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ABSTRACT

This research aims to ascertain the manner in which two grade 10 CAPS-approved
History textbooks and the historically-situated electronic game Assassin’s Creed
Unity engage with second-order historical thinking concepts with reference to the
French Revolution, in an attempt to create a historically literate learner. Historical
education has become an ideological playground, dominated by official forms of
education, such as the ubiquitious textbook, which aim to inculcate particular values
into a historically literate learner. Yet history education is increasingly, and
unpredictably, influenced by unofficial forms of pedagogy, such as the historically-
situated electronic game which impact not only on learners’ schema, but their
educators too.

Adopting Seixas’s six second-order historical thinking concepts (historical
significance, source evidence, continuity and change, cause and consequence,
historical perspective taking and the moral or ethical dimension) as categorical filters,
similarities and differences across the three tools were identified. Within an
interpretivist framework, these similarities and differences were studied and recorded
utilising a Qualitative Comparative Content Analysis approach, a method which
amalgamates the Qualitative Content Analysis and Qualitative Comparative Analysis
approaches. These similarities and differences, as well as the manifest and latent
negotiations of each, were, in turn, qualitatively contemplated to gain an
understanding of what each revealed about the ideological implications of the
divergent pedagogical tools and the manner in which these are expectant within a
historically literate learner.

Through latent analysis of the findings, it became apparent that, while both the
textbooks and the electronic game were created within an ideological framework, it
was this framework which specifically drove the depiction of the French Revolution
within the textbooks. Through repetition and implicit reinforcement of the democratic
establishments of the French Revolution and its connection with the South African
Revolution of 1994, which saw the demise of the Apartheid era, the textbooks
illustrate that a suitable historically literate learner must be one encompassed of and
perpetuating the ideals fought for in the South African Revolution. The electronic
game, in dichotomy of this as an artefact of the counter-culture, adopts an ideology
which pushes against grand narratives and questions whose history is correct and
deserves to be witnessed. For educational practictioners, researchers and those
immersed in designing games for learners, the findings suggest that any integration
of electronic games into official educational practice will require that they devote
themselves to establishing a particular historically literate learner in line with the DBE
and South African government’s agenda. For textbook researchers, the findings
open the door to similar explorations into other sections within the CAPS-approved
History textbooks, particularly in relation to the South African Revolution.
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CHAPTER ONE: INTRODUCTION

1.1. Introduction

This chapter serves to orient the reader within the context of the research
phenomena, namely the engagement of grade 10 curriculum and assessment policy
or CAPS-approved History textbooks and Assassin’s Creed Unity with second-order
historical thinking concepts. This contextualisation explores the History of play, as
related to education, in conjunction with the CAPS- aligned skills and values inherent
in the French Revolution approved content and the correlations or disparities with the
electronic game. Attention is devoted to illustrating the French Revolution as the
historical medium within which the second-order historical thinking concepts are
explored, as well as providing the rationale, motivation and purpose driving the
study. The research questions are expounded upon, before fleshing out the key
concepts surrounding the research. Finally, the methodology will be sketched as well
as a chapter outline for the dissertation as a general guideline as to what the reader

can expect going forward.

1.2. Background and Context

It was developmental psychologist Vygotsky who proposed, in 1978, that play was
‘not the predominant feature of childhood” but was rather “a leading factor in
development” (p.96), a progress, therein, separate from childhood, and linked
instead with development. In addition, he argued for the purposeful meaning of play,
contradicting what he believed to be the misrepresentation of play as pleasure-
seeking, stating that “in short, the purpose decides the game and justifies the
activity” (p. 97). This attitude towards play as driven by purpose and instrumental in
development has been accepted for centuries, even millennia prior to Vygotsky’s
findings (as | shall be indicating shortly), yet in the decades that have followed, play
has been demarcated as a child’s activity. In a Technology, Education and Design
(TED) talk, global conferences devoted to broadcasting ideas, Brown criticised The
New York Times for stating that play was “deeper than gender, seriously but
dangerously fun” and yet failed to include any adults on the huge cover page

depicting at least 15 different activities and children (2008).



The depiction surrounding play as that of belonging to a child is further narrowed by
what play is considered acceptable for learning. Steve Jobs, despite being the chief
executive officer of Apple- creators of smartphones, tablets and laptops (to name a
few)-shielded his children from technology use, refusing them access to iPads
(Bilton, 2014), as has CEO of 3D Robotics and father of five, Chris Anderson
(Lesnar, 2014). This Silicon Valley trend arisesfrom the fear that parents “may be
setting up [their] children for incomplete, handicapped lives devoid of imagination,
creativity and wonder” (Lesnar, 2014, p.1) by allowing access to technology. This
anxiety has even led to the selection of “non-tech schools ... where computers aren’t
found anywhere” (p.1). It is within this narrative that my research exists: a world
where play is the domain of children and technology a field of potential dangers. Yet
while both play and learning through technology and technological devices is a

modern phenomenon, play and specifically play as a learning tool are not.

