Weintraub	Part B2	EthicalHistories

[bookmark: _Toc184813408]

ERC Starting Grant 2025
Part B2
Ecological framework for Integratingintegrating ethics into history education in conflictual context: The Israeli-Palestinian conflict as a case study	Comment by Christopher Fotheringham: An ecological framework for integrating ethics into history education in conflict situations: The Israeli-Palestinian conflict as a case study

EthicalHistories
Section A. State-of-the-art and objectives
A.1. Scientific background and importance
History education is a cornerstone in shaping the worldview of the younger generation. In recent decades, historical thinking has become a standard in both the theory and practice of history education across many European and developed countries worldwide. Rather than focusing on fostering a national patriotic identity, research and education systems have shifted toward developing reasoning and thinking skills based on the principles of the historical discipline (Carretero et al,., 2013; XXX, XXXX; XXX; XXXX). Numerous studies have highlighted the unique potential of these principles to cultivate various aspects of cognitive abilities, whose significance extends far beyond mere familiarity with or understanding of past events (Monte-Sano & Reisman, 2016; Seixas, 2017; Van Boxtel & Van Drie, 2018; Wineburg, 2018).
Recently, research has shifted towardtowards the ethical dimension as a field capable of advancing the historical thinking model. Miles and Gibson (2022) maintain that ““in history education, the ethical dimension has been defined in terms of the ability to make reasoned, ethical judgments about whether past actions and decisions were justifiable, [...] draw ethical lessons from the past to inform the present, and determine what we owe to victims, heroes, and people from the past whose actions continue to impact the present”” (p. 523). Especially inIn light of the increasing social polarization in recent years, research hasscholars have suggested that the ethical dimension can introduce important educational aspects that may otherwise be overlooked infrom a narrowly disciplinary approach, such as. These include meaning-making (Popa, 2020), helping teachers navigate controversial topics (Conrad et al., 2023), and fostering essential civic goals, such as democratic skills and dispositions (Wilke et al., 2023).
Initial studies across diverse educational frameworks and contexts suggest that ethical engagement with controversial historical events can promote values such as democracy, human rights, ethical relationships, and social justice among students. However, despite its great potential, these studies also highlight that the ethical dimension is still underresearched and remains only marginally integrated into the educational process in Europe and globally (Edling, 2020; Gibson et al., 2022; Milligan et al., 2018; Löfström & Myyry, 2017; Weintraub & Gibson, 2024).
The presentThis study aims to address this lacunagap by developing and applying an innovative ecological framework to map, analyze, and explore the various facets that shape the ethical dimension of history education. This framework will enable a detailed examination of the complex relationships between the different layers of history education—from policy and curriculum development to teacher training, classroom instruction, and students’students’ understanding and learning. This will be the first instance in which an ecological perspective is applied specifically to the field of history education. Through this lens, I will use this ecological perspective to investigate the research’s case study: the teaching of the Israeli-Palestinian conflict withinin Israeli public education systems in Israel, both in the Jewish and Arab-Palestinian Arab communities.
Beyond its local and regional significance, theThe ethical dimension of teaching the Israeli-Palestinian conflict presents three unique characteristics beyond its local and regional significance that make it particularly fertile ground for international theoretical exploration: 
1) Teaching the Israeli-Palestinian conflict serves as a case study for the ethical dimension in the context of a violent and ongoing conflict. Previous studies have predominantly focused on countries or societies in post-conflict situations, such as New Zealand (Gibson et al., 2022), Finland (Löfström & Myyry, 2017), Canada (Gibson, 2014, 2018), and Sweden (Ammert et al., 2020). Teaching the Israeli-Palestinian conflict serves as a case study for the ethical dimension in the context of an ongoing violent conflict. 
2) The education system in Israel allows for an examination of the ethical dimension in history education from not only different perspectives on the conflict—the Jewish versus the Arab-Palestinian side—but also within diverse political, ideological, and organizational contexts. While history education in the Jewish systems enjoysystem enjoys organizational and ideological autonomy (Weintraub, 2023; Weintraub et al., 2022), the Arab education system operates under much more restrictive conditions ()..
3) Israeli society is composed of diverse populations with distinctly differentdistinct religious, cultural, and social characteristics. This diversity exists not only betweenBeyond the broad groupings of Jewish and Arab Muslim or Christian populations but also within, each religious group is itself highly diverse. This diversity allows for a deeper examination of the various social and personal implications of engaging with the ethical dimension. Initial findigsfindings indicate that it has far-reaching implications for the ethical dimention indimension of history education (Weintraub & Gibson, 2024).
The characteristicsunique challenges of teaching the Israeli-Palestinian conflict, which span in all its dimensions, from the broader geopolitical context to organizational structures and down to the community and individual levels, underscoreunderscores the importance of applying an ecological framework to guide the investigation around the project’stoward answering its central research question (CRQ)), and they lead, in turn, to address EthicalHistories’EthicalHistories’ main objective (MO).
CRQ: How can the ethical dimension of the Israeli-Palestinian conflict be effectively integrated into Jewish and Arab education systems in Israel to foster responsibility, empathy, and reconciliation?
MO: To formulate an ecological theory for integrating ethical dimensiondimensions in history education.

A.2. Conceptual framework
Traditionally, research in the field of history education has examined various aspects: policy and curriculum layers, teachers and teaching, and students’students’ learning and comprehension processes. AlthoughHowever, there is an understanding of the interaction between the different dimensions of this field,; a comprehensive theoretical or empirical effort to understand how history education functions has yet to be undertaken. The ecological conceptual framework does not aim to negate the different layersdimensions of the field. The research stages of EthicalHistories will be structured according to these layersdimensions, from policy to student comprehension. However, unlike previous studies, EthicalHistories’EthicalHistories’ analytical framework will address the interaction between all these dimensions, as well as the political, social, and psychological contexts in which they operate, as an inseparable part of understanding how history education produces the ethical dimension.	Comment by Christopher Fotheringham: Would it be clear to your audience what exactly is eant by this?	Comment by Christopher Fotheringham: However, while the interaction between these various factors has been studied (references), a comprehensive theoretical or empirical effort to understand how history education functions has yet to be undertaken. 
For example, I argue that it is impossible to understand the ethical dimension of students merely by observing classroom practices or examining how they relate to the curriculum. Instead, we aim to understand students’students’ learning within the context of the dynamics of how teachers develop ethical stances toward the curriculum, the ethical positions embedded within various educational materials, and how these connect to the students’students’ socio-culturalsociocultural backgrounds. It is important to emphasize that this is not the first time that research in history education addresseshas addressed the interplay amongof different aspects of the process. On the contrary, the ecological approach results fromis a result of integrating scholarly insights intoon the dynamics between various dimensions ofin history education. However, this is the first time a study will attempt to analyze the phenomenon as a comprehensive and complex ecological system, rather than focusing solely on a specific interaction in a linear manner.
The ecological framework of EthicalHistories is informed by several studies in the field of teaching and learning sciences, particularly within mathematics education. These studies, drawing on the ecological approach in developmental psychology (Bronfenbrenner, 1979) and sociocultural theories, conceptualize the learning process as an ecological system—““a complex, interacting system involving multiple elements of different types and levels”” (Cobb et al., 2003, p. 9). This ecological perspective underscores that the context in which learning occurs is not simply a collection of activities, conditions, and circumstances that independently affect the process. Rather, it is an interconnected system where all elements influence one another (Cobb et al., 2018; Barron, 2006; .). Consistent with this ecological view, Opfer and Pedder (2011) emphasize that teacher training and development should be understood as a complex system. Thus, it is crucial to move beyond a linear cause-and-effect perspective and instead consider professional development as a network of social and personal dynamics that can generate multiple causal pathways.
Ehrenfeld (2022) developed an ecological perspective on teacher professional development that incorporates three dimensions: scope, interconnectedness, and temporality. The scope dimension defines and differentiates the various levels and contexts of teacher training—ranging from the micro, meso, and exo, to the macro levels. The interconnectedness dimension examines the relationships between professional development settingsthe settings where professional development occurs and the broader contexts surroundingthat surround them. This, for example relate, relates to how teacher influanced by other livelived experiences and sources of knowlegdeknowledge influence teachers. The temporality dimension refers to the time aspect and the learning trajectory, which extends beyond a simple linear progression.
EthicalHistories will expand Ehrenfeld’sEhrenfeld’s ecological framework beyond professional development to examine all aspects of history education. The scope dimension of scope will investigate the various levels of history education—from the psychological-identity aspects of individuals, through teaching methods in classrooms and teacher training, to the political-ideological factors that shape curricula and official educational materials (Apple, XXX ; Miles, XXX). The interconnectedness dimension will explore the complex relationships between these different levels. For example, it will examine how teachers mediate between official guidelines and their classroom teaching experiences, and how this mediation connects to their historical understanding and the socio-culturalsociocultural context in which they live. From another perspective, this exploration of interconnectedness will clarify the relationship between students’students’ historical understanding, teachers’teachers’ pedagogical methods, and the formal teaching materials. 
Additionally, this web of relationships will consider the significant impact of students’students’ identity characteristics and their group affiliations (Porat, 2006; XXX; XXX, XXXX). The temporality dimension will assess the changes occurring within these complex relationships, as described in the previous dimensions, in light of developments in classrooms, as well as shifts in Israeli society, the security situation, and the intensity of the conflict. As will be detailed further, preliminary findings already indicate that these temporal elements profoundly impacthas a profound impact on various aspects of the ethical dimension towardsof the Israeli-Palestinian conlifctconflict.

