans in the refugee camps; therefore, they were
perceived more as indigenous than the BCL textbooks of UNICEF. In a different account, the
MOoE redistributed the refugee camps' textbooks after pressure from the Central Asia Task Force
(Rugh, 2012). The UNO office was located in Pakistan, therefore, printing this revenue-
generating activity took place in Pakistan instead of the economically deprived Afghanistan. As a
result, “curriculum development meant simply ensuring textbook supplies to students based on
cheap printing in Pakistan of primers developed in co-operation with the University of Nebraska,
published and distributed with the financial support of USAID” (Georgescu, 2008, p. 430). It
was not only the quality but also the availability of textbooks that were affected by the UNO
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Pakistani solution to textbook printing for years. Following a drone attack by the North Atlantic
Treaty Organization (NATO) that killed 24 Pakistani soldiers along the border, Pakistan closed
its borders preventing the crossing of 4.5 million textbooks for months (Radio Free Europe,
2012). The above indicates that not only politico-military contexts adversely impacted education
but also the assistance and academic support to Afghanistan development had significant harmful
consequences on the post-9/11 education reform.

Lavish funding for education rendered the printing of jihadi textbooks a hasty decision.
The printing cost of textbooks containing jihadi literature was covered by the $90 million budget
allocated for Afghanistan education in 2002 alone (Spink, 2007). According to a journalistic
account from an interview with Thomas Gouttierre the then Dean of International Studies and
Programs, UNO had received a 6.5 million contract in 2001 alone to publish the books (Warner,
2002, p. 800). Thus, the extension of the ideology-laden 1980s textbooks into the first decade of
the twenty-first century that aimed to promote democracy was in fact driven by the economic
and political voracity of international governmental, non-governmental, and academic
institutions.

The textbooks were violent to the extent that there is the claim that the post-9/11 education
system was adjusted or modified and ideology was taken out. NCF 2003 confirms that
“immediately after the war textbooks from neighbouring countries were adjusted to our system
[...]” (Ministry of Education, 2003, p. 12). NESP 1 (2006) acknowledged that since 2002 “the
subject-based textbooks (both primary and secondary) that were produced by the UNO in
conjunction with the Afghan refugees in Pakistan were modified to omit all references to direct
violence” (NESP 1, 2006, p. 37). In a more explicit statement, the NESP I indicates that the
review was conducted “to ensure that specific political ideologies were not included in the texts”
(2006, p, 37). The Education Interim Plan (Ministry of Education, 2011b) for 2011-2013 reports
that as late as 2008, 147 titles of secondary school textbooks (grades 7-12) were revised and 23
million of them were reprinted and distributed (Ministry of Education, 2011). However, this
modification in the haste of 2001-2006 was trivial. A journalistic account representing an
interview with Thomas Gouttierre the Dean of International Studies and Programs at the UNO
shows that “most of the changes were minor, and 10-30 alternations were per book™ (Warner,
2001, p. 800). Therefore, early observations of the textbook content analysis indicate that

“references in all the books to the mistrust of the descendants of Ali were not removed. There
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was no representation for non-Sunni, non-Pashtun children of their histories or culture in the
books” (Spink, 2007, p. 201). Furthermore, research findings indicate that textbooks were
reviewed by the Taliban and feedback offered for subsequent revisions in 2011 in an alliance
between the government and the Taliban in the interest of opening public schools and paying the
government and Taliban-hired teachers in areas under Taliban control (Rubin & Rudeforth,
2016). The gradual increase in the presence of the Taliban in the education system is confirmed
by SIGAR (2019) in areas such as monitoring schools, censoring school textbooks and subjects,
assigning teachers to teaching positions, and monitoring teachers’ performance in areas under
their control (p. 123). Hence, on the one hand, the government circulated the jihadi textbooks
and on the other, the Taliban intervention in education from outside the government offered a
conducive context for their effectiveness.

The jihadi textbooks were also caught in the national political intricacies of the Afghan
society. In 2011 USAID began to fund the MoE to print textbooks through national private
printing companies, amounting to $27 million and the publication of 13.6 million textbooks
between October and December 2012, leading to widespread corruption and poor quality of
textbooks, alarming shortage, and a growing black market (Spink, 2007). Furthermore, when the
violent textbooks eventually were reprinted, they were delayed for months due to a failed attempt
to include the photograph of the MoE minister on the first page (Spink, 2007). The minister was
a jihadi returnee from Pakistan. The ex-combatant jihadis began serving as teachers through the
Disarmament, Demobilisation and Reintegration (DDR) program, hired by another minister
(Spink 2007), who too was a jihadi in Pakistan. The jihadi returnees who were themselves
educated through violent textbooks commenced teaching the textbooks in public schools.
Research in the northern part of the country finds that “teachers were violently beating children
simply because of their assumed differing political or ethnic backgrounds” (Spink, 2007, p. 203).
It is evident that national factors had a crucial adverse impact on textbook production,
distribution, and consumption.

In conclusion, the post-9/11 education nationalization context reveals a bleak picture for
reform and progress. Illiteracy, particularly among women, unemployment, resource waste,
cultural practices, and ghost figures at the MoE were some of the crucial contextual challenges in

which the identified textbooks came into existence. Yet, data exhibit interest on the part of the
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public in taking an active role in education reform, school enrollment, and textbook

consumption.

Officialization of the National Education

Following the 2001 events and until the fall of the government in 2021, the Ministry of
Education (MoE) of Afghanistan officialized the national education narrative in three key
documents. First, in three five-year NESPs; NESP 1 (2006) for 2006-2010, NESP 11 (2010) for
2010-2014, and NESP 111 (2016) for 2017-2021 periods. Second, in two NCFs; NCF 2003
(Ministry of Education, 2003) and NCF 2011 (Ministry of Education, 2011a). The revised 2003
NCF in 2006 is not included in this study. Third, the Education Law of Afghanistan (Ministry of
Justice, 2008). The Afghan government documents reviewed in this thesis do not utilize the term
nationalism but covertly articulate it with other national concepts. For example, the Education
Law of Afghanistan (Ministry of Justice, 2008) refers to “national unity”, “national pride” (p. 1),
“national values” (p. 3, 7), “national solidarity” (p. 6), and “national unity” (p. 15). Likewise,
NESP 1 (2006) refers to “national values” (p. 6), “national unity” (p. 20), and “national
standards” (p. 23). NESP II (2010) utilizes such terms as “national values” (p. 8), “national
unity” (p. 20), and “national standard evaluation system” (p. 38). NESP III (2016) utilizes such
terms as “national development” (p. 13), “national authorities” (p. 17), and “national standards”
(p- 18). The NCF 2003 refers to “national independence”, “national heritage”, and “national
unity, solidarity and respect for human rights”, all on one page (p. 16). Hence, manifestations of
nationalism are present in the officialization of education in Afghanistan. In the following
sections, I discuss each document independently and demonstrate the intricacies of nationalism

and citizenship discursive formations.

National Education Strategic Plans

The first mechanism through which the officialized education was constructed is the three
five-year NESPs that covered periods of 2006-2010; 2010-2014; and 2017-2021. The NESPs are
developed in light of Afghanistan National Education for All (EFA) and Millennium
Development Goals (MDGs) (UNESCO, 2015). The documents highlight priority areas such as
general education (i.e., scientific subjects), Islamic education, curriculum development, teacher

education, and many other areas. The common objectives of all NESPs are general (i.e., non-
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Islamic) education, teacher education, working conditions, curriculum development and learning
material, Islamic education, technical and vocational education and training, literacy and non-
formal education, and educational administration reform and development. All NESPs aim to
develop a quality modern national curriculum but also incorporate Islamic and national values.
The documents highlight quantitative concerns over curriculum development. For instance, they
highlight the required budget for each specific expense (school building and textbook
production) but generally, they overlook a distinct and systematic discussion over quality.
Generally speaking, the officialization of education was well planned and enacted systematically.

The NESPs progressively articulate with concepts like equality and diversity. NESP 1
(2006), (2006-2010) highlights the development, economic growth, and stability as educational
vision (p. 46). The vision of NESP I (2010) remains the same as NESP I but it adds the need for
people’s active participation in the security of Afghanistan and unprecedently includes priority
areas in the textbook developing as fluidity in the “cross cutting issues such as peace education,
human rights, elimination of violence against children and women, environmental protection,
counter-narcotics, and HIV” (p. 23). NESP 111 (2016) adopts an equitable approach to education
not acknowledged in NESP 1 and NESP II. NESP I11, which unprecedently pioneers the inclusion
of the term diversity, contains three theories of change, one of which is about equitable access.
Three areas of focus are dedicated to equitable access; they include geography as “including
differences between the situation in urban and rural areas”, gender as “including access and
retention of girls in schools and other learning programmes”, and inclusion as “including learners
with special needs, IDPs, returnees and other disadvantaged groups” (p. 4). This holistic
equitable access is still limited as it neither details why these categories are considered equity
groups which overlooks their particular educational contextual needs nor does it identify the
other disadvantaged groups referred to under the inclusion category. Contrary to its
predecessors, NESP 11 confirms consultation with the Ministry of Women's Aftairs (p. 13). (p.
6). The NESPs become more citizen-oriented over time denoting fluidity in the officialization of
education.

The language of NESPs modulates over time. NESP I11 (2016), contrary to NESP 1 (2006)
and NESP II (2010), utilizes the term “citizen” (p. 4). For instance, “the common goal of the
strategic plan is to prepare skilled and competent citizens through the education system to sustain

Afghanistan’s socioeconomic development and social cohesion” (NESP 111, 2016, p. 2). The
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document even defines a “responsible citizen” as one who is “prepared to contribute to the
welfare of society and equipped for viable employment in the national and international labour
market” (NVESP 111, 2016, pp. 2, 4, 32). NESP III uses the term citizens besides the formerly used
terms such as students, teachers, parents, and the people. For example, the Education Law of
Afghanistan (Ministry of Justice, 2008) refers to “children”, “youth”, “students”, “boys and
girls”, “teachers”, “Afghans”, and “employees” as education sector subjects and not citizens (p.
1). The Law endorses, “the guarantee of equal education rights for subjects of the Islamic
Republic of Afghanistan [...]” (p. 1). The term subject in this document is not contextualized as
non-citizens but all those living in the country including citizens are referred to as subjects. The
utilization of the term subject and the absence of the term citizen is consistent throughout the
document.

The substitution of the term citizen with the term subject in official documents of
Afghanistan is legally practiced. In the constitution (Government of Afghanistan, 2004), the term
subject is the only term utilized to denote citizen. For instance, the constitution’s (Government of
Afghanistan, 2004) first chapter is on the state and the second on “The Primary Rights and

Responsibilities of Subjects”™”

and its first article starts with the following statement: “Any type
of discrimination and privilege among subjects of Afghanistan is forbidden™® (p. 15). Throughout
the document, the term subject is consistently used to refer to citizens. This is an audacious
measure because, in some Afghanistan official documents, both terms coexist with distinct roles.
For instance, The Afghanistan National Development Strategy 2008-2013 (Ministry of
Education, 2008) focuses on security, governance, and growth national planning utilizes both
subject and citizen terms simultaneously. When specific rights are involved, the document
utilizes the term citizen as “a tolerant nation, unified and pluralist, committed to Islamic values
and the honourable objectives of cooperation, justice, and equality of citizens” (p. ii). When
general rights are meant the document utilizes the term subject as in “the government would like
all subjects of the country to have better education” (p. 13). However, such nuances are often lost
in translation from Afghanistan’s official languages. For instance, the English and Faris-Dari

side-by-side constitution (Government of Afghanistan, 2004) reveals that the term subject in the

original document appears as a citizen in the translated document. As such the NESPs
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demonstrate progress in the recognition of the term citizen and a preference for its usage over the

term subject.

National Curriculum Frameworks

From 2001 to 2021, the MoE officialized a national education plan in two National
Curriculum Frameworks (henceforth NCFs) published in 2003 (revised in 2006) and in 2011.
The 2006 framework was a revision of the 2003 framework that only included primary-level
education (grades 1-6). Under the revised 2006 framework, the MoE developed civic education
textbooks for secondary education (grades 7-12) divided into two streams: patriotism and civic
education. Textbooks for these grades were completed and distributed only in 2011 (Zarifi,
2013). In the meanwhile, as discussed above, the secondary (grades 7-9) and upper secondary
(grades 10-12) textbooks published in the 1980s continued to be in use (UNESCO, 2011, p. 7-8).
The NCF 2011 (Ministry of Education, 2011a) remained in force until the Taliban resurgence
(2021). It divides primary and secondary education into multiple “Curriculum Areas and
Subjects”. Of relevance to this study is the Social Studies area. According to NCF 2011 (Ministry
of Education, 2011a), this area includes subject studies like history (grade 7-12), civic education
(grade 7-12), social studies (grade 4-6), and geography (grade 7-12). The curriculum allocates 2
hours a week to all subjects at all grade levels but for civic studies one hour (NCF, 2011). The
nationalization project of education through a centrally designed and implemented curriculum is
discussed below.

A comparison of the first (2003) and the last (2011) NCF's reveals inconsistency and
differentiation in the formulation of values. Both documents start with a message from the
respective Education Ministers, have the same number of pages (50-54), and bear the name of
the country, the logo of the MoE, and the respective departmental names. Differences between
the two documents are noteworthy. Both the 2003 and 2011 curricula emphasize the importance
of a standardized, centralized, unified, and common curriculum. Georgescu (2008) shares a
personal experience that exhibits this approach was a deliberate choice: “While the educational
authorities in Afghanistan stressed the need for a common, centralized curriculum, providing
common requirements for all students, they also accepted that optional courses could be provided

as extra-curricular activities in the upper grades” (p. 437). The centralization of education is
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echoed in the NESPs, too. For instance, the message of the minister reads: “The centrality of
education to the development, growth and thereby stability of Afghanistan cannot be
overstressed” (NESP 1, 2006, p. 9). Consequently, NCF 2003 (Ministry of Education, 2003)
adds: “The curriculum provides common requirements for all students; it is unified and
centralized” (p. 27). The curricula’s ideology is a centralized, unified, and standardized education
without proper arrangement to address marginalization, representation, and irrelevance.

The nationalization of education not only involved the MoE as the highest authority but
also the higher order above it. A presidential directive communicated through the Independent
High Commission of Education for Afghanistan and narrated by an international curriculum
development consultant is overt evidence of education officialization:

Developments in the area of the primary and secondary curriculum were also greatly
supported by the work of the Independent High Commission of Education for
Afghanistan, the members of which were mandated by President Karsai [Karzai] [...] to
develop a strategic vision for educational revival and development in Afghanistan. The
Commission’s Report asked for consistency between general and vocational curriculum
development, as well as for a meaningful balance between tradition and innovation, and
between local and international aspects: The general education curriculum should reflect
national history and culture, values, and traditions. It should also be based on
international scientific principles, norms, and standards. (Georgescu, 2008, p. 439).

Ironically, the commission that claimed independence received its mandate from the
highest source of authority, the president, to develop the education vision. Furthermore, the
above quote demonstrates that the commission aimed to balance assumed binaries that separate
learning from building skills and tradition from innovation and undermine their potential mutual
inclusivity. The similarities between the two curricula are reflected in their structural rather than
content (as discussed below) formation and their approach to centralized education.

There are ample content differences between NCF 2003 (Ministry of Education, 2003) and
NCF 2011 (Ministry of Education, 2011a). Unlike the former, the latter framework commences
with the national anthem in the Pashtu language in line with the constitutional stipulation of a
unilingual national anthem despite the bilingual official language policy. The anthem appears
beside the Kalimat or word of purity in bold font. The Kalimat indicates that; There is no deity

but Allah, and Muhammad is the messenger of Allah. The section of the document that discusses
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education history in the country in both curriculum frameworks. The NCF 2011 (Ministry of
Education, 2011a) narrative is more religious not only for removing the history of pre-Islam but
for its praise of an Islamic era. This symbolically suggests a departure from a more secular and
internationally influenced curriculum in 2003 when Afghanistan was in the limelight of
international assistance, toward an Islamic and nationalistic curriculum in 2011 when the war in
Iraq had rendered Afghanistan of secondary importance. The enactment of this symbolism is
evident in the comparative texts of the two documents. The “Education Policy” section of the
two curricula consists of 20-24 numerically listed items each in one to four sentences. The policy
of the NCF 2003 endorses patriotism, national unity, defence of national independence, national
governance and sovereignty, and protection of national heritage, among others. The NCF 2011
repeats these values in its policy; however, its wording and tone are more religious. In this
section, while the 2003 document has only one Islamic reference as “worshipping God” and
“Islamic brotherhood” (p. 16, p. 24), the 2011 document borrows from the Education Policy of
the Islamic Republic of Afghanistan to add “belief in piety”, “principles and values of Islam”,
and “Islamic teaching” (p. 25). Furthermore, unlike the 2003 document, the 2011 document
states that in line with the Islamic teachings, the constitution, traditions of Afghanistan, and
“pedagogical principles and experiences”, “the education system of Afghanistan is based on
separation of boys from girls” (p. 25). It further states that coeducation “is not allowed in any
educational institution such as courses, sports clubs, etc., no matter public or private” after grade
three at the elementary level (p. 25). The 2011 document lists another policy “focusing attention
on female education in accordance with Islamic enjoins and values” without stipulating such
conditions for boys’ education (p. 27). In contrast, the 2003 document lists this policy; “Students
should be educated to fight against discrimination of all kinds and demonstrate gender
sensitivity” (p. 17). Hence, a comparison between the curricula of 2003 and 2011 policies reveals
the gradual Islamization, gendering, and nationalizing of policies over time.

Equality is another aspect of the two compared curricula. Both curricula highlight the
“General Goals of Education in Afghanistan” under various headings. Although they generally
contain the same topics some nuances are obvious. For instance, the title “Spiritual and Moral
Objectives” in the 2003 document (p. 19) has a moderate undertone compared to its revised
name “Moral and Religious Goals” in the 2011 document (p. 29). The latter includes religious

goals in the title. Under the title “Cultural and Artistic Education Objective”, both documents use
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culture in singular form and add the qualifier ‘Afghan culture’ without regard for diversity. In
this respect, only the NCF 2003, under “The social and civic education” title, includes “handling
diversity” (Ministry of Education, 2003, p. 20). Human diversity, nevertheless, is missing from
the NCFs 2011 and even ethnic diversity is omitted under the “Social and civil goals” heading as
follows: “Strengthening morals of respecting and following laws and supporting rights of all
citizens of the country regardless of their gender, age, economical, social and political status”
(Ministry of Education, 2011, p. 31). Therefore, the “General Goals” section of the NCF 2011
compared to the NCF 2003 indicates a shift toward a less equitable and less inclusive
representation.

The background of equality is crucial because civic education was included in the revised
curriculum of 2003 in 2006. In the NCF 2006, the MoE added civic education to the secondary
education curriculum, intending to deal “with the concept of multi-layered identities and learning
to live together” (Georgescu, 2008, p. 443). There are 10 elements under the “Social and Civic
Education Objective” title: “honouring their country and defending its sovereignty and
strengthening family and social relationships based on Islamic values, principles and rules”
“solidarity, peace, brotherhood” “respect human rights”, “fighting against terrorism”, “applying
critical thinking, effective communication techniques”, “handling diversity, settling conflicts
peacefully and constructively, and developing the capacity to handle Mass Media messages
critically” (Jones, 2009, p. 35). The 2006 curriculum objectives, however, indicate that there is
little, if any, content that addresses directly multi-layered identities. Instead, the curriculum 2006
objectives articulate social diversity with ‘living together through the homogenization of
identities to foster a sense of responsibility for unity, morality, and peace. Hence, while diversity

was recognized in the 2006 framework identity remained a missing piece of equality discussion.

The Law of Education

The Education Law of Afghanistan (Ministry of Justice, 2008) outlines the multiple aspects
of public, private, vocational, and public service education in Afghanistan. The Law is comprised
of fifty-two articles, each under a thematic topic, and organized into eleven chapters. The Article
Two of the Law lists sixteen objectives of which the most relevant for this study are equal

educational rights to all subjects including the promotion of Islamic, patriotic, national unity,
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preserving independence and defending national territories, preserving national interests and
honours, and loyalty to the system of the Islamic Republic of Afghanistan. The Law’s objectives
also include strengthening the spirit of respect for human rights, supporting women's rights and
democracy, and removing any kind of discrimination. These are complemented by Article Three
which stipulates equal rights to education for all Afghanistan subjects without any
discrimination. The Law stipulates the provision of education from preschool to higher education
at no charge and compulsory education up to grade nine. Articles Thirty and Thirty-One of the
Law emphasize a single curriculum across the country. As such, the law is partly in line with the
officilization processes of education.

It is not the intention to introduce the Law as expansively as the NESPs and the NCFss.
Therefore, two examples detailed below are derived from the document and discussed in light of
the NESPs and the curriculum frameworks. The first example, which concerns language policies,
demonstrates a consistency among the NESPs, the curriculum frameworks, and the Law. The
second example, concerning education police, exemplifies inconsistency between the Law and
the two formerly mentioned sets of documents.

The languages of Afghanistan are protected by the Education Law of Afghanistan (Ministry
of Justice, 2008). Article Thirty-Two of the Law renders the official languages Pashtu and Dari
compulsory across the country and emphasizes that in provinces “the language of teaching shall
be selected from one of the two-state official languages, based on the current language spoken by
the majority of the population residing in the area, in accordance with its related rule” (p. 10).
The Law further adds that when the “language of the majority of the people is the third official
language [...] in addition to teaching Pashto and Dari languages, opportunities for teaching third
languages as a teaching subject shall be prepared” (p. 11). All NESPs recognize non-official
languages of the country. For instance, NESP 111 (2016) recognizes that other languages spoken
by the majority of people, “in addition to Pashto and Dari, are the third official languages” (2016,
p. 18). Likewise, the NCFs operationalize this provision. For instance, NCF 2011 indicates, “the
development of textbooks and teacher guides in third languages is ongoing” (Ministry of
Education, 2011a, p. 19). These statements are in line with the constitution (Government of
Afghanistan, 2004), Article 16 and Article 43 that the State is responsible for providing
opportunities for the education of all languages of the country. In short, all three documents; the

NESPs, the NCFs, and the Education Law have an equitable policy toward languages.
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These arrangements, however, follow a contentious history over language politics, leading
the non-Pashtu-speaking participants of the 2004 constitution-making assembly, which
comprised 40%, to temporarily boycott the assembly (Adeney, 2008). In response, and to balance
the recognition of Dari as an official language, the Pashtu-speaking Pushtun ethnic assembly
members successfully ensured Pashtu remained the only language of the national anthem
(Adeney, 2008). Language policies have not been constituted along the Pashtun and Tajik ethnic
divide nor along the political dominance of one over the other. While historically, Pashtun ethnic
elites have governed the state, Persian has been the dominant language of the public sphere and
administration (Adeney, 2008; Bahry 2013, Barfield, 2010; Hanifi, 2011; Lee, 2018). The impact
of international assistance has also been relevant to language policies in education. A study on
the sociolinguistic complexities of the people in Afghanistan and its impact on education finds
that there has been “little international support for plurilingualism and multilingual education,
despite a number of small international organizations that support the development of mother
tongue-based bi-/multilingual education (MTBMLE) as a model for quality education in
Afghanistan” (Bahry, 2013, p. 59). Furthermore, the political and power dominance of the
Pashtun ethnic is contrary to the subservient position of their Pashtu language due to the
dominance of the Farsi-Dari language, spoken by multiple ethnic groups including Tajiks and
Hazaras. Hence, the Education Law of Afghanistan is inclusive in its approach within the
institution of education but cannot surpass the exclusive socio-political contexts in which
language policies have been historically and presently enacted.

Despite an inclusive language policy, the Education Law of Afghanistan (Ministry of
Justice, 2008) endorses other restrictions. In one instance in which the Education Law of
Afghanistan refers to the Education Police, both the NESPs and the CFs remain silent. The Law
introduces Education Police and justifies its function as “to strengthen the quality and
effectiveness, order and discipline in the educational institutions listed in this law and to perform
charity services and voluntary community, if necessary, educational supervision departments are
established and developed. The operation of these departments is regulated according to the
relevant bill” (Ministry of Justice, 2008, Article, Thirty-Four). Furthermore, under “Prohibition
of political activities,” the law states that political activities of students, teachers and employees
are banned and “taking advantage of people, institutions and political parties of educational

institutions stipulated in this law and educational programs for political objectives is forbidden”



107

(Article Forty). Despite this, under “Implementation of extracurricular activities” the Law
encourages activities that promote Islamic ethics, volunteerism in social institutions, and student
exchange programs within the country and with “Islamic and other friendly countries” (Article
Thirty-Three). The Law requires students to wear “specific clothes” according to the climate of
the region (Article Forty-One) which renders students identifiable outside school premises.
Therefore, despite its enforcement of official education in accordance with other policies of the
Mok, the Education Law of Afghanistan is exceptionally and controversially cautious about
citizenry identity as students.

Much of the above articles of the Education Law of Afghanistan have been lost in
translation deliberately or otherwise inadvertently. The English translation, accessible on the
UNESCO website, does not indicate that the Law is the property of the Ministry of Justice as a
“special issue” signed by the president and sold for forty Afghanis on the original Law of
Education document (Ministry of Justice, 2008, cover page). The English translation in the
following text of the Law of Education replaces ‘Education Police’ with ‘Boy Scouts’:

In order to improve quality, effectiveness, order, and discipline in the educational

institutions stated in this law and perform voluntary and social services when needed, the

department of the boys’ scouts, shall be established and expanded. The method [of]

activities of the Boy Scouts shall be outlined in accordance with its related rules. (Ministry

of Justice, 2008, Article Thirty-Four).
This substitution of Education Police with Boy Scouts is an aberrant translation of the term in the
original text. Text translation is also a tool for textual distortion. The translated text does not
place a comma before the ‘when needed’ as in the original text but puts the comma after this
phase, this changes the meaning from the original: ‘when needed, the Department of Education
Police shall take action, to its distorted translation as shared above. As such, the translation is
lighter in its enforcement of the tone. Furthermore, it appears in the translated text as if the Boy
Scouts are ‘established and expanded’ within the MoE because the term ‘Police’ (ssx8) and
the Ministry of Justice as author and property holder are omitted in the English translation.
Therefore, the translation can be interpreted as MoE attempting to conceal the strict articles of
the Law from international readers but it also reveals the MoE's commitment to not abide by the

Law’s content given their absence in the NESPs and the curricula. Anecdotal evidence suggests
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that the MoE gradually and silently abandoned this Article from the onset. As such, the
Education Law of Afghanistan adopts a soft language in its translated issue.

In the same manner that meaning is lost in the translation of the terms subject and citizen,
as discussed above, the translation of the Education Law of Education (Ministry of Justice, 2008)
from its original to English has distorted meaning. To my knowledge, no document or article has
exclusively critically deconstructed the Education Law of Afghanistan or has raised the issue of
education police. On the contrary, the document has received compliments. With respect to the
topic of “the prohibition of corporal punishment within educational institutions”, UNESCO
(2021a) compares Afghanistan with Bhutan, Sri Lanka, and Pakistan and asserts that
“Afghanistan provides an explicit protection in its Education Law of 2008 (p. 35). On the one
hand, this statement is supported by Article Thirty-Nine of the Law which stipulates that: “Every
kind of physical and psychological punishment of students is prohibited even for their correction
and chastisement. Violators shall be prosecuted in accordance with the legal provisions™ (p. 13).
On the other, it only offers an optimistic illusion about corporal punishment rendering absent the
most alarming issue of education police, discipline in education, school uniform, and the
ownership of the Law by the Ministry of Justice as a site with high potential for aggression.

In conclusion, the three sets of documents; the NESPs, the NCFs, and the Law of
Education, do not demonstrate coherence in the manner through which they articulate rights and
equality. While NEPs become more citizen-oriented over time, NCFs become more restrictive.
The Law exemplifies the nationalization of education in institutions and policies that transcend

MoE.

Nationalism and Citizenship

In the following section, I present a brief overview of the literature on the genesis of
nationalism and citizenship in Afghanistan, engendered by authors from the country and outside.
I divide the literature into five often entangled and overlapping but at times contradictory
conceptions disputed by their counter narratives. In my view, the first form of nationalism in
Afghanistan is historical nationalism which is based on a linear continuity from the past that
finds its roots in a mythical and imagined five thousand years of self-glorifying identity. It dates
to the pre-historic era to the 7" century which marks the end of the Sassanid Empire. This epoch

is partly a construction against the Muslim Arab invaders and is represented by the people of
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Aryana and as the inhabitants of the changing geography of Khurasan (Land of the Sun).
Subsequently, following the advent and spread of Islam, Afghanistan (Land of Afghans) became
a nation-state following Ahmad Shah Durnai’s 18" century successful invasions of scattered
parts of contemporary Afghanistan and beyond (Ghobar 1967; Habibi 1966; Lee 2018). As such,
historical nationalism builds the historical existence of a people, their culture, identity, and
religion in a historical context.

From my perspective, the second form of nationalism in Afghanistan is territorial
nationalism which can be partly accredited to Ahmad Shah Durani’s territorial claims (which
bestowed him the title of the founder of Afghanistan) and to the country’s geographical location.
Afghanistan was the roundabout of the ancient world (Hyman, 2002) but performed as the
graveyard of empires (Jones, 2010) denoting its vulnerability to invasion threats from world
powers the recent examples of which are the British in the 19" the Russians in the 20", and the
American-led coalition in the 21* centuries. Regionally, the political interferences of Pakistan
(with whom Afghanistan has disputed shared land) and Iran (whose anti-American stance is
concealed with support to the Shia Muslim minority in Afghanistan) complexify territorial
nationalism. Hence, territorial nationalism unlike historical nationalism that is built today on the
ancientness of the people, prioritizes the territorial sovereignty of contemporary Afghanistan.

The third form of nationalism in Afghanistan, from my perspective, is centralist
nationalism which was formed during the 19" century Amir Abdul Rahman’s institution building
initiatives (Ghobar 1967; Habibi 1966; Lee 2018). The Amir established a powerhouse in the
Kabul province constructed in the historical memory of the official narrative as an alternative to
an anarchical tribal power disaggregation (Barfield 2010; Kakar, 1979; Kakar, 2006; Rubin,
2002). Rather than ancientness (historical nationalism) or geography (territorial nationalism) that
demonstrate the theoretical attributes of primordially (Shils, 1995; Gibsly, 2005; Smith, 1998),
centralist nationalism brought to the limelight the importance of administration in the way that
Gellner (2006) deemed essential state-run service delivery system to nationalism. This
administrative centralization necessitated demographic, administrative, and resource
(re)allocation which became a discursive breeding ground for contention among adversely
affected peoples. As such, centralist nationalism has commenced institution building and service

delivery as a relatively recent and ongoing phenomenon.
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The fourth form of nationalism in Afghanistan, from my perspective, is modernist
nationalism which was gradually but steadily taking shape due to confrontation between and
interaction among colonial powers and the repatriation of exiled elites from more advanced
socio-cultural and political establishments like the Ottoman Empire (Barfield 2010; Farhang
1988; Lee, 2018). This initiative in the early 20" century was followed by a series of reforms
including constitutional movement, modern administrative reforms, and institution building in all
arenas including education. Hence, one may convincingly apply Benedict Anderson’s (2006)
processes of nation building to this nationalism era as it was an initiative by intellectual returnee
elites who embarked on a wave of reforms such as linguistic policies in favour of Pashtu,
institution building for consolidation and centralization of power, printing state-run and private
newspaper publications opening doors for freedom of speech, and radio programming to raise
public education, all of which often contained translated world knowledge and literature.

The fifth form of nationalism, from my perspective, is the urbanized nationalism
construction that with access to newly consolidated resources such as language, print press, and
modernity dialogue was formed in the 19™ century, particularly under the reign of Amanullah
Khan (Barfield, 2010; Ghobar, 1967; Lee 2018). This nationalism is distinguishable from the
indigenous, rural, and tribal forms of national attachment that relied on primordial nationalism.
This distinction does not imply a binary of a modern urban and a regressive rural context. On the
contrary, given the low urbanization progression in the country, most urban elites were residents
of rural areas. The unpopulated emerging urban centres with vast resources due to centralization
offered ample opportunities for the majority of rural people to migrate to cities. In other words,
rather than human material resources determined the urban and rural divide, and consequently,
the urban modern versus the rural primordial nationalism.

The sixth form of nationalism is secular nationalism which was constructed by the state
(the formal social organization) and enacted upon the society (the informal social organization)
by both consent and coercion. It emerged as a result of the above nationalisms, particularly under
the reign of Amanullah Khan, sustained due to the official and cultural adaptation to the
moderate Hanafi school of Islam, and was nurtured as a Cold War cultural interjection (Barfield
2010; Hyman 2002). Hence, secular nationalism, contrary to Western perception, has been

embedded in history and has converged with the culture and religion of the people.
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All the above pillars of nationalism have been systematically problematized,
deconstructed, and criticized as officialized grand narrative, ethnic nationalism, and hegemonic
interpretation of margenalizations. The historical, territorial, and centralist productions of
nationalism have been disputed by those who see these narratives as a historical construction to
justify the historical power domination of ethnic Pashtun elites (Ahady, 1995; Rahimi, 2017;
Shahrani, 1986; Mousavi, 1997). For instance, territorial nationalism has been criticized because
of the narratives of land gain and land loss by powerful dominant Pashtun elites who overlook
the ethical violations of the narratives of land gain (i.e., Durrani’s killing of Indians in the
Panipat victorious fight in 1761) and the socio-economic and security implications of land loss
(i.e., Abdul Rahman’s land offer to British India in return for legitimacy in 1893 leading to the
division of people on both sides of disputed land between Afghanistan and contemporary
Pakistan) (Lee, 2018). The centralist nationalism is opposed by the view that it is an
exclusionary and discriminatory mechanism that adversely affects non-Pashtun ethnic groups
that in the resource-deprived country often are excluded from the government’s limited resources
and inevitably short priorities (Rahimi 2017; Shahrani 1986; Mousavi 1997; Lee 2018). The
modernist, urbanized, and secular nationalism discursive formation has been scrutinized
particularly by regressive Islamist jihadis and the Taliban who view modernization as a threat to
Islam and their monopoly over religion. Hence, each of the nationalist discursive formations is to
be articulated with their counter and disputed claims of the nation’s existence.

Given its shortcomings, nationalism does not suffice to create social attachment on its own
without the institutional support that is derived from citizenship. I divide the contemporary
citizenship conceptualization in Afghanistan based on three chronologically ordered historical
events and name them in accordance with their political conduct, namely, absolutist liberal
citizenship, authoritarian socialist citizenship, and inchoate liberal citizenship. First, an absolutist
liberal citizenship conception formed immediately after the end of the reign of the last
constitutional monarch and the establishment of the first republic in 1973. This period is
characterized on the one hand as constitutionalist granting primary civic rights, and on the other,
as politically restrictive (Barfield 2010; Lee 2018; Rubin 2002). Second, an authoritarian
socialist citizenship conception was formed by the Soviet-backed People’s Democratic Party of
Afghanistan (PDPA) in 1978. This citizenship formation had benefited from and catered to

Soviet politics. PDPA was a single party, non-Islamic, and against civic rights in return for the
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unsuccessful promise of economic reform and the elimination of classes (Barfield 2010; Lee
2018; Rubin 2002). Between 1992 and 2001 the country was in a state of civil war among
mujahidin Islamist groups. Therefore, the presence of citizenship conceptions was either non-
existent or not disseminated. Hence, establishing generalizations about citizenship formation in
this era requires rigorous scholarly inquiry. Third, an inchoate liberal citizenship conception was
formed in 2004 following the 9/11 events including the first constitution with liberal aspirations.
In this era, citizenship and civic rights were defined and enacted by a relatively progressive
constitution (Afghanistan Constitution, 2004). However, as discussed below, the inchoate liberal
citizenship conception was also constantly challenged and influenced by Islamists, equality
advocates, and foreign perspectives.

In Afghanistan where citizenship and nationalism overlap, the reliance on Islam further
problematizes this discursive space. In the sources of Islamic guides, the concept of citizenship
with its new and emerging meanings is non-existent (Kamali, 2011). The Quran, for example,
categorizes Islamic social hierarchy as the loyalty of the ummah (the community) toward the
khulafa (governors) as protectors (Kamali, 2011). If Islam is the cultural trait of citizenship,
Islamism is its political wing. While Islam is a faith demonstrated in beliefs, rituals, and
symbols, Islamism is an ideology that preaches strict interpretations of sharia (Islamic law) by
drawing on Salafi ideology (Tabibi, 2012; Gerges, 2011). Hence, Islam has the potential to
contain citizenship either as a restricted or as a moderate value system.

Citizenship rights and responsibilities are not equally distributed across sectarian and
religious demographic categories. Islam has played a key role either as a divisive sectarianism
force (e.g., the Shia and Sunni divide) or as a catalyst for collaboration (e.g., transnational
alliances). Sectarianism has left the citizenship rights of each national minority group in
jeopardy. Originally, Muslims as common citizens did not see any conflict between Islam and
their constitutional rights. However, the emergence of Islamism has challenged access to this
source of rights (Panjwani, 2008). Although in Islam the concept of justice is important because
justice plays a key role in defining the relationship between citizens and the state (Kamali 2011;
Panjwani 2008), in practice the Islamic interpretations overlook the equality of minorities and
women. In response, dynamic citizenship has been offered as a modern-era conception defined as

equality in justice for political, social, and economic rights for all citizens with a particular focus
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on minorities and women (Kamali, 2011). Hence, Islamic processes of rights and equality are
susceptible to exclusion.

More overtly, the government enacted banal nationalism (Billig, 1995). Given the recency
of the period of this study (i.e., 2001-2021), references and examples are drawn from non-
academic sources. In 2014, the government hoisted the largest national flag 97 by 65 feet
dimensions in Kabul City, Afghanistan (Nordland, 2014). State media products, including
military showcasing, continued to be produced under this flag. Other citizenship initiatives were
restrictive due to hostile identity politics and claims of inclusion. For instance, when the
government unprecedently initiated to issue of national electronic identity cards, division over
the inclusion of ethnic identities rather than the national identity of Afghan was an issue (Bezhan,
2013). The scrutiny of the intricacies of nationalism and citizenship in this period is far from the
scope of this study. Affected by the circumstances at the time, I published an article entitled,
“Identity challenges in the absence of human security and citizenship rights” (Nazari, 2018) in a
national daily newspaper in Afghanistan to highlight how national security was a pretext to
overlook the demand of Hazaras who were attacked by insurgents for their ethnic identity.
Hence, the system of representations and articulations of nationalism and citizenship in
Afghanistan demonstrates a highly complex discursive formation exacerbated by a shortage of
resources and an abundance of conflict.

In the end, nationalism and citizenship have been the two prominent discursive themes in
the formation of the nation in Afghanistan. The forms of nationalism and citizenship discussed
above not only coexisted but also overlapped. For instance, the citizenship formation could not
come into existence without the modernist form of nationalism as its supporting stand while

modern nationalism could not be constructed without citizenship including constitutional rights.

Conclusion

The resource-deprived MoE officialized national education upon a traumatized,
engendered, illiterate, predominantly rural, and young population. Despite this, there existed a
conducive context for the production, circulation, and consumption of the identified textbooks.
The education contextual analysis exhibits that education supply and demand emerged and
evolved enthusiastically. From a supply perspective, the officialization of education through

three NESPs, two curriculum frameworks, and the law of education demonstrate the
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government's commitment to providing an officialized and centralized education. From a
demand perspective, findings prove that education is not an undervalued commodity in Afghan
society and that educational preferences for boys are not in stark contrast with a preference for
the education of girls. The high school enrolment rate was attained despite child labour, distance
to schools, destruction of schools, human casualties in schools, and socio-cultural factors
affecting more prominently girls. Therefore, between 2001 and 2021, the MoE proliferated the
education supply through the centralized officialization of education while the people demanded
education despite facing a myriad of challenges.

The nationalization of education was a top-down narrative. This is evident in the way
NESP:s selectively report educational challenges. Despite the educational gains, meeting student
enrollment demand, absenteeism, dropout, and retention rate, particularly among girls remained
a challenge. The NESPs do not conceal these challenges but remain evasive about challenges
pertaining to ghost figures, teacher qualification, and textbook production and consumption.
Therefore, the NESPs selectively emphasize issues pertaining to the people and background
structural challenges not addressed by the MoE. The discrepancy between the actual educational
shortcomings and the selectively portrayed issues leads to an ambiguity as to the extent the
teachers taught and students learned the identified textbooks.

Lack of coherence in the nationalization agenda of education is also evident in the
difference between NESPs and the NCFs. The NESPs progressively articulate with concepts such
as equality and diversity, emphasize consultation with the Ministry of Women's Affairs,
normalize the term citizen and define ‘responsible citizen’. However, the NCFs’ policies reveal a
gradual Islamization, gendering, and exclusion. Despite these stark differentiation between the
NESPs and NCFs, the commonality between the two remains the standardization and
centralization of official education. The law of education lies in between the two sets of
documents as it both emphasizes equality like NESPs and endorses restrictions like NCFs.
Hence, a forged unity susceptive to breakage is evident in the grand narrative of education
nationalization in Afghanistan and it is of interest to analyze how incoherence is reflected in the
content of the identified textbooks.

The context of education in Afghanistan was heavily influenced by factors beyond the
scope of MoE’s influence. Poverty, culture — particularly for girls, child labour, and lack of

infrastructure were the main hindrances to education. Conflict, leading to the militarization of
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education, leading to the destruction of public schools and human loss were perpetuated by all
parties from Afghan armed forces and non-state armed groups to international military forces.
The political economy of textbook development was affected by high-level political institutions
up to the presidential interference and corruption at all levels from the MoE to the black market.
Internationally, education was impacted by world powers’ perplexing Afghan nation-building
agenda driven by their own national interest, the militarization of the education sector, poor
planning of school construction, profit-driven international academic institutions, and
international consultants self-exposing as actors of the ‘colonial unconscious’. Therefore, the
content of the identified textbooks and their production and consumption cycle are not only a
byproduct of educators’ and publishers’ contributions but also of a wide range of national and
international political, economic, and academic institutions in a historical context.

The above educational context articulations intersected with various types of historical and
modern nationalisms and citizenships. The presence of multiple textbook development teams
from the MoE to oversee such matters as religion, politics, culture, and language, among other
procedural matters, the uniformed structure of the textbooks, the presence of national symbols,
and constant reminders of the textbooks as ownership of the MoE reveal that the nationalization
of education was a top-down construction of the imagining of the nation. Hence, the identified
textbooks were produced and consumed in nationalism and citizenship contexts that have their

roots in the institutions of the past and present.
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Chapter Six: Patriotism

In this chapter, I respond to part ‘A’ of the first research question of this study by analyzing
the imagining of the Afghan nation with a focus on representations of nationalism in the
identified textbooks. While this chapter only presents the discursive construction of nationalism,
Chapter Seven highlights the discursive formation of citizenship aspect of this research question.
In Chapter Two, I discussed the overlap between patriotism and citizenship; hence, the division
of these two conceptions into two chapters is for the purpose of precision and clarification in
establishing the overlap in the succeeding chapters. Given the arguments in Chapter Two
concerning the theoretical formation of nationalism, in this chapter, I apply nationalism and
patriotism interchangeably. In line with the methodological framework of this study explicated in
Chapter Four, the analysis of this chapter is a preferred reading of the textbooks from the
authors’ perspective. Chapter Eight and Chapter Nine will revisit the findings of this chapter for
a negotiated reading from the reader’s (my) perspective. The analysis of this chapter finds that
the textbooks tactically and banally imagine patriotism through a primordial nationalism lens that
emphasizes an intrinsic affect toward nation-ness built on historical, geographical, linguistic,
religious, traditional, and racial commonalities. The foundation of this structure has nationally an
association with the concept of Islamic and Islamic brotherhood and internationally with Islamic
ummah. The textbooks utilize rhetorical devices, social assets, and common cultural grounds to
partake in this construction. With an ethnocentric stance, the textbooks participate in othering
attained nationally by a problematic unification of diverse peoples, which consequently
culminates in their nuanced and covert homogenization and exclusion. Beyond the nation, the
textbooks participated in othering with a narrative of an invading West and a victimized Islamic
world. The domestic application of Islam is in tension with its utilization in an international
context. This othering participation enacts textual violence when it engages with the constitution
of such conceptions as honourable jihad and glorified martyrdom in an unequal globalizing
world stage that has culminated in a civilizational divide. The rest of this chapter is presented as
follows. Under specific headings, I discuss the discursive construction of National Identity and
Social Values; Inclusion and Exclusion; Five Thousand Years of Historical Continuity; Islamic
Brotherhood, the Ummabh, Clash of Civilizations, Jihad and Martyrdom; and Emblems that
Banally Flag the Nation. The conclusion presents the highlights of findings in light of the

research question.
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National Identity and Social Values

The textbooks discursively construct patriotism as a natural phenomenon. For the
textbooks, “patriotism is a sentiment that exists in every human intrinsically and naturally””
(Ashrafi & Rawan, 2017, p. 13, henceforth, PATB 7, 2017) because everyone: “is raised there,
takes advantage of its water, weather and other endowments, becomes accustomed to its
surroundings, and lives in its warm and loving embrace”'’ (Hadaf & Helaman, 2017, p. 36,
henceforth, PATB 9, 2017). This statement is also repeated in other textbooks (PATB 7, 2017, p.
20) and )Wazeen & Hotak, 2017, p. 17, henceforth, PATB 8, 2017). A lesson in PATB 7 (2017, pp.
80-82) explicates the right of the country over us (e.g., loving the country and respecting the
laws), and the right of us over the country (e.g., using its land and air). Hence, the authors use
deixis to represent patriotism as an intrinsic sentiment that bears duty.