1.2.1. A Brief History of Play and Learning

The Egyptian temple of Kurna, dated 1400BC, possesses records of some of the
oldest forms of gaming as a platform for learning (Bell, 1979). Roof slabs at the
temple hold carved renditions of El-quirkat, later altered to Alquerque, the first
recorded strategy board game, which indicates the millennia year old relationship
between learning and play. More recent examples include the Indian-designed
Chaturunga of the 6™ century (Averbakh & Gurevich, 2012; Meyers, 2011.1) and the
Europeanised Chess, the former of which was designed as “a way to teach the
children of the royal family to be better thinkers and better generals” (Meyers,
2011.1, p.3). Chess, while inheriting the same qualities as Chaturunga, is also
arguably, a role-playing game of a feudalistic war, feudalism being a favoured Middle
Age system of government steeped in History (Pattie, 2011). In fact wargames, such
as Chaturunga and Chess in which the player is able to recreate specific events to
explore (Dunningan, 1997), have been argued to allow a player to “learn more from
wargames than from reading History” (Coatikyan as cited by Kirschenbaum, 2011,
p.1). Additionally, these games have modern-day application: research surrounding
Chess has indicated its ability to develop acceptable social behaviour and

mathematical reasoning and skill (Celone, 2001; Fischer, 2006; Graham, 2011).



Yet the realm of educational games exists beyond the board game and in more
recent years, typically in the form of interactive media and games. The advent of
electronic gaming stems from the interaction between information and
communication technology and learning. Information and communication technology,
stated to be “at the very heart of the educational process” (Blurton, 1999, p.1), has
allowed for the distribution and facilitation of learning resources to previously
inaccessible locations through complimentary platforms such as a computer or the
web (Hassana, 2006, Joint Information Systems Technology, 2004, Maguire &
Zhang, 2007). The continuously innovative and advancing nature of information and
communication technology (ICT), with systems allowing for synergy of efforts and
growing accessibility, have transformed the role ICT plays in everyday life and
education (Maguire & Zhang, 2007). ICT as a tool for learning dismantles the
“existing stereotypes in education” by transforming the learner to an “actively
involved” shaper of education rather than a “passive listener” (Ni, 2012, p.428). In
the History classroom, more specifically, ICT can allow for the reconstruction and
reproduction of historical events and sources, the opportunity to recognise trends in
vast stores of information and the general development of source analysis skills
(Adesote & Fatoki, 2003; Becta, 2004).

1.2.2. Learning through ICT

According to a socio-cultural theory of learning, “all human action is mediated by
tools” (Sutherland, Robertson & John, 2009, p.2); including the diversified tools of
ICT which allow one to communicate, generate, store and supervise information
(Blurton, 1999). This is particularly the case for those of the digital generation:
today’s learners who emerged into a world already existing alongside social
phenomena like Facebook, Twitter and Google (Punie, Zinnbauer & Cabrera, 2006).
The digital generation learners, or electronic citizens, have moved beyond merely
interacting with ICTs, with approximately 33% of college students claiming they are
dependent on the internet (Montgomery, Gottlieb-Rhodes & Larson, 2004). In
essence, ICT’s have not been merely adopted by electronic citizens (e-citizens) of

the digital generation: “they have internalized it” (p.1).



With the rapid progression into an increasingly digitised future, and the “current
widespread diffusion and use of ICT”, it is evident that ICT’s influence will continue to
grow and expand, both in the social and academic realm (Punie, Zinnbauer &
Cabrera, 2006, p.5; Noor-Ul-Amin, 2012). This is evidenced in the increased role
individuals have taken in self-education through the use of their own private
computers, with an approximate 19% of Europeans in 2006 claiming they have
utilised the internet for learning (Ala-Mutka, Punie & Redecker, 2008). While South
Africa may lag behind first world countries for its ICT development, in 2002 only
6.4% of South Africans had access to an internet provider (Mdlongwa, 2012), while
2013 statistics indicate that 19.4% of South Africans have a personal computer
(Statistics South Africa, 2014), and 133% smartphone market penetration (Fripp,
2014), both of which can provide access to the internet and other ICT related tools.
Yet, despite this trend, ICT has not gained the foothold it requires to transform the
educational environment (Ala-Mutka, Punie & Redecker, 2008), potentially due to
educator’s attitudes and the anxiety surrounding ICT and particularly electronic

gaming detailed further in content ratings in the media.

Developing from the relationship between ICT and learning, the recent theorisation
of learning through electronic gaming, has further pushed the boundaries of
accepted forms of education. Electronic gaming is said to be the medium “of the
computer representing the most polished, powerful and thoroughly digital learning
experience known” (Squire, 2008, p.3). This pedagogical shift is mirrored by the
Serious Games Institute, whose focus is creating serious games focused first and
foremost of education, not purely entertainment (Michael & Chen, 2006), and who
are responsible for the creation of the increasingly popular Second Life. Second life,
described as an educational podium (Savin-Baden, Tombs, White, Poulton, Kavia &
Woodham, 2009), is a computer-generated world with “simulated environments”
which, in recent years, “educators have begun exploring ... as a powerful medium for
instructions” (Antonacci, DiBartolo, Edwards, Fritch, McMullen & Murch-Shafer,
2008, p.1). Second Life is not alone in its Serious Game status, sharing the title with
Mad City Mystery, role-playing electronic game based on the sciences where players
are required to work together to solve Mathematics and Science problems (Squire,
2008), and the language developer, Reader Rabbit, aimed at teaching “phonics



strategies and sight word recognition” (“Reader Rabbit Learn to Read with Phonics”,
2001, p.1).