A.3. Literature review of scientific contribution
This study builds upon and contributes to theory and research in three areas: difficult histories in history education;, ethical judgments in history education;, and the teaching of the Israeli-Palestinian conflict in Israel.
A.3.1. Difficult histories in history education
In the last decade, there has been a significant development in the field of difficult histories from several theoretical perspectives. The concept of "“difficult histories"” evolves from the notion of ““difficult knowledge”” (Stoddard, 2022). First conceptualized by Deborah Britzman (1998) and later expanded in social studies education by James Garrett (2017), difficult knowledge refers to educational encounters with traumatic and challenging subjects such as war, genocide, large-scale death, forced destruction, confinement, and dislocation. These topics require individuals to confront uncomfortable existential truths, often resulting in emotional and cognitive discomfort. Difficult knowledge can destabilize students’students’ previous assumptions about the world and human society, thereby presenting unique socio-psychological challenges for teaching social studies (Garrett, 2017; Pitt & Britzman, 2003; Segall & Garrett, 2013).
Although scholars have defined the concept of difficult histories from various angles, all definitions share a broad common ground that highlights historical events that challenge the content of the curriculum and the emotional and cognitive capacities of learners and educators (Stoddard, 2022; Zembylas, 2014). In their critical sociocultural approach to teaching and learning difficult histories, Epstein and Peck (2018) describe difficult histories as engaging students in ““historical narratives and other forms (learning standards, curricular frameworks) that incorporate contested, painful, and/or violent events into regional, national, or global accounts of the past.”” Gross and Terra (2019) also focused on the type of history that constitutes ““difficult history”” and outlined five criteria for understanding difficult histories in national contexts: 1) Difficult histories are central to a nation’snation’s history; 2) Difficult histories tend to refute broadly accepted versions of the past or stated national values; 3) Difficult histories often connect with questions or problems facing us in the present; 4) Difficult histories often involve violence, usually collective or state-sanctioned; 5) Difficult histories create disequilibria that challenge existing historical understandings. The Israeli-Palestinian conflict is a perfect example that fits all five criteria.
The way difficult history undermines myths and foundational beliefs in a society can profoundly affect both the method of teaching the subject and how students engage with it. Political pressures from above, criticism from peers or parents, and media coverage are common challenges in teaching difficult histories. Research indicates that teachers’teachers’ willingness to engage with difficult histories is influenced by the political climate and the degree of autonomy they have in the classroom. Overall, the climate in Europe has been described as one of ““voicing”” rather than silencing (Goldberg et al,et al.., 2019). However, studies have also highlighted the significant differences between teaching sensitive histories in post-conflict contexts (McCully, 2018) compared to those occurring within ongoing conflicts, such as the Israeli-Palestinian case (Goldberg, 2014). Among students, it appears that teaching difficult histories often reinforces identity-related biases (Goldberg, Schwarz, & Porat et al., 2008). Furthermore, the impact of difficult histories is complex; at times, it strengthens identity-related biases, while at other times, it can foster openness toward the other group (Schori-Eyal, Halperin, & Bar-Tal et al., 2014; Goldberg, Schwarz, & Porat, 2008).
Research has emphasized the important role of emotions when examining the process of historical education involving difficult histories, warning against a purely cognitive approach (McCully, 2018; Garrett, 2017). For example, Miles (2019) demonstrated that the use of images depicting injustices against the Indigenous peoples in Canada provoked a wide range of emotional, affective, and cognitive responses among Canadian students. Despite the numerous challenges inherent in this process, engaging with difficult pasts can teach students about personal attachments and their obligations, and, thus, see difficult histories as fertile ground for a deep educational process concerning their identity and worldview.
At the same time, especially in the context of violent and ongoing conflict, it is crucial to address the ethical dimension embedded in the difficult past, especially in the context of violent and ongoing conflict. Otherwise, as Zembylas (2014) warned, teaching difficult history could result in a kind of empty empathy, pity, or sentimentalism. For the pedagogy and curriculum of difficult histories to serve as a means for political transformation, historicalHistorical education must engage with these issues ethically if it is to have any hope of contributing to political transformation. However, despite the growing research on difficult histories and the understanding of their educational potential, there has not yet been a comprehensive methodological study on how to integrate the ethical dimension into them. Furthermore, there is a significant research gap regarding the impact of incorporating the ethical dimension on the various layers of the ecological framework of history education about difficult histories (Barton, 2019). EthicalHistories aims to address these gaps.	Comment by Christopher Fotheringham: Are these the words of the scholar? If so I would put them in quotes. 
A.3.2. Ethical judgments in history education
Researchers have recently been givingpaying more attention to the ethical aspects of the historical thinking model. This growing attention arises from acknowledging that the ethical dimensions of historical thinking have remained under-researched and under-theorized (Gibson et al., 2022) despite their). This lack of research is significant given the recognized potential to cultivate essential values and fill students’ lives with meaningprove meaningful to students (Barton and Litvak, 2004; Seixas & Morton, 2013). In the past decade, research on the ethical aspect of historical thinking has focused on three main domains: theoretical, curricular analysis, and empirical research.
In the theoretical domain, several studies point out that ethical stances are always intrinsic to how policymakers and educators construct history education. Thus, it is essential to approach this aspect methodologically and systematically to acknowledge and emphasize it (Edling et al., 2020, 2022; Milligan et al., 2018). Such discussions have centered on whether ethic-oriented pedagogies should concentrate on assessing past events and highlighting their distance from current circumstances, or whether teaching the ethical dimension is necessary to emphasize the current ethical implications of past events (Edling, 2020,; Miles & Gibson, 2022).	Comment by Christopher Fotheringham: If you have the space, you might consider unpacking this because the distinction is not immediately clear. Your audience may find this redundant or patronizing though. Just give it a bit of thought, and you be the judge on the final decision.  	Comment by Christopher Fotheringham: Ethics-oriented?
From a curricular analysis perspective, studies reveal that few countries have begun to address explicitly the ethical dimension, and only recently. Even in countries that seek to adopt historical thinking principles, the curricula have not referred explicitly to ethical judgments (Löfström et al., 2020; Gibson et al., 2022; Milligan et al., 2018). At the same time, researchers have discovered that varied teaching materials embody many aspects of historical ethical judgments. In this context, Gibson (2014, 2018) established an analytical framework that defines six different ways of implicitly expressing ethical positions in educational material: word choice, selection of historical details or events, viewpoints and perspectives, inaccurate or exaggerated statements, comparison to other events, and choice of visuals. Using these six aspects, Gibson demonstrated that teachers tend to establish ethical stances non-explicitly by embedding them in the teaching process.
At the same time, despite the lack of explicit references to the ethical dimension, several studies have shown that teaching materials actually contain numerous implicit ethical references (Gibson, 2018). This finding was also central to a recent study by the Principal Investigator (PI) published with Gibson on the ethical dimension of the Nakba in educational materials in Israel'Israel’ss history education. The Nakba—Arabic for "“catastrophe"”——refers to the displacement and dispossession of approximately 750,000 Palestinians from their land by Israeli forces during the 1948 War. In our analysis, we demonstrated that, although teaching materials avoid presenting explicit ethical judgments, these implicit ethical references provide a crucial lens for understanding the differences between the education systems in Israel and the ways in which these materials seek to develop students'students’ understanding. WhileWe showed that while including difficult history in the curriculum is an important step, we showed that it does not necessarily ensure a critical engagement or empathy towardwith the other side. On the contrary, in some cases, the inclusion of difficult history is intended to mitigate alternative perspectives or critical approaches (Weintraub & Gibson, 2024)).
Empirical studies on learning and teaching, the third research domain, have shed light on the educational potential of historical, ethical judgments, even though this domain remains very limited. Research studies indicate that middle- and high school students in Sweden and Finland perceive thepositively integrationintegrating of the ethical dimension in history education positively, with personal and moral reflection enhancing learning and student interest (Löfström et al., 2020; Ammert, 2020). The findings suggest that students using ethical arguments do not overlook historical circumstances nor adopt presentist stances. Instead, many of them base their ethical judgments on factual historical knowledge and context. Concurrently, researchers have observed that students marginalize ethical responsibility for a violent conflict—even if it is not chronologically distant—if they consider it to have little impact on the world today. For instance, concerning the civil war in Finland in the early twentieth century, students'students’ view was that transgenerational responsibility for reparation does not exist since the perpetrators and victims of past injustices are no longer alive (Löfström & Myyry, 2017).
Another example is Gibson’sGibson’s multi-phased empirical study on ethical judgments surrounding the teaching of the forcible expulsion and confinement of Japanese Canadians during the Second World War. Gibson (2014, 2018) investigated what teaching methods and question types most effectively generate ethical engagement among students. To evaluate the diversity and complexity of students’students’ responses, he formulated an analytical framework encompassing fifteen elements that assess whether and how students consider the historical context, acknowledge the temporal distance between past and present, and integrate diverse viewpoints and perspectives. Moreover, it also identifies inaccuracies or exaggerations, unwarranted comparisons with other historical events, simplistic presentist statements, and sweeping generalizations about human nature. He found a close connection between the extent to which ethical judgments are an explicit feature of history classrooms and the quality of judgments made.
Despite….
A.3.2. Teaching of the Israeli-Palestinian conflict in Israel
History education in Israel’sIsrael’s Jewish systems is a complex and multidimensional field. Numerous studies have illustrated the profound transformation Israel’sIsrael’s history education system has undergone in recent decades. In the early years following the establishment of Israel, the government employed an ideological and monolithic approach to history education, aimed at fostering social cohesion and patriotic values by promoting a secular-socialist Zionist narrative (Ben-Amos, 2002; Hofman, 2007; Kizel, 2007). The traditional Zionist historical narrative encompasses three historical periods: a biblical era of glory in the Land of Israel, two millennia of harsh exile, and the return to reclaim sovereignty and realize the Jewish people’speople’s potential (Zerubavel, 1995). In recent decades, this Zionist historical narrative has been eroded by social, cultural, and ideological shifts in Israeli society, as well as challenges from scholars, intellectuals, artists, and media figures (Mautner, 2011; Ram, 2010). This critical movement, known as ““post-Zionism,”” includes diverse and sometimes conflicting viewpoints that question and criticize the history and ideology of Zionism. At its core, post-Zionists challenge Zionist aspirations and ideals by offering a more sober understanding of its history and characteristics, dismantling fundamental myths, and exposing the manipulations and deceptions used to construct Israeli national heritage (Naveh, 2018; Silberstein, 2013).
As a result of the erosion of the Zionist narrative, Israeli history education has transformed into a fragmented landscape rife with disputesis characterized by ideological disparities and competing narratives (Tal & Naveh, 2023; Weintraub et al., 2022). At the center of public discord, both within Israeli society at large and specifically in history education,, lies the Israeli-Palestinian conflict. Teaching this conflict has been a focal point for intense disputes, including heated debates in the Knesset (the Israeli parliament), polemics in the media, academic protests, the removal of teachers, and the disqualificationremoval of several textbooks from the curriculum (Goldberg & Gerwin, 2013; Naveh, 2010, 2017).
Elie Podeh (2002, 2010), who focused mainly on the State Education (SE) system, identified three distinct ““generations”” of textbooks in terms of their representation of the Israeli-Palestinian conflict: ““Childhood”” from 1920 to 1967; ““Adolescence”” from 1967 to 1984; and ““Adulthood”” from 1984 to 2010. The childhood generation of textbooks offered a simplistic and unequivocal perspective on the 1948 War, asserting that Israel had no role in creating the Palestinian refugee problem and that Palestinians fled their homes and villages after being encouraged by their leaders. In the adolescence period, textbooks allocated more space and attention to the issue, even acknowledging Israel’sIsrael’s limited involvement in the genesis of the Palestinian refugee problem. The most significant shift occurred during the transition from adolescence to adulthood in the mid-1980s. Textbooks began to incorporate new findings from historical research that acknowledged Israel’sIsrael’s direct responsibility for the displacement and expulsion of large segments of the Palestinian population during the 1948 War, both through local actions and official policies. These changes sparked widespread controversies about history education throughout the first decade of the 2000s (Goldberg & Gerwin, 2013; Naveh, 2010; Nets-Zehngut, 2013).
A few studies have analyzed how the Israeli-Palestinian conflict is discussed in SE history textbooks published in 2009. They found that the textbooks presented diverse perspectives (including Palestinian perspectives) about the conflict through the text, primary sources, and the questions posed to students, which provided teachers with more options for teaching the subject (Podeh, 2010; Teff-Seker, 2020). However, these studies also showed that textbooks selectively presented historical events that reinforced the national narrative and included strict limitations on the inclusion of Palestinian narratives (Adwan et al., 2016; Naveh, 2022; Peled-Elhanan, 2012). 
The research by the PI and Lindsay Gibson on the ethical dimension of the Nakba in Jewish history education in Israel is the most comprehensive conducted in the last decade. Unlike previous studies that focused on the SE and were limited to textbooks, our research examined curricula and diverse teaching materials, such as lesson plans, digital programs, and annual exams. The PI and Gibson found that the Nakba began to feature significantly in educational materials in both the State Education (SE) and State Religious Education (SRE) systems. At the same time, as the Nakba is increasingly featured in the Israeli education system, the differences between the SE and SRE are becoming more pronounced (Weintraub & Gibson, 2024). Our research on the ethical dimension of the Nakba underscores how ideological and political stances strongly influence which ethical positions are included in teaching materials and which are omitted. Previous research on ethical judgments focused on historical events such as the Japanese Canadian Internment and the Final Solution, where the consensus opinion is that the events were unjust (Ammert et al., 2020; Gibson, 2014, 2018). However, the Nakba’sNakba’s ethical complexity and its crucial role in today’s Israeli-Palestinian conflictthe Israeli-Palestinian conflict today yield highly varied ethical judgments between the SE and SRE. While the SE takes a more complex approach, the SRE tends to minimize or even deny Israeli responsibility (Weintraub & Gibson, 2024). Therefore, the research on the Nakba has demonstrated the importance of addressing the ethical dimension to understand the processes of history education in Israel, laying the groundwork for broader research on other issues and aspects related to the Israeli-Palestinian conflict.
From the standpoint of teaching and learning about the Israeli-Palestinian conflict, Dan Porat (2004, 2006) showed that the cultural and social context of the students influenced how they interpreted textbook passages on key events of the conflict or how they filled in historical details, not mentioned in the learning materials. Tsafrir Goldberg (2013; 2017) demonstrated through an educational intervention in a controlled setting that the approach of historical thinking is more effective in creating empathy and understanding toward the other side than an approach that presents the Israeli and Palestinian narratives side by side. In another study, which included an Arab population, Goldberg showed that pedagogy based on historical disciplinary principles also helps reduce national pride and resistance to hearing the other side. Despite the valuable insights of these studies, they have not yet examined whether and how principles of historical thinking are applied in classrooms and, indeed, develop aspects of empathy and openness to reconciliation processes. From the perspective of teachers, studies have shown the great sensitivity surrounding the teaching of the Israeli-Palestinian conflict and the difficulties it poses, leading some teachers to avoid or reduce direct teaching of the conflict to prevent provoking strong emotions or heated debates in classrooms (Honing & Porat; Savenije & Goldberg).