The construction of ‘Afghanistan’ is a country merits attention. All textbooks refer to the
country with this name regardless of historical point of reference. In rare cases and with
secondary importance, other names are associated with the country. For instance, the name
Khorasan is mentioned in a historical narrative and the name of Afghanistan is added in brackets
(HSTB 11,2017, p. 54). This way, Afghanistan remains an ever existing country.

The textbooks imagine the nation as an entity with commonalities. The textbooks
characterize Afghans as being “one unit” (PATB 7, 2017, p. 43). In the textbooks, commonality
means that the people have “a shared home and history”, and “jirga” [generally known as the
assembly of leaders and notable characters who make decision by consensus] (PATB 8, 2017, p.
12), and a common religion (i.e., Islam), land, history, culture, geography, language, national
unity, and interests (PATB 7, 2017, p. 66; PATB 8, 2017, p. 8, 15). The textbooks praise
commonalities for having served such purposes as accepting Islam, nurturing science, and
fighting the British, and the Russians (PATB 7, 2017, p. 43, 56). Hence, from the perspective of
the textbooks’ authors commonality is an essential aspect of national existence.

In the imagining of the textbooks, one of the central elements of commonality among

people is Islam:

The Islamic element of the national identity of the Afghan people is such a comprehensive

and broad umbrella that all strata of our nation have gathered under it and as a vast human
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population, with historical, cultural, social and geographical common antiquity, manifest

themselves in the formation of a single and united nation. "' (PATB 8, 2017, p. 15).

In fact, in the construction of patriotism, it is Islam that has a definitive role. Unlike the civic
education and history textbooks, the patriotism textbooks prioritize Islamic themes by
commencing each book with a chapter dedicated to praises to God containing such messages as
seeking God’s mercy, expressing gratitude to God for blessings bestowed on humans, and
submitting to the divine power of God, followed by a second chapter honouring Prophet
Mohammad. In these lessons, textbooks promote ethical and moral values. For example, the
Prophet “[...] used to help with household chores; sewed his clothes; ate with his servants, would
shake hands during greetings with the rich and the poor alike, and would hold hands until the
other person let go”'2. (PATB 9, 2017, p. 5). In another example, the Prophet is quoted as saying,
“The one who is not trustworthy does not believe [ in God]”"* (PATB 7, 2017, p. 6). As such,
these opening chapters in each of the patriotism textbooks contain key messages as opposed to
prayers and praises.

Islam precedes patriotic attributes, national values, and identity markers in the word order
of sentence structures. For instance, “we are religious and patriotic children of Afghanistan
[..."" (PATB 7,2017, p. 67), and: “after Islam, historical, cultural, social, civilization,
geographical location, and social conditions also play a role in the formation of our national
identity”"® (PATB 8, 2017, p. 15). In sequencing patriotic values, Islam precedes territorial
integrity and national pride: “National interest is comprised of religion, intellectual values,
independence, territorial integrity, economic prosperity, power, status, national pride, history,
culture, etc.”'® (PATB 7, 2017, p. 23). In another example, ‘Afghanyat’, without a definition,
while literally meaning the characteristics and quality of being an Afghan, comes after Islam:
“After Islam, Afghanyat is the second element of the national identity of Afghanistan™'” (PATB 8,
2017, p. 15). The “Characteristics of Afghans” lesson (PATB 7, 2017, p. 42-44) identifies
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Afghans’ acceptance of and contribution to Islamic civilization as a key national characteristic. A
lesson on “Patriotism”, references the Prophet’s love for his birthplace during migration from
Macca to Medina city (PATB 7, 2017, p. 13). Hence, the textbook authors attempt to articulate
patriotism and national identity with Islam.

The textbooks construct social values and articulate them with Islamic principles. The
lesson titled “Safeguarding People’s Property and Honour” (PATB 9, 2017) condemns taking
others’ rights from an Islamic perspective (p. 61), and the “Environment Protection” lesson
(PATB 8, 2017) presents safeguarding natural resources as a “religious, ethical and humane
responsibility”** (p. 70-72). In a lesson on literacy (Bakhtyari, Omarkhail & Moshfiq, 2017)
(henceforth, CETB 11, 2017), the first word revealed in the Quran, /gra, meaning ‘read’ or
‘recite’, is discussed to endorse literacy (p. 73). The textbooks interpret acts of nationalism
through an Islamic lens. In a topic on the triumph of mujaheddin against the Soviets (PATB 7,
2017), the causes are ranked but faith comes first: “The strong faith of the mujahidin in God and
the day of judgement; National unity and solidarity; A passionate love for the homeland and the
desire for independence and freedom™" (p. 67). The authors of patriotism textbooks reproduce
contemporary virtues and values through Islamic narratives.

In conclusion, the textbooks construct patriotism from a primordial perspective with an
emphasis on intrinsic affect and social commonalities. While natural commonalities have
national outcomes (e.g., defence and civilizational enrichment), Islam as the main source of

commonality is the integral commonality with which social values are articulated.

Inclusion and Exclusion

The textbooks imagine the nation as having diverse ethnic groups and languages through
democratic elements. Referring to the constitution (Government of Afghanistan, 2004), a
textbook (PATB 8, 2017) declares:

The nation of Afghanistan consists of everyone who has the subjecthood of Afghanistan.

The nation of Afghanistan consists of tribes of Pashtun, Tajik, Hazara, Uzbek, Turkmen,

Baluch, Pashees, Nuristani, Aimaq, Arab, Kyrgyz, Ghezelbash, Gajar, Brahui and other
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ethnic groups. Each individual of the Afghan nation in Afghanistan is called Afghan.? (p.

10)
In this text, not only ethnic groups but also tribes are considered equal constituting the nation of
Afghanistan. A textbook (Mohaqiq, Omarkhail & Hazrati, 2017, henceforth, CETB 9, 2017)
refers to the 2008 election to exhibit equality among ethnic groups: “In this election, individuals
from all ethnicities living in the country were able to run for office and compete with each
other™' (p. 24). Another textbook (Moshfiq, Fazil, & Omarkhail, 2017, henceforth, CETB 12,
2017) discusses political participation and refutes “direct or indirect restrictions on electors and
nominees”* from many perspectives including discrimination based on ethnicity (p. 33-34).
Lastly, CETB 9 (2017) highlights the presence of the ethnic groups of Afghanistan at the Bonn

Conference and presents the sixth constitutional article as follows:

The government is obliged to create a prosperous and progressive society based on social
justice, protection of human dignity, protection of human rights, the realization of the
republic, assurance of national unity, equality between all ethnic groups and tribes, and

balanced development in all regions of the country.” (p. 47)

The textbooks respect diversity from a constitutional perspective and demonstrate examples that
are present in the lived experiences of student readers. This way, the textbooks demonstrate the
obligatory nature of equality among ethnic groups in the constitution.

The textbooks also indigenize social diversity through the traditional jirga institution.
CETB 9 (2017) confirms the presence of “members of national assembly, heads of provincial and
district councils, and elite and famous individuals of ethnic groups™* (p. 12) in the jirga. As
discussed in this and the following chapters, the textbooks rely on jirga to indigenize various acts
and products of nationalism, including democracy and constitution making. Therefore, jirga

participates in the construction of patriotism in Afghanistan.

(Glad My 5 o 4k e 5h €S oS 3l co 130 1S 2 e 5y o)) 31 S i) gy (il |l |y linilidl Camds 48 (62 a1 oLaS ) i & e insitadl 20

S o ol @ il 5 sl al (LR e e e
358 oo 3O i) AL iasilaal e 8

A3 i 4 an b 0 3 3al plia oyl 31l (o1 4S Sl 55 558 8L ) a1 (g0l sz ol o 2!

g\a}h;g@a&aéi)qﬁmﬁégfﬁmq}w&)ﬁ)JL«_IZZ
5O 5 ol 58 e O sl e ole iam g el (e (BT i s e i) Cael S Jada ¢ e laial Cllae Gl B Jie 5 4d je ddla S dlagl 4y 2 g0 2B
A e Gl ¢ 53S 3hlia dan 5 () sie CHLESH

o) 58 (i s 5008 2131 5l gl s 5 S 5 sl s (slass s 5 (oe (555 slume) 51 24



121

Islam also performs as a homogenizing catalyst in the constitution of patriotism. Following
Islam's advent, “[...] all tribes and ethnic groups now had a single religion and faith”* (Ansari,
Ghori, Omar, Habid & Ahmadzai, 2017, p. 11, henceforth, HSTB 8, 2017). Islam views ethnic
groups as equal: “[...] God Almighty in the Qur'an and Sunnah has not obligated a particular
ethnicity to carry out political affairs and advance the political power of Muslims, forbidden to
others™® (CETB 12,2017, p. 96). PATB 9 (2017) endorses diversity with equality from an
Islamic perspective: “They, as per the Islamic verses, view ethnic diversity and languages as a
means to know one another and not as a reason for privilege and superiority against others” *” (p.
11). As such, the textbook authors imagine the national ethnic diversity and equality as aspects
of the tradition and religion of the people.

The textbooks emphasize the need for unity. However, PATB 9 (2017) the unity among
Afghans is a construction that is outward-looking rather than an inward approach because:

National unity is one of the characteristics of Afghans. Sometimes Afghans may have

problems and controversy among themselves, which is a necessity of a shared life; but they

unite against the enemy. The pages of history are a good proof of this claim.” (p. 11)
Another example conveys the outward-looking implication more directly: “By having diverse
ethnic and tribal groups, cultures, languages, and customs, the people of this land have always
united against the world conquerors [...]"* (PATB 7, 2017, p. 37). Hence, in an Islamic context,
commonality has the connotation of unity.

The textbooks balance unity with equality and tolerance. PATB 7 (2017) elaborates that
such differentiating characteristics as race, ethnicity, or tribe are all for peace and security (p.
56). Likewise, the PATB 8 (2017) encourages tolerance because:

A person has to live and interact with those whose behaviour, habits and taste differ from

them. To avoid problems and conflicts, this situation requires one to endure tolerance and

patience, and for the sake of coexistence and peace in the society, to accept those things

that are not compatible with their own taste, needs, and habits.* (p. 57 — 58).

25
26

il a5 o cinlia (W 5 ol 1At 1

mb_ea)gf\);Q\ﬁ;@ﬁaaﬁ&oumw@«;‘)ﬁaﬂjsu\_w\..nj)‘ld\);ldl); ljsmueﬁﬁdujui)éjqﬂjéj_aﬁjla
S5 05 0 e ssler 3 pl B o e 5 s K el ¢ 5 B GBI el e i 4y e i) 55 b (OnS i eSa ) ol 38 oSl e sy Cpa e il 2

LB s i s el o 0 £l e B8 il Al s | Ll ol 8 g g (8 I el Ll 280
o 4n LS (haBa Ll o Ll £l oS jitie (K 205 A Y 4S ot 45l Jlaia 5 e 358 (e o Leladl A ald ) Lladl slgtina sad ) Sy e caa 428
e da cpl i ol K ) 315l 2 s
€ i o Ela| . LU - ; s e Gl £ e e Eer A VLG B Al e 29
o3 8 aaie Gl S 5 QULIS (e e jo adpad O SUS Gl zls) s ey s g siie HSIS 5 b e San b it B8 5ol 81 LS L Cae e () 2 e



122

As such, equality and tolerance are also normatively endorsed in the textbooks.

The textbooks represent diversity as a threat. A textbook (Omarkhail & Moshfiq, 2017,
henceforth CETB 10, 2017), considers cultural diversity from an ethnic perspective as one of the
challenges of underdevelopment in the country:

Weak management and leadership, economic weakness, geographical location,

unnecessary extravagance, disagreements, low literacy, poor education, ethnic diversity

and social dispersion, colonial interference and encroachment, as well as conflicting
interests of Afghanistan's neighbouring countries are the most important factors in
shaping Afghanistan's backwardness.’' (pp. 82-83, emphasis added).
In a bold statement, a textbook (CETB 11, 2017) reads: “If the population is made up of many
different groups, there is a greater chance of deviant behaviours™* (p. 37, emphasis added)
and concludes:

And if the population is uninformed from cultural, ethnic, religious, and linguistic

perspectives, it is more likely that deviance and crime [rates] to be lower in that society.

But otherwise, it is possible that it [diversity] has an impact on the behaviour of

individuals and leads to some deviance and crime. *(p. 38, emphasis added)

In this relation, CETB 12 (2017) criticizes the media for exhibiting “ethnic and linguistic
exemplifications™* (p. 114) while elites and famous individuals of ethnic groups are not allowed
to form political parties on the basis of identities: “The establishment and activity of a party
based on ethnicity, position, language and religion are not allowed** (p. 37). The imagining of
the nation in the textbooks is cautious of public and political manifestations on the basis of
diversity and ethnicity.

The textbooks portray social sub-categories and their lifestyles. First, the textbooks
elaborate on mainstream culture (CETB 10, 2017):

1 i) S e il il gl £33 )10 B 5 U (3sd 5 lale o Sl 31 AS alad Jabed S b ed s o€ oy eSS sles Ll L S sdiea y sime a0

Ll 5 350 LaS xS daat | sl O (A crala )2 lia s alia 5 Sln e DRIA 4 @ 8 i | R 5 jaa el (g8 )0 5 WAL 55 5 sSsls

A e 5l el s Cilile

cpelainl € oSl 51 5 al sl g 5 ot 55 Canam (2] gun zedans (933 oy CHBNERD €3 ) 30 2 (51 (il ABlal ¢ bl jin g c(5oloaTl Cinimn c(5_ph 5 g ypie i O
A e S | liailadl K eaile Ciie Jal e (0 ylage Gliniladl adlias (gl ) 58S iate ailia cprim a5 ol R jlaniad (glen 310 Cans 5 cllas

S8 sm s (558 @ At sl il e 58 J S i 5 ol sled s S ) e sk AS (3 s 4 2

303 (Sl ey gem ol e 3 L) 2l S daala (3 a5 CBla 4S 351 s s (s i oSl @gast;&é@u,wgn‘wﬁ‘ggmjgg)\w,u;\,33
LIS a5 il adl 4y 1 eae sanllR N3, a4

S ca s sla i 34

003 3 sa ale 5 0l e B (sl n allad 5 annls 3P



123

A common feature of all small cultures is that their members, in some ways,

feel isolated from other members of society. This isolation can be voluntary or

the result of other factors. Whatever the reason for this distance, small cultures

(in some ways) move away from the mainstream of community culture. In

some communities, especially in the countryside in which tribal or Kkinship

groups live separately but closely to each other, diversity and the difference

of small cultures in some cases lead to hostile and controversial

relationships, and sometimes lead to fights and quarrels.* (p. 19; emphasis

added)
In the above statement, the tribal communities are singled out by ‘especially’, an example of a
“small culture”, and viewed as a “countryside” phenomenon by a eombination of “close” but
“separate” qualities which denotes interdependency but a lack of cooperation, an unusual
combination. Furthermore, their lifestyle is characterized by conflict and quarrels. As such, the
textbook represents the countryside of the society as a small culture.

Second, another textbook, Department of Civic Education Textbook Authors, 2018
(henceforth, CETB 7, 2018) lesson represents the nomads. According to the textbook nomads are
people who move around the country in search of water and greenery, and “due to the fact that
nomads are always on the move, their children are deprived of the blessings of literacy and
education”™’ (p. 37). In this statement, nomads are covertly held liable for their lifestyle. The
above text follows: “For the reason that nomads spread their tents far from cities and villages,
they can hardly reach health care resources in cities and villages™*® (p. 37). This representation is
consistent with the above urban gaze with regard to countryside communities. Third, textbooks
present their view on immigration. Although a textbook (CETB 10, 2017) confirms that, “lack of
access to opportunities and unfair distribution policies are among the factors that lead to the
migration of rural people to cities™ (p. 72), it continues that displacement is a negative social

phenomenon:
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The migration of rural people to cities, in addition to the adverse economic, social, and
cultural effects, puts a lot of psychological pressure on immigrants. Due to moving away
from their homeland and finding themselves in a new environment, immigrants face a
state of alienation and isolation, which can pave the way to social deviation and harm. In
particular, the existence of unemployment and poverty encourage this.”’ (p. 72)
In this text, migration is represented as deviation and as discussed above, the textbooks consider
deviation as a social threat. The text asks “[...] how migration may be stopped?”*, and responds,
that through the provision of education, health care, agriculture, livestock, and markets “there
will be no migration” as these measures “can be effective in keeping rural people close to rural
life” (CETB 10,2017, p. 73)*. The urban-centric gaze of the textbook may be exemplified in
other texts in which residential buildings are described as the “best way of providing affordable

housing” because they can accommodate more people in smaller spaces (CETB 11,2017, p. 83).

Likewise, in the “Stage of Life” lesson (CETB 11,2017, p. 15),
an image (see Figure 3) visualizes five stages of life in the

bodily progression of a male person from infancy to late

adulthood (p. 15). Apart from its male-centred gendered
depiction, the image shows an urban style of clothing; a Figure 3: An urban centric
crawling infant in a jumpsuit, a walking child in shorts, and an ~ 83%°-

adult man in a suit and tie carrying a briefcase. All of the above

social categories are viewed as sources of deviance and

disharmony.

The only reference to non-Muslim people of Afghanistan is in the biography of King

Amanullah, in a historical statement (PATB 9, 2017) that is narrated and quoted from King
Amanullah’s speech addressing the nation in 1919: “We do not have Hindu, Hazara, Shia, Sunni,

Ahmadzai and Popalzai but we are all one nation, and that is the Afghan nation. For me all

Afghans are brothers™ (pp. 42-43). This statement, which also renders absent other ethnic
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groups, Sikhs, and Jews of the country is not discussed in the textbook but rather shared as one
of the speeches of the King. The absent identities remain the subaltern of the community
imagining of the textbooks.

Ethic groups are present in the historical narrative of the textbooks. In Ahmad Shah
Durani’s military trips in the 18" century, Hazara and Uzbek supported his fight: “Nasser Khan,
the governor of Kabul and Peshawar, who was still in power, wanted to fight the Afghani forces
with the help of the Imaq and Hazara forces but the Imaq and Hazara forces refused to fight”*
(Hotak, Rawnaqi & Babakarkhail, 2017, p. 11) (henceforth, /2, 2017). In this depiction, the
refusal of the Imaq and Hazara forces to join the traitors against the Afghan forces is celebratory
because Durani as the founder of Afghanistan brought unity among ethnic groups (Panjshiri,
Hotak, Rawnaqi & Babakarkhail, 2017, p. 15, henceforth, HSTB 9, 2017) ( HSTB 12, 2017, p. 7).
HSTB 9 (2017) presents Durani as a symbol of ethnic equality: “There were two types of soldiers
in the armed forces at that time. There were regular forces and irregular forces also known as
ethnic forces. [...] Ethnic forces were exempt from paying taxes while serving”* (p. 14). In this
quote, it is not mentioned who are the recipients of the taxes in a country that is characterized
based on ethnicity. It is also unclear who regular and irregular forces are. The text also remains
silent about who are the rest if there is an ethnic force. There is also an implied privilege for
‘regular’ forces and a covert lack of privilege for ‘irregular forces’ covered up by denotation of
the privilege of not paying taxes. The regular force and ethnic force (in fact, irregular force)
differentiation is not established, and it is important, particularly in light of the fact that
textbooks associate Ahmad Shah with the tribal Abdali or Durani names (HS7B 9, 2017,p. 15).
This way, the textbooks authors acknowledge ethnic cohabitation as an asset in times of crisis.

One ruler who does not have an ethnic, tribal, or official title in the textbooks is
Habibullah Kalakani. The textbooks’ treatment of him vis-a-vis other rulers merits attention.
Kalakani is characterized as being “from the east and north fronts” (HSTB 12, 2017, p. 88) and
from “Kohdaman and Kohistan” (HSTB 12, 2017, p. 89). He is exceptionally referred to by his
father’s occupation as “the son of the water carrier” and an “insurgent” (HSTB 12, 2017, p. 89).
Moreover, while the textbooks portray the interest of other kings in politics as their sense of duty,

Kalakani’s motivation is portrayed as deception and selfishness: “Habibullah Kalakani, in
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collaboration with several high-ranking government officials who had secretly opposed the
government for personal gain, attacked Kabul in late December 1928 (HSTB 12, 2017, p. 89).
The textbooks portray a bleak picture of Habibullah’s rule compared to other rulers. During his
rule: “Government offices and government administration in Kabul [...] were destroyed [...],
most of the institutions were looted or partially destroyed”; and, “He gave government revenues
to the people and the treasury to his army,” therefore, the textbooks conclude that he “was hostile
to civilization” (HSTB 12, 2017, p. 92). In the cases of other rulers, such as Ahmad Shah [1747—
1772] and Abdul Rahman [1880 — 1901] textbooks only acknowledge their inability in certain
social and cultural affairs but do not present a graphic depiction of their shortcomings. In worst
cases, too, rulers are not graphically and negatively portrayed. Amir Yaqub Khan (1879) signed
“the infamous treaty of Gandamak with [Sir Pierre Loui] Cavagnari, the British representative”
as a result of which “Karam, Landy Kotel, Khyber Valley, Sialkot and some other parts of the
country became part of British India” (HSTB 12, 2017, p. 50).*” Despite this, Yaqub Khan is
characterized as “a well-famed man” whom “the people of Afghanistan loved” and was suffering
from a mental and psychological illness (HSTB 12, 2017, p. 49). The next example is Shah Shuja
[1839 — 1842, second reign], for his alliances with the British: “Because Shah Shujah considered
himself surrounded by the mujahedin, he inevitably had to call for jihad against the British. But
[in fact] he was providing information to the British on a daily basis™* (HSTB 12, 2017, p. 35).
But the textbook states that Shah Shuja was suffering from “weakness” (HSTB 12, 2017, p. 33)
and people removed his name from the Mosque sermon and eventually murdered him (HSTB 12,
2017, pp. 33 — 34). Unlike Kalakani the dynastical figures as kings and Amirs receive a positive
characterization even when the textbooks covertly acknowledge them as traitors.

In conclusion, the textbooks confirm social diversity and equalize differences while they
also view diversity as a threat to social harmony. In the former construction, Islam, jirga, and
history play a role, and in the second construction, urban gaze and historical representation of
rulers reveal exclusions. The main exclusions and misrepresentations of the patriotism agenda of
the textbooks are countryside communities, nomads, internally displaced people, small cultures,

and non-Muslims.
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Five-thousand Years of Historical Continuity
All textbooks construct Afghanistan as having a five-thousand-year-old ancient history. In

the first history textbook in grade seven of the curriculum, the title; “Do You Know the Source of
the Five-thousand History of Afghanistan™* (Bawari, Jabarkhail, Hagpal, Ahmadzai, Ahmadzai,
2017, p. 13, henceforth, HSTB 7, 2017) draws attention to the richness of history in the country.
CETB 10 (2017) repeats this history in Afghanistan; “Afghanistan is a land that has five thousand
years of rich cultural history” (p. 69). The five thousand years is established through
archaeology and artifacts as evidence. Textbooks construct a long civilizational history by
denoting ancient cities, such as the Aiy Khanum City to prove the presence of Greek-Bakhatri
civilization (HSTB 7, 2017, 13), to Bagram the Capital City of the Great Kushan Empire
(Bawari, Ahmadzai & Hagqpal, 2017, p. 39) (henceforth, HSTB 10, 2017), and Heda Cultural
Centre for the Kushan Empire (HSTB 10, 2017, p. 41), to name a few. As an example, the
textbooks claim that Mandigak Hill existed three thousand BCE. in Kandahar province and its
population “had laid the foundation of civilization”>'(HSTB 7, 2017, p. 13). Afghanistan is not a
modern name but one that has always existed. The text glorifies the Madigak Hill civilization by
referring to its objects of nationalism (HSTB 7, 2017):

Discoveries included a magnificent building with a large courtyard, a high wall for

defence purposes, and rooms of various sizes that represent the palace of the rulers of

Mandigak and their administrative center. French archaeologists, during their

excavations, found, in addition to food stores, especially wheat, various clay, copper, and

bronze vessels with beautiful shapes and ornaments, and clay sculptures.®® (p. 13-14).
HSTB 10 (2017) gives further credibility to the historical continuity and ancientness of
Afghanistan by providing an affirmative statement from world archeologists:

Toynbee [Arnold J. Toynbee], the famous British historian mentions Afghanistan as the

center of ancient civilizations and their confluence. However, the Japanese

archaeologist, Maurizio Tuzi has called ancient Afghanistan a crossroads of trade.

Allameh Habibi calls Afghanistan the cradle of civilization in the region. Similarly,
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other titles and names about the importance of ancient Afghanistan have been attributed

to the country.” (p. 29)
This civilization is shown as dynamic and beyond its ‘borders’: “The people of Mandigak had
established cultural and economic relations with the people of Anu and the Namazgah Tapa in the
northern region (Turkmenistan), with the people of Sialak Tapa in the west (Iran) and with the
civilization of Herapeh and Mohanjudaru in the south (India)”>* (HSTB 7, 2017, p. 14). The text
states that Mandigak people left the area 2500 years ago to unknown areas (HSTB 7, 2017, p. 14).
This way, the text implicitly claims the dispersion of people from Afghanistan to elsewhere is
what spreads civilization. These references portray the people as dynamic and engaging and
establish their identity in relation to others.

Second, the portrayal of the glorious history of five thousand years is demonstrated by the
racial nobility of the Aryan people. The text introduces Aryans as a people that lived in
Afghanistan two thousand years ago. These people included a series of tribes that “called
themselves Aryan, which means pure and noble™> (HSTB 10, 2017, p. 3). This emphasis is
repeated: “The Aryans called themselves noble and virtuous™® (HSTB 7, 2017, p. 15). Textbooks
provide a literal definition of Aryan as “noble and virtuous, or as per some, cultivator, farmer”’
(PATB 9, 2017, p. 9). Aryan pride is obvious in praise of social assets; for example, when the
customary practice of jirga is praised for its participatory nature, the practice is considered an
Ancient Aryan practice (PATB 9, 2017, p. 58). According to HSTB 7 (2017), Aryans established
the first civilization in Afghanistan’s Balkh province in 2,500 BC, and, they:

[...] engaged in agriculture and horticulture. They grew a variety of flowers and planted

fruit trees. At celebrations, bouquets were given to each other. On the first days of the year,

all people, old and young, men and women celebrated together, played, and sang. One of
the most famous celebrations of Aryans was called Samaneh. In this celebration, young

people rode horses. They played spears and danced.™ (p. 8).
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A glorification of racial nobility is evident in this passage.

The textbooks connect Afghanistan to world civilizations. The textbooks assert that Aryans
dispersed from Afghanistan to Iran and later to Turkey and European lands (HSTB 7, 2017, p. 16;
HSTB 10, 2017, p. 4) or “made human civilization in India, Persia, Europe and elsewhere”
(PATB 9, 2017, p. 14). However, “those Aryans who remained in Afghanistan, laid the
foundation of great civilizations such as the Vedic and Avastin civilizations”® (HSTB 7, 2017, p.
16; HSTB 10, 2017, p. 4). HSTB 10 claims that several other civilizations have originated in
‘Afghanistan’, too: “To prove this claim, as an example one may mention the Greek-Bakhatri and
Greco-Buddhist civilizations, both of which are innovations of the people of this land and are
considered as important cultural heritages in the ancient history of the world” ®' (p. 54).
Sometimes this statement is bolder: “Greek and Buddhist civilizations originated and developed
primarily in ancient Afghanistan. It later spread to other neighbouring areas” *(HSTB 10, 2017, p.
43). As such pre-Islamic Afghanistan has been inhibited by noble people and has been a nurturer
of world civilizations.

The five thousand history construction of Afghanistan takes pride in transitioning from
immorality and ignorance to superior desirable moralities in Islam. One textbook adapts from
previous (racial nobility) to the new (Islamic morality) construction by stating that before Islam
the world lived in ignorance (PATB 9, 2017, p. 84), and another modulates by asserting that “bad
morality was pervasive and good ethics was very rare”® (PATB 7, 2017, p. 5). Therefore, after
the arrival and spread of Islam “a great change in the life of our people was revealed”* (PATB 7,
2017, p. 8), because the Prophet, “transformed all bad and improper morality to superior
desirable moralities and qualities and guided humankind from perversion and misery towards
happiness and salvation on the earth and in the afterlife”® (PATB 7, 2017, p. 5). As such, the

textbooks transition from race to religion.

A8 ey ol ples a0 Olae 5 23S e ey 5 (55 e 5 ARy (e (5l s il 43 G (i ) 0 e 3 Al iy Gl L)
s dsaz Ko slala 5Ll el cdin 1) 6 lgiaai [ ] %9
Al |y i) 5 (g e 35ka (€ s (sl (sine caiaile b il 348 Gla Ll 3 eae ol 80
e a3 e 1 4S Cand (a3 (ol 3y eyl 1 53 58 48 35S (5l S s K 5 IR L silig 50 sleiine ) Adsai () sie 4 () siaele s ul 58 sl x O
gt Jled Gl aad ) 0 (Saa 8
iy L ) s alsn Kon o Tany 2,8 GLESGH 5 2l 253 0 e il o Tl (a5 550 R (0 62
B3 gy S i s B 5 s gl a5 38l O3
cr . € e 21 B4
A S lig)lepd e Seai) p&)ndss
s AT 5L 5 8 5 ol (5 e 0y 5 o8 11 a5 il Jase sastio 5 St JINAT Mo (sl )l 5 clia g | Ca il 5 4 BDA) Clin a8
A8 il



130

It was not only Afghanistan that was in ignorance but other regions of the world too.
Referring to Saudi Arabia, a textbook adds: “Socially, they lived in injustice and ignorance” and
“deprived of humanity, many families buried their infant daughters alive. Corruption and moral
perversions were prevalent among the rich”® (HSTB 7, 2017, p. 59). When the social conditions
in Afghanistan and Saudi Arabia are rendered similar HS7B 10 (2017) universalizes immorality:

[...] infidelity, terror, and injustice reigned on earth. Although most people in parts of
Europe, Africa, and West Asia considered themselves followers of the religions of
Moses and Jesus; they had brought in lots of deviations and changes and had abandoned
the true path of their religion. Atrocities had reached their peak and force was the only
method of state tyranny that prevailed at the time.? (p. 97)
By holding responsible ‘the followers’ rather than ‘the true path of their religion’ for the
‘atrocities’ that ‘had reached its peak’, the texts avoid confrontation with the two religions yet
accomplish to bestow admiration on Islam by their binary positions. As such, a glorified Aryan
era is condemned for its ignorance in a celebratory undertone for the advent of Islam.

The textbooks welcome the Islamic army invasion of Afghanistan. Ansari, Ghori, Omar,
Habid, Ahmadzai (2017) (henceforth, HSTB &, 2017) present how “the advancement of the
Muslims towards Afghanistan (Khorasan) cities began during the Caliphate of Omar (RA)” and

99 ¢¢

when the “Islamic Army” “captured” cities “the complete spread and prevalence of Islam in our

2968

country materialized [...]” and the “spread of this heavenly religion”* commenced (p. 4). The
textbooks state the economic interest of the Arabs: “Arabs migrated as tribes to those areas of our
country that resembled the Arabian Peninsula”® (Ansari, Ghori & Habid, 2017, p. 6) (henceforth,
HSTB 11, 2017), and in relation to their imposition of inequitable taxation (HSTB 11, 2017, p.
12). HSTB 11 (2017) narrates the advent of Islam and the suffering of people: “In Kabul, the

Muslims suffered a great deal, and the Kabulis put up a fierce resistance against the Islamic army
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but they were eventually defeated”™ (p. 6). The textbooks present details about the manner
through which Arabs invaded Afghanistan.

The textbooks do not lose sight of people’s reaction to the expansion of Islam in
Afghanistan. They construct patriotic heroes, who fought against Arabs, without losing sight of
welcoming the influx of Islam into Afghanistan. In reference to the Umayyads the second and the
Abbasid the third caliphate to succeed the Prophet, a text in HSTB § (2017) states: “The people
of Afghanistan in many situations supported the anti-Umayyad uprisings, which were considered
their [Abbasids] political opponents™”" (p. 5). HSTB 11 (2017) reconciles Islamic and nationalist
perspectives:

During the rule of the Umayyads, dissatisfaction intensified in our country, and they

appointed the ruler, judge, and Imam from the Arab race. Political dissent was severely

repressed, and the simple Islamic court became luxurious. [...]. Our people, seeing the
injustice and discriminatory behaviour of some fanatics, while they strongly believed in

Islam and made sacrifices in its spread, revolted against them, like the uprising of Abu

Muslim Khorasani. " (p. 12).

Here, confrontation is constructed for the better Islam. Through the portrayal of Islam as a
religion worthy of sacrifice, the textbooks background the corruption in Islamic intuitions. The
text emphasizes the victory of Islam and the resistance of the people as two parallel but
reconcilable events.

The textbooks engage in the characterization of historical individual figures to exhibit
patriotism despite Arab’s invasion. Abu Muslim Khorasani (HSTB 7, p. 79, HSTB 8, 2017, p. 6;
History Textbook 11, 2017, p. 7), Khalid Barmak (HSTB 11, 2017, p. 17), Yahya Barmak (HSTB
11, 2017,p.17; HSTB 8, 2017, p. 9-10), and Amir Koror and Amir Foulad (HSTB 8, 2017, p. 8)
rose against the Umayyads as men who were born in Afghanistan, as opposed to being
introduced as Arabs. For instance, Abu Muslim Khorasani who is introduced as from Jawzjan
province of Afghanistan, “[...] lowered the flag of the Umayyads in Sefinj and instead raised the
flag of the Abbasids, which was black”” (HSTB 8, 2017, p. 6), consequently, “the caliphate
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passed from the Umayyad dynasty to the Abbasid dynasty”’* (HSTB 11, 2017, p. 7). What
highlights the forged unity of the above narrative is its ending: “Abu Muslim was appointed
governor of Khorasan but the Abbasid rulers were not optimistic about him and [...] Mansour
[the Caliphate of Islam] cunningly invited Abu Muslim to the center of the caliphate and killed
him”” (HSTB 11, 2017, p. 13; also mentioned in HSTB 8, 2017, p. 7) because he was afraid of
the people of Afghanistan (HSTB 8, 2017, p. 7). Here, the evasively presented disapproval of
Khurasani is from the Abbasid's perspective, however, his murder is at the hand of an individual
fearful of the people of Afghanistan.

Fourth, the five thousand historical construction of Afghanistan continues with the
glorification of Islamic governments. Two centuries of Islamic occupation on the one hand and
nationalist resistance on the other is forged in the following unifying paragraph: “For almost two
centuries, the Muslim conquerors fought continuous wars for the stabilization of an Islamic
government until the groundwork was laid for the emergence of independent Islamic
governments in Afghanistan™® (HSTB 10, 2017, p. 54). This text interwinds two centuries of
resistance with the reward of the establishment of independent Islamic states. These two
opposing movements are presented as parallel events. The reward is important because “each in
their own turn made valuable contribution in establishing an Islamic civilization™”” (PATB 7,
2017, p 8), in other words, the reward was a participatory effort to welcome Islam rather than to
oppose it. This statement is contradicted by the rest of the history of Islamic governments that
exhibit fluctuation between stability and instability as the glorified time came to an end after the
invasion of Genghis and Mongols in the 13" century (PATB 7, 2017, p. 8). Subsequently, Genghis
and Mongols were defeated by Shahrokh and Sultan Hussein Bayqara, and Afghanistan took
some steps toward progress and development but after the death of Bayqara civil war and the
invasion of the Safavids occurred. The text asserts with pride that Safavids were defeated by
Mirwais Khan Hotaki but also acknowledges that upon his death eight years of civil war erupted.
The text pridefully states that the country was put back on the progress track by Ahmad Shah

whose death paved the way to chaos and British invasion. The text moves on to discuss the
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independence of Afghanistan from the British and the Soviet invasion. Hence, although the claim
of the textbooks is a glorified past with morality, expansion, and progress, its depiction of history
proves to offer challenges and flaws as well.

In conclusion, the construction of five thousand years of historical continuity of the
textbooks; established through civilizational pride, racial nobility, and Islamic morality, and
evidenced by artifacts and archaeologists’ statements, from the perspective of the textbook

authors is not a hollow empty history but one that is worthy of patriotic pride.

Islamic Brotherhood, the Ummah, and ‘Clash of Civilizations’
The textbooks construct Islamic brotherhood for national unity and Islamic Ummah
(society) for international alliance making against a globalizing and invading West. This leads

the textbooks to call for jihad and martyrdom in the name of justice.

Islamic Brotherhood and the Ummah
The textbooks frame Islamic brotherhood as a superior quality compared to all other
Afghan identity characteristics. For instance, PATB 7 (2017) considers Islamic brotherhood as the
basis of people’s unity:
The most important commonalities of our people are the sacred religion of Islam, the land,
history, culture, language, coexistence, and shared interests. Of course, each of these
elements is important for our national unity but Islamic brotherhood comprises the basis of
the unity of the people of Afghanistan™”® (p. 56)
Another text (PATB 8, 2017) renders social difference irrelevant to brotherhood:
One of the other outcomes of Islamic brotherhood is the melting of differences, based on
ethnicity, race, language, colour, tribe, and [geographical] location and social location
among Muslims, and non-discrimination among them. This is because the only criterion
for superiority among people is piety, which consists of all virtues and goodness.”” (p. 68)
PATB 7 (2017) claims that brotherhood promises peace and security (p. 56). Hence, brotherhood
participates in the act of homogenization across social identities. When contextualized within the

Islamic umma (i.e., society, nation) rationale, it becomes apparent that Islamic brotherhood is an
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international agenda. PATB 9 (2017) views Afghanistan as part of the Islamic ummah: “the
nation of Afghanistan is the indivisible part of the Islamic ummah and Afghanistan is a historic
and precious territory of the Islamic world”® (p. 24). The Islamic nation is referred to as a fist, an
analogy that denotes unity on the one hand and a force against the ‘other’ on the other (PATB 9,
2017, p. 23). To visually reinforce this concept, the lesson depicts the map of Afghanistan and a
male-looking hand in the shape of a fist that comes out of the map (see Figure 4). The fist
signifies the pledge of Afghanistan to the Islamic nation.

PATB 8 (2017) renders belief in the ummah mandatory

for patriotism: “one of the requirements of patriotism of a
Muslim is that he considers himself as a member of the

Islamic nation [...]"" (p. 68).

ol ol gl gl £3 liadlid! e

Figure 4: Banal symbolization of
Islamic ummah.

Another text takes the matter beyond this imposition of individual choice and calls upon the
shareholders of the political systems and the people of Afghanistan to connect to the Islamic
world (PATB 9, 2017, p. 25). This way, the textbook authors condition patriotism to Islamic
ummah membership and the two form a system of representation obligated upon all to follow.
The system of representation; Islamic brotherhood and Islamic ummah, is a breeding
ground for the construction of confrontation between the ummah and the ‘other’. PATB 9 (2017)
demonstrates that brotherhood is a tool against an enemy:
The enemies of the dignity and freedom of this land, at some historical stages, have tried to
weaken the relationship of the people of Afghanistan with the great Islamic ummah and to
separate them but the believing and patriotic people of this land have endured many

sacrifices in this area.™ (p. 25).
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The subsequent sentences indicate that Afghans owe to the ummah who approached Afghanistan
from all corners of the world to support Afghanistan’s jihad against the Soviets (PATB 9, 2017, p.
24). The textbooks perceive the ummah as superior to others. A question reads: “What are the
key characteristics that distinguish and render better Islamic ummah over others, what are
they?™® (PATB 9, 2017, p. 26). This text indicates that the ummah has made sacrifices for the
people of Afghanistan, followed by statements that implicitly encourage the reciprocation of the

favour when needed.

Globalization and the ‘Clash of Civilizations’

Unlike the patriotism textbooks, the civic education and history textbooks do not allocate
any discussion on the international affairs of Afghanistan. History textbooks present each country
in individual lessons; however, their analysis is not within the scope of this study. Hence, I
discuss the construction of the external world based on the patriotism textbooks’ articulation of
globalization.

The textbooks briefly present the positive aspects of globalization. These characteristics are
the integration and enhancement of economic products, and the elimination of obstacles to the
movement of information (CETB 12,2017, p. 65). The textbook names institutions of
globalization:

The UN Security Council also has a right to violate the sovereignty of states when it comes

to peace and global security. In such circumstances, governments are practically having to

accept international restrictions. Basically, with the globalization of politics, national

interests and global interests are merging. (CETB 12,2017, p. 64)*

This endorsement is opposed when a text gives real-life examples of the failed role of the UN in
promoting peace in the cases of Afghanistan, Iran-Iraq war, Bosnia Herzegovina and Yugoslavia
conflict, and Palestine because “after half a century the land of Palestine people are still under
the occupation of Israel” (CETB 9, 2017, p. 38). The textbooks acknowledge the positive aspects
of globalization while confirming the failure of the UN in high profile cases.

The textbooks consider the adverse role of nation states in the globalization process.

CETB 10 (2017) acknowledges national weaknesses and flaws such as poor leadership and
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management, a weak economy, geopolitics, greed, [political] heterogeneities, and low literacy
rates as triggers of globalization's negative consequences (p. 83). Although textbooks summarize
the cause of poverty in poor countries as a “shortage of assets, human capital, expertise, and
skills™® (CETB 10, p. 80-81), they hold the neighbouring countries responsible for poverty:
“important regional and neighbouring countries whose conflicting interests has caused war and
insecurity and has paved the ground for decadence and backwardness of the country”* (CETB
10, p. 83). This way, the textbooks consider not only globalization but to a much smaller degree
national weaknesses and regional geopolitics as causes of poverty and instability in Afghanistan.

The textbooks present the adverse outcomes of globalization. The critical aspects of
globalization include employment insecurity, a widening world poverty gap, and cultural
materialization caused by countries with a powerful military, media, technological and economic
basis (CETB 12,2017, p. 65). From an economic perspective, a textbook refers to the “colonial
factors” causing world inequality (CETB 10, 2017, p. 80-81). The text asks students why some
countries are poorer and challenges students that this cannot be due to new state formation as
Egypt is a poor country despite its three thousand years of history while Canada and the US
“who have no more than 150 years of history”® are rich (CETB 10, 2017, p. 80). Likewise,
natural resources cannot be a cause for poverty or richness, as Japan with little agrarian land
produces its wheat and by importing raw materials from the world outside sells expensive goods
and industrial products (CETB 10, 2017, p. 81). Lastly, the text refers to intelligence, colour, and
race as factors that cannot cause national poverty and richness as studies of diplomatic
authorities’ behaviour find similarities among the rich and the poor diplomats (CETB 10, 2017,
p. 81). The textbooks conclude that “as a result of economic globalization, giant industrial
countries dominate the economically underdeveloped governments and permanently keep them
dependent. As a result, the industry of weak countries does not grow ever”™® (CETB 12, 2017, p.
64). As such, economic inequality is perceived as the key element of globalization inequality.

A textbook not only highlights inequality in the context of globalization but also traces

signs of inequality within the rich countries’ societies. The text clarifies that inequality is the
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inherent characteristic of the powerful countries within their own societies: “[...] modern class-
based societies, [have] a kind of subtle but very deep and wide exploitation. A limited minority
who has at their disposal the valuable facilities and resources of the society exploits the majority
of the society from economic, political, and cultural perspectives”™® (CETB 11,2017, p. 65). The
textbooks render globalization as a phenomenon that has originated from industrial societies.

From a cultural perspective, the textbooks view the current state of affairs as the
confrontation of the Western civilization against Islamic civilization: “in fact, the current divide
between the Islamic civilization and Western civilization is over culture. Today, Islamic civilization
is on the defensive against Western civilization, and on the contrary, Western civilization is on the
offensive against Islamic civilization™ (CETB 12, 2017, p. 61). Although Christianity is not
directly opposed or introduced as a threat, a textbook (CETB 11,2017), mentions the emergence of
Protestantism as a new sect in Christianity: “A sociologist in a holistic research shows that
Protestantism forced people to work hard and to save money and it led to capitalism and
industrialization™" (p. 50). In another example (CETB 12, 2017):

Today, governments and different national and international groups, in different ways,
strive to transmit their preferred cultures. For example: using mass media to transmit
culture, is not limited to the government. However, religious and commercial groups and
organizations are also active in this area. For example, we can name the religious
propaganda of the Vatican and Transworld.” (p. 62).