However, not all games which provide educational opportunities are serious by
nature, but they can be, as Brown cited the New York Times as saying games were,
“seriously, but dangerously fun” (2008, p.1). Electronic gaming is argued to “provide
learning opportunities every second, or fraction thereof”, which “kids, like all humans,
love ... when it [learning] isn’'t forced on them” (Prensky, 2003, p.1). Electronic
games, a particularly suitable method for engaging those learners unsuitable for the
traditional pedagogical framework, make room for “critical thinking, problem-solving
and other higher-level skills” (Shreve, 2005, p.29). Oblinger expanded the
educational uses of electronic games to include their role as research tools, such as
when new players enter a game and must draw on previous experiences and
knowledges and determine which information is contextually sound, before applying
the information within the new setting (2006.1). It is with this in mind that, in recent
years, it has dawned on numerous educational professionals that gaming can
provide both informalised and formalised educational opportunities (Moursund,
2007). Yet one must focus on the word ‘can’: as Prensky notes, many educators still
hold the belief that learning must exact pain to be meaningful- a “learning shackle”,
he states, “educators should all throw away” (2001, p.54).

It is shackles such as this that History educators must abandon if History as an
academic subject is to break away from its association “with the old and static” (Ni,
2012, p.428). Electronic games such as Antoinette and the American War of
Independence and Napoleon: Total War are merely two historically situated
electronic games which could assist learners to comprehend the magnitude and
complexities of decision making and the affect such decisions have on the face of
History (Vasagar, 2010). Educational professionals such as Kurt Squire and Nicolas
Trépanier have included the commercialised historically-situated games Civilization
Il and the Assassin’s Creed franchise respectively in their course work, noticing
“improved thinking and writing abilities” (Trépanier, 2014, p.1) as well as the
detection of “many sources of bias in the game” (Squire, 2004, p.414); the latter of
which is a skill promoted by the South African Department of Basic Education. Yet,

despite these numerous proposed and supported benefits surrounding the use of
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electronic gaming, a significant barrier exists to its inclusion as a teaching tool in the

History classroom: their content ratings due to in-game violence.

1.2.3. Content Ratings in the Media

Much of the stigma surrounding electronic games such as Assassin’s Creed Unity
(ACU) is the belief that these labelled-violent games present “false messages to the
player that problems can be resolved quickly and with little personal investment”
(Olivier, 2000, p.3). This is compounded by the image that these games pacify
violence, contain sexual content and accept violence as a problem-solving technique
(Olivier, 2000; St. John, 2012), all qualities which have prevented Assassin’s Creed
from taking a place as an educational tool. ACU, rated by the Entertainment
Software Rating Board (ESRB), was given an M for mature: a gaming rating which is
strikingly analogous to the R rating given to films (Newman, 2009). While the M
rating of games states that “content is generally suitable for ages 17 and up” (ESRB,
n.d., p.1), the R rating simply states that “children under 17 require accompanying
parent or adult guardian” (Motion Picture Association of America Inc., 2010, p.8).
Simplistically, this suggests that the restrictions surrounding electronic games are
more stringent than those accompanying films. This disparity in expectations

immediately elucidates to an inequality or prejudice surrounding electronic games.

In support of Newman’s argument, an examination of the key requirements for said
content identification reveals that the two classifications are strikingly synonymous:
“‘An R-rated motion picture may include ... hard language, intense or persistent
violence, sexually- oriented nudity, drug use or other elements” (Motion Picture
Association of America Inc., 2010, p.8) , while an M-rated electronic game “may
contain intense violence, blood and gore, sexual content and/or strong language”
(ESRB, n.d., p.1). In fact, “given the nudity aspect, Mature-rated games may actually
be less explicit than R-rated movies” as the inclusion of nudity in electronic games is
reserved for titles labeled as ‘Adults only’ (John, 2009, p.1). Again, what is exposed
is the unequal treatment of violence and nudity in gaming and films, allowing for
more leniencies in films than in electronic gaming. Despite their similarities,
electronic games are continuously given more stringent ratings than films or
television shows- a phenomenon | have discussed further in my final discussion.

Perhaps “the point of contention [lies in the] interactivity” of the violence, that is the

6



active involvement of participants in perceived acts of aggression, yet as Newman
states “courts have repeatedly found [that] it isn’t proven that violent video games
cause violence because you play them, while movies don’t because you watch them”
(2009, p.1). Further discussion surrounding similar research will be explored later in

this research.

At this juncture, it may be judicious to scrutinise and understand the rating systems
which have determined what is acceptable within media formats and what is not,
particularly as learners are exposed to “actual scenes of real-life violence” on social
media and news feeds with no attached age restriction (Knorr, 2016, p.1). Firstly, let
us look at the PG-13 film rating, a label which faces much heated debate for its
allowance of “intense violent content” only at the exclusion of “sexual content,
language and substance abuse” (Kilkenny, 2016, p.1). The adoption of this label was
the result of the presence of questionable content in several films and was not the
design of experts within the field of child psychology intent on protecting children
from the perceived harm of viewed violence, but rather persons with a very different
agenda: commercial filmmakers. The decision to inculcate a rather nebulous PG-13
label has had its intended result: it has permitted more viewers, allowed for higher
profit margins and has, in recent years, as the rating becomes more flexible, become
the most profitable filming category (Drexley, 2013; Kilkenny, 2016). In this regard, it
would appear that the answer to the question, what violence is considered
acceptable, is lucrative violence. In light of this, the ratings surrounding electronic
games become more understandable: 32% of gamers fall within the 18-35 age
bracket, with a staggering 39% of gamers sitting above the 36 age margin (Grubb,
2014; Lofgren, 2015). With only 29% of gamers falling under the M-rating, game

developers can “afford” to apply higher ratings.