In contrast to the extensive research on Jewish history education in Israel, the Arab State Education (ASE) system has received minimal attention. From the founding of Israel until receiving full Israeli citizenship in the mid-1960s, Arab-Palestinian citizens were under military rule and had a separate education system closely supervised by the government. Over the years, government oversight has loosened, but the ASE still has the least educational independence of the three state education systems in Israel (bu-Hussain, 2023). 
Research has shown that the Israeli Ministry of Education recognizes the unique cultural aspects of the Arab-Palestinian minority in Israel, such as Arabic language education and Muslim holidays. However, the policy does not recognize the national dimension of this population, acknowledging their cultural uniqueness but not their national identity (XXX). Over the years, the ASE curriculum has emphasized the Jewish character of the state and avoided content that might encourage Palestinian nationalism. In this context, ASE curricula are updated much less frequently, and there is a notable lack of up-to-date and suitable textbooks. The current curriculum is based on a 1976 program that was only updated in 2014 (MoE, 2024[/1976)),), compared to entirely new programs for Jewish education systems developed in the early 2000s (MoE, 2024[/2010],, MoE, 2024[/2003]).). While the curriculum addresses Islam's development and the Middle East's historythe development of Islam and the history of the Middle East in recent centuries, it ends with the British Mandate. Thus, the curriculum consciously avoids discussing the 1948 War and developments after establishingthe establishment of the State of Israel (MoE, 2024[/1976).	Comment by Christopher Fotheringham: I would tend to format editions like this.
Despite the lack of direct references in ASE curricula and official teaching materials, research has shown that the Israeli-Palestinian conflict is still discussed in classrooms. For example, studies on ASE teachers have demonstratedshown that they are well-versed in the history and politics of the Israeli-Palestinian conflict and consider it important to address this issue in the educational process (Agabria, 2017; Agabria & Muff, 2023). A new ASE history curriculum, expected to be published soon, will directly address the development of Palestinian nationalism as well as the Palestinian perspective on the 1948 War and its aftermath (Kadari-Ovadia). The process of publishing, implementing, and assessing the impact of this groundbreaking curriculum on students will be the focus of future research on this group.
From all the above, it is evident that, despite the immense importance of the Israeli-Palestinian conflict in Israeli society and its centrality in the field of history education, a comprehensive study examining the subject has yet to be conducted. Furthermore, it becomes clear that in both education systems, there is a significant research gap in both education systems regarding how the topic is actually actually taught in classrooms and students’students’ understanding of the conflict. The insights of the PI and Gibson on the importance of the ethical dimension for understanding the teaching of the 1948 War and the Nakba sharpen the necessity of examining this dimension ecologically within the context of Israeli education.