These passages are interlinked with the earlier statements that attempted to depict the industrial
societies as the origin of the negative aspects of globalization given their domestic inequalities.
The textbooks discuss the threats of globalization in the contexts of cultural aggression,
and cultural hegemony, and construct cultural exchange as an alternative. In terms of cultural
aggression, the text maintains that poor countries “become obedient and adopt the characteristics

of weaker people, and then these [rich] countries make the world a political and military
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battleground” (CETB 12, 2017, p. 65).” In this quote, culture is viewed as a soft power to attain
hard power. CETB 12 (2017) refers to the cultural aggression of the “communists” (p. 61) and
refers to the role of the Western countries, in such a manner as if it compares the two:
The confrontation of the former Soviet communists with the cultural system of Muslims in
Central Asia and the Caucasus was a kind of cultural invasion that used all means,
including the power of the system and propaganda, to destroy the roots of religion in the
region. Today Western countries seek to impose their culture as a leading culture on other
societies and nations.”* (p. 61)
In this paragraph, not only the Soviet but also the West are held responsible for the imposition of
their culture. Concerning expansionist and greedy states, the same textbook gives the example
of: “the former Soviet invasion of Afghanistan, as well as the tendency of the Jews to expand
their lands and usurp the adjacent lands™” (p. 57). In this text a country name, the Soviet is
compared to the Jewish invasion, which does not bear a country name. As such the textbooks
view cultural aggression and expansionism as similar aspects of globalization.

The textbooks compare cultural hegemony with cultural exchange. A section on cultural
hegemony uses the analogy of a virus that only affects weaker members (countries or cultures, in
this case) (CETB 10, 2017, p. 24). In this text, the virus is the foreign culture, and the weak
member is the host culture not able to defend itself. The textbooks explicate the term cultural
diffusion by naming Islamic scholars (e.g., Ibn Roshd, Ibn Khaldun, Ibn Sina and Zakaria al-
Razi) whose contributions “was effective in the growth and flourishing of this [Christian-
European] culture™® (CETB 12, 2017, p. 60). In describing cultural exchange term, as a preferred
interaction between nations, the same textbook places Islam and Christianity's relationship in a
historical context claiming that Islam has flourished the Western culture by transfer of

intellectual property from the Islamic to the Christian world (p. 60). As such, according to the
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textbook, the West has enacted cultural aggression and hegemony against Islam, while the
cultural diffusion and exchange arising from Islam has led to the flourishing of Western cultures.
Against the above backdrop, the textbooks retain a cultural protectionist approach. On the
one hand, the textbooks represent culture as dynamic, changeable, and relative, and refer to the
capacity to learn from others. CETB 10 (2017) states that culture “becomes richer over time,
therefore, it is capable of excelling and evolving”™ (p. 9), or that culture “has to keep moving
and flowing. Coming to a stop is its death™® (p. 10). On the other hand, in practice, cultural
protectionism dominates the overall approach of the textbooks to culture in Afghanistan.
Students are encouraged to learn from other cultures but to make their own decisions because

»% and such statements as we can

“the solutions of other countries are suitable for their problems
learn from others’ strategies to solve a problem but we do not copy their solutions (CETB 10,
2017, p. 23, p. 70). Therefore, the textbooks’ authors endorse the flourishing of culture from
within.

The protection of culture conveys other meanings, too. Referring to five thousand years
of Afghanistan’s history, CETB 10 (2017) reminds student readers that:

The Islamic State of Afghanistan, the people, the youth and every individual of this

country are obliged to strive to preserve and enrich their high Islamic and national culture

and values. Protect their Islamic culture, beliefs, and values from the invasion of

foreigners'”(p. 69).
A similar script refers to the importance of the culture, religion, and language of Afghanistan (in
singular form) and renders the government, the people, and every individual “obliged” “to enrich
and safeguard their culture and defend and resist against aggression and negative aspects of
foreign cultures so that they perform their Islamic and national obligation” (CETB 10, 2017, p.
24). As such, the protection of culture is interlinked with Islam as an obligation.

On a more conceptual level, the textbooks participate in othering when they compare
Islam with other schools of thought and view the former as superior. First, PATB 7 (2017)

overtly criticizes extremes in the socialist system because “human freedom has been totally
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negated”'”! (p. 53). Second, the textbook (PATB 7, 2017) indicates that liberalism in the West
offered absolute freedom therefore its ills are “still affecting humanity” (p. 53). The text
concludes that Islam’s emergence was a solution to the widespread “slavery” of the modern ages
and the “moral corruption” of liberalism (p. 53). The sequence being presented is as if Islam
came after and in response to the two first movements. Third, a textbook (PATB 9, 2017)
compares capitalist society with socialist societies accusing the former of individualism and the
latter of collectivism and posing Islam as an option for its moderation and balance (pp. 20-21).
Fourth, a textbook (PATB 8, 2017) refers to Marxism and communism and equates communism
with atheism and quantifies atheism with the words “oppression”, “bloodiness”, and “infidelity”
by referencing the experiences of the Soviet invasion (p. 28). The only occasion the term infidels
is used in the textbooks is this one and in the context of the Soviets. However, in a footnote that
elaborates on the atrocities of the “communists”, a text states that “communists were a group that
were following the ideology and insight of the Jewish Karl Marx and did not believe in God and
the day of judgement”'® (p. 66). This eight-line footnote is one of the only three footnotes in
PATB 7 (2017); the other two are a reference to a Quranic verse reference (p. 24) and a reference
to a classical literary work (p. 81), each of a phrase and a sentence length respectively. This long
footnote is the only occasion that Jews and Karl Marx are mentioned in the footnote of the
textbooks. Fifth, the text compares Islam to any and all other religions and schools of thought:
“Islam, contrary to all other religions and schools of thought, considers the application of justice
as a necessary matter not only for Muslims, their friends and relatives but also for their enemies”
1% (PATB 9, 2017, p. 78). In this statement, friends and relatives are distinguished from enemies.
The patriotism textbooks engage in constructing the prominence of Islam over other schools of

thought.

Jihad and Martyrdom
The above debate on negative aspects of globalization is followed by the construction of
jihad, the holy war. PATB 7 (2017) introduces jihad against the above ideology formation of a

good Islam and a bad set of world ideologies. A lesson defines jihad as follows: “The literal
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meaning of jihad denotes strive, and as a term, it refers to any effort that is made in the protection
of the religion of Islam and its values™'® (p. 65). This statement is also repeated in PATB 9 (2017,
p- 37). To embed jihad in the critical thinking competence of students, a lesson in the same
textbook questions students: “When the land of Muslims is invaded by enemies, what does jihad
dictate?”' (PATB 7, 2017, p. 67). As such, the textbooks treat jihad as an action-oriented
resistance against an unidentified enemy.

Another concept related to jihad is martyrdom. According to PATB &8 (2017) “A martyr is
someone who for the sake of the obtainment of God’s will, and on the path to the realization of
the religion of Islam and for the protection of its rules and values, has sacrificed their lives”'* (p.
27). PATB 7 (2017) adds that “armed jihad for God is both a faith and a patriotic duty” for which
God promises “blessings and rewards”, “the highest status in the afterlife”, “the title of a martyr”
and “a high rank in the heaven™'”” (p. 66). The text does not define or qualify any of these
promises. PATB & (2017) characterizes the people of Afghanistan as a martyr nurturing nation:

Beloved Afghanistan is the land of martyrs, and our people are a martyr nurturing nation.

The nation of Afghanistan, in order to protect its religion, honour, territory, freedom, and

independence, has always made sacrifices and has given thousands of colourful-shroud

martyrs for achieving these noble ideals. '® (pp. 27-28)

A colourful shroud is a common Islamic reference to the stains of blood from the unbathed body
of a martyr at the time of burial. Despite a strong emphasis on jihad, the textbooks condemn
suicide bombing. PATB 7 (2017) forbids suicide and punishment: “No one has the right to harm
themselves in the name of freedom, which is why suicide [attack or killing others], suicide [of
the self] or physical punishment is forbidden in Islam™'* (p. 53). Text references sharia to forbid
the killing of others and the self, managing for the murder of others, planning for murder, and
abortion (PATB 9, 2017, p. 29). Hence, jihad is encouraged; however, suicide and killing

including of an unborn infant are forbidden in Islam.
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In conclusion, the textbooks imagine the nation as united under the Islamic brotherhood
nationally and under the Islamic ummah conception, internationally. The textbooks view the
affairs of the country and the Islamic nations with the non-Islamic world as the invasion of the
Western civilization and the defence of Islamic civilization formed in an unfair globalizing
world. To find a remedy, the textbooks call for jihad and martyrdom. Martyrdom, however, is

distinguished from suicide attacks and the processes that enable any suicidal act.

Emblems and Deixis that Banally Flag the Nation
The following presents how the textbooks banally construct the nation through national

heroes, classical poetry, and the national flag, anthem, and map.
National Heroes

The textbooks imagine the nation as having national heroes with super qualities and
outstanding contributions. PATB 7 (2017) indicates that Afghanistan is a hero nurturing nation
and heroes are: “individuals who in difficult and unpleasant circumstances take a centre stage,
and throw themselves in the waves of problems and crisis, and lead the broken and stormbound
ship of its nation to victory and prosperity coast”''* (p. 27). The textbooks situate heroes in
several contexts. Heroes are to save the country when it is invaded and its land and independence
are in jeopardy: “those who accept danger and make an effort and struggle toward the path of
nations’ freedom, and rescue and release them from captivity, are heroes”'"! (PATB 7, 2017, p.
27). National heroes are historical:

The people of Afghanistan, with a sense of patriotism and a spirit of freedom, came

together under the leadership of national leaders and heroes and considered the expulsion

of the British as one of their religious and national duties. They were led by leaders and
heroes all over the country; [...][who] raised the flag of jihad against the invading British

army and waged jihad.'"> (PATB 7, 2017, p. 28)

The text moves on to state how the “mujahidin killed the British special envoy Macnaghten,

hundreds of the British army officers and thousands of soldiers”, and their “prestige and
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reputation was afflicted in the world”""* (PATB 7, 2017, p. 28). Heroes sacrifice and become
martyrs: “Historical and national honours are a product of our heroes’ many sacrifices, strife and
mujahidat of our ancestors, ghazis, martyrs, and hero”"'* (PATB 9, 2017, p. 30). In this text,
heroes are praised for their mujahidat (the act of jihad), for becoming ghazis (who kill an enemy
during jihad), a martyr who is killed during jihad, and heroes (who have died or have
victoriously returned alive from jihad).””” Furthermore, heroes are portrayed in scientific
contexts. For instance, PATB 7 (2017) states:
Also in a situation where a nation is in the pit of scientific backwardness, ignorance,
degeneration, and moral decline, people come forward and turn on the lights of science and
knowledge by accepting any kind of challenge. They bring awareness and enlightenment and
guide the people of the nation to scientific development and moral perfection; they are also
heroes."® (p. 28)
This paragraph is followed by an explanation of heroes who endorse the development of the country.
Hence, heroes act to free the nation, turning the light of science on, and developing the country.
The textbooks allocate specific lessons to present biographies of iconic individuals
without referring to them as national heroes. These individuals have fought the enemy to either
expand the national boundaries of the country or defend an invasion (PATB 7, 2017, pp. 28, 84;
PATB 8, 2017, pp. 25, 31, 40, 54, 54; PATB 9, 2017, pp. 17, 33, 34, 39, 53). Some heroes of the
textbooks who were involved in Afghanistan's political sphere before the Cold War are victims of
the Soviets’ regime (PATB 7, 2017, p. 32, 47, 63). Other heroes are from more recent history
(PATB 7,2017, pp. 17, 71; PATB 8, 2017, p. 47; PATB 9, 2017, p. 65, p. 70, p. 86). National

heroes selected in the textbooks indicate a range of personal and professional backgrounds.

Classical Poetry
Poetry renders the presence of patriotic affect in the textbooks feasible. Poetry appears as

independent lessons, as supporting text in relation to a theme, and in some bibliographies of

A0 dedea en o 4y (LS s gy 5 s 13
(i 5 ol AT (5 5] a4y 50 ol (e (e g e e (S sl e 5 i a el 18 (sl B e (2 5 (e sz 11
1 02 a8 a5 )58 sla B 5o S Jasia |y 5oy ) Cles L S

115 o . .
Definitions are mine and present common knowledge in Islam.

Llbail 5 Jea e Sonilo e Ju & 5o e dlyaS bl 5 0 (lines 118
IS 5 oale A i s 1) ale o1 5 23303 30 (o s K05 5 (AT 44 [l caticlia Gis ) 1 Gla g ale §1a i g 68 p U b s 2l (e (o3l ) wichia L g (EDIA)
L) le el aa Ll c2i8a Osain ) SMA



144

poets and writers. Like national heroes, all presented biographies represent men only. All third-
person singular gender pronouns are neutral in the Farsi/Dari language, however, in line with the
textbooks’ male-oriented approach, and to present a singular form as the original text, I chose a
male pronoun in the following translations. Poetry performs many acts. Patriotic poems
encourage a love for one’s country:

God has given that nation superiority/ That wrote its own destiny

He does not attend to the nations/Whose farmers sowed for others

By: Igbal (PATB 8, 2017, p. 12).'"

In this poem, there is a call upon people to serve their own country. In another classical poetry, a
poem encourages students to acquire knowledge and science:

Lifeless is a nation that has no mastery in an industry

In fact, knowledge and industry are the soul of a county

By: Bahar (PATB 7,2017, p. 41).'"®

According to this text, industry and knowledge are as important as the soul of a country. The
importance of the two for Afghanistan may be viewed more directly in the following verse:
Through craftsmanship, the world has gained order and harmony
Why are we negligence of the idea of our country’s order and harmony

By: (No mane is provided in the text) (PATB 7,2017, p. 41). '

Another poem views science as power:
East lost its identity upon mockery of the West
Let these nations be disparaged by the West
For the power of the West is not from chang and rubab [musical instruments]
Nor from the dance of girls with no hijab
Its power does not come from infidelity/ Nor its glories from Latin script
The power of its throne stems from science and art/From this fire is its torch bright

Wisdom doesn’t come from shortening attire/ A turban is not an obstacle to science and art
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Oh, dynamic youth! Science and technology/ Require brain not a franc [white man]
If someone learns in lamp fume at night/ Acquires science, technology and wisdom
There is no limit in searching for meaning/ Without jihad [effort], there is nothing to gain

By: Halama Mohammad Igbal (PATB 8, 2017, p. 22)."*°

The poem inexplicitly contrasts music (by referring to chang and rubab) with science in favour
of the latter. The text also indirectly discourages the performance of dance and the removal of the
hijab. In general, the poem sends the message that seeking knowledge requires no prerequisites
and one may acquire it in the midst of a shortage of resources.
Poetry also promotes cohabitation:
Human beings are members of one body/In their creation, they are of the same jewel
As calamities afflict pain on one member/The other members may not sense tranquillity
You, if with no concern for others’ suffering/You shouldn’t be called a human being

By: Sahdi (PATB 8, 2017, p. 69) (PATB 9, 2017, p. 16). !

Despite its universalist outlook, this poem is only used in the context of lessons related to the
members of the nation and of the Islamic ummah as opposed to the world population regardless
of their religion. However, another poem promotes cross-national cohabitation:
Truth seekers draw on the same plea and proof/Our tents are separate; our hearts are one
From Hijaz, China and Iran/We are dew of a cheerful dawn

By: Igbal Lahori (PATB 7, 2017, p. 50).'*

Poetry also depicts violent national resistance against an imaginary enemy:
If your ill-wisher embarks[on invading]/We make the world tougher in their eyes
We will pound his head on the stone like the head of a snake
We will colour the land with his blood

We won’t rest with comfort, slumber, and food
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Until we throw [the enemy] out of the homeland

By: Abdul Ali Mostaghni (PATB 7, 2017, p. 14).'*

In other instances, poetry is used to reinforce martyrdom:
From the battle of drenched in blood martyr/Bloom everywhere red roses
The air and plains of the country are rosy/Where martyrs are resting in blood

By: Unknown (PATB 8, 2017, p. 28).'**

In this poem, martyr is honoured and glorified by symbolizing a martyr’s blood with a red rose.
In one instance, the interpretation of a poem does not match the message of the poem. To

contrast the poem with its subsequent interpretation, both are presented below:

O Kahba’? of love and gratification! /O cradle of beauty and the sanctuary of enjoyment!
O the dust of your ground, the light of eyes/drawn on the eyes like kohl /

My moon and my ultimate beauty/You are my love and you are my loving

Every particle of you is a universe for me/Every drop of you is an immense ocean for me
You are like a loving mother but a hundred times kinder/

Where’s my shelter, if not your embrace?

Where is my bastion, if not your mainstay?/Without your name, may my name be faded
Without your love, may my life be forbidden/My eye that is a bright jewel

From your dust has become gleamy/O your dusk is the dawn of life

Your thorn is the prime of eminence/Your tall mountains, a rival to the sky

Your dark clouds make pearls/Your winds, like the moist fragrance, are captivating

Your deserts and plains all prosperous/Your waters, like the water of life

Giving an eternal life/Your thorn is better than the garden of others

Your soil is better than the heaven of others/Everything that is in you is beautiful;
they’re the manifestation of beauty and joy

By Khalili (PATB 7, 2017, p. 20). ¢
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The textbook interprets the poem as: “According to the poet, the stateless man will have no name
and no sign, his life will be anonymous and without an identity”'?’ This message is not
communicated in the poem indicating that the textbook authors impose meaning on the poem.
Hence, poetry is not only a discursive device to banally construct patriotic affect but is also prone

to manipulation.

National Flag, Anthem, and Map
The textbooks utilize the national flag, national anthem, and national map of Afghanistan as a
visual and symbolic aid to banally construct patriotism. Specific lessons discuss the national flag.
PATB 9 (2017) has allocated two lessons on the flag titled “National flag and emblem” and
“National flag, emblem and jirga” (p. 31). As mentioned in Chapter Five, the flag appears not
only on the cover and inside pages of textbooks but also is used banally as decorative objects to
label page numbers and student assignments of patriotism textbooks. The national flag appears
banally on buildings such as on the wall of a mosque image (HSTB 9, 2017, p. 33). In a text, the
national flag symbolically constructs national values:
National unity, which is a political and social term, means the living of its subjects made
up of different ethnicities, races, languages, and regions under one flag, who are united on

the basis of common religious, historical, cultural, social, and economic interests” '**

(PATB 8, 2017, p. 8).

Within this context of “unity’ and ‘shared value’, the national flag’s banal role becomes

empirical.
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The visual presence of the flag in the textbooks
serves multiple purposes. In a lesson on patriotism, a
young man is depicted as affectionally kissing the

national flag (PATB 7, 2017, p. 13) (see Figure 5).

The image genders national affect. Figure 5: Banality of national affect.

The flag also participates in acts of nationalism,

for instance, it is present above a row of national @ s

army men (CETB 7, 2017, cover page) (see Figure &

6). This masculine fetish nationalism is present in

the object (i.e., national flag) and acts (i.e., @@F

national defence) of nationalism. As such, the -

national flag flags the nation through nationalism Figure 6: Banal masculine fetish
nationalism.

objects and acts.

The national flag that would otherwise present the
nation banally is erected and woven at crisis times

as objects of power. A text refers to the story of

the second Afghan-Anglo Mainwand battle in

which Malala sacrificed herself for the sake of the
protection of the flag (PATB 9, 2017, p. 12; PATB Figure 7: Enactment of the otherwise banal
8, 2017, cover page). The image of the lesson (see national flag,
Figure 7) portrays a woman on the battlefield
holding the national flag.
Another textbook symbolically refers to “the flag of jihad” and that it “will be raised when the
values of the nation are invaded” (PATB 8, 2017, p. 28-29). Hence, flags appear in the textbooks
for patriotic, banal representational, and symbolic values of the nation.
Maps are a recurring visual aid of textbooks and are used to banally endorse patriotism. The
national map appears in the lessons of PATB 7 (2017); titled, “Homeland” (p. 34), “Unity and
Solidarity of Afghans in Defense of the Country” (p. 37), and “The Heart of Asia” (p. 58), and

the lessons of PATB 8 (2017) “Patriotism from an Islamic Perspective” (p. 17), and “Afghanistan
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and its Geographical Importance” (p. 59). This indicates that national maps are associated with
patriotism.

In the lesson, “The Right of Motherland” (PATB

9, 2017, p. 89) an image depicts a map of
Afghanistan from which three characters emerge;

a fully armed male soldier pointing a gun at an

unidentifiable aim, a male street sweeper, and a

young girl student with her head down to chest to Figure 8: Gendered act and product of
read a book (see Figure 8). nationalism.

While the map is a product of nationalism, it simultaneously depicts an act of nationalism
through the construction of multiple gendered roles different people have in the country. Mature
men are assigned to service and defence and a young girl to education. Masculinity in the above

fetishism of nationalism is not an exception.

In a lesson titled, “National Identities” (PATB 8,
2017, p. 14), the map of Afghanistan contains

photos of national heroes, all men (see Figure 9).

Hence, nationalism even in its banal form is
gendered and selective. What maps contain is Figure 9: Map flags the nation with male
not always fixed but depends on the message the heroes.

maps intend to convey.

In the “national commonalities” lesson (PATB
9,2017, p.14) the map appears with multiple
colours denoting the celebration of diversity

(see Figure 10) yet within the national borders.

This symbolism is not consistent across the

presentations of the national map and is Figure 10: Celebratory depiction of
dependent upon the context in which the map national diversity.

flags the nation.

Another lesson titled “Unity and Consolidation of Afghans in the Defense of the Homeland”

(CETB 7,2017, p. 37), portrays the map in green (see Figure 11).
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While this unicolor symbolizes uniformity
against an unidentified enemy, it also contrasts

with the multicoloured map that celebratorily

flags the nation with diverse identities within the

national border. As such, the map is not only a
Figure 11: Map flags the nation as

banal representation of the nation but it is also a homogeneous.

political device as well.

Maps do not only flag the nation at the present but they are also roadmaps to the past.

A lesson asks students to use the map of the
lesson (see Figure 12) to show the direction of

Afghans toward Esfahan (HSTB 8, 2017, p.

43). This historical event selectively shows an

invitation by the Afghan ft t d :
fvitation by the Alghat forees toward ai Figure 12: Map as pathways to the past

enemy and not contrarily. wars.

Roadmaps may also depict ideals that are not communicated in textbooks.

A map (see Figure 13) bears the name [
‘Pashtunistan’ but information is absent in the ;

text (HSTB 9, 2017, p. 47). Other textbooks

portray numerous maps which are not

discussed in the lesson but they banally
) ) ) Figure 13: Mapping the future of the nation.
communicate the imagery of a nation that has
always existed.
This way, maps banally flag the nation to construct the nation’s past and current existence.

The national anthem appears on the first page of every textbook. Please refer to Figure 1
for the image of the presentation of the national anthem. The textbooks attach a symbolic value
to the anthem: “The national anthem is a symbol of the unity of all ethnic groups and residents of
the country” '** (CETB 10, 2017, p. 7). By ‘residents’ the text manages to escape mentioning non-
ethnic diversities as they are not included in the national anthem. The national anthem presents

the names of ethnic groups of Afghanistan in the Pashtu language: In conclusion, the textbooks

banally construct the nation through references to national heroes who have self-sacrificed for
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the betterment of the nation by partaking in the advancement of science to participating in jihad.
Poetry and the national map, flag, and anthem of the country, too, banally represent the nation.
This land is Afghanistan/It is the pride of every Afghan

The land of peace, the land of sword/Each of its sons is brave

This is the country of everyone/Of Balochs and Uzbeks

Of Pashtuns and Hazaras/Of Turkmens and Tajiks

With them, there are Arabs and Gujjars/Pamiris, Nuristanis

There are Brahuis and Qizilbash/Also Aimaqs and Pashais

In the centre of Asia/lt will persist as a heart forever

We will follow the one God/We all say, “Allah is the greatest”

“Allah is the greatest”, “Allah is the greatest”.

Conclusion

The identified textbooks’ imagining of the people of Afghanistan as patriots is
multifaceted. The textbooks emphasize an intrinsic affect toward nation-ness and articulate
commonality among people through the construction of Islamic ethics as a supreme value above
all other national characteristics, a five thousand years of historical continuity, a geography that
has always existed as Afghanistan, multi-civilizational pride and dispersion of people around the
world, Aryan racial nobility, and the traditional institution of jirga. The construction of
commonality is the breeding ground for the depiction of national identity, unity, and interest. The
textbooks perform this construction by providing archaeological artifacts, statements of world
archaeologists, and historical events centred on iconic power holders presented as scientific
evidence.

Social diversity is a crucial discursive space of the textbooks. Normatively, the textbooks
imagine the nation as having diverse ethnic groups and languages endorsed by the constitution,
Islam, elections, and the traditional jirga institution. The evidence of this social diversity and
equality is the recent Bonn conference that demonstrated the participation of all social strata.
Furthermore, ethnic forces form alliances with what the textbooks refer to as Afghani forces or
regular forces. In return, the former receives tax exemption from the latter. The textbooks call
for the avoidance of conflict and tolerance for social diversity along racial, ethnic, and tribal

lines so that equality and unity are established. Pragmatically, however, the textbooks overtly
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perceive diverse ethnic groups, displaced people, immigrants, rural people, nomads, tribal
lifestyles, and small cultures as a cause for social backwardness and a threat to economic
development, social harmony, and security. It is evident that the textbooks’ authors are concerned
about diversity because they perceive it as a cause of deviant behaviour. With an urban centric
gaze, the textbooks propose keeping people at bay through service delivery in rural areas.

Islam is the supreme value of all other national identities and one of the most recurring
themes of the textbooks. Islam participates in the construction of national identity, unity, and
interest by proving all national identities irrelevant to the shared religion. References to the
conduct of the Prophet (or sunnah) and Quranic verses (or surah) promote such social values as
environmentalism, kindness, literacy, house chores by men, and personal qualities like
trustworthiness. Although the textbooks disapprove of killing, suicide, genocide, mass murder,
and abortion, they endorse retaliation and public display of punishment on the basis of Islamic
principles. The textbooks also employ Islamic values to endorse national sovereignty, solidarity,
independence, and defence nationally through Islamic brotherhood and internationally through
jihad and martyrdom.

Islam also defines the relationship between the peoples of Afghanistan and the world.
Within the Islamic world, the relationship revolves around the conception of unification with the
Islamic ummah. Within the Western world, it is an inequitable globalizing system that dictates
the relationship of the people with the non-Islamic world. Although the textbooks hold
responsible the nation state and its neighbouring countries for the inequitable outcomes of
globalization in Afghanistan, it is, in fact, the invading West that perpetuates economic
inequality, military invasion, cultural hegemony, cultural aggression, and civilizational clashes
against the defending Islamic ummah. The textbooks propose cultural exchange but only
represent the historical contribution of Islam to the West and endorse learning from others rather
than copying their solutions unquestionably. By contrasting world ideologies to Islam, the
textbooks present the latter as the moderate, just, and only solution to slavery of the modern age
and moral corruption of liberalism.

The advent of Islam in Afghanistan dominates the historical construction and imagining of
the past. Islam is contrasted and glorified with Aryan racial nobility for its superior ethics. The
textbooks elaborate on the welcoming of Muslims to the country without losing sight of national

defence and national heroes. Islamic governments are depicted against immorality and anarchy
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and praised for establishing an Islamic civilization. The textbooks balance this glorification with
statements about civil wars and the frequent fall of the governments.

The textbooks use linguistic devices to banally endorse the constructions of the
textbooks. Poetry promotes affective to encourage attachment with one’s country, acquisition of
knowledge and science, cohabitation, national defence, and martyrdom. The national flag,
anthem, and map of Afghanistan banally represent patriotism. Visualization and analogy are
rhetorical devices used in the construction. The fist symbolizes unity among the Islamic ummah,
the virus represents a foreign culture, and the flag signifies jihad.

According to the textbooks, a patriot is someone who has an intrinsic natural love for the
homeland for its commonalities such as five thousand of historical continuity, Aryan racial
nobility, an ever-existing geography named Afghanistan from where civilizations have emerged
and intersected to flourish, social diversity, and the tradition of jirga. A patriot is someone who
believes in Afghanyat and the path of national heroes and their contribution to science and
national defence. Above and beyond these commonalities, a patriot commits to Islam as the
supreme source of identity and morality in comparison to any other national identities and
Western philosophies. A true patriot does not allow deviance from norms and social order
threatened by ethnic diversity and social sub-categories, particularly the countryside
communities, tribes, nomads, immigrants, and displaced persons. A good patriot respects unity
and equality across diversities and refrains from prejudice along racial, ethnic, and tribal lines. A
patriotic is aware that patriotism is conditioned upon membership in the Islamic brotherhood and
the ummah, obligated to the protection of Islamic culture and values, and the conduct of jihad as
a duty. At times of invasion of land and Islam, a patriot partakes in jihad because reward comes
through ghazi, hero, martyrdom, and the highest rank in the afterlife statuses. Despite this, a
patriot does not engage in acts related to suicide attacks, does not commit suicide, and does not

engage in killing be it genocide or abortion.



154

Chapter Seven: Citizenship

In this chapter, I respond to part ‘A’ of the first research question of this study by analyzing
the imagining of the Afghan nation with a focus on the representation of citizenship in the
identified textbooks. While this chapter only concerns the discursive formation of citizenship,
Chapter Six highlights the discursive construction of nationalism aspect of the research question.
In Chapter Two, I discussed the overlap between patriotism and citizenship; hence, the division
of these two conceptions into two chapters is for the purpose of precision and clarification in
establishing their overlap. In line with the methodological framework of this study explicated in
Chapter Four, the analysis of this chapter is a preferred reading of the textbooks from the
authors’ perspective. Chapter Eight and Chapter Nine will revisit the findings of this chapter for
a negotiated reading from the reader’s (my) perspective. The analysis of this chapter finds that
the identified textbooks’ imagining of the nation in Afghanistan as citizens is multifaceted.
Although the terms citizen and citizenship are not utilized in the textbooks, subjecthood
construction benefits from an elaborate depiction of democratic values, institutions, and rights.
Civil, cultural, and political rights including peaceful demonstration are granted to all subjects.
Women are depicted in their traditional but also political roles. The portrayal of democracy relies
on its compatibility with Islam and the traditional jirga institution. The relationship between the
government and the people is based on service delivery and law enforcement by the former and
following laws by the latter in the interest of social harmony. The governments are represented as
progressive, reformist, and in favour of endorsing science and this is proved by progressively
advancing human rights in the constitutions and gradual but continual administrative
modernization. The textbooks do not refrain from confirming flaws and shortcomings of
governments in a historical context, from familial conflicts and hasty modernization to
corruption. The rest of this chapter is presented as follows. Under specific headings, I discuss
Democracy and Reform, Government and Governance, and Gender Equality. The Conclusion

presents the highlights of findings in light of the research question.

Democracy and Reform
Democracy and reform are two recurring themes in the identified textbooks. The following

presents each individually given the emphasis of the textbooks on each.
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Democracy

Democracy forms one of the key themes of the textbooks for which independent lessons
are allocated. Two chapters in two books (Mohaqiq, Omarkhail & Hazrati, 2017, p. 15-26,
henceforth, CETB 9, 2017) and (Moshfiq, Fazil, Omarkhail, 2017, p. 83-98, henceforth CETB
12, 2017) with the identical title “Democracy”, contain similar sub-titles such as, “What is
democracy”, “ How can people participate in government’s decision making”, and “Democracy
in Afghanistan” in grade nine; and “Democracy Definition and Nature”, “Goals, principles, and
means of democracy”, and “Democracy in Afghanistan” in grade twelve. These titles indicate the
allocation of extensive content about democracy in two textbooks.

The textbooks construct democracy as a citizenry right although the constitutional status of

the citizen is subjecthood. A textbook (Wazeen & Hadaf, 2017, henceforth, PATB &8, 2017)
borrows from the constitution to stipulate members of the nation are subjects: “The fourth article
of the constitution of the Islamic Republic of Afghanistan defines the nation as: “The nation of
Afghanistan is defined as all individuals who have the fabyat [subjecthood] of Afghanistan” '*°
(pp. 9-10). The subject has citizenship rights. In this context “subject is referred to someone in a
relationship with a government who on the one hand has civic rights and on the other is obliged
to responsibilities toward the government™' (CETB 12,2017, p. 91). Further details in the
textbook reveal that subjecthood status denotes citizenship rights in a democratic setting. CETB
12 (2017) defines democracy in Farsi-Dari as mardom saralri (literary meaning the rule of the
people) and based on its definitions adds that “therefore, through democracy, the people of a
country gain the opportunity to freely participate in political decisions and to use their will in
carrying out their affairs and monitoring the government™'** (p. 85). As such, although the
textbooks do not utilize the term citizenship in the above examples, they grant citizenship rights
to subjects.

The textbooks elaborate on what democracy entails. The preconditions of democracy are
“the existence of a suitable constitution, separation of powers, monitoring of powers by each

other, elections, and transparency in government affairs”'> (CETB 12, p. 91). A text highlights
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the principles of democracy in one page and eight bullet points defining it as equality in front of
the law, equality in courts, equality in opportunities, equality in social responsibilities, popular
support for government legitimacy, public deliberation, and people’s rule. The textbooks even
define who a democrat person is. A “democrat person” is someone who has “a critical attitude
towards those in charge”, “flexibility”, “awareness and a sense of responsibility”, and in a
mismatch of attributes, a democrat has “civilizational advancement” (CETB 12,2017, p. 91). The
textbooks also identify political participation as a characteristic of democracy and define its
spectrum. On this scale, casting a ballot is the lowest, party membership and candidacy are mid-
levels, and winning a seat is the highest level of political participation (CETB 9, 2017, p. 22).
Given these attributes of democracy that define democracy’s preconditions, principles,
democratic qualities at the individual level, and the political participation spectrum, it can be
derived that textbooks have a people centric gaze toward democracy.
While the textbooks overtly endorse democracy, they prescribe a particular variation of
democracy for Afghanistan. A lesson titled “Democracy in Afghanistan” (CETB 12)
acknowledges that, “Afghanistan is moving toward democracy with its unique social, cultural
and economic indicators”"** (p. 93). Without an elaborate discussion of these indicators, the
textbooks situate democracy in an Islamic context. The lesson “Islam and Democracy” (CETB
12,2017), states:
Different people of nations have various understandings and interpretations of
democracy. However, we Afghans as a Muslim nation, in all our affairs, follow the
teachings of the sacred religion of Islam. So, given this understanding, our intention to
praise or endorse democracy, if carried out in some statements, is that people can freely
participate in political affairs; elect, monitor, and fire their representatives and leaders in
accordance with the principle of merit and faith, and give them authority to act in those
affairs that Islam requires of the nation. Of course, this interpretation of democracy is not
incompatible with the principles of Islam. (p. 95-96)'%

The textbooks reduce the distance between Islam and democracy’s conceptual frameworks by

viewing democracy as a political process and Islam as an ethical overarching conduct.
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The textbooks refer to the traditional jirga institution and then connect it to democracy.
CETB 12 (2017) situates the jirga tradition in a historical context. The textbooks trace jirgas back
to the Sabha and Samithi jirgas (traditional assemblies) of the Aryan era (p. 93). Since the Aryan
era pre-dates Islam, the text articulates the practice of jirga with the religions of the time:

In the era of the Kanishka the Great, a grand religious jirga under the leadership of the

seventh Hina Buddhist leader a Kandahari scholar was formed. This jirga edited and

modified the ancient Hina-Yana or Vasumitra religion, which led to the formation of the

new Maha-Yana religion'*® (p. 93).

This paragraph connects the participatory practice of jirga to an ancient time, to a religious
enactment, and to a known place (Kandahar province), all of which construct a system of
representation that is familiar.

After having established the historical context of the jirga, the textbooks equate the
tradition of loya jirga (grand assembly) with modern-era state-building and democratic
practices. The CETB 9 (2017) defines executive brunches as the legislative power, the judicial
power, the people’s jirga (the parliament), the seniors’ jirga (the upper house), and the executive
power (p. 10-13). Accordingly:

Loya jirga is an assembly formed only in Afghanistan and is the highest level of the
will of the nation. Loya jirga is not a permanent assembly and is formed temporarily
under certain circumstances. Members of loya jirga include members of the National
Council, chairpersons of provincial, and district councils, and elite and iconic
characters of ethnic groups'”’(CETB 9, 2017, p. 12).

Hence, loya jirga is held when matters of independence, national sovereignty, territorial
integrity, and national interest are discussed (CETB 12,2017, p. 12-13). Therefore, when loya
jirga as the highest level of the will of the people enacts a historical decision, it legitimizes
decisions of high national importance.

The textbooks associate democracy with the constitution. CETB 9 (2017) details key
elements of democracy in the constitution of Afghanistan as the president being accountable to

the people and the grand assembly, the right of every Afghan to elect and be elected, the
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formation of associations and political parties, peaceful demonstrations by the public, freedom,
non-discrimination among individuals of the society, and equality (p. 24). Lesson activities
instruct students to find advantages of the constitutions that are not mentioned in the book
(CETB 9, 2017, p. 9) and to name the constitutional articles that are about the rights of women,
nomads, and the elimination of illiteracy (CETB 12, 2017, p. 25). This indicates that the
textbooks embed the constitution and democratic values in the critical thinking competence of
students. The textbooks confirm the supremacy of the constitution as supreme law. The
constitution is a law above all others: “The constitution is considered as the mother and basis of
other laws. No laws of the country can be contrary to it”"** ( CETB 9, 2017, p. 8). This
declaration, however, is opposed in another statement (CETB 12, 2017):

Considering this fact, the current constitution of our country has named the country the

Islamic Republic of Afghanistan and the religion of the state, the holy religion of Islam,

and it is also stated in its third article: In Afghanistan, no law can be contrary to the beliefs

and principles of the holy religion of Islam. By stating the above, the Islamic nature of the

country's legal system in various legal fields has been ensured and the eternal will of this

nation has been realized'” (p. 23-24).
Despite the above statement, (CETB 9, 2017) assigns Islam as one of four characteristics of the
constitution: 1) being Islamic, 2) being a republic and popular, 3) respecting human rights, and 4)
implementing social justice and the elimination of any type of discrimination (p. 8). In a more
straightforward statement, a text states that the sharia: “absolute sovereignty and the right to
legislate belong to God. It is not permissible for any Muslim to disobey the obligations and
prohibitions stated in the sharia”'** (CETB 12, 2017, p. 96). In general, the established hierarchy
of democracy and Islam grants the latter a higher universal status.

The textbooks present democracy through a progressively advancing constitution. CETB

12 (2017) grants historical continuity to the constitution of the country. According to the
textbook, the first political party of Afghanistan was formed by the Constitutionalist Movement

99141

of the 20" century with “progressive and libertarian goals™'*' including adherence to the
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religion of Islam (p. 94). The textbook gives varying amounts of details to different
constitutions of each era. The text refers to the constitutions in numeric order (e.g., the first
constitution, the second constitution, the third constitution), with more focus on the post-
independence (1919) and post-9/11 constitutions. The portrayal of constitutions suggests
upward progress. For instance, the “first constitution” was ratified in 1923 through loya jirga
under the reign of King Amanullah and offered rights and freedoms such as: “the right to equal
subjecthood to all subjects of the country, freedom of personal rights, personal immunity,
elimination of slavery and the prohibition of employing individuals as captors or slaves, right to
education, freedom of private schools and religious schools, compulsory elementary education,
the safety of property, prohibition of torture, etc.” (CETB 12,2017, p. 22).'"* Likewise, the
second constitution was ratified in 1929 under the reign of King Nadir through loya jirga and
“only one new matter in this constitution [...] is the establishment of the first parliament™'*
(CETB 12,2017, p. 22). The third constitution was ratified under the reign of King Zahir in
1964, and the text evasively states that “This law promised important changes in the political,
administrative, cultural and legal arenas of Afghanistan™'* (CETB 12, 2017, p. 22). In the 20"
century, the constitution was shared with the public through the media. The fourth constitution
was compiled in 1977 under the Republic of Dawood Khan through the approval of the loya
jirga also the public representatives and its draft was published in newspapers. The text adds
that “of the positive points of this law is that, for the first time, the president was to be elected
by the loya jirga and to be accountable in cases of crime and national treason when accused by
the wolesi jirga [national assembly] and loya jirga [grand assembly]”'* (CETB 12,2017, p. 22).
Under a single title, “The Constitution of the Democratic Republic of Afghanistan in 1980 ”, the
fifth, sixth, and seventh constitutions are summed up. Unlike any other constitution, the fifth
constitution does not mention the name of the state person under whose presidency the
constitution was signed and does not mention the legal basis nor what was included in this
constitution. However, the sixth constitution returns to the normal practice of mentioning the

name of the president “Dr. Najibullah” and mentions loya jirga, however, refrains from
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mentioning any constitutional change (CETB 12,2017, p. 23). The seventh constitution is
claimed to have been proposed during the civil war under the presidency of “Professor
Burhanuddin Rabbani” and refers to the number of chapters and articles, and explicates why the
seventh constitution was not approved: “... in light of criticism made by the jihadi parties and
the various strata of the nation, the text was not signed” (CETB 12,2017, p. 23)."*® Thus, the
textbooks highlight the progress of each constitution which is legitimized through jirga. Some
constitutions have more details and are positively represented compared to others.
The textbooks ground the unique democracy of Afghanistan on the constitution,
therefore, the ways in which the textbooks regard the function of the constitution in democracy
merits attention. In general, the textbooks utilize the constitution to legitimize democratic values.
In CETB 12 (2017) constitution-related debates are integrated into themes on political
participation (pp. 29, 35, 36), women’s participation (p. 41), human rights (pp. 71, 74, 76, 79, 80,
82), democracy (pp. 87, 91, 94, 95), and the media (pp. 110, 114). The current constitution of
Afghanistan is discussed in detail and acknowledges the key aspects of rights and privileges such
as people’s political rights, civil rights, cultural rights, and economic rights. For example, civic
rights are explicated as:
The right to life, liberty and security of person, equality before the law, the right to sue and
to choose a lawyer, immunity, residence, right to marry and to form family, the right to
access health services, the right to child protection, respect for the rights of others, and so
on.'"Y (CETB 12,2017, 24).

Furthermore, cultural rights are detailed as:

The right of men and women to free education in government institutions up to a

bachelor's degree, the provision of compulsory secondary education, and the design of

effective programs and their implementation in the field of mother tongue education. To
balance and expand education for women, improve nomads’ education, and eradicate
illiteracy in the country, the government is obliged to plan and implement a uniform

curriculum."® (CETB 12, 2017, p. 24).
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These two examples show that the textbooks participate in the construction of civic and cultural

citizenship.

Reform
The textbooks promote science and knowledge as key characteristics of pre-Islamic,
Islamic, and contemporary-era Afghanistan. Referring to the pre-Islamic scientific era, a textbook
Ansari, Ghori & Habid, 2017, henceforth, HSTB11, 2017) asserts:
Dari, Pashto, Takharid, Sanskrit, etc. were common in different parts of the country.
Between 21-40 AH / 642-661 AD, the people of Afghanistan had access to mathematics,
astronomy, and medicine, and were familiar with Greek and Sassanid sciences as well as
with Indian philosophy.'* (p. 4).
More importantly, the textbooks construct yet another outstanding era. Ansari, Ghori, Omar,
Habid, and Ahmadzai (2017, henceforth HSTB 8, 2017) present the Islamic era as flourishing
from a scientific perspective:
The religion of Islam also removed the existing obstacles in the way of the acquisition of
science and knowledge and took away the knowledge monopoly that was in the hands of
the powerful and rich people and rulers. That is why science and knowledge grew. The
number of scholars and scientists increased in our country and many people offered
scientific services to the world of knowledge '™ (p. 11).
As such, the factors of justice, access, and equality are included in this narrative of science and
knowledge in Afghan society to make a distinction between knowledge and science before and
after Islam. The Islamic era spread of science also included the imposition of religious studies. In
the context of converting the people of Nuristan to Islam, (Hotak, Rawnaqi & Babakarkhail,
2017, henceforth, HSTB 12, 2017) states: “religious science teachers from Laghman, Logar,
Parwan, and Kapisa were sent to Nuristan so that the people of Nuristan could learn Islamic
teachings” "' (p. 57). As such, the binary of pre-Islamic and Islamic eras and science and Islam

are presented simultaneously.
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The textbooks present human evolution with a scientific explanation. This representation
is materialized by Bawari, Jabarkhail, Haqpal, Ahmadzai and Ahmadzai (2017) (henceforth,
HSTB 7, 2017) which discusses human evolution simultaneously from religious and scientific
perspectives. The prehistoric era is said to have started “with the creation of human beings and
primitive cultures and continued until the expansion of civilization and the creation of script and
writing”,'>* while historical periods are said to have started “from the creation of the script and
early civilizations to this day”'> (pp. 3-4). The textbook acknowledges that “humans of
prehistory had a simple but very difficult life” and adds that they only relied on their physical
power to meet their needs, lived in the mountains, put on animal and tree skins, and ate fruits and
wild animals (p. 4). After this account of the life of early human beings, the text adds: “Because
the human being is the noblest of all creatures, for this reason, he changed his life on the earth
uninterruptedly and has now achieved a civil life. After humans achieved a civil life, from that
time onward, the historical period began and continues until now”">* (p. 4). It is of interest to note
that although the textbooks create a rather scientific context for human evolution, the very first
example of a ‘historical event’ rather than being an event relating to human history in the world
or Afghanistan, refers to an Islamic event: “Every incident and event that has occurred in a time
and place is a historical fact. For example, the Battle of Bader that took place in the second year
of Hijrah during the holy month of Ramadan, 150 km from Medina, became a historical fact™'*
(p. 3). Thus, the historical accounts of the textbooks prioritize science with an Islamic preview.