1.2.4. The Curriculum and Assessment Policy and Assassin’s Creed Unity.
Values and Skills in the French Revolution

Yet, despite these concerns, when discussing the relationship between electronic

gaming and learning, certain CAPS-approved skills emerged which electronic games

have been proposed to encourage, such as bias identification (Squire, 2004). The

aforementioned criterion for skills promotion has been established in the Curriculum

and Assessment Policy for Grade 10-12 History, laid out by the South African
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Department of Basic Education (DBE). The Grade 10 CAPS, which deals directly
with the French Revolution, focuses on the background, the context, the causes and
primary events, as well Napoleon’s involvement and the legacies left behind. While
ACU begins its revolutionary journey in 1776 during Benjamin Franklin’s visit to
Versailles, before sweeping forward 13 years to the “once-magnificent Paris” and its
imminent “plunge into the terror of the 1789 French Revolution” (Ubisoft, 2014, p.1),
the CAPS documents indicates that learners should be exposed to the ideas of
“colonialism and slavery” as well as the emergence of the concepts of democracy
(DBE, 2011, p.15). In addition, the DBE desires that learners are exposed to the far-
and long-reaching effects of the French Revolution, both in the French colonies of
Haiti and Toussaint L’Ouverture and in present day society, while the game is “laser-

focused on Paris” with “occasional side trips to Versailles” (Gies, 2014, p.1).

Nevertheless, the game’s intention resonates strongly with the outline stipulated by
the DBE: The intention of the game, according to the official Assassin’s Creed
website, is to “tell the story of how and why Parisian peasants and commoners rose
up against the archaic class system”, namely feudalism, “that oppressed them and
the crumbling monarchy, who enforced this way of life” (Ubisoft, 2014.1, p.1).
Similarly, the CAPS documents claims that through a discussion of the causes and
events surrounding the French Revolution, learners should comprehend “the role of
ordinary people in the Revolution” as they attempted to cast off the ancient regime
and inculcate “ideas of liberty, equality, fraternity and individual freedom” (DBE,
2011, p.15). While the French Revolution, detailed below for comprehension, is
utilised as a historical medium through which the values of democracy, liberty and
equality can be promoted, the DBE further utilises the content for skills promotion.
Although these skills are not singularly taught through the French Revolution, they
should, in theory, be addressed within the approved content and enable learners to
obtain the eight skills detailed by the DBE (2011). These skills are tabulated and

discussed further in Chapter 3, under Historical Thinking Concepts.

1.3. The French Revolution
As previously announced, the historical medium or context through which the
second-order historical thinking concepts are engaged with is none-other than the

French Revolution. This section aims to provide a historical map of the social,
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political and economic causes, the key historical events and the figures of the French
Revolution, particularly those prevalent in both the two CAPS-approved grade 10
History textbook and ACU. Due to the magnitude of the French Revolution, an era
roughly designated to a decade long, a full discussion of the various causes, events
and historical agents would be implausible, impracticable, and unnecessary for the
nature of this nature. Rather than attempt to provide a full picture of the French
Revolution, this passage aims to introduce those facets which are likely to be
discussed in analysing the textbooks and electronic game, in order to ensure a clear

enough understanding is made possible.

The French Revolution is a revolution of problems- “the more one studies the French
Revolution the clearer it is how incomplete is the History of that great epoch”
(Kropotkin, 1989, p.5). This ambiguity extends into the realm of explanation, namely
that despite the vast stores of evidence, there exists no universal explanation for the
origin of the French Revolution (Israel, 2014). If one adopts a socialist perspective,
the origins are undeniably embedded in the rise of the bourgeois; while
oppositionally, revisionists argue “the Revolution was not the work of a rising
bourgeois at all, but rather of a declining one” (Doyle, 1999, p.10-11). In this fashion,
discussing the French Revolution, determining its causes particularly, is a
contentious matter, yet one which can be sensitively approached. This essay serves
to contextualise the French Revolution, the platform upon which the historical
concepts of this research shall be engaged with, by exploring potentially inarguable

causes, primary agents, as well as the events which marked the era.

Between the 1700s and the 1800s the French population grew from approximately
21 to 28 million, a dramatic increase which incensed the harsh living conditions
experienced by average person (Israel, 2014). This average person, influenced by
the English Revolution, could be found within the Third Estate, a group comprising of
95-97% of the population and heavily burdened by taxes imposed upon them by the
First Estate, the clergy, the Second Estate, the nobility, and the King (Kropotkin,
1989; Wilde, 2016). These taxes, including tithe to the church, and land and food
taxes (Israel, 2014), increased followed the Seven Year war of 1756- 1763 and the
American War of Independence, both of which plunged France into a terrible debt,
the latter of which, alone, saw between 1,800,000,000 and 2,000,000,000 livres of
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monetary assistance given to the Americans (Martin, 2013; Rees & Townson, 2015;
Sharma, n.d.). This debt was exasperated by bread shortages following a bad
harvest, and riots rocked Paris, leading, in part, to the emergence of A Constitutional
Club of revolutionaries, or the Jacobin Club (Kropotkin, 1989). This club, spreading
across France, was arguably a reaction to the American War of Independence, or
the American Revolution, which held in common with the French Revolution the
spreading of the Enlightenment Ideals, ideas which “emphasized the idea of natural
rights and equality” (Smith, 2011, p.1).