A.4. Objectives
Main Objective (MO): To Formulate an Ecological Theory for Integrating the Ethical Dimension in History Education
My main objective is to develop and implement a novel conceptual framework that will enable a comprehensive understanding of how the ethical dimension can be integrated into history education in various contexts and circumstances around the world. 
Similar to the framework of the medical model, the EthicalHistories model will consist of four stages: Diagnosis – Analyzingdiagnosis––analyzing the existing problems when the ethical dimension is not consciously and explicitly addressed in history education; Etiology – Mappingetiology––mapping the different challenges facing the integration of the ethical dimension into various aspects of history education. Prognosis – Identifying; prognosis––identifying the benefits of integrating the ethical dimension into history education. Treatment – Exploring; treatment––exploring ways to influence the ecological system of history education to foster the ethical dimension across different levels of the system.
To achieve the main objective, the project will rely on three key objectives:
First Objective One: To Map and Analyze the Different Ways the Ethical Dimension is Embodied in Curricula, Teaching Materials, Teacher Training, and Classroom Instruction
This objective will focus on the first two aspects of the theoretical model: diagnosis and etiology. As part of this, EthicalHistories will examine whether and whatif explicit expressions of ethical historical judgments exist in Jewish and Arab public education systems in Israel concerning the Israeli-Palestinian conflict. and analyze them where they exist. This will be reflected in the analysis of the curriculum, as well as in teacher training and instructional methods. Subsequently, the research will focus on the various implicit ways the ethical dimension influences the learning process. According to the research literature, as well as preliminary research on Israel (Weintraub & Gibson, 2024), the implicit, often unspoken or unconscious aspect is the primary way the ethical dimension appearsrarely manifests explicitly in history education. It tends to remain implicit, unspoken, or unconscious.
This objectiveMapping and analyzing the ethical dimension in history education has a dual role within EthicalHistories. First, as a problem diagnosis stage, it will outline the research direction of the project'project’ss subsequent objectives. It will characterize the current state of affairs, map the main shortcomings, and indicate where significant changes should be made. The second role of this objective will be, toward the end of the research, to assess whether and how EthicalHistories’EthicalHistories’ initiatives have led to the integration of the ethical dimension into various aspects of the system and the impact of these changes.
Second Objective Two: To Characterize Students’Students’ Ethical Attitudes and How They Relate to Demographic Characteristics, Epistemological Perceptions, and the Ethical Dimension of the Education System and Their Teachers’Teachers’ Ethical Attitudes
ThisThe second objective willof this project is to map the different ethical attitudes of Jewish and Arab, religious and secular adolescents in Israel regarding the Israeli-Palestinian conflict. The ethical positions of the adolescents will be examined comprehensively, as well as in relation to specific dilemmas and issues, such as the 1948 War, the Nakba, Israeli military rule in the West Bank, the violent Palestinian violent struggle against Israeli civilians, and more. Naturally, the different positions of Jewish and Arab populations toward the conflict are expected to influence their ethical historical attitudes profoundlyto profoundly influence their ethical historical attitudes. Beyond thatthis, the research will examine whether and how different identity characteristics, such as gender, religious belief, and ethnic origin, affect students’students’ ethical attitudes. Preliminary findings suggest that identity characteristics, such as gender, significantly impact adolescents' ethical attitudeshave a significant impact on the ethical attitudes of adolescents.
This objective will also examine the ecological impact of history education on students’students’ ethical attitudes. Beyond focusing on students'students’ identity and learning characteristics, EthicalHistories will seek to understand how their ethical attitudes are connected to the explicit and implicit ethical dimensions found in the educational materials of their system. For example, the research will investigate the extent to which students'students’ ethical attitudes align with the goals and ethical characteristics of the education system in which they studied. Furthermore, the students’students’ ethical attitudes will be examined in interaction with the classroom teaching process. On the one hand, it will assess how students’students’ ethical attitudes are influenced by the attitudes that teachers bring into the classroom, and on. On the other hand, it will examine whether and how students’students’ ethical attitudes, in turn, affect teachers’teachers’ willingness to highlight the ethical dimension in sensitive issues and topics. Thus, this objective relates to three aspects of the theoretical model: diagnosis (the current state among students), etiology (the personal and systemic reasons for students’students’ ethical attitudes), and treatment (ways in which systemic change can influence students’students’ ethical perceptions).
Third Objective Three: To Investigate Which Ethical Approaches Can Foster Aspects of Responsibility, Empathy, and Reconciliation Among Teachers and Students
This objective will focus on the last two aspects of the theoretical model: prognosis and treatment. Following the empirical and theoretical understanding generated by Sub-Objectives 1 and 2, this objective will seek to examine which educational interventions can improve the ethical judgments of teachers and students. According to the ecological perspective, educational interventions will not be limited to curricular change or specialized teacher training but. They will, however, aim to influence as many key elements of the learning process as possible. For example, the planned teacher training will not only innovate in terms of ethical content or didactic approaches but also include additional elements in the professional development of teachers. Part of the teacher training will consist ofinclude joint classes for both Jewish and Arab teachers. From another angle, the educational intervention will include aspects seemingly unrelated to the history of the Israeli-Palestinian conflict, such as extracurricular activities for students to familiarize themselves with the culture and customs of the other side. EthicalHistories will examine how different approaches to influencing students’students’ ecological learning impact three key aspects: how historical understanding affects their perception of responsibility today, both personally and socially; whether their level of empathy toward the other side in the conflict has changed; and whether their desire to engage in reconciliation processes has increased.