From the manner through which reform is depicted in the textbooks, it can be said that
reform is the interface between democracy and governments. The textbooks introduce
modernization agenda through government initiatives in a historical context. HS7B 12 (2017)
introduces the first landmark of modernization and reform through the characterization of Amir
Shir Ali under the title, “Reform 1868-1879” (p. 45). The text characterizes the Amir as “an

intellectual and modernist, the founder of the new civilization in Afghanistan” *(p. 45). The

Amir’s achievements are the appointment of a prime minister and an executive branch, in the
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Military realm the establishment of an army, and in the cultural realm the establishment of the
first modern schools and the publication of the first governmental newspapers (HSTB, 12, 2017,
pp- 45-47). Of the four pages of the textbook, only one page focuses on the reforms, in very
general terms, while the rest of the lesson is about the internal conflicts between the sons of the
King and his response to the First Anglo-Afghan War for which he had to seek the support of the
Russians (HSTB 12, 2017, p. 47). Like Ahmad Shah Durani and Abdul Rahman Khan, Shir Ali
Khan faced defeat not only on the political front but also because his accomplishments vanished
following immediate conflict and instability that involved dynastical and tribal rivalries and
foreign interference. The textbooks often overlook the misconduct of iconic leaders but do refer
to their failures attributed to national and external players.

Another iconic reformist is King Amanullah (1919-1929). The title, “Reform 1921-1928”
(HSTB 12, 2017, p. 79), celebrates the king as the most modernist king in history. Under
independent titles, HSTB 12 (2017) extensively discusses his contribution to independence,
finance and economy, administration, education, and cultural affairs. Some examples of the
reforms are the approval of the first constitution of Afghanistan in 1923 and the establishment of
a constitutional monarchy, the reduction of taxes, the establishment of a public administration
school, the modernization of the military, the establishment of new modern, universal,
mandatory and free education systems and public schools including international educational
internships, and publication of many newspapers including for women, and significant
improvement in women’s rights, transborder transportation, telegraph, postal and telephone
communication, and production factories, (pp. 79-82). Like the earlier historical characters and
events, the era of King Amanullah came to an end due to external interference and a national
uprising leading to the loss of his highly celebrated accomplishments. As such, the textbooks
historicize reform and progress through narratives of the country’s leaders and by linking the
reform to democracy the textbooks contextualize democracy as a positive value.

The textbooks also discuss the reactionaries of the reform initiatives. HSTB 12 (2017)
demonstrates the negative reaction of the people to the reforms. Causes of the negative reaction
are attributed to internal and external reasons; from the British policy of “Divide and Rule” and
the use of their intelligence services, and elders’ rejection of the reforms, to the organized revolt
of the people in particular regions by some leaders of the country” (pp. 87-88). The textbook

acknowledges that the hasty and ambitious modernization and reformist agendas of the king have
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led to the revolt of the people (HSTB 12, 2017, p. 88). Furthermore, the textbook refers to the
negative character of King Amanullah’s “insurgent” successor, Habibullah Kalakani who has
been identified as the “son of water carrier” rather than through tribal names and presented as
being from Shamali (HSTB 12, 2017, p. 89). These passages indicate an appreciation for science
and reform, a criticism of the manner through which the reforms materialized and an inward-
critical gaze at the reaction of the people to the reform
A recurring theme in the textbooks is the Decade of Democracy. The lessons

“Democracy Decade 1963-1973” (HSTB 12, 2017, p. 105) and the reign of King Mohammad
Zaher (HSTB 9, p. 60) refer to this decade. HSTB 12 (2017) remarks on the adoption of
constitutional monarchy, the adoption of a new constitution, the freedom of the media, the
unprecedented activism of political parties due to a new law which was approved by the National
Assembly but not signed by the king, and the disentitlement of the royal family members to hold
official positions (HSTB 12, 2017, p. 107). Accordingly, during the democracy decade, five prime
ministers took office (HSTB 12, 2017, p. 107) and secret activism in schools and universities
continued (Panjshiri, Hotak, Rawnaqi & Babakarkhail, 2017, p. 61, henceforth, HSTB 9, 2017).
HSTB 12 (2017) recognizes the existence of “extreme demonstrations” against the reforms but
does not mention who revolted, what the claims were, and how the demonstrators were treated
(p- 106). In another example (HSTB 9, 2017):

Socially and politically, profound changes were unveiled in the country. In accordance

with the constitution, freedom of expression materialized. The law on the freedom of

political parties was announced but it was not practical. However, several right-wing

and left-wing parties operated openly and secretly. In these political movements,

schools in Kabul City and other provinces as well as at Kabul University played a major

role.”” (p. 61).
Despite this characterization of the democracy marked by freedom and reform as well as political
activism, in a different lesson about the cousin of King Mohammad Zahir, Dawood Khan HSTB
12 (2017) calls this period anarchy:

The 26 July coup d’état ended the decade of democracy and the 1964 constitution,

though five governments in recent years of the monarchy had been fighting for
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democracy, in reality, anarchy prevailed over them. The 26 July coup d’état put an end

to these atrocities and replaced the monarchy with a republican system and Sardar

Mohammad Dawood Khan emerged as the national leader. ** (p. 111).
This above passage degrades monarchy in favour of a republican state which is established where
history ends in the history textbooks. However, another textbook (Hadaf & Helaman, 2017,
henceforth, PATB 9, 2017), in a biographical reference to one of the Democracy Decade prime
ministers, states that some people misused the decade’s liberties and parliamentarian immunity
which led to the expansion of communist ideology (p. 87). In the end, a question asks students:
“In your opinion, are freedom of speech and democracy unlimited?”'* (p. 88). This question is
not answered in the body of the text because the lesson is a biography and lacks any discussions
on freedom of speech or democracy. These debates indicate that the textbooks attempt to
glamorize each government era only to depreciate its value when contrasted with a new regime
of governance.

In conclusion, the textbooks imagine the nation as having a long but complicated and
often interrupted history of a people-centric democracy and reform. The unique democracy that
the textbooks construct by situating it in the historical, traditional, and Islamic contexts is well
understood when the textbooks emphasize the role of reform and modernization in the
establishment of democracy. The textbooks are cognisant of the sensitive position of democracy

in society and resort to the critique of hasty modernization efforts that led to their demise.

Government and Governance

The unique democracy of Afghanistan is also present in the historical narrative of
governments and iconic stat persons. The civic education textbooks are the only textbooks that
have allocated specific themes on the concept of government and public services while other
textbooks refer to the government as a cross-cutting theme. The following presents the

construction of the government from early modern to contemporary governments.
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Early Modern Islamic Governments

The textbooks present the early modern Islamic governments through the characterization
of iconic leaders rather than distinct institutions. The first character that begins the history of
modern Afghanistan and modern governments is Ahmad Shah Durrani (1747-1772), also referred
to as Baba (the father) and the founder of Afghanistan. Like many other rulers, the HSTB 12
(2017) frames Ahmad Shah’s goals as establishing the unity of the people, centralization of the
government, maintenance of the national borders, and defending the country against the invasion
of neighbouring countries (p. 9). The textbook paints a bleak background before Ahmad Shah’s
emergence:

The conquest and disintegration of Afghanistan by foreign powers, the absence of a central

government, the economic recession, the social unrest, and the political upheavals in

neighbouring states paved the way for the formation of a central government in

Afghanistan.'® (HSTB 12, 2017, p. 7)

The textbook adds that the two centuries of material and moral decline in society was the basis of
the need for a central power ( HSTB 12, 2017, p. 5). The textbook also refers to education and
intellectual activities being adversely affected; “schools and training centres were closed and
because there were no incentives for poets and scholars, many of them fled to other countries,
particularly to India™'®" (HSTB 12, 2017, p. 5). As such, a central government is legitimized
against a bleak backdrop but its failure is also highlighted.

The textbooks portray government formation as a participatory endeavour. It refers to the
approval of ethnic groups; tribal leaders, Hazaras and Uzbeks (HSTB 12, 2017, p. 7). The
participatory characterization also justifies the inclusion of landlords and tribal leaders: “Ahmad
Shah Baba knew that to protect their interests, the landlords and tribal chiefs would create
problems for Baba to consolidate a stable government,” therefore, “to avoid and overcome the
problems, he included them in government and military affairs, in the jirgas, and engaged them
in military trips, and he also respected their opinions™'* (HSTB 12, 2017, p. 8). As such, the
textbook indicates that these elements (i.e., the landlords and tribal chiefs), were included in the

government as a prudent measure.
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The narratives of the iconic military figures emphasize centralization and power. HSTB 12
(2017) introduces Ahmad Shah through ten “military trips”, each forming a subtitle with a date
and consisting of half a page (pp. 11-16). For example, titles appear as, “First Journey (1748-
1747)”, “Second Journey (1749)”, and finally, “Tenth Journey (1769)”. For example, Ahmad
Shah invaded Lahore among others on the first trip; annexed multiple provinces of Afghanistan
that had revolted against a central power in the second; and invaded Mashhad, in the third and
the fourth; Punjab and Delhi in the fifth; Punjab and Baluchistan in the sixth; and, Delhi in the
seventh trip. The following is an example of the full text of his “Second Trip” to illustrate how
the word ‘trip’ refers to his military missions:

Ahmad Shah Baba travelled to Herat in early 1749. Three of Nader Afshar's rulers had not

surrendered to Ahmad Shah Baba, among them Darvish Khan Hazara declared his

allegiance to Ahmad Shah Baba. Herat was conquered by Ahmad Shah Baba who
appointed Darvish Khan as governor. Ahmad Shah Baba ordered his Prime Minister,

Shahwali Khan, to travel to the north because after the decline of the Junidi government,

Merv, Faryab, Jawzjan, Balkh, Khulm, Badakhshan, and Takharistan had become

autonomous. Shah Wali Khan annexed the mentioned areas one by one to the central

government.'® (HSTB 12, 2017, p. 12).

Here, the textbook promotes the consolidation of power and a central government but does not
lose sight of the importance of social constraints. The text does not attribute the demise of
Ahmad Shah to his weaknesses but to the conspiracy of the British and Iranians, and internal
tribal conflicts among his sons and grandchildren (HSTB 12, 2017, p. 29)."** As such a central
participatory government is constructed through the portrayal of Ahmad Shah as a strong
character whose demise had national and external causes.

Another character in the textbooks that is critical in depicting governments and receives
praise for power consolidation is Abdul Rahman Khan (1880-1901). His seizure of power is
justified by his goals: “to consolidate and revive the central government to form a legitimate state

and overthrow the patron-client-based local power centres because the continuation of such a

(5185 o 5138 Gl (a0 Ll Alen ) i g o3 0wl LlaLineal 4y LS 30 LS a1 4 358 i Ga 435 1749 Jls J 151 3 Lhalinaal 253 i 193
1525 plie) yaa A s ol Ul sbinaal 38 e s s Cam a1 s 0 Chsmasa s 3 38 it LlaLinan) Jaus 5 o 308 oOle) L ol aal 511 258
0SS 3o hlie gl Jols magean £ it sd Gl a5 i el il cOla sa ol b 5 e sain Clga allaadl ) ey |5 2 Led i Jledi (3halie 40 1 250 Sa
Ssad at e (538 50 G gSady Kyo o ol

Slela )3 253 Gisd Gy o a8 5w hlas (0 aS ol ) sadt (sl Aud 3 5 Ol peas 20a8 il L2185 gal 53l ol 5 s uall aiee AN 5l ada g 164

4 a8 JUE 5 (ol 5 sae Ja s Jal s alen O QLA B 5 w5 Oladene 03kl j a3 o JSOL O Gy U 40 (ligen 5 -aialaile Ll ) 5 Lo
A on Qe b 6 S



168

situation would have dangerous consequences”'® (HSTB 12, 2017, p. 55). The circumstances in
which Abdul Rahman came to power are portrayed as grim by indicating losses due to British
invasions leading to the destruction of the military, administrative, economic, social, and
government systems (HSTB 12, 2017, p. 55)."® Although HSTB 12 (2017) refers to some
reforms, for example, the creation of finance offices, it is Abdul Rahman’s enforcement of power
that receives the most attention (p. 55). The textbooks justify the suppression of ‘insurgents’ for
consolidation and centralization:
Because the local rulers saw their interests at stake, the newly formed government faced
several uprisings and oppositions throughout Afghanistan [...]. All these insurgencies in the
area were suppressed forcefully and all provinces came under the control of the central
administration.'”’ (HSTB 12, 2017, p. 55).
The invasions are glorified for ensuring a central admonition but also because “the people
converted to the holy religion of Islam” and “Government forces conquered many areas of
Nuristan and security was ensured there”'®® (HSTB 12, 2017, p. 57). A more graphic depiction
emerges: “The temples were destroyed, and mosques were built in its place, bringing nineteen
wooden statues and several bows and arrows to Kabul”'® (HSTB 12, 2017, p. 57). As a result of
the above, the province name was changed from Kafurstan (the land of infidels) to Nuristan (the
land of light) (HSTB 12, 2017, pp. 56-57). This narrative ties Islam to the centralization agenda.

The narratives of Abdul Rahman denote the necessity of power for unity.

Contemporary Governments

Textbooks highlight the importance of contemporary governments through a need for
sovereignty, order, and social services. It can be derived from the textbooks that modern
institutions are also less about religion. A moderate representation of Islam is established when

the textbooks background Islam in reference to social institutions. A lesson on
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“Institutions”, defines economic, political, educational, and familial institutions and only then,
within a comparatively shorter text, discusses religion. In a debate on culture, a text states that
culture is made of values, regulations, and beliefs; however, the latter explanation is shorter than
the first two (Omarkhail & Moshfiq, 2017, p. 3, henceforth, CETB 10, 2017). In a lesson on
“Human Rights” (CETB 9, 2017), Islam is acknowledged but backgrounded and human rights is
foregrounded: “The values of human rights are not new to the Muslim people of Afghanistan
who have been nurtured in the school of Islam, however, human rights as a system, came under
the limelight in the first constitution in 1303”'” (p. 46). The civic education textbooks present
social institutions by rendering absent hudud (punishable limitation). A debate on banks does not
make a reference to riba (usury) although it highlights investment and lending as functions of
banks (Bakhtyari & Mazari, 2017, p. 19, henceforth, CETB &) and immoral punishable
behaviours refer to narcotics (CETB 10, 2017, p. 6) as opposed to zina (adultery). This way, the
textbooks suggest a modern representation of social institutions and a moderate Islam
simultaneously.

Besides the positive construction of democracy stated above, the textbooks portray a
strong relationship between the people and the government. CETB 12 (2017) presents a broad
spectrum of relationships between people and the government: “The subject matter and
important contents of the constitution are on the study of the relationship between the
government and the people, and specify the rights, privileges, responsibilities and authority
limits of these two groups™” (p. 21). CETB 9 (2017) establishes the relationship between the
people and the government based on sound democracy principle: “[...] the government is the
right of the people and it is the people who should decide about the affairs of their country”'” (p.
18). CETB 12 (2017) positions people in charge of the government: “Therefore, through
democracy, the people of a country gain the opportunity to freely participate in political decision

making and to exercise their will in the implementation and monitoring of government affairs” '”
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(p. 85). This relationship is reemphasized “the highest legislative body is the embodiment of the
will of the people” '™ (CETB 12,2017, p. 12).

The textbooks give the government a wide range of responsibilities. CETB 12 (2017)
highlights the importance of the government as: “the supreme rule in legislation and law
enforcement systems” and confirms that “sovereignty is limited to the extent that a state does not
violate other states’ rights” ' (4). The textbook also underlines the need for order by showing
the effect of the absence of government as a disorder, interruption, lawlessness, barbarism,
oppression, and tyranny in which case “[...] lives and property and honour of the people are
endangered, and chaos (anarchism) take its place”'"® (CETB 12,2017, p. 5). CETB 8 (2017)
refers to social services as government responsibility, from education, agriculture, health care,
and banking, to commercial markets, the traffic police, telecommunications, emergency services,
and the media. CETB 12 (2017), indicates that the government is the preserver of Afghan culture,
the embodiment of political institutions, and responsible for political development in a state.
Other responsibilities of the government include safeguarding national heritage and promoting
councils (PATB 8, 2017, pp. 39, 51) as well as importing those goods that do not harm national
industries and the health of the people (PATB 9, 2017, p. 56). Hence, the textbooks partly break
away from Islam and its institutions and endorse government institutions for the contemporary
era.

The textbooks promote social harmony. In another book (Bakhtyari, Faruq & Moshfiq,
2017, henceforth, CETB 11, 2017), social rules and regulations are considered vital for social
harmony (p. 31). An analogy of bees and ants is given for their organization and harmonious
life: “They do their job without disobeying the instructions of their higher authorities™'”” (CETB
11, p. 24). In this analogy, disobeying authority is highlighted as a cause of social disorder. A
few pages later, the text acknowledges that bees differ from human beings who are prone to
social deviation due to factors such as population density, displacement, migration, ethnic
diversity and others (p. 31). Furthermore, the need for social control is due to people’s tendency

to rebel: “abundance of population, inequality, discrimination and other causes lead to tension,
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social disorganization, and together they enhance deviance and encourage people to rebel” (p.
31)."® Hence, the same concern stated above, reappears here, by historically presenting
rebellion, deviation, and uncontrollable large populations.

By emphasizing the government’s role in attaining order, ensuring sovereignty, and
offering services, the textbooks hold people responsible for the government. PATB 8 (2017)

2 ¢

details relevant information in such subtitles as “obeying the law”, “guarding and protecting the

YE 1Y

government”, “collaboration with governmental institutions”, “financially supporting the
government” (i.e., by paying taxes), “thrift in consumption”, and “performing duties in an
appropriative manner” (p. 74). Another textbook reads: “Some laws oversee public conduct and
adherence but some others are related to the performance of the government™'” (CETB 11, 2017,
p.- 32). Hence, laws ‘oversee people’ but only ‘relate to government performance’.

People are also responsible for their political participation. The following text (CETB 12,
2017) evasively warns people:

In many countries, not only the participation of people in politics is discouraged but they

are also not allowed to interfere in politics. This issue has two main reasons: 1. The

government has the power to limit political interference. So far as there exists public

illiteracy, ignorance, weakness, and incapability in understanding and conducting political

affairs, it is easy for governments to curtail political participation. 2. Elites and rulers

always fear that their values, interests, and connections will be lost ™* (p. 31).
This text positively warns people of their responsibility to enhance their political participation
and refers to power abuse by the government. It does not overlook how the personal interests of
elites and rulers may hinder political participation. As such, the textbook partakes in raising
awareness about the prospect and circumstances of losing political rights.

The textbooks position the government as an authority to enforce order. This is evident

in the textbooks’ presentation of the underlying reasons for the creation of the early
governments: “With the expansion of human society their control became more difficult, and the

kinship and tribal rules could no longer respond to the emerging needs. [...] [Therefore] [s]Jome
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tribal leaders gathered more power so that they could control larger populations”**! (CETB 9,
2017, p. 4). Hence, the text discusses disciplinary institutions; the court, police, and prison under
independent sub-titles (CETB 11, 2017, pp. 32-33). As an example, the text highlights the role of
the police force: “in the absence of police force in the society, the executive branch of
government cannot ask the people to carry out government orders. In that case, many people
will disobey government orders”'®* (CETB 11, 2017, pp. 32-33(. Therefore, the textbooks
establish the need for the government through its services including law enforcement and
demand people to reciprocate.

The textbooks also discuss government failures through the application of certain textual
devices that help text obscure the failures. First, CETB 8 (2017), places specific issues in a
historical context. For instance, a text blames the low level of exports of goods from
Afghanistan on the decades-long decline in exports (pp. 22-23). In another example, CETB 9
(2017) details the first post-9/11 presidential election but comparatively only briefly refers to the
second election (p. 24). Second, CETB 11 (2017) confirms the shortcomings of the government
but holds liable the people. For instance: “In the years of war and crisis different groups have
seen the potential of their activities in Afghanistan as suitable and have taken advantage of the
absence of the control of the government in remote areas” ' (p. 89). While “the absence of the
control of the government” is confirmed, the text, in fact, forwards the ‘different groups’ as
responsible for insecurity. Another lesson in CETB 11 (2017), on addiction and narcotics
confirms that smugglers “buy some government officials (particularly [in] the police and
courts]” to facilitate their activities and smugglers coordinate with some “high governmental
officials” leading to the spread of administrative corruption (pp. 90-91). As such the textbooks
individualize rather than institutionalize a problem. The identification of governments is
consistent with the acknowledgement of Islamic kingdoms’ failures leading to civil wars.

In conclusion, the textbooks imagine the nation’s governments through the
characterization of individuals rather than institutions and in doing so highlight their ambitions

for centralization of the government and power and their demise as a result of familial conflicts,
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British interferences, and rare cases of their own short-sightedness. The textbooks depict

governments in the position of service delivery including law enforcement.

Gender Equality

The textbooks cover the gender equality theme comparatively in fewer topics. The
textbooks do not allocate any specific lesson to gender equality but discuss it under sub-titles;
“Women and Development” (CETB 10, 2017, p. 74), “Gender and Inequality” (CETB 11,2017,
p. 67), and “Women Participation” (CETB 12,2017, p. 39). Before a discussion on gender
equality, it merits attention to view how the textbooks perceive human rights in general.
Normatively, human right is progressively referenced in the textbooks. In CETB 9 (2017), human
rights is defined as the right to life, freedom, and security of the person, ‘the feeling of” equality
before the law, human dignity, the right to marriage, property rights, freedom of thought, belief,
expression, and the media; right to education (p. 44-45). The textbook makes historical, Islamic,
and constitutional references to establish the seriousness of human rights in Afghanistan and
obliges the government to provide and secure the rights of all citizens (CETB 9, 2017, pp. 47-
49). In endorsing human rights, the textbook refers to specific national and international human
rights conventions and institutional endorsements such as the Universal Declaration of Human
Rights and the Afghanistan Independent Human Rights Commission (CETB 9, 2017, pp. 44, 47).
These references make it clear that the textbooks view human rights as a concept that is
embedded in the social values of Afghanistan and has an international dimension and validation.

The textbooks also touch upon the theme of justice through an Islamic lens. In discussing
Islamic justice, PATB 9 (2017) describes the restoration of equality through gessas (retaliation) in
the case of theft committed by an elite woman. The Prophet does not grant the privileged woman
any mercy due to Islam’s non-discriminatory principle and consequently, her hand is cut off. The
Prophet is quoted as saying, “I swear to God, even if Fatimah the daughter of Mohammad steals,
I will cut her hand off” (p. 78). Another story in the textbook describes gassas during Umar's
rule in which the son of the Governor of Egypt faces qassas for the murder of a Christian man.
This is the Islamic portrayal of justice in favour of non-Muslims in a politically high-profile case.
Furthermore, the text details in independent subtitles the various types of right to life by
disapproving of killing, suicide, genocide, mass murder, and abortion (PATB 9, 2017, p. 27-29).

However, the translation of a presented Quranic verse reads, “O believers! You have been
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ordered retaliation for the killed. Of course, the wisdom of retribution in the punishment of
murder is to guarantee the life of society [...]” (PATB 9, 2017, p. 28). On capital punishment, a
textbook (CETB 11,2017, p. 39) presents different ‘views on crime and deviation’, and
introduces the ‘labelling view’ indicating that it perceives public displays of punishment as
wrong but continues that “unless there is a greater interest in it, like teaching a lesson to others
and preventing them from committing crimes” by “cutting the hand of a thief and lashing an
alcohol drinker or a (premarital sex) adulterer”'™ (p. 41). Since the textbook does not counter
argue this view, and its undertone is positive, one may conclude that the textbook endorses this
view. The textbooks have a strict approach to justice when it is explicated through an Islamic
lens.

The textbooks articulate gender equality as an Islamic value. A Quranic verse is
interpreted as a confirmation that people are born from men and women and difference is an
opportunity so that people to know one another (PATB 9, 2017, p. 84; PATB 8, 2017, p. 67).
CETB 10 (2017), acknowledges women's capability, “provided that they enter the scenes of
political, social, economic and cultural life as the driving force of history within the framework
of Islamic ideas, rules and values”'® (p. 74). The text does not render this condition mandatory
for men. CETB 12 (2017) views the rights of women from an Islamic perspective but states that:
“essentially the Western world has learned the political participation of women from Islamic
teachings™'*® (p. 40). The reason for this, according to the text is that in England suffrage rights
of women were not given to them until 1918, in America until 1920, in Italy until 1925, in
France until 1944, and in Swiss in 1971. However, when a text discusses gender equality in the
20th century and speaks of women presidents, instead of offering examples from Islamic
countries, it exemplifies Margret Thatcher in England and Indira Gandhi in India (p. 40). The
textbook grants women'’s rights through Islam to the extent that claims women's rights in the
West but the textbooks also condition only women’s rights exclusively to Islamic principles.

To endorse gender equality, the textbooks historicize women’s rights commencing with the

ancient era:
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The role of women in the Vedic age was clear, with several women working with their

husbands outside the home, and a number of them took care of the house. Besides, many

women, in the same way as scientists (Rishis), were engaged in social affairs and would

recite poems'®’ (Barwari, Ahmadzai, Haqgpal, 2010, pp. 5-6, henceforth, HSTB 10, 2017).
CETB 12 (2017) highlights the active participation of women in political, economic, and
scientific realms during the reigns of King Amanullah (1919-1929) and King Mohammad Zahir
(1919-the 1970s) before acknowledging the Bonn Agreement (2001) as a historical landmark for
women’s rights (p. 41). As such women'’s rights appear to be a historical social asset.

Gender rights are also endorsed from a cultural perspective. In a textbook (Ashrafi &
Rawan, 2017, henceforth, PATB 7, 2017), a lesson on the characteristics of Afghans refers to
respect for women (pp. 42-44), and another lesson in the book underlines that different social
groups have some rights toward one another regardless of whether they are men or women (p.
80). A comparison between men and women regards the difference between the two as natural
but inequality as unfair in a historical context because:

Because housework, while difficult, did not have a tangible income, the social status of

women was degraded day by day, and their ability and merit were considered less than that

of men. That is why in all societies, important and high-level jobs are in the hands of

men'® (CETB 11,2017, p. 67-68).

Student activities in PATB 9 (2017) demand students explain the effect of law enforcement in
maintaining the rights of women and children (p. 76), and the secret to the success of society in
unity and solidarity among men and women (p. 80). As such, women's rights are endorsed
through historical and contemporary narratives.

The textbooks also confirm the political rights of women. CETB 12 ( 2017) highlights the
roles of women in unconventional areas, such as in promoting democracy and combating wars
and calls for a women-friendly quota system in the parliament and the upper house (p. 14) and
referring to the structure of the upper house or the elders’ house states that from the appointed

members of the house, “The president appoints fifty percent of the appointed persons as
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women”'¥ (CETB 12,2017, p. 13). As such, the rights of women are endorsed in the political
sphere.

While women are rarely present in historical narratives, their presence is often motivated
by political reasons. Women characters appear in four historical contexts: first, as political
alliance makers. For example, the marriage of Alexander the Great “with a young girl named
Ruksana” aimed to form a political alliance with a local commander in Balkh (HSTB 10, 2017, p.
18), and the marriage of King Shujah with the daughter of Dost Mohammad Khan sought to
create an alliance with his brother Wazir Fatih Khan (HSTB 9, 2017, p. 23) and the Barakakzai
brothers (HSTB 12, 2017, p. 22). Second, in the context of wars against the British: “As the
famous epic of the young girl Malala who had partaken the Maiwand battle. When the flag
carrier died on the battlefield, she raised the national flag to boost the morality of the ghazis™ '
(HSTB 12, 2017, p. 51). This is also narrated in (PATB 9, 2017, p. 12). Other references are
Haino who condemned her husband for escaping a war led by Ahmad Shah in India (PATB 8,
2017, p. 40-41), Bibi Halahi who supported her son Abdul Qader in fighting the British (HS7TB
12, 2017, p. 4), and Ghazi Adi who fought the British (PATB 7, 2017, p. 29). The patriotism
textbooks portray women as mujahidin who took part in the war with the British (PATB 9, 2017,
p. 40; PATB 8, 2017, p. 28; PATB 7, 2017, pp. 29, 66). W helped the mujahidin by providing
water and food on the battlefields, “hundreds of mujtahid women” took part during Anglo-
Afghan wars (PATB 9, 2017, p. 40), and ‘lionesses’ and loins took part in jihad (PATB 7, 2017, p.
66). Another example mentions that “as only in the Afghan-Anglo wars in Afghanistan, 850
women took part in Kabul forests and the plains of Asmayee mountain, of which 83 became

martyrs” !

(PATB 7, 2017, p. 29). Hence, women are portrayed as worriers and mujahidin to
defend their country.

Third, textbooks refer to women in a family lineage context. All family lineages
discussed always include an indication of fathers and brothers but only the most prominent
iconic leaders may have the names of their female family members mentioned: Ahmad Shah
Abdali’s mother, Zarghona (HSTB 12, 2017, p. 8; PATB 8, 2017, p. 25), Mirwais Khan’s mother,

Nazo Ana (HSTB 11, 2017, p. 70; PATB 9, 2017, p. 17), King Amanullah’s wife, Queen Soraya
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(HSTB 12, 2017, p. 86), and Salahuddin Saljoqi’s wife, Omaira Saljoqi (PATB 9, 2017, p. 71) are
mentioned by their names alone. As such, women’s names come beside prominent historical
figures for a sentimental effect rather than on their merit.

Fourth, textbooks figuratively refer to women to construct patriotism. ‘Mother’ is used as
an analogy for the country (PATB 7, 2017, pp. 13, 20, 21, 22, 35; PATB 8, 2017, pp. 6, 70; PATB
9, 2017, pp. 42, 50, 89, 90) while for hard power the ‘manly’ adjective is a common
characterization, for instance in passages such as safeguarding the country in a manly manner
(PATB 7,2017, pp. 41, 87; PATB 8, 2017, p. 37; PATB 9, 2017, p. 39); not succumbing to the
enemy and fighting back in a firm and manly manner (PATB 7, 2017, p. 43; PATB 8, 2017, p.
12); a historical record of a hasty and manly rush to jihad front against the enemy (PATB 8, 2017,
pp. 28, 65, ); good manly characters as a factor of common national identity (PATB 9, 2017, p.
31); manhood a trait of a national leader (PATB 9, 2017, p. 45); Afghans have manly
identities (PATB 9, 2017, p. 31), and keeping one’s promise in a manly manner (PATB 7, 2017,
p. 43). Hence, the female gender is sentimental and the male gender is for leadership and identity
formation.

In Farsi-Dari, pronouns are neutral; therefore, it is futile to identify gender discrimination
in the grammatical structures unless there are overt references. Overt gender bias occasionally
appears in such examples as teachers symbolically perceived as “intellectual fathers” (CETB 10,
2017, p. 5) or parenthood is described as the right of “father over son” (CETB 12,2017, p. 70),
ethnic groups live ‘brotherly’ (PATB 8, 2017, p. 60), people join the hand of brotherhood and
unity (PATB 9, 2017, p. 68), every Afghan considers themselves as brothers (PATB 9, 2017, p.
68), Islamic bonding is on the basis of ‘brotherhood’ (PATB 7, 2017, p. 56, 68), and defence of
the country is a sign of freedom and chivalry (PATB 7, 2017, p. 82). In Dari/Farsi, the literal
meaning for ‘chivalry’ is comprised of a compound noun jawan (young) and mardi (manhood) to
denote stereotypical masculine qualities and the prime of masculine strength. As such, even in
their figurative depiction women are inferior to men.

The textbooks position women in traditional roles as mothers, wives, and teachers.
CETBI1 (2017) states that “in Afghan society, the character of the mother in shaping the morale
and behaviour of a child is more significant than any other member of the family”'* (p. 8). The

textbook identifies women’s roles as: “Each person plays several roles. For example, at home, a
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person may be a mother and spouse, in the school a teacher, and in a political party an ordinary
member [...]"*” (CETB 11,2017, p. 29, emphasis in original). The word “ordinary” qualifies
and confines political membership. CETB 10 (2017) calls women the “illiterate majority” (, p.
74) while in support of women’s education but no reference is made to the illiteracy of their male
counterparts. Thus, women are constituted as the only people who are illiterate.

Gender inequality is perpetuated in illustrations. The textbooks depict men and boys in
seventy percent of pictures, while in thirty percent of pictures, women are depicted in political
and traditionally assumed female occupational roles as politicians in the voting act and as
workers in the tailoring act (CETB 12, 2017), and as students in learning act (CETB 10, 2017, p.
3). (see Figure 14). This portrayal indicates the absence of women in less traditional roles as

farmers or engineers.

Figure 14: Portrayal of women in social roles.

National identity is masculine in text and pictures. In one lesson titled “National Identity”
(PATB 8, 2017, p. 14), the map of the country is covered by male faces except one woman.
Femineity is limited to a very young age in some pictures; for instance, between the ages of
children and adult women, teenage girls are not depicted. Young child girls are depicted holding
the national flag (PATB 7, 2017, 42), appearing behind the cover page of Qurhan (PATB 9, 2017,
p- 27), in school uniform reading a book (PAT 9, 2017, p. 89; The Group of Textbook Authors of
the Department of Civic Education, 2018, henceforth, CETB 7, 2018, Cover Page), in all white
gown in a pilgrimage (PATB 8, 2017, p. 67). The chastity of women allows them to appear in
these roles: while holding a machine gun (PATB 9, 2017, p. 89) or in community dispute
settlement councils (PATB 9, 2017, p. 58), and in the traditionally approved roles as teachers
(CETB 8, 2017, p. 4), doctors (CETB 8, 2017, p. 15), and tailors (CETB 8, 2017, p. 11, CETB 12,
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2017, p. 39) but also the post-9/11 political contexts as parliamentarians or leaders (CETB 12,
2017, p.55), voters (CETB 12,2017, p. 39, p. 110), and peaceful protesters (CETB 9, 2017, p.
18). Women are depicted in action in public spaces, however, in discussions of social calamities,
such as poverty, social inequality, displacement, addiction, illiteracy, homelessness, land mines,
and child labour, as well as cultural activities, images of men and boys dominate and exclude
women.

In conclusion, the textbooks imagine the nation as supporting the rights of women
historically, constitutionally, and from an Islamic perspective. The textbooks depict these rights
in cultural and political arenas. However, the textbook only depicts women as political alliance
makers through intermarriages, facilitators of war against the British and Russia, elements of
affect through association with iconic figures such as mothers and wives, and in patriotic context
as in such symbols as ‘motherland’. Although the textbooks confirm the political participation of
women and their portrayal in action, the traditional role of women stands as one that is essential

and primary.

Conclusion

The identified textbooks’ imagining of the nation in Afghanistan as citizens is
multifaceted. Although the textbooks do not utilize the terms citizen and citizenship, they
construct the concept of subjecthood with the same values as relevant to citizenship. The
textbooks identify the rights of subjects through discussions on preconditions, values, principles,
systems, institutions, and practices of democracy that well define democratic citizenship.
Afghanistan subjects are situated in this context as beneficiaries of democratic citizenship. In
their positioning of citizenship, the textbooks perceive people in charge of the governments
attained through their political participation and they consider the government accountable to the
people. The textbooks utilize Islam, the constitution, and the traditional institution of jirga to
define and legitimize democratic values, civic rights, cultural rights, and political rights of
subjects in the country.

A strong element of democracy in the textbooks is the constitution. The textbooks
construct the democracy in Afghanistan as unique and attempt to prove its compatibility with
Islam by representing the former as a political and the latter as an ethical and divine entity. In

this context, the textbooks confirm the authority of the constitution as the supreme law of the
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nation and concurrently regard sharia as a law that cannot be contracted by any man-made law
including the constitution. In fact, by indicating that the constitution is based on sharia, the
textbooks exhibit an overlap between the two sources of law. In general, the established
hierarchy of the constitution and sharia grants the latter a higher universal and divine status.
Besides other rights, the textbooks refer to the constitution to highlight political participation, for
both women and men, as their right and allow peaceful political rallies and demonstrations by
common people.

The textbooks portray the traditional jirga institution, both in the pre-Islamic Aryan era
and in the modern Islamic era, as the basis of political participation and by extension democracy.
The textbooks depict the historical progress of previous constitutions each of which is
legitimized through jirga. In a historical contextual depiction, some constitutions have more
details and are positively represented while others are brief and often neutrally presented without
any qualifier. The textbooks perceive the current democratic division of power within the state as
the continuation of the traditional practice of jirgas.

The construction of the government as a service delivery entity is strongly present in the
textbooks. By framing the government as an authority responsible for attaining order, ensuring
sovereignty, and offering services of both political and cultural natures, the text discusses the
need for law enforcement and disciplinary institutions, the court, police, and prison. The
textbooks recognize the flaws and shortcomings of governments both in their historical and
contemporary contexts including top-down policies, familial conflicts, and corruption. The
textbooks hold people responsible for abiding by laws but also positively warn them of their
responsibility to enhance their political participation because of the threat of power abuse by
governments.

The textbooks represent the government as an entity that has always pushed
modernization and reform agendas. Each government has embarked on consolidation of power,
modernization of administration, and scientific progress. The textbooks also condemn the
reactionaries of the top-down democracy initiatives. The textbooks historicize reform and
progress through narratives of the country’s iconic leaders. By linking progress and reform to
democracy the textbooks contextualize democracy as a positive value.

The textbooks present gender equality as a value that is embedded in the culture, laws,

religion, and history of the people of Afghanistan. By referring to the constitution and Islamic
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values, the textbooks endorse the presentation of women in all spheres of life. To endorse
gender equality, the textbooks historicize women’s rights commencing with the ancient Aryan
era and the 20™ century modernization before acknowledging the Bonn Agreement as a
historical landmark for women'’s rights. As such women’s rights appear to be a historical social
asset. The text does not render this condition mandatory for men. The textbooks position women
in traditional roles as mothers, wives, and teachers but also recognize the political participation
of women.

From the perspective of the textbooks, a subject (as opposed to a citizen) both male and
female, is a ‘democrat’ who believes in the ‘unique’ democracy of Afghanistan representing a
site that demonstrates the compatibility of Islam and democracy, jirga and consensus building,
and the constitution including its historical progressive developments. The political subject has
civil, cultural, and political rights including monitoring the government affairs with a critical
attitude’ that denotes activism within the government through vote and nomination. A subject
takes pride in the national progress of governments that have historically achieved
centralization, power consolidation, and modernization through science and knowledge but have
also failed in providing social services. Hence a subject abides by the law and complies with

disciplinary institutions for social order as a common good.
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Chapter Eight: Representational Strategies of Imagining the Nation

In this chapter, I respond to part ‘B’ of the first research question of this study by analyzing
the representational strategies that the identified textbooks utilize to construct the imagining of
the nation and establish the relationship between nationalism and citizenship. In Chapter Two, I
discussed the overlap between patriotism and citizenship; hence, the division of these two
conceptions in this chapter is for the purpose of precision and clarification in establishing their
overlap. Given the arguments in Chapter Two concerning the theoretical formation of
nationalism, [ apply nationalism and patriotism interchangeably in this chapter. The analysis of
this chapter is a revisit of the findings of Chapter Six and Chapter Seven, each of which analyzed
the construction of nationalism and the formation of citizenship, respectively. Unlike the
previous two chapters and in line with the methodological framework of this study explicated in
Chapter Four, this chapter presents a negotiated reading of the textbooks from readers’ (my)
perspectives. This chapter finds that the imagining of the nation in the textbooks articulates the
relationship between nationalism and citizenship with a discursive pyramid: history as the base
or foundational element of the pyramid, tradition and democracy as the two side elements, and
Islam as the altitude of the pyramid with which all above elements attain meaning. Paradoxically,
the common cultural grounds of the discursive pyramid have come together not only through
their coherent but also negotiated articulations. Therefore, the reconciliation of patriotism and
citizenship constructions is a forged unity of interrupted, disjoined, differed, and negotiated
meanings. The rest of this chapter is presented as follows. Under specific headings, I discuss the
Historicization of Patriotism and Citizenship, Indigenization of Patriotism and Citizenship,
Democratization of Patriotism and Citizenship, Islamization of Patriotism and Citizenship, and
the Simultaneous Banality of Nationalism and Citizenship. The Conclusion presents the

highlights of findings in light of the research question.

Historicization of Patriotism and Citizenship

The analysis of the textbooks indicates that, in the imagining of the nation in Afghanistan,
history serves as the foundational or base element of the discursive pyramid that concurrently
constructs patriotism and citizenship. A primordial perspective (Shils, 1995; Gibsly, 2005)
highlights the role of history in constructing commonality among people and by extension

engendering a sense of communality. Historicization is evident in a wide range of representations
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and articulations that construct patriotism. The constructs include five thousand years of
existence that is presented chronologically through periodization of events (e.g., Bawari,
Jabarkhail, Hagpal, Ahmadzai & Ahmadzai, 2017, henceforth, HSTB 7, 2017; Panjshiri, Hotak,
Rawnaqi & Babakarkhail, 2017, henceforth HSTB 9, 2017; Hotak, Rawnaqi & Babakarkhail,
2017, henceforth, HSTB 12, 2017) as opposed to their thematic portrayal. Within this history, the
textbooks construct an imagining of the community with a sense of communion among a people
who have lived together eternally and ceaselessly in a geography that has always been called
‘Afghanistan’. For instance, “[...] from ancient times, Afghanistan has been the cradle of
civilizations”'** (Barwari, Ahmadzai, Haqpal, 2017, p. 3, henceforth, HSTB 10, 2017). In another
example, “Among the famous historical civilizations that can be recognized in Afghanistan and
the region is the Greco-Bactrian civilization.” > (HSTB 10, p. 29). Such statements are repeated
elsewhere too (e.g HSTB 7, 2017, pp. 7, 13-15) This allows the textbooks (Ashrafi & Rawan,
2017, henceforth, PATB 7, 2017)(Wazeen & Hotak, 2017, henceforth, PATB 8, 2017) (Hadaf &
Helaman, 2017, henceforth, PATB 9, 2017) to portray patriotism as a natural phenomenon. Only
on rare occasions, Afghanistan is considered in historical context in light of Aryan civilization
“From two to three thousand years BC, ancient Ariana (now Afghanistan) had advanced
agriculture and irrigation and a prosperous and populous city.” '** (HSTB 10, 2017, p. 3). This
historical depiction of ‘Afghanistan’ in the textbooks is spatially demarcated and temporally
defined for future consumption.

The five-thousands years of historical continuity serves as a reservoir of past elements of
patriotism. In the meanwhile, primordial historicization necessitates selectivity to construct a
glorified past. The historical depiction of Afghanistan is the cradle and crossroad of science and
civilizations (HSTB 10, 2017, p.29; PATB 7, 2017, p. 86), the nurturer of Aryan and Islamic
civilizations (PATB 7, 2017, pp. 7, 8; PATB 9, 2017, p. 14), the “inventors” of the Greek-
Bakhatri and Greco-Buddhist civilizations, the bearer of the Vedic and Avastan civilizations, and
“home” to such religions as Buddhism and Zoroastrianism (HSTB 7, 2017, pp. 17, 20; HSTB 10,
2017, pp. 3-7, 43-46). As such, the textbooks render history a site where a common territory, a
shared ancient time, and glorified civilizations coincide to imagine a nation worthy of the pride

of its patriots.
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Historicization is also evident in the discursive formation of citizenship. The textbooks
historicize citizenship through the articulation of democracy in the ancient pre-Islamic time
(Moshfiq, Fazil & Omarkhail, 2017, pp. 93-94, henceforth, CETB 12, 2017; PATB 9, 2017, p.
58), the constitutionalist movement of the 20th century (HSTB 12, 2017, p. 66), the democracy
decade of the 1970s (HSTB 12,2017, p. 105; HSTB 9, 2017, p. 60; PATB 9, 2017, p. 65, p. 87),
and the Bonn Conference of 2001 (CETB 12, pp. 41, 79, 95, 98), the last of which connects
historical citizenship enactment to a more recent past. The textbooks underscore the
achievements of past constitutions from the 20" century although more emphasis is given to the
post-independence (1919) (CETB 12,2017, p. 22) and post-9/11 (2001) constitutions
(Mohagqiq, Omarkhail & Hazrati, 2017, p. 8, henceforth, CETB 9, 2017) indicating a selective
approach to historical narration of citizenship. As such, because from the perspective of the
textbooks democracy has ancient pre-Islamic roots in Afghanistan, it inevitably intersects and
overlaps with patriotism.