These ideas were vastly opposed to the Ancien Regime ideas of feudalism, and the
often labelled “oppressive or tyrannical rule of absolute monarchs” such as King
Louis XVI and his Austrian (and thereby ‘alien’) wife Marie Antoinette, as well as the
previous Monarchs (Martin, 2013; Smith, 2011, p.1). These monarchs, far from
alleviating the aforementioned debts, were often the cause and aggravator of them,
leading to “extremes of luxury and misery”, climaxing under the reign of Louis the
16" (Kropotkin, 1989, p.22). The ideals of the Ancien Regime, entailing numerous
privileges for the royalty and nobility, were increasingly exploited and ineffectually
addressed by King Louis XVI, who hired and fired a series of finance ministers,
including the reputed Necker, to deal with these concerns after his crowning in 1774
(Rees & Townson, 2015). While Louis XVI climbed the throne of a country already
facing great debt, his lacklustre leadership skills in implementing necessary reforms
and glamorously extravagant wife, propelled young revolutionaries of the Jacobin
Club (or Constitutional Club), such as Robespierre and Saint-Just, into oppositional
seats of power (Olivier, 2012). These revolutionary leaders, following in the
principles of enlightenment leaders such as Rousseau, found their foothold during
the Tennis Court Oath, following the Calling of the Estates General (Israel, 2014;
Olivier, 2012).

The Calling of The Estates-General of May 5N 1789, saw representatives of the
three estates congregate to “the speeches of the King, the Chancellor, and M.
Necker” and hear their propositions for “the reinstatement of the finances” of France
(Berdine, 2003; Staél, 2008, p.131). The Third Estate, desirous of equal positioning,
argued for a vote by head- advantageous for their 600 plus representatives, deputied

by Robespierre. Sieyes, the clergyman responsible for the revolutionary pamphlet
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“Qu’est-ce que le tiers état?” (What is the third estate?), called for the Third Estate to
rename itself the National Assembly and invite the 1% two estates to join it as a true
democracy (Grubin, 2006; Staél, 2008). Following this edict on the 17™ June, the
King, urged by the nobility who had witnessed the migration of some clergy members
to the National Assembly, shut out the new National Assembly from further
proceedings (Olivier, 2012). Rather than quenching the revolutionary zeal, this act
unified the National Assembly, who assembled in the adjoining indoor tennis court,
where the Tennis Court Oath of 1789 was sworn in, proclaiming they would never
part until France had a constitution (Kropotkin, 1989; Olivier, 2012).

While the King relented to acknowledging the Assembly, this fervour was soon
spurred on by the dismissal of the much-favoured non-noble Necker, as well as the
accumulation of soldiers surrounding Paris, a perceived threat by the citizens of
Paris (Janota, 2015; Olivier, 2012). Over the course of two days (12"-14™ of July),
Parisians raided religious houses, gunsmiths, and the Hotel des Invalides, a final
stop for arms, before amassing around the Bastille in pursuit of gunpowder
(Grouiller, 2011; Janota, 2015). The Bastille, described as “that citadel of arbitrary
power” (Staél, 2008), a symbol for the royal’s totalitarianism, was “raised to the
ground” (Israel, 2014, p.25; Kropotkin, 1989). King Louis XVI again relented to the
will of the people, removing the soldiers from Paris the following day and reinstating
Necker 3 days after (Janota, 2015). Emboldened by this defiant act, the National
Constituent Assembly, borne of the National Assembly on the 9" of July, soon
issued the Decree Abolishing Feudalism on the 11™ of August, thereby eradicating
many of the privileges held by the first and second estate, and making way for the
Declaration of the Rights of Man and of the Citizen on the 26" of August 1789
(Berdine, 2003; Olivier, 2012). The Declaration, influenced by those held by the
British and Americans, sought to stress the equality and freedom of all men before
the law and act as a flame to push on the revolution (Kropotkin, 1989; Staél, 2008).

While the revolution gained momentum, the people still remained locked in an
impoverished state, frustrated by the “ignorant, corrupt and suspected deputies™
protecting the King (Kropotkin, 1989, p.162). Initially a march designed by men, the
idea was undertaken by 6000 women of Paris who, hungry and angered by Marie

Antoinette’s expenditure, and the Court party for the Flander's Regiment marched 13
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miles on the 5™ of October with loaves of bread on spikes and pitchforks to
Versailles in demand of food (Bessieres & Niedzwiecki, 1991; Flower, 2011).
Lafayette, commander-in-chief of the National Guard, directing 20,000 guardmen,
encouraged the King and his family to return to Paris and take up residence in the
Tuileries Palace followed the mobs attack on Versailles (Olivier, 2012). Once
removed from his seat of power in Versailles, the Constituent Assembly swiftly
implemented the Civil Constitution of the Clergy, reducing the number of bishoprics,
parish and clerical posts, as well demanding the church to sign an oath of loyalty to
the state before the Catholic Church (Rees & Townson, 2015). Factions within the
Constituent Assembly demanded additional reforms: the National Party desired a
republic, while the extreme left wing, the Jacobins, led by Robespierre and
propagated by Marat the writer of Ami du people, strongly espoused the

Enlightenment ideas of natural rights for all men (Linton, 1999; Olivier, 2012).