Section b. Methodology
b.1. Research Design
The study is structured around four working groups—three groups based on different education systems in Israel, each with a distinct ecological history education system, and one theoretical group. Instead of conducting the study along a particular dimension of history education—such as students'students’ understanding or teachers’teachers’ instructional methods within different education systems—this research aims to develop an integrated understanding of the ecological system of each type of public history education in Israel. Despite certain similarities between the systems, particularly within Jewish education, each constitutes a fundamentally different ecological system. This difference is evident not only in the structural-organizational characteristics of the history education within each system but also in the ideological, and political contexts, and the processes of socialization and habitus of the individuals involved.
To compare how the ethical dimension is operationalized within different ecological configurations, specifically regarding diverse perspectives on the teaching of controversial history, the three systemic working groups will follow the same research process, which consists of four stages—three stages of analysis and a fourth stage of educational intervention (see dectionsection b.3). At each stage, the theoretical WP will integrate insights from the three other WPs. Thus, in line with the ecological approach, each stage will build on the new insights gained from previous stages, which will also be reflected in the design of the educational intervention.
· Working Package 1 – The ––Jewish State Education (SE)
This group will focus on the ecology of the largest education system in Israel—the Jewish non-religious state education. This system includes about 55% of all public school students in Israel. Despite its non-religious nature, it encompasses students from a wide range of backgrounds. The diversity is apparent both in terms of religious affiliation—with some students being completely secular while others have strong ties to Judaism and practice many traditions (Yedgar)—and socio-geographical location. Since private schools in Israel are rare, some SE institutions serve students from the highest socio-economic groups, while others cater to those from the lower end of this spectrum.
In the field of history education, the SE system is directly subject to the Ministry of Education'Education’ss policy. The implementation of these policies is overseen by a supervisory team, led by a chief inspector, typically holding a doctoral degree, and composed mainly of experienced history teachers. The inspectors are employees of the Ministry of Education and have relatively broad autonomy in policy implementation. This autonomy is expressed in the creation of special curricula, the design of assessment methods, and responsibility for teacher training. However, given that ministers occasionally lead the Ministry of Education is occasionally led by ministers from religious right-wing parties, significant friction affects the entire SE system. For example, a few years ago, the Ministry of Education attempted to incorporate faith-based elements, which faced fierce resistance from parts of the secular public in Israel (XXX).
This working group will be led by a postdoctoral researcher or a doctoral candidate and will include two research assistants.
· Working Package 2 – The ––Jewish State Religious Education (SRE)
The second working group will focus on the education system serving the national-religious Jewish community. Although this system includes only about 15% of students in public education, it has been one of the most influential forces in Israeli society in recent decades.
In recent years, the national-religious community has emerged as a leading force in Israeli society, seeking to position itself in key roles in government ministries and the military. The SRE system is at the core of efforts to promote national-religious education. This community places significant importance on ideological education for the younger generation. It is the only system with an independent administration that, while budgetarily subordinate to the Ministry of Education, has ideological and structural autonomy. Alongside thisits independent administration, the SRE system has a council composed of religious educators and rabbis, whose role is to preserve the ideological-religious character of the SRE. SRE institutions vary regarding their level of religious observance, and in secondary education, they are often separated by gender.
Since the 1960s, and especially since the 1990s, the SRE has enjoyed greater independence in history education compared to the SE. Today, there is some common ground between the SE and SRE, such as adherence to the Zionist narrative and an effort to align with disciplinary developments. However, beyond these elements, significant gaps existthere are significant gaps between the systems beyond these elements, especially concerning the Israeli-Palestinian conflict (Weintraub, 2020).
This working group will be led by a postdoctoral researcher or a doctoral candidate and will include two research assistants.
· Working Package 3 – The ––Arab State Education (ASE)
The working group focusing on Arab State Education is the most complex and sensitive. This system serves the Arab-Palestinian citizens of Israel and includes about 30% of students in public education. The Arab education system encompasses three different religions: the vast majority are Muslim (around 80%), with approximately 10% Christians and 10% Druze. The working group will concentrate only on Muslim and Christian populations. Beyond constituting 90% of the Arab community, another reason for this focus is that theThe Druze community requireshas been excluded from this study because they would require a completely different analytical framework. This is evident both in religious-educational terms and in its position concerning the Israeli-Palestinian conflict, as the Druze population strongly identifies with the State of Israel and takes an active and central role in the Israel Defense Forces.
The attitudes of the Arab population in Israel toward the Israeli-Palestinian conflict are diverse and highly complex. Many in the Arab community have relatives in Gaza, the West Bank, or neighboring countries. A significant portion were displaced during the 1948 war and have been denied the right to return to their homes. Some identify as Arab-Israeli, others as Palestinian citizens of Israel, and some solely as Palestinians. ThisIt is a society where religion remains central, but according to post-secular literature,and there is no clear separation between religious and secular categoriesdomains as understood by the Western- Christian perspective.
As described in the literature review, the Ministry of Education in Israel recognizes the unique cultural character of the Arab-Palestinian minority in Israel but not its national Palestinian dimension. These elements are particularly evident in history education within the ASE, which has so far has officially avoided addressing the Israeli-Palestinian conflict. At the same time, research indicates significant disparities regarding what actually occurs in the classrooms. In this context, the ecological approach aims to add a critical layer of understanding, providing insights into how history education takes place when there is tension between institutional structures and the social-cultural identities of teachers and students.
· Working Package 4 – ––Theory Building and Intervention Planning
The Principal Investigator (PI) will lead the fourth working group, which aims to integrate the findings of the three other WPs. During the data collection and analysis phases, this group will be responsible for creating common standards among the working groups by facilitating information sharing and joint learning. Following this, WP4 will be tasked with developing the theoretical insights from each stage, which will guide the analysis in the subsequent research stages. For instance, the insights concerning the different ethical justifications that characterize the educational materials in the various WPs (Phase 1) could serve as analytical categories for analyzing the findings in the later phases.
Additionally, WP4 will seek to develop an ecological understanding not only within each system (each WP) but also across the different working groups. In other words, this group will examine how the ethical dimension in the public education system interacts with or influences the ethical dimension in the SE, and whether and how the ASE is affected by and responds to trends within the Jewish systems.
Based on the insights from the initial three stages and in preparation for the educational intervention (Phase 4), WP4 will be responsible for preparing the new teaching materials, teacher seminars, and extracurricular activities for students. Finally, this working group will oversee the main objective of EthicalHistories—developing an ecological theory on integrating the ethical dimension into history education in the context of violent and ongoing conflict.