The selective historicization approach in the formation of citizenship is not constrained to
constitutional democracy but also constitutes the discursive construction of governments and
governance. The textbooks construct pre-Islamic era governments through the glorification of the
Aryan era to build a historical context for governments. However, subsequently, the textbooks
present those governments as lawless, authoritarian, and barbaric (Ansari, Ghori, Omar, Habid &
Ahmadzai, 2017, pp. 3-4, 11-12, henceforth, HSTB 8, 2017) to welcome the advent of Islam and
the establishment of the first Islamic governments. This allows the acclamation of Islamic era
governments. The textbooks yet again present the early Islamic governments as lacking a
centralized power establishment and to redress this historical flaw, the textbooks pompously
underline the modern mid-18"™ and 19™ centuries’ governments and their consolidation of power
and centralization of administration as milestones to end two centuries of material and moral
decline in society (HSTB 12, 2017, p. 4-6). This glorification is followed yet by another critical
perspective when textbooks celebrate power consolidation but reveal the failure of the early
modern governments in service delivery. However, the textbooks attributed the failure to
contextual circumstances rather than the misconduct of iconic rulers. Through historical
narratives, the textbooks exhibit that rivalries of the dynastical male lineages led to prolonged
periods of social unrest (e.g., HSTB 8, 2017, pp. 10, 13, 15, 24, 28, 54; Ansari, Ghori & Habid,
2017, p. 17, henceforth, HSTB11,2017; HSTB 12, 2017, pp. 17, 29). This construction does not
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shy away from referring to political intermarriages that may be viewed as sexual politics
motivated by the political choices of dynastical rulers (HSTB 10, 2017, p. 18; HSTB 12, 2017, p.
22). Given this historical portrayal of government and governance, the textbooks claim that
Afghanistan’s patriotic society has been political from ancient times.

To conclude, historicization in the analyzed textbooks is a representational breeding
ground for imagining the nation through a primordial lens that constructs both patriotism and
citizenship. The representational strategies used in the textbooks constitute the selective
historicization of the past and contemporary social common grounds. More specifically, the
representational strategies of the textbooks are as follows: representing historical narratives in
chronological rather than thematic order, constructing historicized commonalities among people,
naturalizing patriotism, glorifying the past through selective portrayal of events, historicizing
modern phenomena such as the constitution and the government, and negotiating the glory of

one era governments by devaluing its glory to introduce yet a more prideful era government.

Indigenization of Patriotism and Citizenship

Tradition is one of the two side elements of the discursive pyramid that concurrently
constructs patriotism and citizenship in the imagining of the nation in Afghanistan. Ingenuity is a
primordial stance to nationalism that is embedded in a prideful but selective history. The
analyzed textbooks do not lose sight of indigenizing patriotism where the “nativeness” and
“originality” of culture in Afghanistan serve as a catalyst in enriching world civilizations before
they were returned to the world with “a new face” (HSTB 10, 2017, p. 54). A patriotic example of
the construction of such indigeneity and originality is racial nobility. The textbooks construct the
Aryans racial nobility defined as noble and virtuous (HSTB 7, 2017, p. 15), pure and noble
(HSTB 10, 2017, p. 3), noble [by birth] and virtuous, cultivator, farmer (PATB 9, 2017, p. 9), and
the nurturer and originator of civilizations around the world (PATB 9, 2017, p. 14; HSTB 7, 2017,
p. 16; HSTB 10, 2017, p. 4). This nobility construction resonates with the production of ideals of
citizenship for its emphasis on ancient Aryans being democrat (CETB 12,2017, p. 93) and
respecting women farmers and artists (HSTB 7, 2017, p. 16; HSTB 10, 2017, 5-6). This depiction
not only features the nobility of Aryans but also their democratic way of life. This depiction
constructs the people as indigenous with modern-era qualities. In other words, in this portrayal,

both citizenship and patriotism are constituted.
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Not only is patriotism articulated with ingenuity through the construction of racial nobility

but citizenship is also indigenized by associating democracy with tradition. The textbooks
endorse the constitution by the traditional jirga institution (grand national assemblies of elders
for consensus building) and shura (community consultation circles) (PATB 9, 2017, pp. 12, 58-
60; HSTB 12, 2017, pp. 7-11). Through historical narratives, the textbooks depict jirga as a
commonality of the people (PATB 9, 2017, p. 12) when it is historicized from the Aryan (PATB 9,
2017, p. 58; CETB 12,2017, p. 93) and Islamic (CETB 12,2017, p. 11-15, 25, 80, 91, 106, ) to
the contemporary era marked by government and constitution making (CETB 9, 2017, p. §;
CETB 12,2017, p. 11-15, 21-23, 34, 93, 95). Therefore, the constitution is not only historical, as
stated above but is also traditional. As such, citizenship value (i.e., the constitution) finds a
.patriotic discursive ground through the traditional jirga institution

After having established the historical and traditional context of jirga, the textbooks equate
the tradition of jirga with modern-era state-building and legislative authority of the House of
People (Wolesi jirga, the parliament) and House of Elders (Meshrano jirga, the upper house)
(CETB 9, 2017, p. 10-13, CETB 12, 2017, p. 13). It is within these historicized and indigenized
contexts that the textbooks present the post-9/11 two loya jirgas (national/grand assembly), one
referring to the Bonne agreement (2001) (that formed an interim government with the presence of
the International Security Assistance Forces) and the other to the last constitution in 2004 (ratified
with the support of the Western countries’ political endorsement) (CETB 12, 2017, p. 95). Hence,
the indigenization of the constitution renders feasible the depiction of contemporary citizenship
formation.

In conclusion, indigenization in the analyzed textbooks is a representational breeding
ground for imagining the nation through a primordial lens that constructs both patriotism and
citizenship. The representational strategies used in the textbooks constitute the indigenization of
the past and contemporary social common grounds. The representational strategies of the
textbooks, on the one hand, constitute the imagining of racial nobility to ensure ‘naiveness’ and
‘originality’ as it constructs an indigenous noble people who not only had ancient but also
modern-era democracy oriented attributes. On the other hand, the representational strategies of
the textbooks apply the traditional jirga institution to participate in the construction of the
contemporary government executive authority and the constitution in their modern form

legitimizing the discursive formation of citizenship.
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Democratization of Patriotism and Citizenship

Democracy is one of the two side elements of the discursive pyramid that concurrently
constructs patriotism and citizenship in the imagining of the nation in Afghanistan. The
textbooks often represent democracy and reform in a complementary fashion because, despite
the allocation of independent lessons to democracy it is often an isolated rather than cross cutting
theme. The textbooks imagine Afghanistan more often and at more ease with reform associated
with science and knowledge than with democracy. However, it appears that the depictions of
reform could conveniently be situated within the discursive construction of democracy if
democracy was not a difficult theme in the textbooks of the post-9/11 imagining of the nation.
For instance, the textbooks elaborate on democracy but in an apological tone indicating that “if”
democracy were mentioned in the book, it is because it refers to a political realm (CETB 12,
2012, p. 96). Given this caveat, I deem democracy and reform as identical in the following
discussions but discuss them individually for a systematic analysis.

As discussed above, the historicized democracy and constitution allow the discourse of
contemporary democratic values to appear accustomed. In a historical context, the textbooks
highlight the country’s present progressive democracy values including elections (CETB 9, 2017,
p. 21), political participation (e.g., CETB 9, 2017, pp. 18, 24; CETB 12, 2017, pp. 29-42, 85;
HSTB 9, 2017, p. 61; HSTB 12, 2017, p. 106), political parties (CETB 9, 2017, pp. 21, 21; CETB
12,2017, pp. 71,74, 76,79, 80, 82; HSTB 9, 2017, p. 61), the parliament (CETB 12, 2017, pp.
12,22, 26, 33-34, 95), peaceful demonstrations (CETB 9, 2017, p. 24; HSTB 9, 2017, p. 61), the
role of the media in national unity (e.g., CETB 12, 2017, pp. 109-114; PATB 9, 2017, pp. 80-82),
women’s political participation, women-friendly quota system in the parliament and in the upper
house (CETB 12,2017, p. 41), and human rights (CETB 12, 2017, pp. 57; 67-82; CETB 9, 2017,
p. 42-49). Following the aforementioned historicization of the constitution, textbooks endorse the
2004 constitution of the country (CETB 9, 2017, pp. 8-9; CETB 12,2017, pp. 21-25, 36, 41) as
“the mother and basis of other laws” (CETB 9, 2017, p. 8). As such, following the familiarisation
of contemporary democracy and the last constitution through their historicization, the textbooks
have been able to conveniently paint a detailed imagining of democracy attributes.

The textbooks identify the democracy in Afghanistan as unique and articulate it with Islam
claiming the two are compatible (CETB 12,2017, pp. 91-93, 96). The textbooks also represent
democracy with ancient cultural practices of the Aryan era (CETB 12,2017, p. 93). The
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textbooks utilize the constitution, Islamic values, and historical constitutional progress
concerning rights to legitimize democracy. These values include civic rights (CETB 12, 2017, p.
24), cultural rights (CETB 12, 2017, p. 24), political participation, women’s participation, human
rights, democracy, and the media (CETB 12, 2017, pp. 29-42, 101-115). The textbooks construct
democracy by including the separation of powers, monitoring of the government by people,
elections, and transparency in government affairs (CETB 12, pp. 85, 89-92). Democracy can be
practiced through casting a ballot, party membership and candidacy, and winning a seat (CETB
9,2017, pp. 21-22). As such, the textbooks articulate contemporary democracy with common
cultural grounds such as Islam, culture, history, and jirga or characteristics that are
conventionally attributed to patriotism. As such, it can be deduced that the textbooks’ portrayal
of citizenship has its roots in patriotism.

The textbooks articulate the democracy of Afghanistan with reform. The textbooks
construct reform through periodization of history into “Reform 1868-1879” (HSTB 12, 2017, pp.
45-48), “Reform 1921-1928” (HSTB 12, 2017, pp. 79-82), and “Democracy Decade 1963-1973”
(HSTB 12, 2017, pp. 105-108), to name three examples, each of which indicates government
rather than people’s progressive initiatives. The textbooks imagine the community in Afghanistan
as a science nurturing nation. The textbooks represent progress through the country’s historic
scientific positionality and achievements (PATB 7, 2017, pp. 8, 41, 43, 86; PATB 9, 2017, p. 15;
HSTB 8, p. 12; HSTB 10. P. 5; HSTB 11, 2017, p. 4). The following statements depict the
occurrence of knowledge and science in the textbooks: knowledge and industry are the soul of a
country (PATB 7,2017, p. 41; PATB 8, 2017, p. 36-37), the Western countries are powerful due to
their science and art (PATB 8, 2017, p. 22), and heroes of Afghanistan have turned the light of
science and knowledge on (PATB 7, 2017, p. 28; PATB &8, 2017, p. 54). In this construction of
science and knowledge, even in ancient times the people of Afghanistan had access to
mathematics, astronomy, and medicine, and were familiar with Greek and Sassanid sciences as
well as with Indian philosophy (HSTB 11, p. 2017, p. 4). As such, science, by being present in
ancient times and today in the life of the people as a form of commonality, renders the nexus of
citizenship and patriotism plausible.

The above construction is negotiated when the textbooks portray the pre-Islam period as
bleak to state Islam removed obstacles in the way of the acquisition of science and knowledge

and took away the knowledge monopoly that was in the hands of the powerful and rich people
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and rulers (HSTB 8, p. 2017, p. 11). Metaphorically, Islam is /ight, an analogy for science and
knowledge and contrary to moral decline, backwardness, and ignorance of the pre-Islamic era
(PATB 7, 2017, p. 8). This coexistence of Islam and science is consistent with human evolution
depiction simultaneously from religious and scientific perspectives that construct early humans
as both primitive and noble creatures (HSTB 7, 2017, pp. 4, 28). However, the method of inquiry
remains science. The textbooks legitimize history for contemporary consumption through
archeological evidence which the textbooks present as science (HSTB 7, 2017, pp. 6, 13). As
such, science and religion problematically coexist in the construction of patriotism and
citizenship both of which aim to articulate the imagining of the nation.

Upon historicization of democracy and reform, as discussed in detail above, the textbooks
transition into an economic determinist stance to represent the contemporary government.
According to the economic determinist stance, modern-era governments have come into
existence with promises of social services leading to the legitimization of government and
governance over otherwise scattered socio-cultural and political societies (Gellner, 2006).
Through historical narratives, the textbooks historicize service delivery as a failed objective of
the past governments in the 18" (HSTB 12, 2017, p. 10), 19" (HSTB 9, 2017, p. 48; HSTB 12,
2017, p. 47) and 20" centuries (HSTB 12,2017, 54-55) Afghanistan. In these narratives, while
confirming success in power consolidation and administration formation, the textbooks
acknowledge the lack and failure of social and cultural services under the reign of those remotely
situated rulers who are regarded highly for their contribution to state building. This way, the
textbooks represent the contemporary government as a service delivery institution.

Governments in their service delivery role are constituted as a political and cultural
institution. Governments are to offer social services from education and health to poverty
eradication (CETB 12,2017, p. 5)(Bakhtyari, Omarkhail & Moshfiq, 2017, p. 83, henceforth,
CETB 11, 2017)(Omarkhail & Moshfiq, 2017, pp. 56, 71, henceforth, CETB 10, 2017);
(Bakhtyari & Mazari, 2017, pp. 36-38, henceforth, CETB 8, 2017) (PATB 9, 2017, p. 56).
Services delivery is not apolitical but constitutes the involvement of the government in such
arenas as the sponsorship of councils (shuras and jirgas) (PATB 8, 2017, p. 62), equality between
all ethnic groups and tribes, national unity and balanced development across the country from
social justice perspective (CETB 9, 2017, p. 47), and national and legal security for the citizens
(CETB 12,2017, pp. 11-15). While these services are more of a political nature, some of the
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identified government services fall within cultural (patriotic) realms, more tangible examples of
which are the preservation of Afghan culture (CETB 10, 2017, pp. 46, 50, 63), national heritage
(PATB 8, 2017, pp. 39, 51), and social harmony (CETB 11,2017, p. 33). Hence, the discourse of
governments and their service delivery role in the textbooks is both historical and cultural which
means they concurrently construct patriotism and citizenship.

As a service delivery intuition serving across the fuzzy border of patriotism and
citizenship, the government sets rules and regulations. Social rules and regulations are to be
followed in order to attain order and social harmony (CETB 9, 2017, p. 4; CETB 11,2017, pp.
24-42). To materialize this objective, the textbooks introduce disciplinary institutions such as
prisons, courts, and the police, all of which function through government surveillance YCETB 11,
2017, pp. 31-34). Therefore, as a service provider that serves both political and cultural interests,
the government becomes the watchdog and guardian of not only citizenship but also patriotism.

One of the recurring themes in the textbooks, relevant to the discursive constitution of
democracy, is equality. Normatively, the textbooks acknowledge and regard equality for all
ethnic groups from Islamic (HSTB 8, 2017, p. 11; PATB 9, 2017, pp. 11, 36-38; CETB 12,2017,
p. 96), historical (CETB 9, 2017, pp. 24, 47; PATB 8, 2017, pp. 10, 60), and democracy and
constitutional (CETB 12, 2017, pp. 33-34; CETB 9, 2017, pp. 12, 47), perspectives. The
textbooks render quality as an obligation of the government (CETB 12, 2017, p. 90), endorse
tolerance for difference (PATB 8, 2017, 57-58), condemn racial prejudice (PATB 7, 2017, p. 9;
PATB 9, pp. 37, 83-85), and state difference is no justification for privilege (PATB 9, 2017, p. 11).
This construction serves as evidence in the historic post-9/11 state building Bonn Conference
(CETB 9,2017, p. 47; HSTB 12,2017, p. 95). Hence, the textbooks normatively apply common
cultural grounds to endorse equality and rights.

In practice, however, the above imagining of equality among ethnic groups relies on the re-
articulation of history and this can often be unjust. In their portrayal of ethnicity, the historical
grand narratives of the textbooks construct an implied ‘master ethnicity’ or one with which other
ethnicities are identified and defined. An implied master ethnicity emerges covertly in the
historically situated events when all rulers are from the same ethnic group identifiable by their
tribal names rather than through a direct association to the ethnicity in the text and history
consists mostly of their intra-tribal and familial rivalries, wars against world powers,

modernization agendas, and their failure in sustaining peace and progress. For instance, intra-
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tribal conflict is a common occurrence between frequent power changes (e.g., HSTB 9, 2017, p.
4; HSTB 12, 2017, pp. 7,9, 17-19, 22-24, 25). Reform efforts mentioned above, are mostly
carried out by kings from a single ethnicity. Furthermore, in this historicization ‘other ethnic
groups’ form alliances to sustain the rulers (HSTB 12, 2017, p. 11) and ‘ethnic or irregular army
forces’ who receive tax exemption from ‘regular forces’ (HSTB 9, 2017, p. 14) are stereotypically
represented (HSTB 12, 2017, p. 89). Despite the historical positioning of the ‘other’ ethnic
groups in an amicable relationship with the implied master ethnicity, their contemporary status is
not favourable. The textbooks view ethnic diversity, among other factors, as a threat (CETB 10,
2017, pp. 19, 82-83) and a social problem for the stability and prosperity of the country (CETB
10,2017, pp. 82-83; CETB 11,2017, p. 37). As such, the textbooks construct an ethnocentric
patriotism whose claim of diversity is defined by a hierarchical periphery and centre relationship
bound in a forged unity.

While history participates in othering of ethnic groups, the contemporary stance of the
textbooks perpetuates othering of all sub-social categories. Stereotypical representations of tribal
and countryside lifestyle (CETB 10,2017, p. 19), and nomadic communities and immigrants
(The Group of Textbook Authors of the Department of Civic Education, 2017, p. 37, henceforth,
CETB 7,2018)(CETB 10, 2017, p. 72) are indications of classism in the representation of the
people. Overall, the textbooks have an urban centric gaze in which urban architecture addresses
homelessness (CETB 11,2017, p. 83) or an illustration of stages of life is depicted with a male
figure in an urban attire not common in rural areas (CETB 11,2017, p. 15). The textbooks
associate crime, social deviance, and rebellion not only to validate socio-economic factors such
as inequality and discrimination but also to high population, internal displacement, and migration
(CETB 11,2017, pp. 31, 37-39). More importantly, the textbooks associate high crime rates and
social deviation with cultural, ethnic, linguistic, and religious diversities and contrast it to an
ideal hypothetical scenario of uniformity across social diversities (CETB 10, 2017, p. 82). This
social uniformity preference of the textbooks, as discussed above, has an urban gaze.

The binary representation of social categories inevitably leads to absence and exclusion.
The construction of such binary oppositions as demographic homogeneity against diversity and
deviation (CETB 10,2017, p. 73; CETB 11, 2017, pp.31,37-38; CETB 12,2017, p. 114),
mainstream culture against small cultures (CETB 10, 2017, p. 19), communal culture against

individualism (CETB 11,2017, p. 46), and urban against rural populations (CETB 10, 2017, p,
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19), wherein each the former is preferred over the latter, excludes national groups based on their
ethnicity, socio-economic status, geographical location, and lifestyle. Non-Muslims, non-state
members (e.g., migrants and refugees), and the diverse sects of Islam also remain outside
national social boundaries. The representation of women in the textbooks is discussed in an
independent section later in this chapter. As such, the normative recognition of rights, mostly
along ethnic lines, proves to be contrary to the empirical representation of diverse and lower
social strata.

In conclusion, democratization in the textbooks is a representational breeding ground for
imagining the nation through an economic determinist lens that constructs both patriotism and
citizenship. The representational strategies used in the textbooks constitute the democratization
of ancient and contemporary social common grounds. More specifically, the representational
strategies of the textbooks constitute the following approaches: depicting democracy as ‘unique’
by perceiving it as compatible with Islam and associating it with science, knowledge, and
reform, representing a detailed explication of democracy values and practices, articulating
democracy with service delivery and the historical failure of governments to deliver social
services, and constructing governments as guardians of social values and assets involving both
those relating to citizenship and patriotism. The representational strategies of the textbooks also
incorporate normative acknowledgement of rights based on Islamic, constitutional, the traditional
jirga values while negotiating it empirically when the strategies construct an implied master
ethnicity that participates in othering other ethnic groups and when they partake in constructing
binary oppositions across identity markers and social-economic statuses culminating in exclusion

and discrimination.

Islamization of Patriotism and Citizenship

Islam is the altitude of the discursive pyramid that constructs patriotism and citizenship
and with it all other elements of the pyramid attain meaning. Before embarking on a discussion
on the representational strategies of the textbooks’ discourses, it is important to define the
concept of Islamization. Although in political science Islamization denotes a negative
connotation, I borrow the definition that states “[...] Islamization means including Islamic
disciplines in the curriculum, providing an Islamic perspective on issues in the syllabi and

locating, where possible, secularized disciplines within the Islamic weltanschauung” (Dangor,



193

2005, p. 519). Therefore, Islamization has a neutral undertone in this study. The aforementioned
representational strategies of imagining the nation, namely, historicization, indigenization, and
democratization, explicated that the discourse that constitutes patriotism and citizenship is a
forged unity. However, for an elaborate clarification, I mostly deferred to the Islamization theme
of this chapter to demonstrate coherence, ruptures, and negotiations in the discursive formation
of imagining the nation. As such, the following presents multiple representations that constitute
the construction of the Islamization of patriotism and citizenship. When a wide number of
representations and articulations are forged into a narrative their ruptures become more evident
and their negotiation more essential.

The crucial role that is assigned to Islam overshadows all elements that construct the
discourse of imagining the nation in the textbooks. The textbooks consider Islam as a value that
comes before Afghanyat or the quality of being an Afghan (PATB 7, 2017, pp. 42-44, 56; PATB
8,2017, p. 15), a unifying factor across ethnic and class diversities (PATB 7, 2017, p. 8; PATB 8,
2017, p. 15; HSTB 8, 2017, p. 11), and national interest (PATB 7, 2017, p. 24). In sentence
structure and ranking of national interest, Islam takes precedence over territorial integrity (PA7B
7,2017, p. 23). Islam is also historicized by the assertion that it reached the country in the 7th
century (PATB 7, 2017, p. 8). As such, the textbook constructs Islam as the supreme and
inclusive identity marker of the people.

The aforementioned construction of Islam is fraught with incoherence. The Islamic
identity that the textbooks have constructed is not inclusive but represents only Muslim citizens
as it overlooks followers of other religions in Afghanistan. There is only one indication of
Hindus quoted in the statement of the 20th-century King Amanullah (PATB 9, 2017, pp. 42-43).
There is no mention of the presence of non-Muslims in the country despite the historical
references in the textbooks to other religions (HSTB 7, 2017, pp. 20, 35, 37, 40, 20; HSTB 8,
2017,p.3; HSTB 10, 2017, pp. 7, 13, 22, 41-45, 49, 53). Islam’s construction as a 7" century
phenomenon in Afghanistan faces limitation as the textbooks acknowledge that some parts of the
regions like Nuristan were forced to convert to Islam as recently as the 19th century (HS7B 9,
2017, p. 48; HSTB 12, 2017, pp. 56-57). Furthermore, as per a textbook, the promotion of other
religions than Islam (CETB 12,2017, p. 114) and the formation of political parties based on
religion (as well as ethnicity, language, and status) (CETB 12, 2017, p. 37) are prohibited.

However, to open a safe space for other religions, the textbook proclaims insulting other
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religions is a crime (CETB 12,2017, p. 114). Hence, even within an Islamic-centric gaze, that
objectifies inclusion across differences, the textbooks participate in exclusion.

The fixity and permanence of the pre-Islamic Aryan racial nobility and five thousand
years of civilizational glory construction ruptures when they are displaced as ignorance and a
dark era with “bad morality” and “lack of ethics” (PATB 7, 2017, pp. 5, 8; PATB 8, 2017, p. 4;
PATB 9, 2017, pp. 15, 84; HSTB 8, 2017, pp. 3-4; HSTB 10, 2017, p. 53-54). The pre-Islamic
Aryan racial nobility and five thousand years of civilizational glory are displaced because Islam
as a relevant contemporary value calls for more immediate attention. To negotiate the above
slippage that culminates in a negative depiction of the self, the textbooks universalize the pre-
Islamic era moral crisis beyond Afghanistan to include Saudi Arabia and even the world (PATB
7,2017, pp. 5, 8; PATB 9, 2017, p. 84). This way, the textbooks (re)construct a negotiated
representation of a nation that has in its history both a glorified pre-Islamic and Islamic pride.

The textbooks problematically construct a forged unity of welcoming the advent of Islam
in Afghanistan and commemorating the defending patriots against the Arab army. Conceptual
violence occurs when the textbooks rationalize the opposing events of the advent of the Islamic
army and the “popular uprisings” (HSTB 11, 2017, p. 12) of the iconic individuals from
Afghanistan against ‘Arabas’ rather than ‘Muslims’ (HSTB 8, 2017, pp. 5-9; HSTB 11, 2017, pp.
13-14, 17). There is in fact a tension between the introduction of Islamic dynastic divinity in
Afghanistan and the nationalist affect. To settle the rupture between welcoming the invading
Arabas (as opposed to Muslims) and yet commemorating the defending patriots, the textbooks
resort to fabricating the invading Umayyad dynasty as fanatic and corrupt and the rival
subsequent victorious Abbasids dynasty as the good believers (HSTB 8, 2017, p. 6, 7, 9-10;
HSTB 11, 2017, pp. 7, 12, 13, 17). By siding with the ‘good’ believers, the textbooks represent
the people as patriots who have made their own ethical choices. The discursive negotiation
between constructing an invading Arab army and a patriotic defending people proves inadequate
as the textbooks remain silent on the manslaughter of patriots at the hand of the Abbasids and
suffice to depict their assassination as an act committed by individual perpetrators (HSTB 8,
2017, pp. 6,7,9-10; HSTB 11, 2017, pp. 7, 13, 17). Islamization in the construction of patriotism
and citizenship appears to be a success; however, ruptures appear more vividly and their

impermanence more assuredly when the scale of the systems of representation enlarge to include
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competing elements such as racial nobility versus Islamic morality and Arab invasion versus
patriotic defence.

Islamization is not confined to the construction of patriotism and the incoherence that it
entails but it is also a common cultural ground for the incoherent articulation of citizenship. The
textbooks claim that democracy and Islam are compatible (CETB 12, 2017, pp. 91, 93, 95-96),
the first objective of the first Constitutionalist Movement was Islam (CETB 12,2017, p. 94), and
that Islam is the first of the four characteristics of the current constitution (CETB 9, 2017, p. 8).
Situating Islam and democracy in a compatible relationship is consistent with the moderate
portrayal of Islam attained by backgrounding Islamic institutions while naming social institutions
(CETB 10,2017, p.3; CETB 9, 2017, p. 46) and applying moderate Islamic principles to
articulate social values such as environmentalism, literacy, and public consultation (e.g., CETB
7,2018, pp. 3-4; CETB 8, 2017, p. 19; CETB 10, 2017, pp. 6, 89; CETB 11,2017, pp. 62, 73;
PATB 8, 2017, p. 70-71; PATB 9, 2017, pp. 46-47). Moderate Islam is also evident when
textbooks participate in using Quranic text and hadith of the Prophet to promote social values
such as literacy, good ethics and benevolence (CETB 11,2017, p. 73; CETB 12,2017, pp. 96-97;
PATB 9, 2017, p. 5), forbidding killing, suicide and genocide (PATB 9, 2017, pp. 27-29), and
avoiding the application of Audud (limitations) as riba (bank interest) or zina (adulty) in relevant
debates (CETB 8, 2017, p. 19; CETB 10, 2017, p. 6). Hence, the articulation of democracy with a
moderate Islam appears compelling and convincing in the construction of citizenship.

The compatibility between a moderate Islam and democracy is faced with slippage as
multiple representational systems struggle for coherence revealing their incompatibility. The
textbooks consider the constitution as “the mother and basis of other laws” (CETB 9, 2017, p. 8)
yet in comparative terms with Islam, the textbooks borrow from the constitution to emphasize
that no law can be contrary to sharia (CETB 12,2017, p. 23-25, 96) and in sentence structure, the
word sharia takes precedence over the word constitution (PATB 8, 2017, pp. 11-12). This is
mainly because the Quran is the universal legal source (PA7B 9, 2017, p. 23). The textbook
acknowledges that Afghanistan has “unique” social, cultural, and economic indicators for
democracy (CETB 12,2017, p. 93), which may be viewed as a rupture from the construction of a
moderate Islam. For example, the textbooks endorse conditioning the free media to not promote
other religions (CETB 12,2017, p. 114), imposing Islamic principles to only women’s social
presence (CETB 12,2017, p. 39), celebrating martyrdom (PATB 8, 2017, p. 27-29; PATB 9,
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2017, p. 62), promoting the public display of punishment (PATB 9, 2017, p. 27-29; CETB 11,
2017, p. 41), endorsing life after death as eternal and fair life (CETB 10, 2017, p. 55), advocating
for gasaas (retaliation) (PATB 9, 2017, p. 28), considering Islam as a divine but the constitution
as a man-made document (CETB 12,2017, p. 97), and utilizing narratives of the Prophet such as
migration to opportunistically promote irrelevant topics such as the enemies of Afghanistan
(PATB 9, 2017, p. 5). As such, like patriotism, citizenship construction through Islamization is a
negotiated construction.

The articulation of the imagining of the nation as an Islamic nation is supplemented by
the construction of the conception of Islamic brotherhood. Nationally, Islamic brotherhood
serves as the melting of differences and dissonance with the aim to promote unity (PATB 7,
2017, pp. 55-56; PATB 8, 2017, pp. 67-68) and peace and security (PATB 7, 2017 p. 56). Islamic
brotherhood leads to non-discrimination because superiority is based on piety, virtues, and
goodness (PATB 8, 2017, p. 68). The textbooks place Islamic brotherhood above all Afghan
identities and justify it in relation to an enemy that remains unidentified in the textbooks (PATB
7,2017, p. 56). As such, the textbooks engage in the homogenization of differences through
Islam. Internationally, Islamic brotherhood is substituted by the conception of Islamic ummah.
Adherence to Islamic ummah or society is a condition of patriotism (PA7TB 8, 2017, pp. 17-19,
68; PATB 9, 2017, pp. 24, 25). The system of representation; Islamic brotherhood and
Islamic ummah, is a breeding ground for the construction of confrontation between
the ummah and the ‘other’ in which the Islamic ummabh is distinct and has “privilege” over
others (PATB 9, 2017, p. 26). This normative value has pragmatic historical roots; Afghanistan
owes to the Islamic ummah for being its member (PATB 9, 2017, p. 24) and for supporting the
country’s jihad against the former Soviets (PATB 9, 2017, pp. 24-25). Islam, hence, plays a role
in both connecting the Islamic world to Afghanistan and to othering the rest.

At a much larger scale, the textbooks participate in othering all Western societies and
their schools of thought. The textbooks present the relationship between the Western and Islamic
worlds as a civilizational confrontation, perceiving the former in offensive and the latter in
defensive mode (CETB 12,2017, p. 61). At a much personal construction, the textbooks trace
signs of inequality within the rich countries’ societies, conceivably claiming that inequality is an
inherent Western phenomenon (CETB 11,2017, p. 65). Othering also occurs in the conceptual
framing of Islam in comparison to other schools of thought. The textbooks find the Middle Ages
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Europe and social systems liable for ignoring human freedom, and the post-Middle Ages
liberalism for giving up excessive freedom causing adverse effects on humanity (PATB 7, 2017,
p. 52-54). The textbooks view capitalism as an extreme case of individualism, and socialism of
communalism and refer to Islam as the religion of moderation between the two (PATB 9, 2017,
pp. 20-22). Textbooks condemn Marxism and communism for promoting atheism and quantify
atheism with the words, ‘oppression’ and ‘bloodiness’ in Afghanistan and its

consequent jihad for social inequality (PATB 8, 2017, p. 28) while at the same perceive the head
of “communists” to be the “Jewish Karl Marx who “did not believe in God and the day of
judgement” (PATB 7, 2017, p. 66). The supremacy of Islam is not only a national agenda but one
through which all other schools of thought are rendered inferior.

The textbooks articulate its construction of the Western world through the depiction of
globalization. Other than some minor positive aspects such as the integration and enhancement
of economic products and processes and the elimination of obstacles to the movement of
information (CETB 12,2017, 64-65), the textbooks are highly critical of globalization. The
textbooks portray the challenges of globalization for Afghanistan and the Islamic world as
employment insecurity, a widening world poverty gap, and cultural materialization due to
economic, cultural, and religious domination of the Western countries (CETB 10, 2017, pp. 24,
80-81; CETB 11,2017, p. 65; CETB 12,2017, p. 64). The textbooks of the post-9/11 refer to the
United Nations’s intuitions as entities that governments must accept (CETB 12,2017, p. 64),
however, empirically, they refer to the countries where the institutions have not been successful
in bringing peace (CETB 9, 2017, p. 38). The textbooks’ concern with regard to globalization
stems from the reason that it leads to the homogenization of culture and underestimation of
national borders (CETB 12,2017, p. 63). The textbooks discuss the threats of globalization in the
contexts of ‘cultural aggression’, and ‘cultural hegemony’, and prejudicially construct ‘cultural
exchange’ as a historically approved ideal alternative (CETB 12, 2017, p. 65, CETB 10, 2017, p.
24). As such, an invading, inequitable, and unjust West is positioned against a victimized Islamic
world in a globalizing context.

The stance of the textbooks about Islam vis-a-vis other religions is also notable in
demonstrating othering. The textbooks take a covert critical position against other religions. The
religious institutions of the Western countries, rather than their religions per se, are overtly

perceived as a threat. Although the textbooks do not directly oppose Christianity, Protestantism
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defined in the textbooks as a new sect of Christianity is accused of endorsing capitalism and
industrialization (CETB 11,2017, p. 50) and the Vatican and Transworld are perceived as threats
for the imposition of their values around the world (CETB 12,2017, p. 60). A textbook contrasts
Islam to any and all other religions in general terms and views Islam as a superior religion for its
capacity to promote the rule of law (PATB 9, 2017, p. 77-79). A textbook (PATB 8, 2017) equates
communism with atheism and quantifies atheism with the words “oppression”, “bloodiness”, and
“infidelity” by referencing the experiences of the Soviet invasion (p. 28). In a footnote that
elaborates on the atrocities of the “communists”, a text states that “the Jewish Karl Marx and did
not believe in God and the day of judgement”"*” (PATB 9, 2017, p. 66). This way, the textbooks
covertly name Judaism. It is evident that there is tension between the construction of Islam and
other religions but this contention is not overtly presented.

Pragmatically, however, by calling for jihad the textbooks take an approach to the
Western world and Islamic world binary construction that can be accessible to student readers.
The textbooks first introduce “absolute jihad” which implies the “protection” of Islam and its
values (PATB 7, 2017, p. 65-67) and a necessity for safeguarding culture, freedom, and honour;
and defending and resisting cultural aggression (PATB 7, 2017, p. 87; CETB 10, 2017, p. 24)
Jihad is an obligation from Islamic and patriotic perspectives (PATB 7, 2017, pp. 65, 66; PATB
9,2017, pp. 24, 37; PATB 10, 2017, p. 24). By defining armed jihad within the context of
religious and patriotic duty, the textbooks not only legitimize it from a moralistic viewpoint but
also render it legally mandatory. The textbooks create a breeding ground for jihad by its
historicization. In Afghanistan, jithad has been against oppression, communist atheism, and the
invasion of the Russian Red Army (PATB 7, 2017, pp. 65-67; CETB 12,2017, p. 57), and the
British (PATB 7, 2017, pp. 38, 40). Historical narratives indicate how jihad has been
instrumental in defending the country ( HSTB 12, 2017, pp. 30, 33-35, 53, 72) and in their
specific in-class discussion questions (HSTB 9, 2017, p. 32; HSTB 12,2017, p. 166). The
textbooks confirm that Afghanistan has been labelled worldwide as the “graveyard of world
conquerors” for its historical victories against world powers (PATB 7, 2017, p. 49; PATB 9,
2017, p. 68). The textbooks also take advantage of jihad in the construction of citizenship
education. In most cases, jihad is synonymously used as an ‘effort” or ‘hard work’ to develop the

country (PATB 8, 2017, p. 9), and as the protection of the achievements of ancestors (PATB &,
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2017, p. 39). In its later utilization, the term jihad is normalized. As such, jihad represents the
empirical stance of the textbooks against the perceived offensive of the Western world against
the Islamic ummabh.

When jihad is well embedded into multiple constructions it constructs a violent meaning
when it articulates with the conception of martyrdom. The textbooks encourage martyrdom and
define a martyr as someone who, for the sake of the obtainment of the will of God, sacrifices
their life (PATB 8, 2017, p. 27; PATB 9, 2017, p. 62), hence the people of Afghanistan are
characterized as a martyr nurturing nation (PA7B 8, 2017, pp. 27-28). This martyrdom is not
only an obligation (as stated above in the case of jithad) but also comes with afterlife rewards. To
someone who is killed during jihad, God promises “blessings and rewards”, the “highest status in
the afterlife”, “the title of the martyr” and a “high rank in the heaven” (PATB 7, 2017, pp. 66,
75). Despite a strong emphasis on jihad, the textbooks condemn planning, carrying out and
committing suicide (PATB 7, 2017, p. 53; PATB 9, 2017, pp. 28-29). As such, even the portrayal
of jihad lacks coherence when it distinguishes between forms of sacrifice.

In conclusion, Islamization in the textbooks is a representational breeding ground for
imagining the nation through a primordial lens that constructs both patriotism and citizenship.
The representational strategies used in the textbooks constitute the construction of Islam as a
supreme identity that surpasses any other patriotic and citizenship values and identity markers.
Islam is articulated with such representational strategies as being moderate, inclusive, historical,
and people’s choice. This articulation, however, is a forged unity that represents a problematic
discursive negotiation of ruptures such as welcoming the advent of Islam yet commemorating
patriotic defence against Arabs through the negative depiction of the invading Umayyad dynasty
and the positive portrayal of the rival subsequent Abbasid dynasty. The other discursive rupture
is the construction of Islam as compatible with democracy which competes with the preference
given to sharia over the constitution and the harsh interpretation of Islam in relation to justice
and retaliation. In yet another instance, rupture is evident in the manner through which Islamic
brotherhood and Islamic Ummah are perceived as inclusionary social systems while in fact,
Islamic brotherhood participates in the othering of non-Muslim citizens of Afghanistan and
Islamic Ummah partakes in othering the Western civilizations, their schools of thought, and

religious institutions. The textbooks finally commit textual violence when they preach jihad as a
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patriotic duty against an enemy that remains anonymous and glorifies martyrdom as an

enactment of resistance in a globalized unequal world.

Genderization of Patriotism and Citizenship

In the aforementioned discussion of representational strategies of the textbooks, under the
democratization of patriotism and citizenship, I elaborated on the construction of social identity
groups in the textbooks and their exclusion and marginalization. In this section, I exclusively
analyze the gender representations. Anne McClintock (1993) articulates that, women in the
national agenda have a symbolic role with no national agency (p. 65). Women are also absent in
the citizenship sphere because “citizenship is a status invented by men for men” (Heather, 2002,
p. 120). It merits attention to recall here from Chapter Four who have partaken in the production
of the textbooks. Patriotism textbooks are authored by all-male authors while the history and
civic education textbooks’ authors are gender inclusive but to a very limited degree (see Annex
C). The textbook production team is comprised of male-dominated committees and authors, and
this has had an impact on the misrepresentation and stereotypical representation of women that
are presented below.

Normatively, the imagining of the nation endorses women’s rights and equates to that of
men on the basis of common cultural grounds. These commonalities include Islamic (e.g., PATB
8,2017, p. 67; PATB 9, 2017, pp. 80, 84; CETB 10,2017, p. 74; CETB 12,2017, pp. 40-41),
historical (CETB 12,2017, p. 41), and democratic, constitutional, and human rights (PATB 7,
2017, p. 80; PATB 9, 2017, p. 76; CETB 11,2017, p. 67; CETB 12,2017, pp. 14, 39)
perspectives. Women are also depicted as mothers and wives in patriotic roles (e.g., PATB &,
2017, p. 25; PATB 9,2017, pp. 17,33, 71; HSTB 11, 2017, p. 70; HSTB 12, 2017, pp. 8, 86;). A
comparison between men and women contemplates the difference between the two as natural but
inequality as unfair and attributes inequality to the social construction of gender roles (CETB 11,
2017, pp. 67-68). The textbooks signify the contributions of women in socio-political arenas
(CETB 10,2017, p. 74; CETB 11,2017, p. 67; CETB 12,2017, p. 39) and represent respect for
women as a characteristic of Afghan people (PATB 7, 2017, p. 44). Women’s socio-political
participation is portrayed as natural from the ancient era (HSTB 7, 2017, p. 16; HSTB 10, 2017,
pp. 5-6) or, in the life of rulers through intermarriages as political alliance-making (HSTB 9,
2017, p.23; HSTB 10, 2017, p. 18; HSTB 12, 2017, p. 22). This indicates the emphasis of the
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textbooks on the role of women from a traditional historical perspective. However, the socio-
political contribution of women is conditioned to Islamic beliefs, regulations, and values (CETB
10,2017, p. 74), and their stereotypical portrayal is represented in language (CETB 10, 2017, p.
74; CETB 11,2017, pp. 8, 29). This construction of women'’s rights falls within both the patriotic
and citizenship spheres because it is articulated by both common cultural grounds and
democratic values.

Women are absent where men are recognized for their social and intellectual
contributions. Lists of national heroes poets, and biographies represent only men. Men’s only
biographical accounts, present only the male family character as a role model. In PATB 7 (2017),
examples include the bibliographies of Khalilullah Khalili (p. 17) and Mohammad Hashim
Maiwandwal (p. 45). In the exceptional cases, women are misrepresented. For instance, a
biography of a male poet reads: “Professor Saljoqi married the educated, literary and poet
woman, Humaira Saljuqi. Mrs. Humaira, as his wife and the devoted student, was serving her
husband and likewise, Professor Saljuqi was proud of his very faithful and knowledgeable
wife”" (PATB 9, 2017, p. 71). In this passage, Humaira Saljuqi is not named by her last name in
the second sentence, unlike the poet; and the text establishes a hierarchical relation between the
two; one as serving her husband and the other as being proud of her faithfulness. The absence of
women from the literary bibliography constructs a masculine literary terrain.

Not only the text but also the illustrations of the textbooks are exclusionary. Women's
depiction is obvious in patriotic roles. The images of women and girls of different ages appear
mostly in ancient times (HSTB 7, 2017, p. 17; HSTB 10, 2017, p. 3) and patriotic scenes and
themes (PATB 7, 2017, p. 42; PATB 8, 2017, p. 6; PATB 9, 2017, p. 89). However, women are
often absent from cultural and economic occupations. On the contrary, women's images are
present in democracy and politics-related themes (CETB 9, 2017, pp. 18; CETB 12, 2017, pp. 39,
110;). Men are portrayed in action while women’s representation in action is selective. Women
are in two active roles; as stated above, in their traditional roles and in their political roles.
Women are not present in non-conventional roles. The absence and misrepresentation of women

are not only a problem in the text but also in the images of the textbooks.
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Women are depicted in contexts of war in their traditional roles such as providing
military support (HSTB 9, 2017, 44; HSTB 12, 2017, p. 54), support, water, and food in the
battlefield (PATB 9, 2017, p, 40; PATB 7, 2017, p. 66; HSTB 12, 2017, p. 51) as mujahidin
women (PATB 9, 2017, p. 40), ‘lionesses’ for their jihad (PATB 7, 2017, p. 66), victims of jihad
(PATB 8, 2017, p. 28), and ‘martyrs’ in hundreds during the Afghan-Anglo wars (PATB 7, 2017,
p- 29). Legendary women like Malala of the Anglo-Afghan war (PATB 9, 2017, p. 12; HSTB 12,
2017, p. 51), Bibi Haino (PATB 8, 2017, p. 40), and Bibi Halahi are referenced independently in
war contexts (PATB 8, 2017, p. 40). Hence, the textbooks depict women in male dominated
contexts such as war elaboratively.