The latter group, the Jacobins, would soon take control of an assembly titled the
National Convention. The National Convention would come to rise a year after the
disastrous attempt by the royal family to flee France on the 20" of June 1791. The
royal family, arguably prisoners at Tuileries, determined to flee to Montmedi, an
asylum on the outskirts of France, near Austria, the queen’s homeland (Duchess of
Angouléme, 1823; Tackett, 2003). Captured and returned, the King was temporarily
suspended before the implementation of a Constitutional Monarchy saw Louis XVI
sharing his legislative power (Kropotkin, 1989; Olivier, 2012). Marat, disappointed by
this seeming truce claimed “The Revolution ... has failed”, a claim traitorous and
treasonous enough to require he go underground (Kropotkin, 1989, p.241). Foreign
powers evidently viewed the situation differently as from 1791, European Monarchs
began to express disdain for the perceived crimes within France, and similarly Louis
was not yet suppressed (Staél, 2008). Louis XVI and the Girondist General
Dumouriez were plotting a means to curb the revolution, while his brother-in-law,
King Leopold of Austria issued the Declaration of Pillnitz, stating that “the situation in
which the King of France finds himself’ is “a subject of common interest for all of
Europe’s sovereigns” (Kropotkin, 1989; Leopold Il as cited by de Martens, 1966, n.d.;
Olivier, 2012). While Robespierre was opposed to a war with Europe’s leaders, the
Girondins and Feuillants, two factions within the Legislative Assembly, believed war

was necessary to maintain the Revolution- a belief reinforced by the agricultural
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crisis on 1791-1792, leading to a declaration of war against Austria in April 1792
(Olivier, 2012). The war was soon fuelled by the execution of King Louis XVI on the
21 January 1793 following the discovery of a letter of betrayal between the King and
the Duke of Brunswick, a leader in the armies amassing around France (Kropotkin,
1989; Staél, 2008).

With the King removed, the National Convention shifted into the Committee of Public
Safety which took full control of the helm, steered by Robespierre (Olivier, 2012). His
rule, termed the Reign of Terror, began in 1793 when the sans-culottes,
“‘exasperated by the inadequacies of the government, invaded the Convention and
overthrew the Girondons”, replacing their sovereignty with the Jacobins (Linton,
2006, p.1) and ended in July 1794 with his own execution (McDougall Littell Inc.,
2004). The Reign of Terror was a time marked by revolutionary fervour, where
55,000 of those deemed insufficiently enthused by the revolution were struck down

({31

by the guillotine, as illustrated by a Jacobin who proclaimed “ ‘terror the order of the
day” (Hayhurst & Hindmarch, 2009; Linton, 2006 p.1). While the terror may have
ended with Robespierre’s own death, other Jacobin leaders too languished under the
Terror: Marat, assassinated by a counter-revolutionary Charlotte Corday, was
proclaimed by his sister to have been the only means of keeping Jacobin leaders
Danton and Desmoulins from Robespierre’s guillotine (Kropotkin, 1989). It was a
mere two months following the unveiling of the Supreme Being, namely the ‘Worship
of Reason’, which saw Robespierre meet the guillotine after claiming to possess 50
suspected traitors and failing to produce this list (Hayhurst & Hindmarch, 2009;
Voerman, 2009). Robespierre’s death signalled the end of an era “synonymous with
violence and terror”, making room for the appointment of the soon-to-be emperor,

Napoleon (Linton, 2006, p.1).

While the Committee of Public Safety had strenuously dechristianised France, the
National Convention, following Robespierre’s death, re-established churches, and
ratified a new constitution under the Directory (Berdine, 2003). The Directory, or
Directorate, brought in Napoleon and his forces to protect the new government,
though in 1799 he led a coup d’etat, replacing the Directorate with the Consulate and
positioning himself as First Consul (Olivier, 2012). Having obtained the rank of army

commander by 1796, Napoleon was renowned for his opportunistic character, and
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great military skill, eventually appointing himself as the Emperor of France in 1805
(Fremont-Barnes, 2010). During his reign as emperor, Napoleon was responsible for
the implementation of the Napoleonic Code in usurped territories gained during the
Napoleonic wars and the Concordat, a policy reinstating much of the Catholic
churches power in France (Dwyer & McPhee, 2002; Kropotkin, 1989; Olivier, 2012;
Staél, 2008). Despite being responsible for the deaths of millions and his eventual

exile, “the aura of hero still clings to Napoleon” (Linton, 2006, p.1).