b.2. Research instruments
Across the four phases of the study, the investigation of the ethical dimension will be divided into two main areas: b.2.1) textual materials and teaching practices, and b.2.2) teachers’teachers’ and students’students’ understanding.
For textual materials and teaching practices, two main methods will be used for data collection: Systematic Textual Analysis and Teaching Practices Observations, both employing a consistent analytical framework for data analysis. For teachers’teachers’ and students’students’ understanding, the primary data collection methods will include the Comprehensive Historical Ethical (CHE) Questionnaire and semi-structured interviews. This area will have a different analytical framework. Below, I will detail the three data collection methods and the two main data analysis methods.
b.2.1 Ethical judgments and justifications in textual materials and teaching practices
b.2.1.1. Data collection
· Systematic Textual Analysis (Phase 1). 
This analysis focuses on three types of textual materials that construct history education in Israel’sIsrael’s public education system: (1) curriculum documents;, (2) teaching materials – ––textbooks, digital learning programs, and lesson plans;, and (3) annual history matriculation exams. As noted earlier, each of the public education systems in Israel (SE, SRE, and ASE) has its own specific textual materials at these three levels.
1) Curriculum Documents: The official curriculum is collaboratively designed by the Ministry of Education (MoE) officials, historians, history educators, and practitioners every 20-–30 years. These documents outline the teaching goals, specify the historical topics to be taught, determine the sequence of topics, and define their characteristics.
2) Teaching Materials: This category includes three types: ––textbooks, digital learning programs, and official lesson plans. Textbooks and digital learning programs are created by private organizations that translate the general curriculum guidelines into tangible teaching resources, including unit and lesson plans. Although these materials must adhere to the curriculum'curriculum’ss detailed guidelines and obtain approval from the MoE, private organizations have some flexibility in incorporating diverse historical content and perspectives. A significant recent development is the creation of digital programs by the MoE, designed to partially or fully replace traditional textbooks. The last type of teaching materials comprises lesson plans and detailed teaching materials created by MoE supervisors to support textbooks and online programs, distributed to teachers via online communication channels (official websites, social media, and email).
3) Annual History Matriculation Exams: All students in Israel’sIsrael’s education system must pass these exams between the 10th and 12th grades to complete their education. Due to their importance for evaluation and certification, these exams remain a top priority for stakeholders within the MoE and significantly shape the teaching process in upper secondary grades.
· Teaching practicespractice observations – (Phases 2, 3, and 4).
Observations of teaching practices will be conducted in teacher training courses (Phase 2) and in classrooms across various schools of each WP (Phases 3 and 4). These observations will be carried out by PhD students or research assistants andwill carry out these observations. They will includeuse a standardized observation protocol alongside audio and video recordings of classroom activities. The protocol will cover aspects such as teaching methods, explicit inclusion of ethical dimensions, teacher-student interactions, and the use of teaching materials (e.g., textbooks, presentations, digital programs, documentary films, etc.). These materials will also be examined in comparison to the findings identified in the Systematic Textual Analysis conducted in Phase 1. The specific locations and classes observed will be detailed in the description of each phase below.
b.2.1.2. Data analysis 
The Systematic Textual Analysis and Teaching Practices Observationspractice observations will be based on the two-step conceptual framework I developed in collaboration with Gibson to analyze the ethical dimension of the Nakba in Jewish educational systems (Weintraub and Gibson, 2024).
First, we will utilize Gibson’sGibson’s (2018) analytical framework to deductively identify the various ways in which curricula, study materials, teachers, and students make explicit and implicit ethical judgments. This framework includes explicit judgments that clearly state that past actions were right or wrong, and six types of implicit ethical judgments: word choice, selection of historical details and events, presentation of viewpoints and perspectives, inaccurate or exaggerated statements, comparisons with other events, and selection of visuals. For example, even though learning resources do not explicitly state that certain past actions were justified or unjustified, Gibson used his analytical framework to demonstrate that these materials include manifold implicit ethical judgments when representing the topic. This framework helps us identify the less obvious ethical judgments, and examine the underlying goals, assumptions, and tensions that shape the ethical judgments about the Israeli-Palestinian conflict in Israeli curriculum, learning resources, exams, andand exams as well as courses on the subject in teacher collagescolleges.
Secondly, we will analyze the data to identify the justifications and reasoning used to support ethical judgments about the Israeli-Palestinian conflict. In other words, the ethical justifications that are used to explain why certain actions were right or wrong. We draw upon four criteria outlined by Bernard Williams (1993) to assess the responsibility of an individual, group, or social organization: 1) Their role in causing the event; 2) Their intentions; 3) Their state or condition at the time; and 4) Their obligation to make amends. Assigning responsibility is similar, but not the same as determining who caused an event. It requires the consideration of a person’sperson’s role in causing an event to occur, their awareness of the situation, their intentions, and whether they were in a position of authority and able to affect the outcome of an event (Stipp et al., 2017).