The textbooks utilize gender-biased terms. Teachers are “intellectual fathers” (CETB 10,
2017, p. 5), ethnic groups (PATB &8, 2017, p. 60) and Afghans (PATB 9, 2017, p. 68) are brothers,
Islam is based on ‘Islamic brotherhood’ (PATB 7, 2017, pp. 55-56; PATB 8, 2017, pp. 66-68),
national identity is a ‘manly’ attribute (PATB 9, 2017, p. 31, 45), people are invited to hold the
hand of brotherhood and unity (PATB 9, 2017, p. 68), and parenthood is “the right of a father
over the child” ( CETB 12,2017, p. 70). For hard power, such as safeguarding the country or
jihad, the adjective ‘manly’ is a common characterization of the patriotism textbooks (PATB 7,
2017, pp. 41, 43; PATB 8, 2017, pp. 12, 28, 37, 65; PATB 9, 2017, pp. 31, 45). For emotional
appeal, the textbooks utilize ‘mother’ as an analogy in the depiction of ‘motherland’ (PATB 7,
2017, pp. 13, 20, 21, 22, 35; PATB 8, 2017, pp. 6, 70; PATB 9, 2017, pp. 42, 50, 89, 90).
However, mothers are represented less often than fathers. Hence, even when banally represented
in analogies, women are selectively portrayed.

In conclusion, genderization in the analyzed textbooks is a representational breeding
ground for imagining the nation through a primordial lens that constructs both patriotism and
citizenship. The representational strategies used in the textbooks constitute the normative,
stereotypical and biased representation of women. More specifically, the representational
strategies of the textbooks are as follows: normatively and based on common cultural grounds
such as Islam, history, and democracy, women’s rights are endorsed. However, the representation
of women is selective; women are rendered present in their traditional but also political and war
context, however, they are rendered absent in non-conventional social arenas such as the
economy and culture. Women are also excluded from the literary terrain. Women are preset

metaphorically for emotional appeal in patriotic contexts; however, they are excluded through
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the utilization of a biased language that qualifies qualities, values, and things with masculinity as

a superior adjective.

Simultaneous Banality of Nationalism and Citizenship

Imagining community is not always discursively formed through conscious and
deliberate acts and products of nationalism but also through banal encounters with them (Billig,
1995). One of the products of nationalism is artifacts the banal representation of which renders
nationalism a commonplace. The textbooks not only consider archeology as science (HSTB 7,
2017, pp. 6, 13) and refer to several archaeologists (HSTB 7, 2018, p. 13; HSTB 10, 2017, p. 29)
but also present archeological findings of five thousand years of historical continuity of
Afghanistan as an ancient country situated at the intersection of multiple civilizations (e.g., PATB
7,2017,p.7; PATB 9, 2017, p. 14; HSTB 10, 2017, pp. 3, 5,7, 15, 17, 21, 25, 35; HSTB 10, 2017
lessons are repeated in HSTB 7, 2017). The textbooks imagine the nation as ancient, cultural, and
Islamic through the introduction of such banally present monuments as the National Museum,
the National Archive, and the National Gallery, each representing the cultural heritages of
Afghanistan from where people can learn about their past (HSTB 7, 2017, 5; PATB 8, 2017, pp.
42-44). The textbooks present images of monuments, historical sites, and mosques in patriotic
topics presumably for an emotional appeal (e.g., PATB 7, 2017, pp. 7, 8, 38, 48, PATB 8, 2017,
pp. 27, 38, 45, 54, PATB 9, 2017, pp. 7, 8, 30; HSTB 7, 2017, pp. 3, 6, 13, 15, 19, 33; HSTB &,
2017, pp. 10, 13, 18, 20, 28, 29, 30, 40; HSTB 9, 2017, p. 51, HSTB 10, 2017, pp. 9, 12, 14, 43,
44, 53; HSTB 11, 2017, pp. 21, 32, 38, 44, 51, 61; HSTB 12, 2017, p. 73). In the act of this
construction, the textbooks justify the destruction of objectionable historical objects for being
non-Islamic (HSTB 12, 2017, pp. 56-57). Artifacts, hence, are not only banal objects of
nationalism but also selective and political in the depiction of the past.

The imagining of the nation is also plausible through the act of flagging the nation
(Billig, 1995). The textbooks utilize the flag figuratively and rhetorically. Figuratively, the
national flag appears as a decorative ornament on every page of patriotism textbooks, in some
lessons, and for such topics as poetry, national heroes, and allocated patriotic themes for an
emotional appeal (PATB 7, 2017, pp. 13, 23, 42; PATB 8, 2017, p. 6). Rhetorically, the textbooks
refer to the flag as a national custom and national pride (PATB 9, 2017, pp. 12, p. 31), an object
of sacrifice (PATB 9, 2017, p. 12), an umbrella under which all different identities are united
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(PATB 8, 2017, p. 8), and a shared value (PATB 9, 2017, p. 12). Metaphorically, the textbooks see
the flag as the flag of jihad (PATB 8, 2017, p. 28-29) and the flag of monotheism (PATB 7, 2017,
p. 70). In fact, this flagging of the nation participates in the homogenization of national ideals.

Banal nationalism is critical, particularly in times of crisis. The textbooks too, allude to the
fact that the national flag is raised, activated, and mobilized at times of crisis such as jihad
(PATB 8, 2017, p. 29). As illustrated in Figure 7, the depiction of the Anglo-Afghan war through
the image and narrative of the legendary Malala holding the national flag on a battlefield and her
sacrifice for the flag while reciting a patriotic poem encouraging warring men to fight (PATB 9,
2017, p. 12; PATB 9, 2017, cover page) is not only about the past but the portrayal is relevant to
the present and an unforeseen future. Flagging the nation acts in the present but connects the
disconnected and seemingly irrelevant spatial and temporal spaces.

If the above examples are nationalist representations, the textbooks contain examples of the
utilization of the flag as a citizenship representation. The national flag also appears banally in
topics related to democracy (CETB 10,2017, p. 57; CETB 12,2017, p. 85) and patriotic lessons
(HSTB 9, 2017, p. 33; PATB 9, 2017, p. 12; PATB 8, 2017, p. 6; PATB 7, p. 13, 42), and in one of
the first pages of every textbook above the national anthem. Metaphorically, the national flag and
the constitution are referenced together representing the institution of democracy: “Afghans are a
free and unified nation, under the shadow of the national flag and the constitution, [therefore,
they should] think deeply to build a common home and rebuild it”"** (PATB 9, 2017, p. 68). The
appearance of the national flag as a decorative ornament on every page of a state-made product
of nationalism, that is the textbooks, is evidence of the intersection of patriotic banal construction
and citizenry education of state power. In essence, flagging the nation is more a demonstration of
the power of institutions than the nation if perceived as a political entity.

The textbooks also banally map the nation (Billig, 1995). The images of maps in the
textbooks play a similar role as the flag by appearing in many titles related to patriotic lessons
(e.g., PATB 7, 2017, pp. 34,37, 58, 74, and cover page; PATB 8, 2017, p. 14,17, 22, 59, and cover
page; PATB 9, 2017, pp. 14, 23, 67, 89, and cover page; HSTB 7, 2017, p. 30; HSTB 8, 2017, pp.
5,9,15,17,19, 21, 23, 25, 26,43; HSTB 9, 2017, pp. 12, 47; HSTB 10, 2017, pp. 15, 49; HSTB
11, 2017, pp. 11, 15, 23, 26, 29, 35, 43, 46, 50, HSTB 12, 2017, p. 11). The national map serves
as a visual aid in endorsing national defence (PATB 7, 2017, p. 37; PATB 9, 2017, p. 89),
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religious homogeneity in Afghanistan and among the Ummah (PATB 7, 2017, p. 37), and national
unity (PATB 9, 2017, p. 23). Like national flags that are activated at times of jihad or in
endorsement of citizenship, the national map is not apolitical either. HSTB 8 (2017, p. 46) adds
arrows on a map to mark invasions of the country toward Esfahan of Iran to eternalize
superiority over the western neighbour (p.46); while HSTB 9 ( 2017) names the national map
‘Pashtunistan’ (the land of Pasthusns — the ethnic group) (p. 47), a term that historically proves to
be controversial denoting to disputed areas between Afghanistan and Pakistan (Blarel, 2015).
Hence, maps not only have sentimental but also political meanings.

Nationalist deixis also plays a representational role in the construction of an imagined
community (Billig, 1995). Deixis is not neutral but engages in othering. Representation in
textbooks occurs through the utilization of deixis such as we and us. The deixis such as we and
them (e.g., PATB 7,2017, pp. 7,9, 13, 14, 24, 44, 77; PATB 9, 2017, pp. 17, 30, 31, 44; CETB
12,2017, pp. 95-96; CETB 11,2017, p. 41; HSTB 12, 2017, pp. 8, 111) not only indicate that the
textbook authors speak for the readers but they also portray a positive image of a non-
controversial we and an othered ‘them’. All these pronouns refer to mullahs and tribal mentioned
in a natural context. The covert forms of nationalism and their reiteration in a state-made
political product such as the textbooks help the books to reflect the fluidity of the culture and
politics in their construction of the imagining of the community. The deixis implies that we as a
collective have our shared identity, values, and unity, hence what our people do is a collective
representation of who we are and what we ought to do.

The application of metaphorical signs and symbols participates in the banal meaning-
making of citizenship and patriotism. A ‘stormbound ship’ symbolizes the country as being saved
by heroes (PATB 7,2017, 27), ‘fist’ denotes unity on the one hand and a force against the other
(PATB 9, 2017, p. 23), ‘body’ refers to unity (PATB 8, 2017, p. 69; PATB 9, 2017, p. 16), ‘virus’
1s a metaphorical sign for western foreign element that attacks weaker member countries of the
world (CETB 10,2017, p. 24), and ‘mother’ is an affectionate analogy for the homeland (PATB 7,
2017, pp. 13, 20, 21, 22, 35; PATB 8, 2017, pp. 6, p. 70; PATB 9, 2017, pp. 42, 89, 90), and the
founder of Afghanistan is a “baba [father]” and key intellectuals are ‘fathers’ (CETB 10, 2017, p.
5). It is evident from the examples that the formation of the nation through banal representations
is also a gendered construction. If these are considered nationalist attachments, instances of

symbolic representation concerning citizenship also exist in the textbooks. For instance, ‘bees’
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and ‘ants’ represent the organization and a harmonious life while disobeying authority
symbolizes social disorder (CETB 11, 2017, pp. 24, 31). Likewise, “light” is an analogy for
science and knowledge and against moral decline, backwardness, and ignorance (PATB 7, 2017,
pp- 3, 8). Symbolism and metaphorical representations banally present signifiers of patriotism
and citizenship.

National heroes also play a role in flagging the nation as one that is worthy of sacrifice
for a shared existence. The textbooks imagine Afghanistan as a “hero-nurturing nation” (PATB 7,
2017, p. 27), who are “honest servants of the country” (PATB 8, 2017, p. 63) and “anonymous
homeland servants” (PATB 8, 2017, p. 45). Heroes have fought the enemy to either expand the
country or defend an invasion by the British or the Russians (e.g., PATB 7, 2017, pp. 27, 28, 84;
PATB 8, 2017, pp. 25, 31, 40; PATB 9, 2017, pp. 17, 39). Islam has an indigenizing effect in
imagining heroes in their sacrificing role. Textbooks reference the country’s ancestors
as ghazis (one who has killed an enemy on a battlefield), shahids (martyrs or those who have
been killed on a battlefield), and gahramanan (hero or one who has returned from a battlefield
victoriously) (PATB 9, 2017, p. 30). Besides having the credit of martyrdom, national heroes are
said to be those who “raised the flag of jihad against the invading British army and waged jihad”
(PATB 8, 2017, p. 28-29). As such, heroes banally represent what patriots should do for their
homeland.

If the above is a patriotic representation of heroes, the textbooks construct heroes for
citizenship education, too. The textbooks’ representation of heroes underlines those educators,
diplomats, writers, historians, news publishers, and intellectuals who have promoted education,
science, knowledge, diplomacy, and economic stability in an effort to fight against ignorance and
immorality, poverty, and helplessness (e.g., PATB 7, 2017, pp. 27, 32, 45, 61; PATB 8, 2017, pp.
30, 45,47 54, 55, 63; PATB 9, 2017, pp. 52, 64). The textbooks refer to their inspiration for a
modernized Afghanistan. Hence, heroes banally represent what citizens should aspire to become.

Poetry is another genre the textbooks apply in the usage of language and articulation of
patriotism. The textbooks historicize recitation of poetry, including by women, as one national
characteristic dating back to the pre-Islamic Aryan Avastin and Vedic civilization (HSTB 10,
2017, pp. 5-6), although no woman poet is represented in the textbooks and only one poem is
presented recited by Malala during Maiwand battle with the British in the 20™ century (PATB 9,

2017, pp. 12-13, 31). Classical poems serve as an inspirational role for patriotism when they
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endorse Islam (PATB 7, 2017, pp. 1, 3, PATB 8, 2017, pp. 1, 2, 3-4, 5; CETB 11,2017, p. 41),
martyrdom (PATB 8, 2017, p. 28), defence of the country (PATB 7, 2017, p. 14), and cohabitation
across differences and nationalities (PATB 7, 2017, p. 50; PATB 8, 2017, p. 69; PATB 9, 2017, pp.
16, 85). If these are examples of patriotism, citizenship education is achieved through poetry
about building the country (PATB 8, 2017, p. 12) and learning science and knowledge (PATB 8,
2017, pp. 22, 24). The presented poems are from the classical era and contain misconceived
messages such as the stateless people not having honour (PATB 7, 2017, pp. 20-21) or tolerance
being a virtue but strangers being evil (PATB 7, 2017, p. 35). Textbooks offer interpretation of
poems and in doing so manipulate meaning (PATB 7, 2017, pp. 20-21, 50). As such, poetry
banally renders patriotism and citizenship affect the present.

The national anthem, as detailed in Chapter Five, appears in every textbook as another
form of banal nationalism. The national anthem is not only a symbolic representation of
nationhood but is also politically crafted for constructing citizenship and in doing so participates
in the act of exclusionary and discriminatory representation. All cover pages of the textbooks
contain the national anthem, in Pashtu (while the textbooks are in Farsi-Dari) and are placed
under the national flag. The CETB 10 (2017) discusses national symbols as a source of unity
among ethnic groups and residents of the country (p. 7). Although the names of ethnic groups in
the national anthem banally construct inclusion, the unilingual script in an officially bilingual
society is an evident example of an incoherent and unfixed forged unity.

The above discussion indicates that the textbooks participate in the construction of
patriotism and citizenship through banally represented national flag, map, and anthem, deixis,
symbols, and analogies. The banal production of patriotism and citizenship culminate in
imagining the nation through othering and incoherent constructions.

To conclude, banal constructions in the textbooks are representational breeding grounds for
the imagining of the nation that constructs both patriotism and citizenship. The representational
strategies used in the textbooks constitute banal representations of objects and acts of
nationalism and citizenship. More specifically, the representational strategies of the textbooks
include the utilization of artifacts, flagging the nation, and mapping the nation. The other
strategies include metaphorically, figuratively, and rhetorically representing products and acts of

nationalism and citizenship. National iconic individuals situated as both martyrs and scientists
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depict citizenship and patriotism as banal constructions. Poetry and the national anthem represent

the nation and in doing so construct them through their messages and languages.

Conclusion

This chapter finds that the imagining of the nation in the textbooks articulates the
relationship between nationalism and citizenship with a discursive pyramid: history as the base
or foundational element of the pyramid, tradition and democracy as the two side elements, and
Islam as the altitude of the pyramid with which all above elements attain meaning. Paradoxically,
the common cultural grounds of the discursive pyramid have come together not only through
their coherent but also negotiated articulations. Therefore, the reconciliation of patriotism and
citizenship constructions is a forged unity of interrupted, disjoined, differed, and negotiated
meanings.

Historicization in the textbooks is a representational breeding ground for imagining the
nation through a primordial lens that constructs both patriotism and citizenship. The
representational strategies used in the textbooks constitute the selective historicization of the past
and contemporary social common grounds. Representations and articulations render history a site
where a common territory always named ‘Afghanistan’, a shared five thousand years of
continuity, and glorified civilizations coincide to imagine a nation worthy of the pride of its
patriots. Likewise, the textbooks historicize democracy in the pre-Islamic time, the
constitutionalist movement of the 20th century, and the ‘democracy decade’ of the 1970s which
connects contemporary citizenship to a more recent past and allows the discourse of
contemporary democratic values to appear accustomed. Furthermore, the textbooks’ formation of
governments is historically contextualized leading to a series of glorified governments from pre-
Islamic to contemporary modern governments but each glorification is punctuated and ruptured
by their reappearance as lawless only to construct the subsequent glorified government. The
textbooks transition from a primordial stance into economic determinism depicting the modern
governments in their role as service delivery institutions. Service delivery is not only political
but partakes in acts of nationalism such as safeguarding national heritage, the Afghan culture,
and social harmony. As a service provider that encompasses both citizenship and patriotism, the

government in its disciplinary role becomes the watchdog and guardian of the two entities.
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Hence, the historicized discourses of governments and their service delivery role construct both
patriotism and citizenship.

Indigenization in the textbooks is a representational breeding ground for imagining the
nation through a primordial lens that constructs both patriotism and citizenship. The
representational strategies used in the textbooks constitute the indigenization of the past and
contemporary social common grounds. Ingenuity is evident in the textbooks’ constructions of
civilizations, racial nobility, and the Aryan way of life. Ingenuity also defines citizenship when
the textbooks indigenize the constitution and democracy through the tradition of jirga.
Historicization and indigenization intersect in the construction of citizenship when the textbooks
selectively detail seven constitutions of Afghanistan since the 20th century each legitimized
through jirga to present the recent Bonne conference that established the first post-9/11
government and its subsequent loya jirga that ratified the 2004 constitution. As such,
indigenization and historicization form a system of representation that constructs the imagining
of the nation.

Democratization in the textbooks is a representational breeding ground for imagining the
nation through an economic determinist lens that constructs both patriotism and citizenship. The
representational strategies used in the textbooks constitute the democratization of ancient and
contemporary social common grounds. With an emphasis on the milestones for centralization
and administration, the textbooks present science, progressive reforms, human rights, education,
and the media as key elements in the formation of the government and the nation for harmonious
cohabitation. This fixity ruptures when textbooks normatively acknowledge ethnic diversity and
equality but empirically enact discriminatory and exclusionary constructions of various social
groups. Binaries inevitably emerge when textbooks covertly introduce ‘other’ ethnic groups
make alliances with the ‘master’ ethnic group, or when demographic homogeneity is against
diversity, cultural creativity against cultural diversity, mainstream culture against small cultures,
communal culture against individualism, urban against rural populations, and an assumed settled
people against nomadic and immigrant communities. In each, the former is preferred over the
latter. The other form of exclusion is the gendered nature of patriotism and citizenship fraught
with absence, misrepresentation, and stereotypical portrayals. Non-Muslims and sects of Islam
also remain outside patriotic and citizenship constructions. Hence, reform, even in its progressive

performance, is exclusionary.
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Islamization in the textbooks is a representational breeding ground for imagining the nation
through a primordial lens that constructs both patriotism and citizenship. Islamization, with a
definition that bears no negative connotation in this study (Dangor, 2005, p. 519), is the
textbooks’ approach to introducing ethical values from tolerance and ethnic diversity to
benevolence. Islam constructs the supremacy of national identity against all other identities and
consequently homogenizes national identities, particularly through the construction of Islamic
brotherhood. Although Islam is a catalyst to construct concepts, it also serves as a cause for their
rupture. Aryan nobility ruptures as bad morality when Islamic morality is introduced and the
defending national image fractures by welcoming the advent of Islam. To negotiate these
slippages, the textbooks portray all world nations in a state of bad morality and construct a
‘good’ and a ‘bad’ Islamic caliphate to position the patriots who fought the early wars against the
Islamic army on the side of the former. Hence, Islamism in the construction of patriotism plays a
role as an element that brings both cohesiveness and causes incoherence.

Like patriotism, Islam plays a role in the discursive formation of citizenship. It perceives
democracy as compatible with Islam and establishes an Islamic basis for the constitution of
Afghanistan including the first Constitutionalist Movement. While it promotes positive social
values from environmentalism to literacy, it also avoids the application of hudud in introducing
government institutions. The compatibility between this moderate Islam and democracy is faced
with slippage as multiple representational systems struggle for coherence. The textbooks’
endorsement of the constitution is ruptured when the textbooks perceive sharia as the non-
negotiable source of law, freedom of the media is restrained by a ban on promoting other
religions, and women’s social life is conditioned by Islamic principles. Acts of justice,
from gasaas to the public display of punishment, endorsing life after death as eternal and fair,
and celebrating martyrdom are evidence of the failure of the textbooks to present a coherent
compatibility between democracy and Islam.

The constructions of Islamic brotherhood and Islamic ummabh also participate in imagining
the nation along the fuzzy boundary of patriotism and citizenship. The former’s construction of a
moderate Islam is in tension with the latter’s portrayal of an invading Western civilization
against a defending Islamic civilization. This forged unity ruptures further when the textbooks

justify jihad and martyrdom to address the ‘clash of civilizations’ for a just world.
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Genderization in the textbooks is a representational breeding ground for imagining the
nation through a primordial lens that constructs both patriotism and citizenship. The
representational strategies used in the textbooks constitute the normative, stereotypical and
biased representations.

The textbooks banally present acts and products of nationalism and citizenship. Artifacts,
and rhetorical and figurative representations of the national map, flag, and anthem aim to remind
student readers of the existence of the nation. National heroes and poetry banally construct
patriotism and nationalism. In their constructions, the textbooks utilize the power of language to
stimulate affect. Metaphors and symbolism in the textbooks are ample denoting an attempt at
banal representation of the imagining of the nation. These banal representations, however, are

gendered and exclusionary.
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Chapter Nine: Critical Analysis of Imagining the Nation

In this chapter, I respond to the second research question of this study by analyzing
whether the imagining of the Afghan nation in the identified textbooks articulates (with) the
common knowledge in society. This chapter builds on Chapter Six and Chapter Seven which
answered the first research question’s part ‘A’ through a preferred reading and Chapter Eight
which answered its part ‘B’ with a negotiated reading of the textbooks. In line with the
methodological framework of this study, as explicated in Chapter Four, the analysis of this
chapter is a negotiated reading of the textbooks from the reader’s (my) perspective. The
negotiated reading of this chapter is grounded in two elements. First, it represents my
positionality in Afghan society through my lived personal, educational, and professional
experiences as a born citizen of Afghanistan, which is further elaborated in Chapter One and
Chapter Four. Second, it represents my comprehension of the context of education and society in
Afghanistan and the intricacies that they entailed as detailed in Chapter Five. These two elements
construct my comprehension of common knowledge about Afghanistan. The utilization of
common knowledge in this study has a sociocultural explication (van Dijk & Atienza, 2011) that
has been presented in Chapter Four. Furthermore, my application of the term Islamization in this
chapter, as discussed in Chapter Six, does not denote a negative connotation as in the political
science discipline but has a neutral undertone referencing the integration of Islamic principles in
secular contexts and locating secular values that are compatible with Islamic values (Dangor,
2005). In Chapter Two, I discussed the overlap between patriotism and citizenship; hence, the
division of these two conceptions in this chapter is for the purpose of precision and clarification
in establishing their overlap. Given the arguments in Chapter Two concerning the theoretical
formation of nationalism, I apply nationalism and patriotism interchangeably in this chapter.
Hence, the theoretical underpinning and the primary readings of this chapter have been presented
in the preceding chapters.

This chapter finds that the textbooks imagine the nation through three key elements of
Anderson’s notion of imagined community, First, the textbooks imagine the nation as limited and
sovereign represented through primordial representations and articulations with an emphasis on
communalization and its consequential homogenization of acts and products of national
imagining of Afghanistan. In this primordial imagining of the nation, historical continuity,

geographical fixity, and racial purity constructions are forged into a unity defined as
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contemporary sovereign Afghanistan. This imagining is problematically in accordance with
common knowledge that endorses territorial nationalism and historical nationalism with an
association with Aryan racial nobility. These constructions are dominant but nonetheless subject
to criticism in Afghan society. Second, the textbooks imagine the nation as a communion
constructed with social identity categories that bond them together along Islamic, ethnic, gender,
and socio-economic distinctions constituting horizontal comradeship. From the representation
and articulations of the horizontal comradeship emerges Islamic ethnocentrism and economic
determinism characterization of the community. Common knowledge in the Afghan society
perceives political Islam in the country as an often imported phenomenon, ethnocentrism a
reality that neglects inter — and intra- ethnic group classism, disparity in gender rights a societal
challenge, and socio-economic categories affected by an urban gaze. Third, the textbooks
imagine the nation through adaptations and modulations of the conceptions of nation-ness that
enable forged unities such as glorified Aryan racial nobility and Islamic morality, historical and
indigenous constitutional democracy and Islamic law as the supreme authority, Muslim Arab
invasion and national defenders against non-Muslim invaders, and moderate Islam and
confrontation against the invading West. The common knowledge of the society in Afghanistan
denotes a rich multiplicity of discursive sites in which Islam is constructed by national and
international power systems and narratives of history that affirm aspects of the textbooks’
constructions. The rest of this chapter is presented as follows. Under specific headings, I discuss
the Nation as Limited and Sovereign, Communion and Inequality in the Imagined Community,
and Modulation and Adaptation of the Imagined Community. The conclusion presents the

highlights of findings in light of the research question.

Nation as Limited and Sovereign

The textbooks imagine the nation in Afghanistan as limited and sovereign. The imagining
of the nation in the textbooks commences with primordial representations and articulations of
nation-ness. A primordial account of nationalism underscores the significance of history,
geography, race, and sovereignty in the construction of a nation (Coakley, 2018; Shils 1995;
Gibsly, 2005). In the following discussion, primordial themes, derived from the textbooks,
concerning historical eternity, geographical fixity, racial purity, and sovereignty, are individually

situated in the common knowledge of the peoples of Afghanistan.
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First, historical eternity is one of the key aspects of imagining a nation. For Benedict
Anderson (2006), historical existence is the reservoir of cultural acts and products essential for
the establishment of historical continuity and consequently the imagining of a nation. It is within
this context that the textbooks can present Afghanistan as having five thousand years of
uninterrupted continuity. The five thousand years of existence of a country named ‘Afghanistan’
is critically viewed as a mythical representation of a complex but selective reproduction of the
territory’s history (Rahimi, 2017; Hanifi, 2004; Lee, 2018). The textbooks present Afghanistan
as a ‘civilizational state’ (Coker, 2019) — a term that I loosely apply to associate the
constructions of the textbooks to the origin of the concept that defines political behaviour in
China and Russia. In its usage in this analysis, the civilizational state denotes the emphasis of the
textbooks on the existence of a rich civilizational existence in Afghanistan. The glorification of
the Aryan, Vedic and Avastin, Greek-Bakhatri and Greco-Buddhist, and Islamic civilizations
builds a rhetorical civilizational state.

The common knowledge about Afghanistan dictates the social circulation of the notion that
in Chapter Five I called historical nationalism based on history oriented narratives of the
country’s existence (Ghobar 1967; Habibi 1966). This nationalism presents a linear, mythical,
and glorified five thousand of historical continuity This narrative endorses the notion that
Afghanistan in its past existences has been at the crossroads of civilizations as the textbooks
claim. However, the peculiarity of this construction in the textbooks is the portrayal of
‘Afghanistan’ as the ‘cradle’ of, ‘home’ to, and, through spreading a more enriched derivative of
these cultures and their people around the world, the ‘nurturer’ of these civilizations. The
universal claims in the textbooks that attempt to fit a vast number of ancient civilizations in a
limited contemporary demarcated territory culminate in cross-national confrontations over the
monopolization of historically shared intellectual properties from the Mawlana Jalaluddin Rumi
Balkhi’s poetry and Nawroz New Year celebration (Mozaffari & Ali, 2023) to the art of
miniature painting (UNESCO, 2022a; BBC, 2020). Evidenced by artifacts, historical sites, world
archaeologists’ quotes, and considered as ‘science’, the above construction of history in the
textbooks is likely to lead to a patriotic affect in student readers, nonetheless, with an intolerant
attitude towards sharing the collective past with other nations.

Second, geographical fixity is a crucial construct of imagining the nation. Anderson (2006)

emphasized the importance of territorial demarcation in the definition of the nation. The



215

textbooks present the demarcation of contemporary Afghanistan’s borders and their presumed
fixity as naturally occurring to the extent that Durani’s military invasions are uncritically
presented as ‘trips’ and almost all other wars are portrayed as safeguarding territorial sovereignty
and justice. National maps, both old and new, banally present the national borders as ones that
have always been fixed and even when maps portray different geographical locations of
Afghanistan, the text of the textbooks do not present an explication for the shift in the country’s
locations over time. As such, the textbooks regard the geographical existence of the country as a
crucial aspect of imagining the nation.

The common knowledge in Afghanistan presents the existence of what I called in Chapter
Five, territorial nationalism. The textbooks’ imagining of the fixity of the national borders
overlooks the country’s borders as sites of territorial disputation between nations in the course of
its formation. Due to invasions by the Persians, Alexander the Great, the Maurya Empire, Arab
Muslims, the Mongols, the British, the Soviet Union, and most recently, the American-led
international coalition, Afghanistan’s geography has been in perpetual remaking. References to
Afghanistan as a roundabout of the ancient world (Hyman, 2002) and graveyard of empires
(Jones, 2010) denote the recurring invasions the country has had to deal with in defence of its
territory. According to the historical narratives, Afghanistan, as we know it today, was located in
eastern South Asia when part of the Greater Gandhara and under the Gandhara Kingdom (c.
1500 — 535 BCE), in west South Asia, when under Kamboja Kingdom (c. 700 — 200 BCE), and
in Western Asia under Achaemenid Empire (550 BC), to name the early geographies.
Furthermore, the name of the country has also not been fixed; it has changed from Ariana (the
land of Aryans) under the Achaemenid Empire and Khorasan (the land of sunrise) under the
Sasanian Empire to its existing name. The changes indicate a shifting geography because these
empires neither encompassed all of Afghanistan’s geography nor excluded other parts of the
once shared region. Hence, the shifting geography of Afghanistan is not reflected in the
textbooks’ narratives of imagining the nation.

More recently, the borders of this geography were fixed only in 1747 when Ahmad Shah
Durrani founded contemporary Afghanistan (Lee, 2018). The Afghanistan-Pakistan territorial
dispute of 1893 is absent in the textbooks while in reality, it remains not only a source of cross-
national and cross-cultural exchange but also a grave and at times violent tension between the

two nations (Barel, 2015). Obscuring the history of geography and borders of Afghanistan as
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well as the chronological as opposed to thematic portrayal of the history may prompt student
readers to imagine an uninterrupted territorial fixity with the consequent effect of cross-national
miscommunication stemming from territorial dispute. Hence, the assumption of territorial fixity
and eternity as essential aspects of imagining the nation do not articulate with common
knowledge.

Third, imagining a nation as limited requires a defined national identity. Anderson (2006)
reminds us that imagining the nation entails the construction of a /imited nation that excludes
anyone beyond its territorial border. The nation has a distinct identity constructed by various
ancient and contemporary identity markers. For Anderson ethnicity is a common cultural ground
with which imagining of a national (re)articulates rather than being a natural cause for national
attachment. The textbooks’ representation of the nation in an eternal history and fixed geography
engenders nativity and indigeneity based on Aryan racial nobility. The common knowledge in
Afghanistan confirms that the construction of Aryan nobility is one of the common identifiers of
the Afghan people from the perspective of historians (Habibi, 1967; Kohzad, 1946). However,
Aryanism is a mythical construction for political means primarily developed in the Western
discourse of racial superiority (Ibrahimi, 2011). In Afghanistan, this identification is not
commonly approved by claimants of the notion that many of Afghanistan’s peoples have come
from elsewhere. The myth is not inclusive of the people of Afghanistan if, for instance, such
claims are taken into consideration as those that Hazaras (Mousavi, 1997) and Kirghiz and
Wakhis (Shahrani, 2002) have origins beyond contemporary Afghanistan borders. Aryan racial
nobility construction is not only a falsification of national identity but is also exclusionary. The
consequent effect of this construction alienates those student readers who do not self-identify as
Aryan race. The Aryan racial nobility of the textbooks does not articulate with common
knowledge of certain identity groups despite the adherence of others to this construction.

The exclusionary perspective of Aryanism in the textbooks bears not only national but also
cross-border consequences. Across the border, the Pakistani Pashtuns, separated from
Afghanistan through British colonial policies, raise the flag of Afghanistan in the capital of their
country with claims of historical and systematic ethnic-based discrimination perpetuated by their
predominantly Punjabi government (News 18, 2023). However, a referendum on the future of the
people at the dawn of Pakistan’s secession showed no sign of interest in assimilation into Afghan

society but the establishment of an independent Pashtunistan (Blarel, 2015). The textbooks
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refrain from utilizing the term Pashtunistan (literally meaning the land of Pashtuns) but only
banally add the term in one of the country’s maps as a portrayal of a historically situated
unfulfilled idealization of regaining the lost land. These borderline people are the subaltern of the
Aryan indigeneity construction in the textbooks. Those student readers who have family
members across the border may find national indigeneity and border fixity a challenge to their
identity construction in the education institution.

Fourth, imagining a nation entails sovereignty. The primordial stance of the textbooks that
define the nation through historical continuity, geographic fixity, and racial nobility, takes an
economic determinist (Gellner, 2006) position by focusing on the function of the government to
establish sovereignty. From Gellner’s (2006) perspective, the centralization of power and
administration legitimizes the existence of government through the provision of services. The
historicized, indigenized, and Islamised governments and governance constructions in the
textbooks are an attempt to illustrate the difficult pathways to two nation-building projects. The
textbooks articulate the significance of the government with reform and modernization. The
emergence of the governments in the textbooks first through a need for power consolidation,
then for administration centralization, and last for service delivery highlights the significance of
sovereignty to imagining the nation. In its service delivery role, the contemporary government is
depicted as a disciplinary institution that demands adherence to the laws in the interest of social
harmony although the government is not committed to accountability. As such, the primordial
account of imagining the nation shifts to an economic determinist approach through the role of
the government in establishing the sovereignty of the nation.

The common knowledge in Afghanistan confirms the construction of what I called in
Chapter Five centralist nationalism and modernist nationalism. The narratives of the textbooks
with regard to centralization in the 19" century through Abdul Rahman’s institution building
efforts (Barfield 2010; Kakar, 1979; Kakar, 2006; Rubin, 2002), are common knowledge in
Afghanistan. Modernization and reform too, as argued in the textbooks, are attributed to the
government in the literature (Barfield 2010; Farhang 1988; Lee, 2018) and common knowledge
of the people. Modernization and reform by governments, often in the absence of development,
owe to the returnees exiles and national iconic individuals whose names are recurring sources of

national pride in both the textbooks and the common knowledge of the people despite their



218

intersectional identities that have both a divisive and unifying national effect. This effect has a
trickling down impact on student readers from diverse identity groups.

The construction of a central power and administration in the textbooks underscores
success and does not shy away from two shortcomings; service delivery and prolonged stability
perpetually interrupted by frequent civil wars caused by familial rivalries and foreign
interferences. Student readers whose history is shaped by these shortcomings are likely to
empathize with the textbooks’ call for the rule of law. However, the textbooks’ celebratory tone
of ‘success’ rules out a critical discussion about the consolidation of power and centralization of
administration that have recently come to the limelight of political critique for its consequent
exclusions (Rahimi, 2017; 1986). Furthermore, the textbooks’ recognition of failures is not in
opposition to power consolidation and administration centralization but in their approval. As
such, the student reader is cognitively faced with the impossibility of choice, that is, to be
compliant with this dominant discourse. Hence, the economic determinist approach of the
textbooks is likely to have an affective impact on student readers.

The textbooks establish a hierarchal relationship between the government and the people
through their construction of democracy. Although the textbooks refer to citizenry status as
atbah (subjects), they normatively acknowledge that atbah have political, civil, cultural, and
economic rights entailing political participation including women, election, government
monitoring, and systems and values of democracy. This normative people centric democracy
gaze of the textbooks; however, ruptures when the textbooks enter into the pragmatism of
democracy. First, the textbooks position the government in charge of carrying out the
constitution rendering civil society absent and democracy at the service of the power
establishment. Second, the participatory nature of democracy is an exercise of civil and political
rights for working within rather than outside the government apparatus. Third, the textbooks strip
the government from accountability with the perception that laws ‘oversee’ people and ‘relate’ to
‘government performance’. This clarifies the relationship between laws and the people but leaves
the relation between government and laws unobvious. Hence, the construction of sovereignty
even through democracy is hieratical and in the interest of the power apparatus.

The textbooks also present the government in a disciplinary position. It is likely that the
textbook authors and producers encourage discipline among student readers for fear of uprisings.

The MoE endorsed the prohibition of political activism in schools (Education Law of
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Afghanistan, 2008). The post-9/11 surveys of political activism in public schools find high levels
of political engagement in public schools particularly among Islamists (Giustozzi & Ali, 2015).
Since the establishment of the first public schools in the country, centrally administered public
education has been a public sphere for deliberative and participatory political activity
(Rasanayagam, 2003). The first public Hibibia School (1903) became home to a students-led
underground constitutionalist movement that dissented against the absolute monarch Amir
Habibullah (Dupree, 1973; Poullada, 1973). In the next wave of the students’ movement,
political engagement in the public schools against constitutional monarchy led to the emergence
of left-wing and right-wing political formations and consequently to the weakening of the
monarchical legitimacy. A branch of students, teachers, and professors of the public educational
institutions formed the Soviet-backed People’s Democratic Party of Afghanistan (PDPA) and
ultimately the first republican government (1978-1992) (Rasanayagam, 2003). Another branch
formed the Western-supported fragmented jihadi movement against the ruling PDPA and the
Red Army and eventually, the first de facto dysfunctional Jihadi government that inflicted a civil
war upon people (1992-2001) (Rasanayagam, 2003). As such, sovereignty in the imagining of
community construction is limited by the potential threats of its defeating factors.

The emphasis on the provision of services and stability for sovereignty and the consequent
legitimacy in the textbooks do not articulate with the political commitments of the government at
the time the textbooks were being developed. When the 2011 curriculum was being written,
under which the identified textbooks came into existence, the following description was a more
realistic portrayal of the bleak side of sovereignty in Afghanistan:

Grave doubts have arisen from the mismanaged and fraudulent presidential elections of

2009, the persistence of warlords in positions of official authority, and signs that Afghans’

fundamental rights may be subject to compromise for the sake of political expediency.

Equally disconcerting is the yet-to-be quelled insurgency that, with the ethnic dimensions it

possesses, stands to fracture the embryonic sense of national unity glimpsed over the last

decade. Combined shortcomings in nationwide infrastructure reconstruction, the spotty
provision of basic social services, and the ubiquitous menace of corruption exacerbate

Afghans’ weakening confidence in their government and its foreign backers (Kraemer,

2010, p. 637).
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It appears that the textbooks are oblivious to this reality while this reality gives more meaning to
students’ lived experiences than the textually constructed Xanadu.

In conclusion, the discourse of the textbooks’ imagining the nation problematically
articulates with Afghanistan's common knowledge. The nation imagined as limited and sovereign
is both a means and an objective; it is a means to safeguard the nation from the conflict threats it
has often faced in the public school sphere and an objective to construct future patriots and
citizens for the sustenance of the nation. The expansive gap between the present realism and

future idealism is a rupture that awaits the reimagining of the nation.

Communion and Inequality in the Imagined Community

The imagining of the nation necessitates a sense of communion. According to Benedict
Anderson (2006) despite inequalities, an imagined community holds the perception of horizontal
comradeship across diverse social categories and among all citizens to the extent that each is
willing to die for the common good. The establishment of such comradeship is crucial,
particularly in Afghanistan where illiteracy, limited media, poor infrastructure, and the
mountainous landscape exacerbate the already limited face-to-face citizenry interaction. To
redress this gap, the textbooks not only imagine a limited and sovereign state, as discussed above
but a horizontal comradeship through communalization of acts and products of nationalism and
homogenization of social identities — both of which inevitably lead to marginalization and
exclusion. This imaging constitutes an ethnocentric (Smith, 1993) conception of nationalism,
classism, gender stereotypes, and Islamism. The communalization aspect of the construction of
imagining the nation which emphasizes a common history, geography, race, and governance
system, was explicated above. The following presents the imagining of the nation as a forged
unity of communion and inequality in the articulation and representation of ethnic, gender,
linguistic, and Islamic identity formations. In the following, each one is presented individually

despite their interconnection, for precision in analysis.

Communion and Inequality in Representation and Articulation of Social Identity Groups
Anderson (2006) does not bring forward the plight of the subaltern in the imagining of the
nation (Calhoun, 2016, p. 13). However, Anderson does view inequality in the imagining of the

nation as actual (2006, p. 9). Anderson presents a comprehension of imagining the nation that is



221

paradoxically simultaneously inclusionary and exclusionary rendering the nation a forged unity
prone to unimagining and reimagining. The imagining of the nation in the analyzed textbooks
paves the ground for inequality through ethnocentric, gendered, and class-based constructions of
the people. Each is problematically represented and articulated in an effort to forge a horizontal
comradeship. The following explicates the common knowledge about ethnic, gender, and socio-
economic identities of Afghanistan.

First, the textbooks construct communion when they normatively historicize, Islamize,
indigenize (through jirga), and legalize (through the constitution) equality for all ethnic groups.
The obligation of the government to ethnic quality, endorsement of tolerance for difference, and
condemnation of racial prejudice and difference, as justification for privilege, are portrayals of
normative ethnic equality. This construction of ethnic equality ruptures when the textbooks
empirically engage in the historical representation of diverse ethnic groups. An anonymous
master ethnicity — the Pashtun ethnicity or one with which other ethnicities are identified and
defined through their political and military alliances, emerges out of the historical narratives. The
presence of the anonymous master ethnic group in the textbooks dominates historical rulers and
events, national heroes and iconic characters, achievements, and, in rare references to social
services, failures. Accordingly, history consists mostly of their intra-tribal and familial rivalries
politically motivated marriages, and defence against world powers but also centralization of
power and administration, reform and modernization agendas, and admission of failures in
sustaining prolonged stability. The implied master ethnicity of the textbooks is only identifiable
by its diverse tribal name derivatives rather than its ethnic denomination- ‘Pashtun’, and this
engenders an illusive representation of diversity throughout history. The ‘other’ ethnic groups are
represented by their denominative names — Hazara and Uzbek, leading to their historical
presence to loom. Hence, the ‘master’ and the ‘other’ are forged into unity for their simultaneous
but hierarchical occurrence in the text, that is, as active ruler and passive alliance makers agents,
respectively.

The normative endorsement of equality across ethnic differences does not articulate with
common knowledge. An account (Human Rights, 2010) of the state of human rights in 2009

portrays the dire equality condition compromised by those in positions of authority:
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In many areas of the country, local strongmen and former warlords continue to exert
significant power over communities, using intimidation and violence to maintain their
control. The Afghan government has continued to lose public legitimacy because of these
abuses, widespread corruption, failure to improve living standards, and lack of progress in
establishing the rule of law even in areas under its control. [...] Human rights abusers
continued to enjoy almost complete impunity. President Karzai attempted to secure his re-
election in 2009 through a series of deals with former warlords from all the main ethnic
factions. The choice of Mohammad Qasim Fahim as Karzai's vice presidential running
mate was emblematic of this trend; Fahim has long been implicated in possible war crimes
from the 1990s and is widely perceived by many Afghans to be connected to criminal
gangs (para 9 & 10).
Student readers of the textbooks are likely to perform as affective subjects when oriented to the
normative construction of equality. However, their lived experiences of inequality, as explicated
in Chapter Five, by the same administration that violates rules and rights and nourishes ‘ghost
figures’ at its MoE leading to the shortage of those resources that directly and adversely affect
students’ interaction with public education (Adili, 2017), will have an alienating impact. With
this perspective, the normative portrayal of equality in the textbooks may not construct a
cohesive horizontal comradeship when equality does not empirically articulate with lived
experiences. The rupture between the normative and empirical accounts of equality carries the
potential of reimagining the nation.