1.4. Rationale, Motivation and Positionality

It is none other than the aforementioned Napoleon who many learners are first
introduced to as Arno’s ally, ACU’s protagonist. Learners liaise with Danton and
Robespierre, and watch as King Louis XVI is beheaded. This is not an experience
singular to Unity: As | discuss the Black Plague, or Bubonic Plague, with learners
across the age spectrum | am again drawn into a discussion regarding the
Assassin’s Creed franchise. When the famous historical figure,! Doctor Beak is
revealed to learners, invariably one or two learners will claim their knowledge of this
figure arose from his depiction in Assassin’s Creed 2. With this recent release of the
ACU, a follow-up game set within the historical French Revolution, further questions
have arisen as we deal with the French Revolution in our Grade 10 History classes.
In this regard, as a History educator, | am faced by learners conflicting reactions to
the subject as they are both wary due to previous encounters with static textbooks,
and intrigued due their unofficial experience with History on their PCs, laptops,
Xboxes and PlayStations through dynamic electronic games like the aforementioned
Assassin’s Creed. My response to these conflicting expectations can either be one
Trépanier refers to as the “dismissive mode” wherein educators simply “list all the
things the game got wrong” (2014, p.1) or a proactive one. | choose the latter. The
learners who arrive in my classroom bring their own schemas, or a “mental
framework for organizing knowledge” (Sternberg, 2009, p.317), based primarily on
their previous experiences both with official and unofficial sources of History, that |
have chosen to build upon rather than ignore, such as the games upon which they

may construct future comprehensions and historical literacies. ACU poses a unique

! Doctor Beak, or the plague doctors, “wore a mask with a bird-like beak to protect them from being
infected” (White, 2014, p.1), as they assisted those contaminated by the Black Plague (Rosenhek,
2011).
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opportunity as the only game in the franchise to correlate singularly with a delineated
section of school curriculum, the French Revolution, thereby a game which will
inevitably arise in classroom discussions, following a question anecdoted by

Trépanier: “So how much of Assassin’s Creed is, like...true?”

Similarly, as a History student, | too am in a position whereby my own experiences
with History, both officially and unofficially, are constantly altering, enhancing and
contributing to my own framework of knowledge. Rosenstone (1995) argued that “it
is part of the burden of the historical work to make us rethink how we got to where
we are”, in effect stating that all scholars, students and practitioners of History must
continuously grapple with what we consider to be true and “to question values that
we and our leaders and our nation live by” (p.131); values which can arguably be
found implicitly conveyed in both the grade 10 CAPS-approved History textbooks
and ACU (Dean, Hartmann & Katzen, 1983; Pinto, 2007). Furthermore, as both
student and educator, my relationship with, particularly, the textbook is tenuous- | am
simultaneously required to engage with it as an extension of the DBE, as they are a
channel for the selected curriculum (Crawford, 2000), and hesitant to utilise it as a
History student who has found the textbooks, at times, limited, constrictive and non-
interactive. As one of these students, | sought to add to my own understanding
through interaction with ACU and the selected grade 10 CAPS-approved History
textbooks, as well as develop an awareness of the effect unofficial History has on my
knowledge of the subject. This interaction with the electronic game has brought to
my awareness the potential implicit values similarly contained within the medium-

values which, while differing to that of the textbooks, are equally dominant.

On a more personal note, | am, and have been for several years, an avid gamer and
a powerful advocate for its educational properties. My own experience with the
Bioshock Infinite universe and its post-World War | environment, richly detailed with
anachronistic dialect and fashion, first presented to me “the History lesson gamers
deserve” (Pinsof, 2013, p.1). Through this first-hand gaming experience, | perceived
the potential historically-situated games possessed as an educational tool, as | found
myself witnessing the historically contextual accepted racism of the 1920s amongst
the otherwise well-mannered upper-class. This was enhanced by my personal

research into the potential for Assassin’s Creed Revelation as a learning tool for

15



historical contextualisation. My findings further impassioned both my fervour for
historically-situated electronic games, and the desire to unveil the opportunities for
learning they possess. This revelation has evoked a new question: could historically-
situated electronic games hold equal, if not more, learning opportunities for
developing historical literacy than a prescribed, official textbook? The further my
research takes me, the more driven | am to see where this potential may lead both
through my own accumulation of information and the creation of knowledge too.
While this passion for gaming may present an issue of bias, influencing me to pursue
this research, the act of comparing is in itself an unavoidable human action and
reaction (Azarian, 2011); this research, therefore, will assist in structuring that

interest into a theory, rather than an opinion.

In turn, these varying facets of my rationale lend themselves to the final cornerstone:
my conceptual rationale. Through interaction with the electronic game and the
selected grade 10 CAPS-approved History textbooks, | have aimed to conceptualise
the role unofficial sources of History, such as ACU, have on learners’ development of
second- order historical thinking concepts. In additional, | have grappled with
accepted representations of knowledge, considering why the portrayal of the French
Revolution is given an 18-age restriction in the game, due in a large part to its
authentic violence, while the grade 10 CAPS-approved History textbooks, who avoid
depictions of the inherent violence of the Revolution, are considered acceptable,
even if not necessarily accurate. This will be in conjunction with the depiction of
certain “accepted” forms of violence in media outlets like the news and movies.
Finally, through a Qualitative Content Analysis of the grade 10 CAPS-approved
History textbooks and electronic game’s engagement with the second-order
historical thinking concepts with reference to the French Revolution, and a
Qualitative Comparative study between the grade 10 CAPS-approved History
textbooks and the electronic game, | have gained insight into which provides a more
thorough, authentic and realistic opportunity for learners to develop historical literacy

through the second-order historical thinking concepts.