b.2.2. Ethical judgments and justifications among teachers’teachers’ and students’student’ understanding
b.2.2.1. Data collection
· Comprehensive Historical Ethical (CHE) Questionnaire and semi-structedstructured interviews (Phases 2, 3, and 4)
For exploringTo explore teachers’teachers’ and students’student’ understanding, we will develop a questionnaire will comprisecomposed of four sections: (a) personal information – ––participants’participants’ identity attributes and epistemological stances; (b) participants’participants’ historical ethical judgments of different events; (c) their historical thinking abilities; (d) participants’participants’ empathy toward Israelis and Palestinians affected by the conflict and their willingness to engage in reconciliation processes.
Section 1 – ––Personal Information: This section gathers information on participants'participants’ identity characteristics, such as religiosity, educational background, ethnic origin, place of upbringing, and other sociodemographic factors. It also probes participants'participants’ historiographical perspectives, exploring their understanding of history, its characteristics, and its impact on their lives. Initial findings suggest that religious belief or its absence significantly affects participants'participants’ ethical views. Participants'Participants’ epistemic beliefs will be assessed using the scale developed by Wiley et al. (2020), where they evaluate 12 statements on a Likert scale related to multiple-document inquiry tasks.
Section 2 – ––Historical Ethical Judgments: This section will examine students’students’ historical, ethical views on various events related to the Israeli-Palestinian conflict, as well as ideologically distant events, such as child labor conditions in 19th-century Britain or the atomic bombings of Hiroshima and Nagasaki. The latter questions address issues not central to the political, security, and social aspects of their lives. These,  serveving as control questions for assessing students'students’ ethical judgment abilities in non-conflictual contexts. Aligned with Gibson’sGibson’s findings (2014, 2018), the questions in this section will feature explicit ethical references. That is, they will explicitly prompt students to directly reason whether the actions were justified or unjustified, wrong or correctright. Accordingly, we asked the students in our pilot: ““Some claim that the Israeli security forces’forces’ policies and actions towards the Palestinian population during the War of Independence were justified, while others claim they were not. What is your stance on the matter? Please explain.”” Gibson demonstrated that such questions encouraged more extensive and in-depth elaboration on ethical positions than questions where ethical stances are implied or assumed.
Section 3 – ––Historical Thinking Abilities: This section will utilize the Stanford History Education Group’sGroup’s (SHEG) Historical Assessment Tasks (HATs) to evaluate students'students’ historical thinking skills (Breakstone, 2014; Smith, 2018; Smith et al., 2019). The questionnaire will incorporate these validated tasks, with some HAT questions translated into Hebrew and others culturally adapted. The HAT questions will assess various historical thinking principles such as historical significance, sourcing, and contextualization. 
Section 4 – ––Empathy and Willingness for Reconciliation: This section uses a Likert scale to measure participants’participants’ empathy toward Israelis and Palestinians affected by the conflict and their willingness to engage in reconciliation processes. These Likert scale items will be developed and validated by EthicalHistories during the project'project’ss first year.
Having obtained the questionnaire results, we will conduct several semi-structured interviews to delve deeper into the students’students’ responses and how they apply their historical, ethical judgment and thinking skills to specific events. In the interviews, we will ask questions intended to establish the students'students’ factual knowledge about the Israeli-Palestinian conflict., such as what they know about the Israeli forces’forces’ actions in 1948 and the fate of the displaced Palestinians. Additionally, several questions will explore the students’students’ perceptions of ethical judgments—for example, how they determine whether an action was justified. We will use the students'students’ answers to address specific aspects evident in them.
b.2.2.2. Data analysis
The study will employ mixed qualitative and quantitative research methods. After collecting the completed first-phase questionnaires, we will analyze the complexity of the students’students’ ethical positions. Once the responses have undergone a detailed initial review, we will apply the methods of grounded theory analysis, as outlined by Charmaz (2006), to develop codes that identify similarities, differences, patterns, and clusters in the data. Next, we will analyze the themes emerging from this inductive coding process by applying the analytical framework Gibson (2018) developed for students’students’ responses to historical ethical judgments.
Gibson’sGibson’s framework will enable us to categorize the students’students’ responses into three categories – ––basic, intermediate, and sophisticated. Sophisticated responses will feature several perspectives, consider the event'event’ss historical context, and acknowledge its temporal distance from the present. Such responses will avoid unwarranted comparisons with other historical events, presentist statements, and trans-historicaltranshistorical broad generalizations about human nature. Intermediate responses would demonstrate some elements of context and perspective but may occasionally tend to make superficial comparisons or lean on overarching generalizations. Basic responses will largely focus on a single perspective and may often resort to presentist views or oversimplified interpretations of the events.
In our initial study, for example, when asked if the actions of the Israeli security forces in the 1948 war were justified, a graduate from the SE system displayed a basic-level response by firmly stating that the actions were justified ““…because I think that in war there is no place for mercy and we need to show our strength to the enemy.”” He did not reference any historical dimension or, nor did he consider several perspectives, relying instead on generalizations and a simplistic viewpoint. An intermediate-level response came from a student who completed SRE. He noted, ““myMy position is that the issue is complex,”” elaborating, he added, ““thereThere is a side of me that says it'it’ss immoral. But we didn'didn’tt initiate the war; we accepted the partition plan for the country. It was an act of war, not a voluntary act to expand and exert terror over the population.”” In this response, the student provided a limited historical context and empathized with the opposing perspective. However, he did not acknowledge the temporal gap between the past and present. 	Comment by Christopher Fotheringham [2]: Pilot?
An 18-year-old female graduate of a prestigious SE school provided an example of a sophisticated answer. She emphasized the gap between ““values and social conventions and policies that exist today”” against the time of the Nakba, when ““occupying territories and determining the fate of the residents of these territories elsewhere were more accepted.”” She noted that ““both sides were violent, both sides committed atrocities,”” but concluded that ““once we had the upper hand, we needed to take responsibility for our actions and work to correct our wrongdoing.”” Thus, in her response, she considered multiple perspectives, took into account the historical context of the event, and recognized the temporal gap between the past and present. Moreover, she avoided unwarranted comparisons, presentist statements, and broad generalizations. 
In the proposed study, we plan to analyze the students’students’ historical thinking using the rubrics provided by SHEG for each type of HAT. These rubrics categorize students’students’ responses into three levels—Basic, Emergent, and Proficient—based on elements in the answers that indicate the levels of historical thinking demonstrated. Along these guidelines, students will receive a score for each type of HAT that reflects a specific historical thinking skill. Ultimately, we will give each student a composite score reflecting their overall historical thinking proficiency.
Statistical analysis will allow us to determine whether significant differences emerge in the levels of ethical judgment concerning the Israeli-Palestinian conflict against those concerning ideologically distant historical events. We will assess whether the cumulative score of students’students’ historical thinking significantly correlates with the sophistication of their historical and ethical positions. Also investigated will be the impact of students’students’ political, social, and religious profiles on their levels of historical thinking and the complexity of their historical and ethical judgments.