Critics of Afghanistan’s historical power dominance by Pashtun ethnicity maintain that the
dominance has led to the marginalization and discrimination of non-Pashtun ethnic groups
(Rahimi, 2017, Lee, 2018). These views often lack a class-based analysis of the ingroup
distribution of power and privilege in the Pashtun ethnic community and overlook the abuse of
power and privilege by elites of non-Pashtun ethnic communities. The construction of the
implied master ethnicity does not directly present a resemblance to white supremacy historical
and social structure as the former’s access to resources of power required to construct a universal
systemic social structure such as ‘racism’ has often been limited and confined to a relatively
small circle of privileged mostly men. As such, while some analyze the social terrain of
‘comradeship’ in Afghanistan along ethnic lines, others favour an intersectional approach that

adds class-based approaches to the analysis. The likely impact of the implied master ethnicity
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construction on student readers is the ethnic singularity of historical narratives and players
culminating in both pride and alienation depending on the ethnic and social location of student
readers and their critical history reading command.

Second, the textbooks problematically forge social and economic classes into the
imagining of the nation. Beyond the above marginalization and exclusion constructions, the
textbooks view social diversity as a threat to social stability and prosperity. The textbooks
construct such binaries as demographic homogeneity against diversity, cultural creativity against
cultural diversity, mainstream culture against small cultures, communal culture against
individualism, and urban against rural populations. In each of the dichotomous pairs, the former
is preferred over the latter excluding identity groups based on their ethnicity, socio-economic
status, geographical location and lifestyle. In addition, the textbooks associate crime, social
deviance, and rebellion not only with valid socio-economic factors such as inequality and
discrimination but also with population density, internal displacement, and migration but more
importantly, with cultural, ethnic, and linguistic diversities.

The common knowledge in Afghanistan denotes preference to what I called in Chapter
Five modernist nationalism, urbanized nationalism, and secular nationalism in Afghanistan.
These nationalisms, portrayed in the textbooks as stereotypical representations of tribal and
countryside lifestyles, nomadic communities, and immigrants imagine the nation as what Gellner
(2006) describes as a high (literate) culture and a low (folk) culture. In this relationship, the
former is threatened by the latter. The textbooks too, view the latter as a threat to social cohesion
and harmony. In Afghanistan, a more modernized, urbanized, and secular approach to lifestyle
among educated elites is a common social asset with which they identify success. As explicated
in Chapter Five, urbanized nationalism is driven by the availability of resources in urban centres
hence it includes rural people who have adapted to urban life (Barfield, 2010; Gubar, 1967; Lee
2018). Likewise, as discussed, secular nationalism has been historically initiated by the state and
enacted upon the nation (Barfield 2010; Hyman 2002). Common knowledge among non-Pashtun
identity groups claims Afghan nationalism has been constructed outside the social realities of the
diverse people and as such has been discriminatory (Ahady, 1995; Rahimi, 2017; Shahrani, 1986;
Mousavi, 1997). The stereotypical representation of social categories goes beyond ethnic
discrimination leading to the negation of the purpose of the textbooks for a cohesive imagined

nation. Student readers of the textbooks with profiles of the stereotypically presented social strata
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are likely to experience alienation, reproduce the marginalization and discrimination of the
textbooks through (sub)conscious cognitive processes, or seek the validation of their identities
beyond the textbook in more politicized arenas. Hence, the textbooks participate in the
criminalization of deviance along natural and acquired identities while it may lead to social
disharmony.

Third, the horizontal comradeship in the textbooks imagines a gendered society.

The imagining of the nation is a gendered phenomenon. The absence of women in the grand
narrative of patriotism and citizenship construction in such areas as abuse, their stereotypical
representation in political and traditional roles, and their biased construction in language
demonstrate the discriminatory position of women in the imagining of women in the nation
construction of the textbooks. Exclusionary gendered construction of the nation is a common
practice. The nation and citizenship agenda is inherently gendered (Webly, 1990; Tobler, 2003;
Heater, 2022) even in its banal portrayal (McClintock, 1993) because public patriarchy is an
extension of private patriarchy (McClintock, 1993). The textbooks do however stereotypically
refer to patriotism toward the ‘motherland’ for national affect. This construction is in line with
the notion that women are both biological and ethnic nurturers of the nation and economic and
cultural producers of the society (Yuval-Davis, Anthias & Campling, 1989). The textbooks’
portrayal of everyday nationalism masculine fetishism (McClintock, 1993, p. 74) represents the
imagining of the nation through gendered fetish objects (e.g., in maps) and gendered fetish
spectacle (e.g., a row of men in uniform or men holding weapons in defence of the country). As
such, the imagining of the nation in the textbooks is gendered.

The identified textbooks are partly a byproduct of their authors and their perspectives. The
textbook authors are mostly comprised of men. Both the textbook production team and content
are highly gender biased leading to an epistemic injustice consisting of testimonial injustice or
deflated credibility to the knower and hermeneutical injustice or the prevention of the
development of interpretive frameworks in social groups through their prolonged marginalization
(Fricker, 2007). Women in their capacity as knowers, and qualified textbook authors, have not
been granted an opportunity to create concepts, meanings, and tools for female (male and gender
diverse) readers to acquire interpretive tools for the articulation of their position, needs, rights,
and interests. The textbooks, hence, remain a male-dominated site where only the engagement of

male readers is welcomed.
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The common knowledge about women in Afghanistan is contrary to the textbooks’
representations and articulations. The textbooks overlook the presence of women in non-
conventional roles such as engineering, military, police, and the air force that were rendered
possible in the post-9/11 era. Women are also absent from the literary work except on a couple of
occasions despite the existence of prominent classical women poets such as Rabih Balkhi, Nazo
Anna, Zarghna Anna, and Mokhfi Badakhshi, and contemporary poets such as Homaira Neghat,
Laila Sarahat, and Nadia Anjoman. Islam defines the public sphere for women alone and tends to
offer restrictions to women in social arenas. Despite this, the textbooks make references to
women’s role in democracy, their equal rights to men, and their political participation rights. It is
due to the post-9/11 realities that granted women political rights that non-conventional
professions are backgrounded but the political rights of women are foregrounded. In other words,
the overall political context in which the Western countries were key players allowed for the
recognition of women’s political rights but not their cultural rights. Backgrounding the
peculiarities of the hardship women face overshadowed non-conventional gender roles in Afghan
society.

The textbooks assume the existence of merely two genders in Afghan society in line with
its socio-religious positioning. In reality, however, the classroom is a site for the presence of
anonymous diverse genders who are coded into binary gender categories to refrain from cultural
stigma and legal prosecution. The LGBTQ community members of the Afghan society often find
comfort and safety outside public spaces (Emadi, 2019). The limited presence of women and
girls particularly in illustrations, their stereotypical presentation, and the absence of issues
pertinent to women and girls in public and private spheres such as discriminatory codes of
honour and gender-based discrimination in the workplace strip the textbooks from relevance to
the interest and needs of women and girl readers of the textbooks. It takes away an educational

opportunity for both genders to learn about gender equality.

Communion and Inequality in Linguistic Nationalism
Language is the crucial building block of a nation’s discursive formation of nation.
Anderson (2006) maintains that power in and the power of language at the disposal of cultural

elites constructs the nation as an unconscious yet political imagining. The textbooks construct
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communion when they recognize linguistic diversity, present it as one of the commonalities of
the people, and identify its role as a unifying element in combating the Soviets. The textbooks
confirm that language is a way to know one another rather than a source of privilege. This
normative acknowledgment dissolves when the textbooks view language diversity as a source of
social disharmony and ban political party formation based on language. The construction of
language in the textbooks remains a site fraught with incoherent meanings.

The importance of language in imagining the nation is its potential to banally construct
the nation through acts and products of nationalism (Billig, 1995). The textbooks’ utilization of
metaphorical concepts, analogy, symbolism, poetry, and the national anthem banally construct
national imagining. In the textbooks, light is an analogy for science and knowledge, virus for
weaker member states, bees and ants for obeying social structures, the fist and the body for
Islamic Ummah’s cohesiveness and unity against an un-Islamic enemy, and stormbound ship for
crisis-ridden Afghanistan saved by heroes. These examples indicate ‘power in’ language
(Anderson, 2006) that is employed in the banal construction of the imagined nation.

Rhetorical devices even when banally presented are gendered through the representation of
gendered fetish objects and gendered fetish spectacle (McClintock, 1993). Mother, for instance,
is an affectionate analogy for the land while the founder of the country is baba (father), teacher is
an intellectual father, parenthood is the right of a father over the child, ethnic groups live
brotherly, Islamic brotherhood is the supreme identity, people join the hand of brotherhood and
unity, every Afghan considers themselves as brothers, and defence of the country is a sign of
freedom and chivalry (i.e., manhood). Language lags the nation as feminine.

When language is also presented in the form of poetry it constructs communion. Anderson
(2006) asserts, “[...] there is a special kind of contemporaneous community which language
alone suggests — above all in the form of poetry and songs” (p. 145). Poetry and national anthem
in the analyzed textbooks have played a role not only in building contemporaneous community
but also in constructing an ‘other’ that is either an unidentified enemy or an inferior nation
‘without a status’. The textbooks’ poetry does not only neutrally inspire affect but also through
the manipulation of its interpretation. The identified textbooks are for Faris-Dari speakers,
however, as detailed in Chapter Five, the national anthem is unilingually presented in Pashtu due
to a constitutional making compromise in 2004 (Adeney, 2008) leading to the stipulation of

Article 16 and Article 20 that legalized the unilingual nature of the national anthem (Afghanistan
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Constitution, 2004). The national anthem is one of the key language-based symbols of imaging
nation as cohesive. On this, Anderson (2006) states: “No matter how banal the words and
mediocre the tunes, there is in this signing [of the national anthem] an experience of
simultaneity. At precisely such moments, people wholly unknown to each other utter the same
verse to the same melody” (p. 145). In Afghanistan and its textbooks, however, student readers
speaking tens of languages of the country do not experience simultaneity or national affect
because the anthem is unilingually presented. Both poetry and the national anthem are linguistic
devices that are applied to imagine the nation and their discriminatory and exclusionary nature
hinder student readers from experiencing simultaneity.

The common knowledge on language policies is a controversial discursive site. The
context of language policies in Afghanistan determines the officialization of education and
national imagining. According to Anderson (2006), a nation imagines its past and current
existence through discriminatory language policies. The textbooks are likely to lose the
opportunity to form a contemporaneous community due to the overall language policies of the
GoA (Afghanistan Constitution, 2004; Adeney, 2008; Barfield, 2010; Hanifi, 2011; Lee, 2018),
as discussed in Chapter Five. More specifically, according to the officialization of language in
the education sector by the MoE the medium of instruction in public schools is determined by the
percentage of the population of the community. In this case, even speakers of the two official
languages do not receive education in their native language if their community falls short of fifty
percent population and third-language speakers receive one subject in their language only when
they form the majority (Bahry, 2013). These statements do not articulate with the constitution’s
(Afghanistan Constitution, 2004) Article 16 and Article 43, and the national strategic plans as
well as curricula of the MoE that stipulate the state is responsible for providing opportunities for
the education of all languages of the country. Therefore, students with diverse linguistic profiles
read the textbooks in a language that is not theirs. This may communicate the unintended
message that school is not for them.

The textbooks had the potential to produce communion and experiences of simultaneity.
Anderson (2006) expounds how official nationalism emerged out of linguistic nationalism as a
result of the mass production of print material culminating in a sense of commonality shared
simultaneity of time, sameness of lifestyle, and coincidence of places far apart (Calhoun, 2016).

The textbooks in question, too, were mass-produced and circulated compared to any other print
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material as data show only between September 2017 when the identified textbooks were printed
(except one in 2018) and December 2019, 135 million textbooks (and 530,000 teachers’ guide)
valued at $75 million were funded by USAID (USAID, 2019 in UNESCO, 2022b, p. 37).
Hence, the post-9/11 textbooks had an exceptional potential to participate in the process of
imagining the nation and impact the world’s youngest population in Afghanistan. The impact of
the textbooks in constructing communion is hindered by the official linguistic policies of the

MoE.

Communion and Inequality in the Representation and Articulation of Islam

The textbooks construct communion through the Islamization of all representations and
articulations of the imagining of the nation. Islamization, unlike the political science discipline
and as detailed in Chapter Eight, has a neutral utilization in this study. Domestically, according
to the textbooks, Islam is the primary identity marker of all Afghans, a unifying and
homogenizing element across social diversities through the concept of Islamic brotherhood, a
national interest, and a key patriotism condition mandated by Islamic laws. The textbooks also
have a secular inclination. The textbooks claim Islam is compatible with democracy and is the
first of the four characteristics of the current constitution. The textbooks also participate in using
the Quranic text and the hadith of the Prophet to promote social values such as literacy, good
ethics and benevolence; to forbid killing, suicide, and genocide. As such, Islam is the supreme
identity marker of the imagined community in the textbooks.

Overall, the textbooks promote a moderate Islam. Anderson (2006) asserts that imagined
community was engendered following the demise of religion-oriented hierarchical dynasties and
the advent of the enlightenment. This factor is comparable with the textbooks. The textbooks do
offer a more scientific than Islamic account of the genesis, and background Islamic institutions
while naming social institutions by avoiding Audud (limitations) such as riba (usury)
and zina (adulty) and apply Islamic principles to articulate social values such as
environmentalism, equality, literacy, and public consultation. The textbooks ‘construction of a
moderate Islam for domestic consumption ruptures at times. The restoration of justice
through gassas (retaliation) and public display of punishment for teaching the public a lesson

exhibits an internally incoherent moderate Islam. Furthermore, according to the textbooks no law
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can be contrary to Islamic law because sharia is divine but the constitution is a man-made
document, no free media can promote other religions, and only women’s political participation is
conditioned to Islamic principles— all of which annul democracy claims of the textbooks.
Likewise, narratives of the Prophet such as migration opportunistically promote irrelevant topics
such as the enemies of Afghanistan. Despite these references, the textbooks generally articulate
Islam with moderate and secular values.

The moderate construction of Islam for domestic consumption is in tension with the
Islam constructed for interaction with the non-Islamic world. This construction of Islam
necessitates sacrifice. Anderson (2006) underscores the significance of sacrifice despite
inequality for the common good in an imagined nation. With a position against world ideologies
and systems such as capitalism, socialism, communism, Marxism, liberalism, and globalization,
the United Nations, religious broadcasting corporations, and ‘inherent’ inequality in the ‘rich
countries’, the textbooks other all non-Islamic nations. The textbooks perceive the economic,
cultural, and religious challenges of globalization as excuses for military and cultural aggression
of the “Western civilization’ against ‘Islamic civilization’. The textbooks perceive resistance
against the West normatively as an Islamic obligation and empirically through the sacrifice
of jihad. Consequently, student readers are encouraged to partake in mujahidat (the act
of jihad), to become ghazi (who kills an enemy during jihad), shahid (martyr who is killed
during jihad), and gahramanan (a hero who has died or have a victoriously returned alive from
a jihad) because life after dead in these contexts promised the highest status in
heaven. Furthermore, these individuals are national heroes who raised the flag of jihad. As such,
Islam is a rich discursive site that constitutes other national values.

The above incoherent construction of moderate Islam is a manifestation of common
knowledge and experiences in Afghanistan. The displacement of Islam from its harmonious to
violent place reflects the discursive social realities on the ground. Traditionally, Afghanistan
practices the Hanafi school of Islam which is widely considered moderate. Radical Islam is
indeed a new phenomenon in the discursive history of Afghanistan. The common knowledge of
Afghanistan confirms that Islamists halted the course of modernization and dismantled its
education system on three occasions. The first interruption was caused by Habibullah Kalakani
(1928) who ended the progressive constitutional monarchy of King Amanullah, abolished all

progressive laws such as universal free education for all including women and girls, banned
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girls’ education altogether, and reinstalled the Emirate (Farhang, 1988). The reign of King
Amanullah had weakened not only due to opposition to his progressive reforms but also to his
promotion of independence sentiments across the border with British India and proclamation of
Afghanistan’s independence in 1919 (Lee, 2018; Ghobar, 1963). Hence, resistance to the king’s
progressive reform was partly politically motivated. The second interruption was under
Burhanuddin Rabbani’s Islamic presidency (1992-1996) whose rule was marked by armed
conflict with various other competing jihadists demanding power sharing on an ethnic rather than
merit basis (Giustozzi, 2009). Rabbani could only partially open schools due to the ongoing civil
war but the radicalization of mujahidin’s curriculum in refugee camps, as discussed in Chapter
Five, offers a glimpse of their vision for education in Afghanistan. The third interruption was the
Taliban’s regime (1996-2001) which resembled the ruling of Habibullah Kalakani in terms of
Islamist orientation and closure of schools for women and girls. It is within this context that the
discourses of the textbooks contain strict interpretations of Islam.

In the recent history of Afghanistan, radical Islam penetrated the society during the Cold
War (1980s-1990s) and as a result of Western country’s endorsement of political and military
support to mujaheddin fighting the Red Army in the country. For the first time, Islam was
systematically politicized and institutionalized in the social life of people. Above all, the
education sector and textbooks in the refugee camps in Pakistan and parts of Afghanistan under
the control of the mujahidin were radicalized (Spink, 2005, 2007). Rabbani’s civil war-inflicted
rule was followed by the Taliban (1996-2001) whose radical regime and views knocked on the
door of the world’s superpower in 2001. Both the mujahidin of the Cold War and the Taliban
who perpetuated civil war gained their radical Islamic views beyond the borders of Afghanistan
(Gerges, 2011). These references indicate that the spread of radicalism in Afghanistan is more an
imported politically motivated than an indigenous phenomenon. The differentiation between
Islam as a religion and as a political means is the reality that the textbooks reflect.

The construction of Islam in the textbooks even in its moderate sense is exclusionary.
Islam as a supreme identity marker overlooks the presence of non-Muslim identities such as
Hindus and Sikhs (Kumar, 2017), and Jews (Asharon, 2016) in Afghanistan. The textbooks also
refrain from identifying the different sects of Islam in the country and because Sunni adherents
form the majority, this backgrounding may be viewed as a political motivation. These excluded

identities are not discussed neither in the three five-year National Education Strategic Plans
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(henceforth NESPs) from 2006 to 2021, nor in the curriculum frameworks of 2003 and 2011 of
the MoE of Afghanistan. Hence, even with a moderate Islamic gaze, the textbooks participate in
constructing subalterns, and it adversely affect comradeship in the imagining of the nation.

This representation of a moderate Islam is likely to construct horizontal comradeship
among student readers as on the one hand it is taken from students’ common cultural ground, and
on the other, it encourages common recurring social practices that may not be contested widely.
The above representation of Islam is likely to have a positive impact on students because they are
readily accessible in their social environment. As such, a moderate Islam may serve as a catalyst
to articulate and legitimize other progressive values and principles. However, the othering of the
Western powers and their schools of thought coupled with the call for jihad and martyrdom will
have a profound negative impact on student leaders including an inevitable violence option.

In conclusion, the imagining of the nation constructs both communion and inequality.
Normative endorsements of rights across social differences and gender equality are likely to lead
to ‘horizontal comradeship’, however, the stereotypical portrayals, misrepresentations, and
binary constructions of the textbook coupled with contextual social realities produce
discrimination and marginalization both in the object (the text) and the subject (the student
reader). The differentiation between the normative and empirical stances of the textbooks can

culminate in the rupture of the communion that the textbooks intend to construct.

Modulation and Adaptation of the Imagined Nation

Any imagined nation is a reflection and evidence of the fluidity of the representations and
articulations that constitute it. More specifically, the imagined community is a conceptualization
of the process of modulation and adaption of a common cultural ground over spatial and
temporal spaces (Anderson, 2006). The imagining of the nation is a selective historicization of
the nation’s discursive constructions. In other words, imagining is a process that forms “[...] a
solid community moving steadily down (or up) history” (Anderson, 2006, p. 39). The following
presents the key adaptations and modulations that the textbooks apply to negotiate rupture in the
forged unity of the imagining of the nation. The four modulations and adaptations presented
below indicate that Islam as a contentious discursive site is their commonality.

The first modulation and adaptation occur in history construction as a site that negotiates

race and religion. The textbooks articulate the five thousand of history around Aryan racial
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nobility and the Aryan pre-Islamic civilization. It is a patriotic construction of indigeneity and
originality in the identity of the people. Aryan nobility and the glorified lifestyle of the Aryan
people rupture and are depicted as ‘bad morality” when the textbooks introduce Islamic morality
in the 7th-century history of the people. To negotiate this slippage, the textbooks portray not only
the people of Afghanistan but also the Arab people and all world nations in a state of ignorance
and ‘bad morality’. This modulation appears subtle because of the chronological arrangement of
history as opposed to a thematic discussion. In the end, the textbooks unite racial nobility, pre-
Islamic civilizational glory, and Islamic morality into one system of representation of an
imagined nation. These meanings, however, are perpetually negotiated, displaced, and differed,
paradoxically, to sustain.

The second modulation and adaptation occur in democracy construction as a site where a
moderate interpretation of Islam for domestic consumption is in tension with the Islam that
confronts the West. The identified textbooks refer to democracy as a ‘unique’ phenomenon is a
more recent negotiated construction in the discursive space of a society that its textbooks’
historical reference to democracy is as remotely inaccessible as the pre-Islamic Aryan era and as
short-lived as the ‘decade of democracy’ in the 20th century. As discussed in detail in Chapter
Eight, the textbooks historicize citizenship through the articulation of democracy in the ancient
pre-Islamic time, the constitutionalist movement of the 20th century, and the ‘democracy decade’
of the 1970s which connects contemporary citizenship to a more recent past. The textbooks
praise and selectively underscore the achievements of past constitutions from the 20th century
although more emphasis is given to the post-independence (1919) and post-9/11 (2001)
constitutions. The historicized democracy and constitution allow the discourse of contemporary
democratic values to appear accustomed. Against this backdrop, the textbooks highlight the
country’s present progressive democratic values including elections, political participation,
political party formation, the power of the parliament, the right to peaceful demonstrations, the
role of the media in national unity, women’s political participation and women-friendly quota
system in the parliament and the upper house, and respect for human rights. It is evident that the
textbooks attempt to construct a progressive democracy. However, this construction ruptures
when the textbooks limit democratic rights to citizenry duties and refrain from government
accountability. According to the textbooks, laws restrict citizens but they are about the

government and the latter is the implementor of the constitution. When the textbooks refer to
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shortcomings in service delivery of contemporary governments the matter is either
contextualized in historical narratives or individualized rather than institutionalized. The
textbooks’ construction of political participation and peaceful demonstration is meant to be
within the power system rather than from outside in the context of civil society organizations. To
negotiate this opening, the textbooks present normative statements from the constitution and the
jirga to emphasize that the people have the right to observe the function of the government.
However, this normative endorsement is not empirically applied in the discussion of the
textbooks. Furthermore, the textbooks resort to fixing the rupture to constructing the government
as a service delivery institution the absence of which leads to chaos and an eventual civil war.
The pre-Islamic governments’ glorification, their adaptation into Islamic governments for their
ability to attain administrative centralization and power consolidation, and yet their modulation
into modern governments capable of providing social and disciplinary services depict how
textbooks participate in a perpetual process of adaption of positive representations of
governments. As such democracy construction ruptures evident through an evasive approach
toward government accountability is negotiated and fixed by an emphasis on the need for social
and disciplinary services offered by the governments.

The third modulation and adaptation occur in the glorification of national defence
construction as a site where the rupture between welcoming invasion by Muslim Arabs and
condemning invasion by non-Muslims requires negotiation. In the textbooks jihad against the
British and the Russian forces is a recurring source of pride and at times prejudice, when for
instance people with no state are portrayed as weak. However, the victorious national defence
representational system fractures when the textbooks detail the welcoming of the Arab invaders
to introduce the people to Islam. To maintain a patriotic gaze while not losing sight of the
immediate relevance of Islam to the construction of the imagining of the nation in the Muslim
majority society, the textbooks distinguish between invading ‘Arabs’ and ‘Muslims’ and utilize
these terms strategically to portray two parallel scenarios: fighting the invading ‘Arabs’ and
welcoming ‘Muslims’. Furthermore, the textbooks construct ‘bad’ Umayyad and ‘good’ Abbasid
Islamic caliphates to position the defending patriots on the side of the succeeding good caliphate.
This negotiation between invading Arabs and defending patriotists together with the Abbasids

proves inadequate as the textbooks remain silent on the manslaughter of the former at the hands
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of the latter. The fixation tactic of the textbooks is to depict their assassination as an act
committed by individual perpetrators other than the Abbasid caliphate.

The fourth modulation and adaptation occur in Islam’s construction as a site where a
moderate interpretation of Islam for domestic consumption is in tension with the Islam that
confronts the West. The textbooks produce two competing constructions of Islam. As discussed
above, on the one hand, they represent Islam as moderate, compatible with democracy, and pro-
human and women’s rights. This depiction of domestic consumption, however, demonstrates
incoherence when the textbooks endorse sharia as the supreme source of law and gassas and
public display of punishment as Islamic justice. On the other hand, a major rupture occurs when
the textbooks construct the relationship between the Western and Islamic worlds as a
civilizational clash. The textbooks construct Islamic brotherhood nationally as the ‘melting of
differences and dissonance’ and internationally, construct the Islamic ummah as a breeding
ground for the confrontation between the superior Islamic ummah and the ‘other’ inferior West.
To negotiate the rupture, the textbooks present cultural exchange as a harmonious form of
interaction compared to the West’s cultural hegemony. As such, a moderate Islam ruptures not
only through its incoherence but also when articulated with the relation between the ummah and
the Western world.

To comprehend the common knowledge of people concerning the above adaptations and
modulations it is helpful to identify Islam as their common ground. Concerning the first
negotiation of imagining related to Araya nobility, the above discussion on communion and
inequality in the representational and articulation of social identity groups, shed light. In that
discussion, it was explained that the Aryan myth exists in the social belief system although not
every ethnic identity category adheres to it. As such, socially, the Muslim-majority people of
Afghanistan do not perceive Aryan nobility and Islamic ethics as incompatible.

Concerning the second to fourth adaptation and modulation, that relates to the positionality
of Islam versus democracy and Muslims versus Western societies, the discursive train enjoys
multiplicity. Islamists negatively represented democracy as a Western ideology in opposition to
the Islamic value system including women's rights and civic liberties, during the Cold War
(1980s—1990s) mostly in refugee camps in Pakistan and during their civil war (1992-2001)
within the country (Giustozzi, 2009). Second, in the collective memory of the public the

susceptibility of democracy to backlash from people is evident in two key historical events; first,
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in the manner through which King Amanullah’s twenty years of hasty progressive reforms led to
a power vacuum and the abolishment of his reforms in 1929; second, Soviet-backed republican
government’s progressive reforms were dismantled by Islamists in 1992. On the contrary, under
the reign of King Zahir Afghanistan had a prolonged and incrementally enacted modernization,
progress, and stability (1930s—1970s) due to its ability to render the cohabitation of
modernization, a moderate Islam, and traditional values reasonably feasible (Barfield, 2010; Lee,
2018). The textbooks, however, represent these historical events with distortion, and prominent
examples are as follows. First, they depict the constitutionalist movement of King Amanullah as
Islamic, while there is a consensus that it was secular (Barfield, 2010). Second, they associate the
decade of democracy with the Prime Minister of the time rather than the progressive King Zahir
in line with backgrounding him in the rest of the narratives including his constitutional
progressive reforms compared to details of Islamist mujahidin’s failed constitution-making
processes. Third, they refer to the glorified ‘decade of democracy’ in support of post-9/11
democracy initiatives, however, they also qualify the era as an ‘anarchy’. The reason for these
discrepancies is that these articulations are connected to other articulations that together
demonstrate contemporary complexity. One example of this complexity is the point that under
King Zahir’s reign, all right-wing and left-wing political movements were formed whose
activism led to forty years of stability and civil liberties. However, such a revelation will cast
doubt on the legitimacy of the movements that were unsuccessfully present on the political scene
from the Cold War to the Civil War and to the time the textbooks were written in the post-9/11
era. Hence, the process of modulation and adaptation in the textbooks is not a fixation on the past
for future consumption but may cause further ruptures.

The negative representation of the “Western civilization’ in the textbooks comes with a
limitation that relates to the realities on the ground. The textbooks are open about jihad against
the British and Russia in their historical context. However, the MoE that was technically and
financially supported by Americans and NATO allies to produce and circulate textbooks was
unable to utter the names of individual countries. The textbooks construct the people of
Afghanistan as victorious and in a state of defence by referring to the invasions of world power —
although overlooking the presence of an American-led coalition at the time the textbooks were
funded and circulated by the USAID (United States Assistance to International Development)
(Spink, 2005; Woo & Simmons, 2008). However, the complexity of the presence of the Western
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countries that are detailed in Chapter Five, including civilian causalities, may have been grounds
for an anti-Western stance and a call for jihad in the textbooks. Furthermore, as detailed in
Chapter Five, the Jihadi textbooks’ circulation in education had an impact on the construction of
the textbooks of this era as well. The imagining of the nation in the textbooks is reinforced
through the non-availability of critical thinking. Lesson questions, rather than endorsing rich
critique, reinforce the existing narratives of the lessons. Therefore, the student reader is
cognitively faced with the ‘impossibility of choice’ (Davies, 1991).

In conclusion, in the absence of a negotiated reading of history, the modulations appear
deceitful while they could be worthy of empathy with authors of the textbooks of the society in
which its diverse strong and often armed identity communities are ambivalent about the
settlement between their historical past and the promises of a progressive future. This
ambivalence has often threatened the governments’ stability and has led to grave adverse social
consequences. From the perspective of textbook authors, these constructions represent a process
of modulation and adaptation while from the perspective of student readers, they may illustrate a

process of undulation of the nation-ness.

Conclusion

The textbooks imagine the nation in Afghanistan as limited and sovereign. The imagining
of the nation in the textbooks commences with the communalization of primordial
representations and articulations of nation-ness. The textbooks consciously and banally
historicize, indigenize, democratize, and Islamize patriotism by assuming a naturally occurring
historical continuity, geographical fixity, and racial nobility. Historical continuity portrayal of the
textbooks does not articulate with common knowledge as it attempts to claim the existence of
multiple civilizations into the current confinements of the country overlooking the magnitude of
the civilizations that surpassed what we know as Afghanistan today. This claim engenders a
positive affective influence on student readers, nonetheless, with an intolerant attitude towards
sharing the collective past with other nations. Likewise, geographical fixity does not articulate
with common knowledge about the previous existences of the country both for its shifting
borders in the past and disputed land in the present. This stance may prompt student readers to
imagine an uninterrupted territorial fixity with the consequent effect of cross-national

miscommunication over the history of the previous common territories. Last, racial nobility in
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the imagining of the textbooks partly fails to be in accordance with common knowledge of the
people because while some believe in an Aryan identity, others hold the notion that most of the
people of the country have come from elsewhere. This perspective statement can have an
alienating effect on student readers who do not self-identify with the Aryan identity.

The textbooks imagine the nation as sovereign and this construction is built on a
historicized, indigenized, and Islamised account of governments and governance. Governments
are represented through the centralization of administration and consolidation of power in their
past existences and through social and disciplinary services presently. The mission of
governments is portrayed as social harmony and chaos is associated with their absence. Any
student reader who has experienced conflict and inadequate social services is likely to emphasize
with sovereignty construction of the textbooks.

The textbooks attempt to construct communion although it often leads to inequality.
Communalization of acts and products of nationalism and homogenization of social identities
through Islamic brotherhood and ummah excludes a wide number of identities from non-
Muslims to minority sects of Islam whose identities are not distinctly emphasized. The implied
master ethnicity constructed against ‘other’ ethnicities and the treatment of various social groups
from nomads to internally displaced people and from rural to tribal people reveal the
exclusionary constructions of the nation’s imagining in the textbooks. Various linguistic groups
are outside the imagining of the textbooks and women are stereotypically presented in their
social roles and discriminatorily underrepresented. These marginalizations are taken from the
discursive realities of the society and as such partially reflect the dominant common knowledge.
These margeanlizations have a serious effect on student readers from many communities who are
absent in the imagining of the nation. This presents a missed opportunity for creating
comradeship among one of the youngest and largest populations of the country who read the
textbooks.

The representations and articulations form a forged unity that has come into existence
through processes of modulation and adaptation. The textbooks are faced with a number of
ruptures in the meanings that render imagining the nation plausible. Racial nobility is in tension
with Islamic morality construction but is adapted through the generalization of immorality in the
world. Patriotic defence construction is contrary to welcoming the Muslim invaders in the 7th

century nonetheless is negotiated through the formation of a bad and a good caliphate and siding
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by the latter. A moderate Islam for domestic consumption does not only internally fractures but
also when compared with its position against the West and in favour of jihad and martyrdom.
Democracy values are not consistent with governments as merely disciplinary institutions rather
than being accountable to the public but this incoherence is substituted by an emphasis on
governments’ role in service delivery and rule of law maintenance. These intricacies and
conflicting constructions represent the discursive realities that make up common knowledge in
the society of Afghanistan. Student readers are likely to notice the ruptures and modulations in
the textbooks given the tactics the textbooks apply to disguise their fixations such as the

chronological presentation of history and the measures that were discussed in this chapter.
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Chapter Ten: Conclusion

This thesis applies critical discourse analysis (CDA) to analyze the discursive construction
of the imagining of community in secondary patriotism, civic education, and history public
school textbooks of Afghanistan as a forged unity of a banal system of representations and
articulations. The imagining of the community in the textbooks depicts the officialization of
education between the demise of the Taliban in 2001 and their return to power in 2021, a period
of two decades that marks the life cycle of the Islamic Republic of Afghanistan. In the absence of
an indigenous textbook analysis method in Afghanistan, this study strived to frame a
methodological approach that ensures the indegenuity of the analyzed text. Above all, the
conception of imagined community provided a solid foundation for the analysis of the textbooks
and its susceptibility to modulation and adaptation allowed the peculiarities of the primary text to
be articulated with other complementary nationalism and citizenship conceptual frameworks.

In particular, this study first analyzed nationalism and citizenship representations and their
representational strategies in the discursive construction of imagining the community, and
second, participated in a debate on whether the textbooks’ imagining articulate (with) the
negotiated reading of common knowledge in the society. As such, the primary text source of this
study consists of both the textbooks in question and the education officialization policies of the
Ministry of Education of Afghanistan. CDA’s three-dimensional framework, namely, text,
discourse practice, and social practice, enabled this study to embark on a theoretically situated
analysis of contextual circumstances in which the primary text was produced, circulated, and
consumed. Consequently, this study offers a scenario of the already imagined community in the
discourse practice and social practice of the primary text and an analysis of a community
imagining at play in the textbooks. These two complementary constructions are situated in the
two reading method of this study. The first dominant reading of the textbooks constitutes the
analysis of the imagining of the community in the textbooks and the second negotiated reading
signifies the relationship between the already imagined community and the textbooks’ imagining
of the community.

The imagined community in the context of Afghanistan and the imagining of the nation in
the textbooks are fraught with intricacy. This renders the comprehension of the imagining and
the selection of the appropriate framework for analysis complicated. In this study, Anderson’s

(2006) conception of imagined community allowed for the peculiarities of Afghanistan and its
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imagining to persist because its conceptual nationalism boundaries are flexible. As discussed in
Chapter Two in detail, Anderson connects the past and the present through problematization and
deconstruction of those historical and socio-cultural acts and products of nationalism that can be
catered to any contextual realities, including Afghanistan.

As a medium between power and people, the textbook serves as a political and cultural
artifact (Apple, 1991). In this role, the textbook performs as a site for the construction of
dominant discourse, ideology, and, at times, alternative perspectives that sustain hegemonic
systems of power (Apple & Christian-Smith, 1991; Crawford, 2003). One of the key discussions
of power and ideology is the discursive construction of nationalism that seeks its legitimacy in
the textbook (Hein & Selden, 1998). The textbooks construct official knowledge leading to either
social cohesion (Schissler, 2009; Léssig, 2009) or exclusion (Apple & Christian-Smith, 1991;
Apple 1991). Circumstantial conditions, particularly a change in the grand official narrative,
amplify the significance of the textbook as a political object that bonds or breaks nation and state
relation (Williams, 2014). This role of the textbook is critical because dependency on textbooks
despite technological advancement is inevitable in not only resource deprived (Greaney, 2006)
but also in resourceful (Lissig, 2009) societies. Given this contextual significance, the
idealization of the nation through the textbook is a convoluted discursive practice that presents
itself in every stage of its cycle of production, distribution, and consumption. Hence, the
discourse of the textbook is representative of societal complexities governed by power apparatus.

The identified textbooks in this study are significant for understanding the education and
society nexus in Afghanistan because they reached the largest and youngest population of the
society. Only between September 2017 when the identified textbooks were printed and
December 2019, 135 million textbooks (and 530,000 teachers’ guidebooks) valued at $75 million
were funded by USAID (USAID, 2019 in UNESCO, 2022b, p. 37). Given the presented
discussions in Chapter Five, it is plausible that not all enrolled and present students read the
analyzed textbooks. It merits attention, however, that as the only medium of knowledge in the
resource deprived classrooms of Afghanistan where teaching competency was significantly low
and supplementary resources almost nonexistent, the textbooks were widely read by millions of
enrolled and present students.

Society’s approval of education in the studied period was high. The findings of this study

revealed the disparity of education supply and demand, despite conflict and attack on schools,
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poverty and child labour, and restrictive cultural norms for girls, defying the misperceptions of
education unpopularity in Afghan society particularly for female students. Hence, this study
brings to the limelight the point that in spite of the complex socio-political and security terrain of
education in Afghan society, the analyzed textbooks were widely valued by educationalists and
communities and were utilized by the vast young student population of Afghanistan.

The analyzed textbooks of this study participated in imagining the nation as both an act and
a product of the imagining. The textbooks performed as a product of imagining the nation for the
sheer reason of their mode of knowledge transfer from the state to the citizens and as an act of
imagining the nation for the complex political and social conditions of education officialization
under which the textbooks came into existence. The analysis of the production, circulation, and
consumption of the textbooks in this study finds that this object of imaging the nation embeds
acts of nationalism rooted in historical, political, social, cultural, and economic processes that
rendered the textbooks’ existence and discourse possible. For instance, the findings of this study
in Chapter Five illustrate that the Afghan society and the identified textbooks’ nexus was
temporally and problematically situated in national discursive sites, such as in history. The
analyzed textbooks of 2017 and 2018 were influenced by the violent content of textbooks
produced in 1980 in refugee camps. Poverty, conflict, shortage of human resources, and ghost
figures in the MoE denoting corruption in school, teacher, and student registration, are other
national political, social, and economic circumstances that impacted the discourse of the
identified textbooks as products of imagining the nation. This study also finds that the nexus of
society and textbooks spatially went beyond the national context to include such foreign
elements as a national security interest, military advancement against terrorism objective, and
financial gain by American academic institutions. This context had an impact on the content of
the textbooks as products of imagining the nation.

Acts and products of nationalism are not mutually exclusive as one employs the other to
achieve their common interest of imaging the nation. The analysis of this thesis sheds light on
the education officialization act of national imagining under which the analyzed textbooks were
produced, circulated, and consumed. The aftermath of 9/11, 2001, which marked the discursive
end of communism (1992) and subsequently of Islamism (2001) in Afghanistan, had engendered
optimism for a modern era education that would benefit the exceptionally young nation of the

world. The Bonn Conference (2001), following the fall of the Cold War era (1970s-1992) and
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Islamists’ civil wars (1992-2001), sealed the pledge of the international community to return
peace and security to Afghanistan where prior to the commencement of the Cold War long
decades of peace and progress for men and women were pervasive. Within the context of this
new prospect, the Ministry of Education (henceforth, MoE) initiated the officialization of
national education in key strategic documents that can be viewed as an act of imagining the
nation leading to the production of the analyzed textbooks. In the reviewed period, as detailed in
Chapter Five, the MoE embarked on officializing education by producing three five-year NESPs
which detailed educational vision, objectives, approaches, and implementation strategies for
periods of 2006-2010; 2010-2014; and 2017-2021. The MoE also legalized education by
applying the Ministry of Justice’s Law of Education (2008) which stipulated, among others, the
scope and limits of the education society nexus. Finally, the MoE nationalized education by
producing two Curriculum Frameworks (henceforth NCF's) published in 2003, revised in 2006,
and published in 2011 out of which the analyzed textbooks emerged. The analysis of this study
indicates that the documents officialized a centralized, standardized, and uniformed education
across the country denoting nation building inception in the post-conflict society. A comparative
analysis of these policies represents incoherence and ruptures in the meanings that they attempt
to produce. The NESPs became more progressive and inclusive over time while the curriculum
became regressive and radical, particularly in relation to Islam and girls’ inclusion.
Officialization of education that also offered context for the production of textbooks was indeed
an act of the imaging of the nation per se both in the education sector in general and in the social
terrain in particular.

Despite their significance in imagining the nation as the only learning material in the
classroom and as the only device through which the MoE reached millions of the youngest
population of the society to communicate its post-9/11 2001 change of official grand narrative,
the analyzed textbooks of this study received little scholarly attention in the past two decades.
Chapter Five of this study illustrates the limited scholarly work on imagining the nation in the
identified textbooks. The existing scholarly work on the content of textbooks of this period is
inadequate and thematically spread. Identifying this gap in the literature, I embarked on the
analysis of the MoE textbooks. It is anecdotally confirmed that presently, under the Taliban
regime, the textbooks are still circulated in public schools across the country except for the civic

education textbooks presumably due to their references to such themes as democracy,
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constitutionalism, and gender rights. Presently, the Taliban have suspended democracy and the
constatation in favour of sharia (Islamic law) and have banned education for girls above grade
six. The resurgence of the Taliban renders the study of the textbooks crucial as both national and
international bodies assess the reasons for the Taliban’s return to power. Education is one of the
least explored areas.

The analysis of the identified textbooks was enacted with a multifaceted analytical
approach. As presented in Chapters Two to Four, imagined community (Anderson, 2007)
constituted my theory of choice for the application of nationalism in this study. The methodology
of Critical Discourse Analysis (CDA) (Fairclough, 1996; Wodak, 1997; Wodak & Meyer, 2001)
offered a number of analytical approaches; namely, intertextual analysis (Fairclough, 1996;
Fairclough, 1995; Wodak & Meyer, 2001), double deconstructive reading of the text (Fairclough,
1996, van Dijk, 2006; Glaser, 1992), and ideology formation or ‘ideological square’ also known
as ‘Other-negative presentation’ (van Dijk, 2006). Furthermore, given the multidisciplinary
nature of CDA, discourse (Hall, 1992), banal emblems and deixis of nationalism (Billig, 1995),
representational systems (Hall, 1997), and articulation (Hall, 1988; 1985) served as a conceptual
framework and analytical and interpretive device. The findings of this thesis are the consequent
result of the application of these interdisciplinary analytical and interpretive approaches.

The analysis of imagining community construction of this study is an empirical
contribution to the dichotomous discourse of nationalism and citizenship. Situating nationalism
in close proximity to citizenship is theoretically subject to controversy. Literature has confirmed
that in the scholarly treatment of the two conceptions, the former is viewed as Eastern and
backward and the latter as Western and progressive (McCrone & Kiely, 2000). As discussed in
Chapter Two, this binary has been problematized by enriching the debate through the
incorporation of other dimensions to nationalism and citizenship constructions. Critical studies
emphasize the importance of the following factors in the dichotomous view of the nation;
identity as a product of not only political but also economic and cultural processes (Miller, 2011;
Turner, 1990), citizenship bifurcation into ethnic and civic forms (Reeskens & Hooghe, 2010),
exclusion as a commonality between nationalism and citizenship (Heather, 2002) particularly
when rendered gendered (Welby, 1990; Tobler, 2003; Fortier, 2010), and affect as an element of
the cultural (Gibsly, 2005, Hutchinson & Smith, 1993; Anderson, 2006) and the political

(Gellner, 2006) realms. If nation is a collective of the political and cultural, and everything else
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that comes between and beyond this binary, as affirmatively argued in Chapter Two, imaging the
nation not only occurs through discursive acts and products of nationalism but also discursive
formations of citizenship. The analyzed Afghanistan textbooks of this study enrich the literature
that problematizes the nationalism and citizenship binary by presenting the problematic
coexistence of the two conceptions.