b.3. ReseachResearch Phases
· Phase 1: Textual Analysis of Curricula and Teaching Materials
To characterize the framework within which history education operates in Israel, the first phase of the research will involve an analysis of the ethical dimension within the educational content.
Data collection and analysis will be conducted as outlined in the ““SytematicSystematic Textual Analysis.””
· Phase 2: Teacher Training
After understandingAs described above, phase one examines how the government and educational system seek to shape the ethical dimension of the Israeli-Palestinian conflict, the. The second phase, conducted during the second academic year, will examine how this agenda is reflected in teacher training. This phase will include data collection and analysis of both “Teaching practicesteaching practice observations” and the “CHE Questionnaire”..
The “Teaching practicesteaching practice observations” component will involve observations in teacher training courses at colleges of education. In Israel, there areis a variety of colleges of education, and they serve as the primary sourcessource offor teacher education. Although this is not legally mandated, each college usually aligns with a particular public education system in Israel. For instance, colleges for the secular Jewish community primarily train teachers for the SE system, Religious Zionist colleges primarily for the SRE system, and Arab colleges for the ASE system. In WP1,2,3working packages one, two, and three, doctoral students or research assistants will conduct the Teaching practicesteaching practice observations in the relevant courses on the modern history of the Jewish people, the Middle East, or the Israeli-Palestinian conflict, as well as courses focused on the didactics of history teaching. Additionally, the CHE questionnaire will explore the teacher training processprocess of teacher training will be explored through the CHE questionnaire, distributed to pre-service teachers at the beginning and end of the academic year.
· Phase 3: Classroom Teaching and Understanding of Students
In the third academic year, EthicalHistories will investigate the teaching processes in high school classrooms across the three WPs 1, 2, and 3working packages and how these affect the students’students’ ethical perspectives on the Israeli-Palestinian conflict. This phase will also include data collection and analysis of both " Teaching practicesthe teaching practice observations" and the "CHE Questionnaire.". Observations will be conducted in history classes, specifically in 10th, 11th, or 12th grades, focusing on topics such as Zionism, the history of the Middle East, and the Israeli-Palestinian conflict. In each WP, doctoral students or research assistants will join three different classes in schools corresponding to the WP'WP’ss educational system. Furthermore, the students'students’ understanding will be assessed using the CHE questionnaire, administered at the beginning and end of the school year.
· Phase 4: Educational Intervention
Based on the insights gathered from the first three phases, WP4working package four will design and implement an educational intervention to evaluate which teaching approach most effectively enhances students’students’ ethical understanding of events that are part of an ongoing violent conflict. The intervention will assess the outcomes of two teaching approaches: one emphasizing critical disciplinary principles and the other focusing on explictexplicit ethical discussions. WP 1, 2Working packages one, two, and 3three will conduct the intervention in three classrooms—–––two undergoing the educational intervention and one serving as a control group. In total, the study will involve nine classrooms from the three public education systems in Israel: six undergoing the intervention and three serving as a control group.
The intervention will begin with teacher training. Teachers participating in the intervention classrooms will attend a special workshop during the summer break. Beyond addressing ethical content and didactic approaches, the workshop will aim to create interpersonal connections and include experiential events designed to bring together Jewish and Arab teachers to foster mutual understanding. At the start of the academic year, we will administer the CHE questionnaire used in the third phase to assess students’students’ ethical attitudes and historical perceptions before the educational intervention.
During the school year, the two intervention groups will use teaching materials on the Israeli-Palestinian conflict that EthicalHistories will develop. The the first intervention group will use teaching materials aimed at developing various historical thinking abilities, such as sourcing, contextualization, and corroboration. TheIn the second group'sgroup, the pedagogy will focus on fostering explicit ethical discussions. One of the significant innovations in these materials is that they will have a broad common base for SE, SRE, and ASE, with certain adaptations to reflect the needs and perspectives of each population. The control group will not undergo any pedagogical intervention and will study the official materials identified in Phase 1.
As in Phase 3, this phase will also include data collection and analysis of ““Teaching practices observations.”” At the end of the year, the CHE questionnaire will again be distributed to students to assess whether, and in what ways, each intervention impacted them compared to the control group and each other.

b.4. Timeline and Human Resources
The project will include the PI, three doctoral students, and six research assistants (advanced BA or early-stage MA students). The PI will dedicate approximately 75% of his time to the project. Each research group related to an education system (WP 1, 2, 3) will be led by a doctoral student and will include two teaching assistants. Due to the extensive interaction that each working group will have with its target population—through observations, distribution of questionnaires, and interviews—it is crucial that the researchers belong to the same population they are studying. For example, researchers in WP1 will be non-religious Jews, those in WP2 will be from the national-religious community, and researchers in WP3 will be Muslim Arabs. The doctoral students will also participate in WP4, which will be led by the PI will lead. As mentioned earlier, the groups will work concurrently while engaging in integrative analysis and learning from one another (see Gantt chart below).

[Project Gantt Chart]



b.5. Challenges and Risk Assessment
Engaging with controversial history is complex, both in terms of teaching and learning, as well as in research. The most significant challenge for this project is that the sensitivity surrounding the Israeli-Palestinian conflict and its political implications may lead teachers and students to hesitate in participatingto participate in the study. This sensitivity is particularly high within the SRE and ASE systems. The SRE, serving the national-religious community, often expresses suspicion and reservations toward many academic research trends, labeling them as progressive and undermining Jewish identity. Meanwhile, the ASE operates under formal or informal restrictions, leading teachers and students to engage in self-censorship and reluctance to disclose their actual teaching methods.
However, past experience indicates that these challenges can be overcome in several ways. Firstly, the PI has extensive experience working with both the SE and SRE systems. He has taught in both secular and religious teacher training colleges and maintains excellent relationships with numerous teachers in both systems. Additionally, he collaborates closely with the SE and SRE supervisory teamssupervisory teams of both SE and SRE. In recent years, the SE system has independently approached the PI to organize workshops and training for teachers. It and has expressed interest in his conducting research onresearching new teaching methods and how they are promotingpromote ethics.
To address concerns within the ASE system, the PI will collaborate with Palestinian colleagues from the education faculties at Hebrew University and Tel Aviv University. The PI has strong connections with these researchers, who have access to a wide range of ASE schools, having previously taught there and conducted several studies. Additionally, as mentioned earlier, WP3 researchers will be Muslim Arabs who graduated from the ASE system, which is crucial in alleviating concerns.
Another risk is the possibility of a doctoral student leaving the project or significantly reducing their working hours. Since the research methodology is consistent across all groups, it would be relatively straightforward to recruit a new doctoral student or researcher, and any gaps should be easy to fill, with support from the PI and other doctoral students during the onboarding process.
Given the reality in Israel-Palestine and the broader Middle East, there is also the risk of a security event that could hinder the ability to execute the research plan. For example, a large-scale conflict like another war in Gaza or internal unrest, similar to that of May 2021, could significantly limit the educational intervention's feasibilityfeasibility of implementing the educational intervention. However, such an event occurring during the study also presents substantial research potential, as it is a central force within the ecological system of history education in Israel. The research could examine the various changes that follow the event and how each education system responds to it. An example of this potential can already be seen in the initial results, as the research began before October 7 and the war in Gaza, allowing for an examination of how things changed among the same students following the war.

b.6. Outputs and Dissemination
EthicalHistories aims to make several significant contributions to the understanding of how the ethical dimension can be integrated into history education and how the Israeli-Palestinian conflict is taught and understood among Jewish and Arab communities in Israel. The findings will be translated into several outputs that will benefit both the academic community and various stakeholders in the field of history education, including policymakers, teacher trainers, and teachers. The five main planned outputs are:
1. At least nine academic articles in leading education journals;
2. Three doctoral dissertations;
3. An open-access academic monograph authored by the PI that will summarize the project and outline a new theoretical framework for integrating the ethical dimension into history education;
4. A website that will translate the project’sproject’s stages and findings for the general public. Toward the end of the project, it will include a repository of teaching materials and intervention methods to help integrate the ethical dimension into history education in various countries and contexts;
5. Two international conferences on the ethical dimension in history education—one after the first year, where researchers will present initial findings from the textual analysis stage and conduct workshops with leading experts in history education, and another toward the project’sproject’s conclusion to present the research findings and outline future research and action directions.
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