It merits attention to revisit the research questions that governed the study. The first
research question asks: How do the Afghanistan public school history, citizenship, and patriotism
textbooks construct the imagining of the nation? Part ‘A’ of this question specifies the inquiry:
How do the textbooks represent nationalism and citizenship? This study finds that imagining the
nation in post-9/11, 2001 Afghanistan was constituted of natural, cultural, social, historical, and
ethnic elements of nation-ness as reflected in the MoE documents and the identified textbooks.
The mass production of the analyzed textbooks of this study and their performance in
Afghanistan society as a discursive product and act of imaging the nation, render them relevant
to the conception of nationalism from Benedict Anderson’s (2006) perspective. Anderson
focused on print capitalism and language policies, among others, for the conceptualization of an
imagined community. Print material such as newspapers engendered simultaneity across diverse
lifestyles and the content of such productions as novels offered a shared idealization of the
future. This identified textbooks expectedly performed a similar role as it was the only medium
of learning among a vast young population. Textbooks, through their usage in scheduled learning
hours of public schools, offer simultaneity of lifestyles and through their content, presumably
construct a homogenized idealization of the future. Imagined community, conceptualized in
capitalist societies is relevant to the study of textbooks in Afghanistan. Given the presented
arguments in Chapter Two, Anderson’s social constructivist approach to nationalism does not
sway away from primordial (Shils, 1995; Gibsly, 2005) and ethnocentric (Smith, 1993)
theorizations of nationalism, both of which are strongly at play in the social sphere of the Afghan
society. Given its theoretical underpinnings, imagining community is ordained to be constructed
on these natural, cultural, social, historical, and ethnic elements of the society that preceded
Aderson’s theorization of nationalism. As such, primordial and ethnocentric notions of
nationalism helped bridge the social constructivist notion of nationalism to the context of

Afghanistan’s social fabric.
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The analysis of this study finds that the identified textbooks do not make a distinction
between citizenship and nationalism as distinct constructions, nor do they use these terms. The
textbooks define nationalism as patriotism and citizenship as subjecthood. The imagining of the
nation in the identified textbooks is constituted by problematically overlapping incoherent and
negotiated formations of nationalism and citizenship. The imagining is articulated with a
discursive pyramid of conceptions consisting of such common temporally, spatially, socially,
culturally, historically and politically situated properties as history as the base or foundational
element of the pyramid, tradition and democracy as the two side elements, and Islam as the
altitude of the pyramid with which all above elements attain meaning. These constructions are
constituted by representational systems situated in articulations. The analysis finds that as the
representational system complexifies through the addition of more representations, intricacies
emerge and incoherent articulations are negotiated, hence, forged more vulnerably into unities of
meanings. Hence, paradoxically, the fragments of the discursive pyramid are mutually inclusive
and have come together through the construction of patriotism and citizenship to imagine
community not only through their coherence but also through incoherences, fluidity, and
negotiations. As such, the overall forged unity of the imagining of the nation in the textbooks is a
pyramidal system of representation and articulation of citizenship and nationalism that is neither
fixed nor permanent.

Despite the above similarities between the conceptions of patriotism and citizenship,
distinctions were drawn about how each was represented. The analysis of the identified
textbooks demonstrates the imagining of the nation in Afghanistan in the context of patriotism
construction. The findings denote a primordial conception of patriotism with its emphasis on
natural affect and commonalities from a territory that has always existed as Afghanistan, Aryan
racial nobility, five thousand years of historical continuity, and Islam as the unifying religion of
the people. Rather than being hollow, this depiction is enriched with the glorification of the
nation as a civilizational state, nurturer of science, and strong in defence of the land against
world invaders. The textbooks’ construction of patriotism struggles to maintain conceptual
coherence which appears in all textbooks’ passages as an unsettled predicament. On the one
hand, the textbooks endorse historical continuity, social diversity, and a moderate Islam for
national consumption, on the other, they selectivity historicize the nation’s existence, partake in

the exclusion of social and economic groups including ethnic identities, engage in negative other
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portrayal of the Western schools of thought, and preach for Islamic jihad and martyrdom in a
civilization clash between a presumed invading West and defending Islamic ummah. The latter
Islam is in tension with the domestic Islam construction. As such, the imagining of the nation in
Afghanistan has a primordial and ethnocentric approach.

The analysis of the identified textbooks finds that the imagining of the nation in
Afghanistan also entails citizenship formation. In this depiction, citizenship is defined along with
democracy, human and gender rights, constitutionalism, and political participation including
peaceful demonstration for women and men. The textbooks position citizenship in the context of
patriotism construction to produce a ‘unique’ democracy that is Islamized, endogenized, and
historicized. The textbooks present the problem of democracy attainment. Democracy is
historicized as one that has advanced over time, nonetheless, has also fluctuated between
regression and progression for both national and external reasons. The government is depicted as
a historical institution in search of administrative centralization and power consolidation both of
which have been acquired without success in service delivery. The textbooks attempt to
encourage empathy and underscore the need for social service institutions. These depictions of
citizenship, however, present a forged unity when the axis of citizenship; democracy, tradition,
and Islam triangle fail to align. The textbooks struggle to reconcile opposing values such as
democracy and Islam, a glorified past and perpetual failures in maintaining stability, and the
promise of service delivery in return for respect for the rule of law while overlooking
government accountability. This construction of the imagining of the nation indicates an
economic determinist approach. The findings of this study denote the convenient enabling
discursive context in which nationalism and citizenship problematically coexist in imaging the
nation although through recurring ruptures and negotiations.

Part (B) of the first research question asks: What specific representational strategies do the
textbooks use to construct the relationship between the two (i.e., patriotism and citizenship)? The
textbooks utilize rhetorical devices such as analogy and metaphors, banal acts and products of
nationalism including the national map, anthem and flag, dead artifacts, deixis, poetry, national
heroes, biographies, images, frequent references to sources of national pride, and negative
othering ideology to construct an imagining of the nation. The textbooks historized, indigenized,
Islamized, and genderized both patriotism and nationalism in such a manner that one often

becomes the building block of the other. For instance, democracy (citizenship) is historically
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situated (patriotism), while the tradition of jirga (patriotism) is a symbolic representation of
democracy (citizenship). In other examples, social diversity is normatively ensured by both Islam
(patriotism) and the constitution (citizenship). However, this construction is simultaneously
exclusionary through the conceptions of Islamic brotherhood and Islamic umma (patriotism),
historical narratives that construct an anonymous exclusionary master ethnicity (patriotism), and
a government system that stratifies its economic groups such as internally displaced people or
small cultures, hierarchically (citizenship). When forged unities show signs of incoherence and
rupture the textbooks resort to certain strategies such as a chronological rather than thematic
portrayal of history which helps textbooks to glorify an era such as the pre-Islam Aryan era and
unglorify it to introduce yet another glorified Islamic epoch. Furthermore, the textbooks adopt
individualization rather than institutionalization of government shortcomings such as corruption.
Moreover, the textbooks partake in the universalization of pre-Islamic immorality to justify the
welcoming of the Arab Muslim invaders despite the construction of a defending hero nurturing
nation. To remedy the ruptures in the construction of knowledge about Afghanistan, the
textbooks apply rhetorical devices, social assets, and common cultural grounds both banally and
deliberately and participate in othering attained nationally by the unification of diverse peoples
which consequently leads to their nuanced and covert homogenization and internationally by a
narrative of an invading West. Hence, the discourse of the textbooks constructs a fractured forged
unity of imagining of the nation along patriotism and citizenship construction that is sustained
through linguistic strategies.

The second research question asks: How does this imagining of the nation articulate (with)
the negotiated reading of common knowledge in society? The imagining of the nation partially
articulates (with) the negotiated reading of common knowledge in society. First, the textbooks
imagine the nation as being limited and sovereign. Chapter Eight, however, indicates that the
territory, nation, civilization history, and sovereignty in Afghanistan have not been fixed and
inclusive but changing and exclusionary throughout its construction. Second, the textbooks
imagine the nation through communion and comradeship among diverse social identity
categories from ethnicity and class to gender. This comradeship is fraught with inequality yet it
endorses sacrifice that selects ‘jihad’ and ‘martyrdom’ over carrying out suicide bombings — a
strategy adopted by the anti-government Taliban. The common knowledge is in accordance with

the textbooks’ representation of social identity groups for their urban centric gaze, call for ethnic
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equality, and endorsement of stereotypical gender parity. Third, the textbooks’ construction of the
imagining of the community undergoes a number of adaptation and modulation that require
negotiation between Aryan nobility and Islamic morality, acceptance of Muslim invaders and
defence against non-Muslim invaders, democracy and Islamic law, and a moderate Islam for
domestic consumption and a confrontational Islam against the West. Islam as the commonality in
all these adaptations is a controversial discursive site in the common knowledge of the people. Its
moderate interpretation is perceived as indigenous and its confrontational stance against the West
is an imported phenomenon of the Cold War.

The findings of this study indicate that the analyzed textbooks maintained a traditionalist
and a limited degree of progressive approach to citizenship education. The textbooks’
traditionalist education of citizenship encouraged ideals of patriotism through linear and
chronological narratives with limited critical thinking orientation. This approach appropriated
such common cultural ground as Islam, the tradition of jirga, and history. The findings also
illustrate that the textbooks adopted a limited degree of progressive citizenship through an
emphasis on democracy, political participation, and constitutionalism for women and men. This
approach was articulated with democratic elements such as a reformist government, human
rights, and gender equality. The textbooks did not, however, participate in justice orientated
education. The findings of this study exhibit the construction of an implied master ethnicity,
normative recognition of ethnic groups, and exclusion or stereotypical representations of socio-
economic, cultural, and identity groups including women. Furthermore, ideals of justice as
constructed in the textbooks focused more on strict Islamic justice restoration such as public
display of corporal punishment and exhibited rule of law institutions as disciplinary entities for
social harmony as opposed to institutions in the service and interest of social justice. Despite an
emphasis on the equal importance of nationalism and citizenship constructions, education is
confined to citizenship education rather than encompassing nationalism education. As discussed
in Chapter Two, the dichotomous positioning of citizenship education within traditionalist
education (Parker, 1996; Ceaser & McGuinn, 1998) and progressive education (Dewey, 1961;
Barber, 1992) does not adequately respond to the contemporary era needs because the former is
limiting and the later is difficult to achieve in instances, for example, when it attempts to bridge
between an exclusionary past and an inclusionary future or when knowledge is produced in the

system of dominance (Kennedy, 2019; Euben, 10997; Apple 1990). Consequently, transformative
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education transcends the traditionalist and progressive binary by calling for the implementation
of the existing policies and changing the status quo even when it violates laws (Banks, 2020).
More precisely, transformative education is justice-oriented (Westheimer & Kahne, 2004). Given
the above discussion with regard to traditionalist and progressive citizenship education, it can be
argued that the textbooks produce personally responsible citizen and to a limited degree
participatory citizen. Each of the citizenship educations produces distinct citizens. Traditional
education produces personally responsible citizens while progressive education produces
participatory citizens, and transformative education produces social justice-oriented citizens
(Westheimer & Kahne, 2004). This debate indicates the complexity of citizenship education and
the respective ramifications of its derivatives. The findings of this study depict how more than
one approach to education may simultaneously be present in the textbooks.

Incoherence in the imagining of the nation is partly due to the differentiated orientations of
the textbooks and the discrepancies that this entails. Textbooks are reflective of multiple regimes
of truth. Each textbook set had overarching objectives as mirrored in their names, patriotism,
civic education, and history. According to the established codes, due to major similarities and
despite minor differences in thematic orientation, the textbooks construct the imagining of the
nation. Thematic orientation is fluid and appears contradictory. For instance, while Islam, plays
a crucial role in the construction of patriotism in the patriotism textbooks, democracy is the
central theme of citizenship construction in the civic education textbooks. Even this
differentiation is trivial as the othering of the ‘invading Western civilization’ against the
‘defending Islamic civilization’ is unexpectedly situated in the civic education textbooks while
the ideals of tolerance, social diversity, and environmentalism are in the patriotism textbooks.
Furthermore, representational strategies of the textbooks including, but are limited to,
historicization, indigenization, democratization, Islamization, and genderization of patriotism
and citizenship across all textbooks foreground their similarities and background their
differences. These representational strategies govern the manner through which text is presented;
for instance, historical narratives are chronologically than thematically presented regardless of
the presence of the content in any of the textbook sets. Likewise, the othering of Western
societies does not prevent the theme from appearing in civic education textbooks governments

are encouraged to operate within the world order.
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Textbooks are not only a product of institution but also agency. As discussed in Chapter
Five, there existed a joint effort by multiple actors that believed in the textbook as a device for
engineering/imagining a better society. The ruptures and negotiations of representations and
articulations of the textbooks denote diversity in the positionality of textbooks’ authors and
production teams. My references to the textbook authors and committee members in no way
referred to their positionality nor did I mean their disparagement. This study illustrated that
individuals and communities in the education sector and in society, including school administers,
teachers, parents, and students, valued the analyzed textbooks despite an awareness of their
flaws, safeguarded them with their personal financial resources, shared them with one another
when they were scarce, and purchased them from the black market when they were not legally
accessible. National and international authors and facilitators of textbook content production
teams at the MoE worked under dire national circumstances of resource scarcity and under an
overall broken system of international assistance.

In this study, I have taken the liberty to hypothesize the impact of the textbooks on diverse
student readers. I do not claim my impression is tested or accurate. I also trust my hypothesis is
not inclusive of all potential impacts on each identity group and does not reflect the multitude of
experiences that the complex history of Afghanistan has engendered in the lives of each of its
citizens. The actual reception of the textbooks can be complex. Terrie Epstein and Carla Peck
(2018) assert that “Defined as representations of past violence and oppression, difficult
histories are contested and can evoke emotional, often painful, responses in the present.
(p. 1). For Epstein (2018), this is an inevitable context due to “intersections between
difficult histories and contemporary identities that are at best marginalized and at worst the
subjects of tremendous violence” (p. 248). Therefore, my hypothesis of the impact of the
textbooks as per common knowledge is limited in scope. Furthermore, we often measure the
impact of textbooks by considering their present content rather than the impact of the absent
knowledge and opportunities for critical thinking. The null curriculum, defined here as absent
knowledge, is reminiscent of the fact that absent information is not irrelevant, on the contrary, it
presents itself by adversely manipulating learning (Eisner, 1994). The absence of the histories of
diverse identity groups such as ethnic and linguistic as well as gender groups from their own
perspectives and the absence of the marginalized social groups from a wide spectrum of socio-

economic strata including the rural communities, nomads, and internally displaced people cannot
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coexist in an education nationalization agenda that is homogenizing in the interest of unification.
The effect of absence is as wide-ranging as the effect of the present content in the textbooks.

I am cognizant of the fact that my study leaves more openings than closures. In my
analysis, it merits further inquiry as to why the nationalization agenda has gone opposite ways,
an exceedingly progressive NESPs (2006-2010; 2010-2014) have diverged from an exceedingly
regressive Curricula (2003; 2006) and the Education Law of Afghanistan (Ministry of Justice,
2008). Furthermore, it is important to establish the nuances of the textbook production and
consumption circulation cycle; more importantly, the question of how many students have in fact
read the textbooks given the discrepancies of data provided by the MoE in different times and
allegations of ghost figures. Furthermore, it is important to return to some findings of the
textbook and uncover the foundational basis of those claims. For instance, such qualities as
‘Afghanyat’, ‘citizenship’, and ‘atbah’ (subject) require decoding and dislocating from their
historical, social, and identity positions. Last, in my discussions | have demonstrated the
selectivity of the textbooks (e.g., shahadat over suicide and normative over empirical statements
particularly in relation to government responsibility and women’s rights) without scrutinizing the
underlying reasons behind these choices. These concepts have contentious historical roots
rendering their deconstruction in this study almost implausible. Hence, my study of imagining
the nation in the textbooks is one that opens the discursive space for future initiatives.

This study offers a point of departure from the above analysis of imaging the nation in the
post-9/11, 2001 textbooks of Afghanistan into other potential scholarly inquiries. The meanings
that I have derived from the textbooks’ constructions may be expanded, deconstructed, and
problematized. Other meanings of the textbooks are possible if more systems of representations
and articulations of the textbooks that I have not reviewed, for instance, the portrayal of other
countries and the construction of peace and war, are taken into consideration. Future studies on
the construction of citizenship and patriotism and imagining the nation may build on the findings
of this study by drawing upon the construction of patriotism and citizenship in those textual
locations that are least expected, such as science textbooks. Likewise, the findings of this study
may be contrasted by the construction of citizenship and patriotism in the Pashtu textbooks as
well as in single-language textbooks allocated to third national languages. This study may be
advanced by a comparative analysis of these textbooks with their preceding version to identify

acts of modulation and adaptation on the part of the MoE over time. Last, the expansion of this
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study is plausible by carrying out contextual and social discursive practice analysis. After all, the
textbook is an unfinished project and so is its analysis.

Every study has its own limitation and this thesis is not an exception. In the course of my
study, I observed two key limitations relating to methodology and language. From a
methodological viewpoint, it was beyond the scope of this study to assess the reception of the
textbooks by student readers, educators, parents, and the society at large. This information would
have enriched my study by shedding light on the questions: (1) how and to what extent were the
textbooks read and discussed in the classroom; (2) how was knowledge constructed out of the
textbooks in the classroom, particularly by marginalized and excluded student readers; (3) how
did the constructed knowledge differently impacted each of social identity groups? These
questions offer potential for future research.

From a linguistic perspective, two languages were at play in this study: English as the
language of interpretation and Farsi-Dari as the language of text source. The provision of the
original text in footnotes and systematic analysis of text, which allowed reviewing translation at
multiple phases of coding and thematizing concepts, ensured the accuracy of the translation.
There remained, however, the challenge of translating contextual and indigenous conceptions
such as ‘brotherhood’, ‘jirga’, ‘jihad’, ‘mujahiddin’, ‘shahadat’ (martyrdom), and ‘Afghan’, that
needed more supplementary elaboration as their direct translation was insufficient. The
elaborations are subjective preferences of meanings, even when references are rendered available
because such social systems are subject to controversy and scrutiny. Readers will have to have
contextual knowledge of such conceptions in order to render their constructions in this study
accessible. Furthermore, because, unlike English, the third single person pronoun in Farsi-Dari is
neutral, and like French, the subject is present in the verb, gender distinction was prone to
compromise. In order to remedy this, I either rendered the third single person plural or specified
its neutrality depending on the context and importance of the analyzed text (e.g., for
identification of gender equality). This study referred to the presence of women in the political
sphere and their absence in the economic sphere based on textual analysis. A contextual analysis
would have required more elaboration on why women have political representation but their
professional affiliation in non-traditional domains is absent. To establish this fact, an extensive
literature review and investigation of the intricacies of women in professional positions was

required, which would have taken this study beyond its scope and research questions.
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Certain conceptions in this study have rich historical, cultural, and political contexts often
marked by exclusion and controversy. This study did not embark on analyzing intersecting
identities of individuals, for instance, of women; the shifting positions of marginalized groups,
for instance, political and economic elites within marginalized groups; and the subordination of
subaltern groups among the dominant ethnic groups nationally or in their own locality. As such,
this study is not representational of the intricacies of ethnic relations in a historical context but
focuses on representations and articulations in the textbooks per se.

Certain terms used in this study have rich historical roots. Such terms as
‘constitutionalism’, particularly when the textbooks claim that this movement’s demand was to
establish Islam. This statement required investigation in this study but given its intricacies a rich
literature review would have taken this study out of its scope. The promotion of jihad versus
suicide necessitated an exploration of jihadi narratives and the Islmaic Republic of Afghanistan’s
narrative of what they considered as violence. This scrutiny was not possible within the scope of
this study. English text also contained specific terminologies, such as nationalism and
citizenship, that do not directly translate into Farsi-Dari. The later language defines the term
‘nationalism’ as ‘meli-gerahi’, which literary means ‘national orientation’. The emphasis is less
on the suffix ‘ism’ denoting ‘ideological structure’ but more on the suffix ‘orientation’ denoting
affect at personal, societal, or national levels. Likewise, citizenship is a relatively new and
controversial term in Afghanistan’s socio-linguistic arena translated in Farsi-Dari as ‘shahrwand’
implying city inhabitation and problematizes citizenship discourse in a predominantly rural
landscape.

At a personal level, this scholarly journey was a learning experience and an emotional
endeavour. I often sympathized with the burden the textbook authors and committee members
carried in balancing indigeneity and modernity, tradition and democracy, a moderate Islami for
domestic consumption and a motivating Islam against the enemy, moderation and decisiveness, a
violent past and a peaceful future, public responsibility and government authority, dependency
on the world outside and legitimacy with the nation, making peace with international
organizations and conventions and remaining alert to invasion at a time NATO forces had a
widespread presence, to name a few. My attempt in this study was not affirmation or falsification
of nationalism and patriotism, or the acts and products that render their existence possible. I

adhere to the assertion that scholars need to examine nationalism’s different forms and their
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impact on people rather than its falsification (Calhoun, 2016). My attempt in this study was to
identify the type of nationhood the textbooks imagined rather than to examine its existence.

In the course of this analysis, Afghanistan fell into the hands of the Taliban (2021) who
embarked on revisiting the curriculum and, more importantly, banned education for women and
girls beyond grade six. Apart from the emotional bearing of seeing uniformed tearful school girls
behind their closed school doors, this event had two impacts on my reading of the identified
textbooks. First, I grew more appreciative of the textbooks’ producers and their attempt to flag
the nation with democracy and progressive values in spite of the vulnerabilities that proved to be
ensuing. Second, I became more committed to researching the education-society nexus in
contexts in which imagining community is confined to fixity and rigidity.

I present my concluding remarks by stating how the identified textbooks could reimagine
the nation for just and equitable patriotism and citizenship constructions. Anderson contends that
to denaturalize and demythologize a nation, it is crucial to reimagine the nation by revisiting the
elements that rendered imagining possible. Therefore, a community is a social unit in a perpetual
state of imagining, unimagining, and reimagining in order to ensure its existence. Reimagining
nation-ness is not indicative of the demise of nationalism (Anderson, 2006). The reimagining of
the nation in the textbooks needs to believe in the multiplicity of histories from the perspective of
diverse peoples along ethnic, gender, cultural, and class lines, to name a few. The reimagining of
the nation needs to represent and articulate the past and present existences of the nation through
thematic portrayal of events and social phenomena so that a more systematic analysis of their
intricacies is feasible for textbook student readers. The reimagining of the nation needs to ensure
an open safe space for student readers to question the constructions of the textbooks and have a
multiplicity of choices to make their own decisions with respect to their individual and collective
identities. Last, the reimagining of the nation needs to take into account the fragility of imagining

constructed through forged unities and the potential of an inevitable regressive reimagining.
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Annex A: Theoretical, Conceptual, and Methodological Framework

Theory:
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Annex B: Double Deconstructive Reading of Text for Islam

256

The following table exhibits examples of how the theoretical memos (i.e., concepts) emerged from first (i.e., dominant) and second

(i.e., critical) reading of the textbooks. The table only elaborates on the construction of patriotism, acts of nationalism, social

homogenization, social equality despite homogenization, and social values through Islamic principles. This partial representation of

coding, due to space limitation, does not incorporate other theoretical memos with respect to Islam representations and articulation.

First (dominant) reading Second (critical) reading Theoretical
(Interpretation of meaning from author perspective) (Reconstruction of meaning from reader perspective) memos
Substantive coding Secondary Substantive Secondary coding (Concepts)
coding coding
A. Only in patriotism textbooks Patriotism Patriotism and Patriotism is more convincing 1. Patriotism
specific lesson are allocated to Islam | contains Islam. | Islam are through an Islamic lens. is an Islamic
and patriotism; for example, interlinked. phenomenon
“Patriotism from an Islamic
Perspective” (PATB 7,2017, p. 17).
B. A lesson on patriotism, references Sacred sources | Patriotism is Islam promotes patriotism. A.B. C. The
the Prophet’s love for his birthplace show patriotism | historicized Islamic
during migration from Macca to as an Islamic through an patriotism
Medina city (PATB 7,2017, p. 13). quality. Islamic lens. partly
C. “We are religious and patriotic Islam is as In sentence Islam is not one of social values but | represents the

children of Afghanistan [...]"*"
(PATB 7, 2017, p. 67). In Patriotism

important in the

construction of

structures, the

word ‘Islam’

it is the primary source with which

people and
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Textbook Eight (Wazeen & Hotak,
2017), “After Islam, historical,
cultural, social, civilization,
geographical location, and social
conditions also play a role in the
formation of our national identity”*"'
(p. 15), and “After Islam, Afghanyat is

the second element of the national

identity of Afghanistan”” (p. 15).

patriotism as

other values.

precedes
patriotic
qualities,
national values
and identity
markers
signifying the
importance of

Islam over other

patriotism is articulated.

values.
D. “National interest is comprised of | Religion is a Islam precedes | When Islam becomes national
religion, intellectual values, national interest. | ‘territorial interest, Islam itself becomes both an

independence, territorial integrity,

economic prosperity, power, status,

national pride, history, culture, etc.”?"

(PATB 7,2017, p. 23).

integrity’ and
‘national pride’,
among others in
the sentence
signifying its

superiority.

act and an object of
patriotism/nationalism. Patriotism
becomes double-layered; an object

and act of patriotism and of Islam.

social
processes as
an indigenous
asset and
patriotism’s
Islamic
aspect is
superior to

other aspects.

D. Islamic
patriotism is
a double-
edge concept

and it is both
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an act and
object of
patriotism/nat
ionalism.
A. The Characteristics of Afghans Afghans have Islam is not a Islam as a patriotism icon makes 2. Islam is
lesson (PATB 7, 2017, p. 42-44) contributed to foreign sense because it is as much an an
identifies Afghan’s acceptance and Islamic phenomenon; Afghan phenomenon (through indigenous
contribution to Islamic civilization as | civilization. Afghans own it | contribution) as other patriotic assets | phenomenon
a key national characteristic. through their (e.g., the history or the people). The | to Afghan
contribution. advent of Islam in Afghanistan only | people.
dates to the 7™ century.
A. Text praises commonalities for Islam has been | Commonality Islam has been accepted widely 3. Islam as a
having served such purposes as accepted binds people through commonalities of divers commonality
accepting Islam (PATB 7, 2017, p. 43, | through together. people. leads to
56). commonalities social
of the people. homogenizat
B. Afghans are characterized as being | Unity and Emphasis on Homogenization through Islamic ion.
‘one unit’ (PATB 7, 2017, p. 43). sameness are the | unity and patriotism requires the construction
character of sameness of harmony and unity so that it A. B.
Afghans. decentralizes convinces differences that there isa | Commonality
difference. greater cause — the existence of the and unity are

‘Unity’.

constructed
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C. Text elaborates Islam as a
unification means and highlights that
nations who have prioritized
characteristics such as race, ethnicity,
or tribe as the basis of their unity and
claim superiority over other
ethnicities, have in the past committed
racial wars (Patriotism Textbook

Seven, Ashrafi & Rawan, 2017, p. 56).

Unity on the
basis of Islam is
better than unity
based on social
or natural

characteristics.

Islam is
promoted as the
main cause for
unity and vise
versa. Textis
biased in its
selection of
causes of unity
leaving out
other unity
institutions such
as democracy. It
others non-

Islamic

Islam and unity interdepend.
However, the text engages in
Othering by being biased and
selective. It is likely that the text
refers to racial apartheid in Africa
but it refrains from naming a specific
race as perpetuator. In Afghanistan,
this is a convincing claim as it erases
diversity in the name of Islam where
99% of the people are Muslim. It
also perpetuates inequality for its
exclusion of non-Muslims and those
who question the national “unity’

narrative.

as a valuable
quality for
the existence

of a nation.

C. Islamic
national unity
strengthens
patriotism
construction
but remains

exclusionary.

D. The
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societies.

D. “The Islamic element of the

national identity of the Afghan people

Islamis a

uniting element

Islam confirms

differences to

Islam brings sameness and unity in

the diverse society of Afghanistan. In

Islamic
homogeni-

zation of the

is such a comprehensive and broad in nation promote itself as | Afghanistan, this narrative does not | people is
umbrella that all strata of our nation building despite | a unifying factor | appear as an anomaly but it is in line | based on both
have gathered under it and as a vast differences and | and takes with the belief systems of the 99% difference
human population, with historical, because of advantage of Muslim population. However, this and

cultural, social and geographical similarities. commonalities | statement leads to homogenization of | commonality.
common antiquity, manifest to reinforce its diverse people.

themselves in the formation of a single effect of

and united nation”** (PATB 8, 2017, homogenization.

p. 15).

A. “They [ethnic groups], as per the All ethnic There is no No ethnic group may have a 4.

Islamic verses, view ethnic diversity groups and privilege and superiority claim. It is based on Homogeni-
and languages as a means to know one | linguistic reward in Islamic versus. Given the civil war zation is
another and not as a reason for communities are | homogenization | decades (1992-2002) among the problemat-
privilege and superiority against equal from an through Islam. | jihadi leaders divided along ethnic icaly

others” *® (PATB 9, 2017, p. 11). Islamic Equality in and linguistic lines, this Islamic call | articulated
“[...] God Almighty in the Qur'an and | perspective. Islam is not an for equality is both a backward and with the
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Sunnah has not obligated a particular
ethnicity to carry out political affairs
and advance the political power of

Muslims, forbidden to others”>%

Islamic key
sources endorse
equality among

diverse social

open
interpretation
but it exists in

the original

forward gaze at unity.
This unity is exclusionary as it does
not include those who do not identify

with ethnic groups and Islam.

(CETB 12,2017, p. 94). groups. Hence, | sources of

no ethnic group | Islam.

has more rights

than others.
B. “We do not have Hindu, Hazara, Text constructs | In this Homogenization in the construction
Shia, Sunni, Ahmadzai and Popalzai the nation by paragraph, of the nation and imagining the
but we are all one nation, and that is removing sub- rather than people is selective and biased; it
the Afghan nation. For me all Afghans | identities. This | naming all overlooks diverse ethnic, linguistic,

are brothers™’ (PATB 9, 2017, pp. 42-
43). The only reference in the
Patriotism Textbooks to non-Muslim
people is in the biography of King
Amanullah, in a historical statement.
This statement is not discussed in the
textbook but rather shared as one of

the speeches of the King.

construction is
situated in a
historical

context.

ethnic groups,
tribal Pashtun
names are
mentioned. It
also only refers
to Islamic sects
overlooking

other religions.

and religious identity groups in a

historical context.

forged unity
of equality
and

exclusion.

A. Islamic
homogeni-
zation not
only brings
unity and
addresses
superiority
but is also
exclusionary.
B. Exclusion
is

historicized.
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A. A lesson, “Safeguarding National
Property ”, condemns taking others’

rights from an Islamic perspective

Text endorses
such social

assets as public

The textbooks
articulate social

values with

Islam is applied to articulate
contemporary social values and

through this articulation Islam itself

(PATB 9, 2017, p. 61), and another property, Islamic is represented as a progressive
lesson, “Environment Protection ”, environmental- | principles and religion.

presents safeguarding natural ism, and literacy | by doing so

resources as a “religious, ethical and on Islamic represent Islam

humane responsibility”*® (PATB 8, grounds. as a religion

2017), p. 70-71). In a lesson on relevant to all

literacy (CETB 11, 2017), the first social themes.

word revealed in the Quran, Igra,

meaning ‘read’ or ‘recite’, is discussed

to endorse literacy (p. 73).

B. “Different people of nations have The unique The Of all social values, the approval of

various understandings and
interpretations of democracy.
However, we Afghans as a Muslim
nation, in all our affairs, follow the
teachings of the sacred religion of
Islam. So, given this understanding,

our intention to praise or endorse

democracy of
Afghanistan is
compatible with

Islam.

compatibility of
Islam and
democracy is
accomplished
with caution and
in an apologetic

tone and by

democracy through Islam appears to
be apologetic as if constructed
against a counter argument. It
appears that the establishment of this
compatibility has been difficult. This
is in line with the political sensitivity

of the term at the time when the

5. Islam

endorses

social values

and

democracy.

A. Social
values and
Islam
reproduce
one another
fora
progressive
represent-
tation of

both.

B. The text
struggles to

articulate
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democracy, if carried out in some
statements, is that people can freely
participate in political affairs; elect,
monitor, and fire their representatives
and leaders in accordance with the
principle of merit and faith, and give
them authority to act in those affairs
that Islam requires of the nation. Of
course, this interpretation of
democracy is not incompatible with
the principles of Islam” (Moshfiq,
Fazil & Omarkhail, 2017, p. 96, p. 95-
96)2”.

using rhetorical
devices such as
portraying Islam
as ‘unique’, and
using
conjunctions
such as ‘if” and
‘so’. And rather
than saying
Islam and
democracy are
compatible it is
stated that they
are not
incompatible as
if it 1s making
this statement
against a counter

argument.

Taliban’s Islamic counter argument
focused on the narrative of

perceiving the NATO as invaders.

C. “Islam considers freedom of

Freedom of

In its struggle to

Because there is no Islamic original

democracy
with Islam
and resorts to
rhetorical

devices.
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expression not only a human right but
also a symbol of religiosity and
religious compulsion', from the
lesson on Islam and democracy that
references hadith (the acts and sayings

of the Prophet) to endorse values of

speech is present
in the original
sources of
Islamic value
systems hence

democracy is

exhibit the
compatibility of
Islam and
democracy, the
text refers to

original sources

source that refers to Islam, the text
finds a way to portray a saying of the
Prophet as an enactment of

democracy.

democracy” (CETB 12,2017, p. 97). | compatible with | of Islam.

Islam.
D. “The first political party of Islam, politics, Islam, The indigenization of Islam,
Afghanistan was formed by the and democracy | constitutional- constitutional-ism, progress, human

Constitutionalist Movement of the 20"
century with “progressive and
libertarian goals™*'! including
adherence to the religion of Islam
(Civic Education Textbook Nine,
(Mohagqiq, Omarkhail, Hazrati, 2017,
p. 94.) assigns four characteristics to
the constitution: 1) being Islamic, 2)
being a republic and popular, 3)

respecting human rights, and 4)

have historically
been

intertwined.

ism, progress,
human rights,
and social
justice are all
historicized to
construct a
system of
representation
that appear

natural and

rights, and social justice is a
historical distortion.

The constitutional movement of
Afghanistan was secular and later
became a source of division between
Islamists (the jihadi movement that
fought the Russians and the Taliban
movement who fought Americans)
and the liberal secular elements who

with the support of the Russians and

C. The usage
of original
sources of
Islam denotes
an attempt to
portray
democracy as
a non-
negotiable
Islamic

value.

D. The
portrayal of
democracy as
a historical
phenomenon
isa

fabrication.
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implementing social justice and the indigenous. Americans took part in the

elimination of any type of constructing of the government.

discrimination” (CETB 8, 2017) p. 8).

A distinct title, “Islam and The textbooks The current After established the above 6. The

Democracy” elaborates the Bonn represent the government is theoretical memos (i.e., concepts) commitment

agreement, a Loya jirga (grand enactment of Islamic and its (#5), the student readers are of the

assembly), the ratification of a new post-9/11 democracy convinced that Islam and democracy | government

constitution, and some rights and democracy processes is not | are compatible. This normalizes and | to

freedoms enshrined in the constitution | through Islam. contrary to naturalizes this statement which democracy

(CETB 12,2017, p. 96). Islam. bring the Bonn agreement that (although
formed a government in Germany stipulated
closer to concept of democracy and | outside
Islam. As such, and together with the | national

tradition of jirga, the formation of the

borders) is

government outside the national Islamic,

borders fades away and Islam and hence,

democracy are foregrounded. acceptable.
“According to the constitution, “In The constitution | Islam is above The above theoretical memos (i.e., 7.
Afghanistan, no law can be contrary to | is Islamic. the constitution. | concepts) (#5 and #6), are ruptured Democracy
the beliefs and principles of the holy No law is above | The constitution | when a forged unity is formed and Islam
religion of Islam. By stating the the principles of | and the Islamic | between the constitution and Islamic | compat-
above, the Islamic nature of the Islam. principles are principles. Claims of democracy is ibility
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country's legal system in various legal assumed to be faced with and threatened by Islamic | ruptures
fields has been ensured and the eternal coherent. And interpretations. Islam and democracy | when
will of this nation has been realised”* since are not compatible in the textbooks. | constitutiona
(CETB 12,2017, p. 23-24). constitutional- For example; free media is not I law and
ism is supposed to promote other religions | Islamic
constructed as (CETB 12,2017, p. 114), Islamic principles
an act of principles only apply to women’s form a
democracy, the | public presence (CETB 12,2017, p. | forged unity.
constitution and | 39), and martyrdom is glorified
Islamic (PATB 8, 2017, p. 27; PATB 9, 2017,
principles p. 62).
appear to be in
harmony.
A. “National unity is one of the National unity Unity among Homogenization is constructed 8. Comrad-
characteristics of Afghans. Sometimes | across Afghans appears | through Othering — an unidentified ship through
Afghans may have problems and differences have | to be more an enemy. unity is for
controversy among themselves, which | helped the outward-looking the sake of
is a necessity of shared life; but they | people fight than inward In the context of enemy construction, | national
unite against the enemy. The pages of | enemies and approach against | problem among social units is interest.
history are a good proof of this conquerors. invaders. recognized. Afghanistan is a conflict-
claim™" (PATB 9, 2017, p. 11). affected society and its conflict A. National
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“By having diverse ethnic and tribal
groups, cultures, languages, and
customs, the people of this land have
always united against the world
conquerors [...]"*"* (PATB 7,2017, p.
37).

become involved in identity politics
over time. However, these diverse
conflicting groups were at the same
time were fighting external forces
(the British, the Russians, and the
Americans), hence, this sentence is

reflective of the recent history.

The text overlooks the presence of
NATO forces under the leadership of
the American forces that had
vanished an Islamic Afghan ruling

group (the Taliban, 1996-2001).

B. Reasons for the defeat of the
Soviets is listed as; “The strong faith
of the mujahidin in God and the day of
judgement; National unity and
solidarity; A passionate love for the
homeland and the desire for

independence and freedom™*"* (PATB

Faith, mujahidin
(i.e., holy war
worriers), God,
day of
judgement, all
Islamic

qualities, are the

Acts of
nationalism are
interpreted on

Islamic ground.

All Islamic qualities listed here are
homogenized (they do not have
ethnicity or language). Unity comes
through homogenization that is

shaped through Islamic principles.

Islamic patriotism (through unity and

unity is for
the defense
of the
country
against
enemies and
conquers
through jihad
and

martyrdom.

B. Unity for
nation’s
defense has a
historical
context (the
jihad against

the Soviets.
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7,2017, p. 67). first motivators sameness) is the defense of the C. Unity,
in gaining country. nation’s
independence. defense, and

C. “Armed jihad for God is both a Faith and A patriotic Islamic patriotism requires jihad, is

faith and a patriotic duty” for which patriotism are a | person may comradeship and self-sacrifice for constructed

God promises “blessings and duty and are receive rewards | the sake of safeguarding the country | around

rewards”, “the highest status in the embodied in in this life, an and they are guaranteed reward. Islamic

afterlife”, “the title of a martyr” and “a | armed jihad. Islamic patriot patriotism.
high rank in the heaven™*'® (PATB 7, receives reward

2017, p. 66). in the afterlife.

A. “Beloved Afghanistan is the land of | The people of Martyrdom is One may proudly be martyred for 9. Islamic

martyrs, and our people is a martyr- Afghanistan is both Islamic and | their country. While jihad is an open | patriotism

nurturing nation. The nation of characterized as | cultural. There | to interpretation (can be violent and | becomes

Afghanistan, in order to protect its a ‘martyr are many values | non-violent), martyrdom is certainly | radical.

religion, honour, territory, freedom, nurturing worthy of a military stance that is often A. Islamic

and independence, has always made nation’. martyrdom. mobilized outside an Islamic patriotism

sacrifices and has given thousands of
colourful-shroud martyrs for achieving

these noble ideals” ?'” (PATB 8, 2017,

government’s respective institutions.

promotes not
only jihad but

also
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p. 27-28).

B. “No one has the right to harm
themselves in the name of freedom,
which is why suicide [bombing],
suicide [of the self] or physical

99218

punishment is forbidden in Islam

(PATB 7,2017, p. 53).

Text references sharia to forbid the
killing of others and the self,
managing for the murder of others,
planning for murder, and abortion

(PATB 9, 2017, p. 29).

Islam forbids
suicide and
corporal

punishment.

Despite a strong
emphasis on
Jjihad and
martyrdom, the
textbooks
condemn suicide
and killing
including an

unborn infant.

Martyrdom is a large term and means
sacrifice (through material or non-
material means) and as such can also
mean suicide. However, suicide and
suicide bombing were acts of the
Taliban often in places where
civilian presence was high while
‘martyrdom’ was a tactic of the
mujahidin in the form of fighting in

the battlefields.

In essence, there is little difference in
the act but big difference in the

rhetoric.

martyrdom.

B. However,
the
martyrdom is
selective and
preaches the
manner that
is historically
practiced (by
mujahidin)
but condemn
the manner
that is
adopted by
opposition
Islamist
groups (the
Taliban).

.L'_Iu‘bmbﬂ)‘)‘ﬁ‘:‘);em‘JJ%%MH}&KJ}'&JJ&‘L._L.IMQMQGﬂb)gj)'aJJPM‘SJ‘_}I(&UMJJ‘.\E‘}AG‘&@A

218




270

Annex C: Textbook Authors and Textbook Development Teams

All textbooks are published in 2017/18 (1396, solar calendar), except the Civic Education 8 published in 2018/2019
(1398). All female author names (four in total) are distinguished in bold text format. The order of names and titles are

presented intactly from the original text.

Textbooks Author Names

[Patriotism 7] ¥ w32 Cese [Said Ahmad Ashrafi] o %) 2 2
[Abudl Hadi Rawan] )\s) saledlae

[Patriotism 8] A (iu 52 (g [Associate Prof. Dr. Fazil Hadi Wazeen] 05 g3l duad ) 5583 (5 53 5
[Assistant Prof. Zalmai Hotak ] <liss ) Jais 5
[Patriotism 9] 4 (52 (ee [Dr. Henayatullah Khalil Hadaf] s Jda il cylie ¢S

[Mohammad Qasim Helaman] (s 4l auld deaa

[Civic Education 7] V (55 Claslas (e laglal il (a2 sl US ldlsa 05 R

[The Group of Textbook Authors of the Department of Civic Education]

[Civic Education 8] A (53 Clalas [Mohammad Azia Bakhtyari] _Was jije Mas

[ Safora Mazari] s\ sk

[Civic Education 9] 9 (5% Ciladas [ Kazema Mohaqiq] (38 4xabilS
[Adjunct Prof. Mohammad Faruq Omarkhail] Jis e (358 2ena jluia 5
[Lead Writer Mohmmad Afzal Hazarati] 5 as Jaadl daa <l ga yu

[Civic Education 10] )+ (5 Gilaalas [Adjunct Prof. Mohammad Faruq Omarkhail] Jss e (358 2eaa jluia 5
[ Author Mohammad Anwar Moshfiq ] (38ie i) 2ese il 5a

Civic Education 11] ) (S Glaglas [Mohammad Aziz Bakhtyari ] ¢s_oliss 3 je dasa
y




Adjunct Prof. Mohammad Faruq Omarkhail] Jia see (35l dana lia 5
J q
[Author Mohammad Anwar Moshfiq] G&die 53l 2eaa il5e

[Civic Education 12])Y (S Claglas

[Author Mohammad Anwar Moshift] 3ide sl dess Calse
[ Lead Author Mir Obaidullah] Jwald dilase yia <ol ga
[Adjunct Prof. Mohammad Faruq Omarkhail] Jid e (35,1 2enae s 5

[History 7] V &b

[Prof. Mohammad Rasoul Bawari] b J s 2ese J) 53 5

Assistant Professor Shah Sanam Omari] J:3 b s 4 ala old Jais g
[Jabarkhail

[Author Mohammad Ibrahim Hagpal] Juss s ) desa alge

[Author Assistant Alhaj Wahidullah Ahmadzai] o jeal dilas 5 zlall Calge () slza

[Author Assistant Mohammad Husain Ahmadzai] ¢ 3l (e 2eae Calsa () slase

[History 8] A &b

[Doctor Faruq Ansari] ¢s_bail 354 52

[Head Author Abdul Gheyas Ghori] s_se Glallae Calga
[Adjuct Prof. Anisa Mohamood Omar] s 3 gaxa dei) b g
[Author Assistant Abdul Malik Habid] xle <Sdldlaue calga ¢ glas

[Author Assistant Mohammad Hussain Ahmadzai] ¢ 3] (e deaa Calsa () slase

[History 9] 4 g

[Assistant Prof. Dr. Gholam Habib Panjshiri] st cans 23le yiSIy Jaia
[Assistant Prof. Zalmai Hotak] <X3sa <l ) Jaia &

[Head Writer Assistant Shir Mohammad Rawnaqi] &5, s b <alga () slae
[Former Author Shirzai Babakarkhail] Jss Sl (s sl a8 Cal5e

[History 10] Y+ &

[Prof. Mohammad Rasoul Bawari] sk Jsmiesa J) i s

[Author Mohammad Hussain Ahmadzai] ¢ s (pusdens cala
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[Author Mohammad Ibrahim Haqpal] Jus sl laesse Calga

[History 11] V) &

[Dr. Faruq Ansari] s_bail 35, )5
[Lead Author Abdul Ghiyas Ghori] s &ballue il ige
[Author Abul Malik Habid] e <Sdlallyne calga

[History 12] VY &

[Assistant Prof. Zalmai Hotak] < sa ! ) Jaia o
[Lead Author Assistant Shir Mohammad Rawnaqi] s, dese b ol po () slaa
[Former Author Shirzai Babakarkhail] Jsa Sab (s ) i ad Cilse
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