Throughout this discussion of my rationale, facets of my character and positionality
have begun to emerge. When one becomes engaged with an investigation, the self-

constructed research space is shared and shaped “by both researcher and
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participants”, such as myself, the textbooks and ACU, and “as such, the identities of
both researcher and participants have the potential to impact the research process”
(Bourke, 2014, p.1). In turn, an understanding of my position, in relation to my
research, allows for me to contemplate my position within the existing matrixes of
power, such as the gender-bias surrounding games and therein myself, and how
these discourses will have impacted on my methodology, analyses and the creation
of knowledge (Sultana, 2007). My positionality includes my gender, age, preferences
as a gamer and experiences as a History educator and student, and is pertinent if |
am to contemplate the aims and methods of my research, as well as considering

who | am in relation to my research (Hopkins, 2007).

To begin, | am a 28 year old female educator and student. | am married and both my
husband and | enjoy electronic games, and spend much of our free time engaged in
them. If | focus on the constructs surrounding my first demographic, my age, | am
considered by many educators to be very young and somewhat inexperienced, while
polarly my learners consider me to be more experienced as | can more closely relate
to their lives. It is from this dichotomous position that reception surrounding my
research varies: many of the educators | have conversed with consider the
relationship between electronic games and learning to be fanciful and superfluous,
perceiving gaming as merely suitable for a reward (Brown, 2014.1); while many
learners react extremely positively and yet consider it to be a far-off dream.
However, there are certainly variants: a male educator in his mid-thirties laughed at
the concept, while a female educator in her mid-60s was intrigued and excited.
Similarly, in a 2013 study, the researcher found that while near on 80% of 149
educators expressed a positive opinion on the potential for electronic gaming and
learning, less than “10% actually used them in class” (Brown, 2014, p.25). Perhaps
what is constant is that despite gender or age, the reactions surrounding the
research appear polarised: one is either sold by the idea, or considers it absurd.

Secondly, my gender, in the realm of electronic games, continuously raises
eyebrows, as previously implied. Electronic gaming, often perceived as male
dominated, is slowly shifting: in 2010, statistics released by the Entertainment
Software Rating Board, indicated that 40% of all gamers were female, while the 2014

rating, shows an 8% increase, indicating that the demographics are almost 50/50
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(Entertainment Software Association, 2010; Entertainment Software Association,
2014). In fact, both The Guardian and PC Gamer suggest a higher percentage,
arguing that women make up more than 50% of the US gamers, when cellphone
gaming is included (Chalk, 2014; Jayanth, 2014). Nevertheless, while female
gamers, such as myself, are no longer such an anomaly, we are not received in the
same light as male gamers. A 2012 donor-driven documentary The Raid showcased
the often condescending treatment World Of Warcraft female gamers received, as
few guilds, defined by WoW Wiki as “an in-game association of player characters”
(“Guild”, n.d., p.1), accepted a woman on their team. In fact, many female gamers
lied about their identity in order to be accepted. It is in this atmosphere that | stand, a
female gamer, perhaps overly-defensive of my status. Due to the often chauvinistic
perception surrounding games, | am self-motivated to defend not only my position as
a gamer, but the position of games in our society. It is my often-scorned position as a
female gamer which has influenced my selection of this topic- | have been
conversely motivated by the expectation that this is not my domain, much as gaming
is not in the domain of learning, to pursue this research field of electronic gaming.

1.5. Purpose and Focus: Assassin’s Creed Unity versus Grade 10 CAPS-
Approved History Textbooks
Through an interpretivist lens, the aim of this research is to explore the qualitative
comparative potential of ACU and two grade 10 CAPS-approved History textbooks
as teaching and learning tools for the development of historically literate learners
through second-order historical thinking concepts. Through a methodical Qualitative
Comparative Content Analysis, this comparative study of the official and unofficial
educational tools can be developed surrounding their relative engagement with the
second-order historical thinking concepts with reference to the French Revolution.
This is building off the assumption that both tools do, to varying and diversified
extents, engage with second-order historical thinking concepts and hold the potential
to impart these concepts to learners. It is crucial at this juncture to assert that while
the tools may initially appear incomparably disparate, with the textbook explicitly
designed for education and electronic games for entertainment, the learning of
History transcends textbooks and officialised forms of education. The electronic
game could, as shall be argued, provide potential opportunities for the development

of a better historically literate learner. Analysis of the potential of both will be
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performed in conjunction with an unveiling of some of the stigma surrounding
unofficial learning tools like electronic games. Through scrutinizing what violence is
considered acceptable for learners in various medium, the research aims to unravel
some of the red tape surrounding the use of electronic games, such as ACU, as a
platform for historical education and, specifically, its potential in creating historically

literate learners.

The research will, therefore, focus on which educational tool presents a higher
potential for imparting second-order historical thinking concepts and creating
historically literate learners. In the event that the electronic game either possesses
higher potential through greater and richer exposure to second-order historical
thinking concepts, or presents opportunities to be exposed to additional rich sources
of accurate information surrounding the French Revolution in an attempt to create
historically literate learners, then a greater understanding of the role unofficial forms
of learning play in learners thinking schemata will be garnered. Finally, the research
will draw closer to unveiling and negotiating why, as was previously discussed,
“History’ is a thing synonymous with only official, educational, institutionalised and
professional forms, accounts and practices” (Challenge the Past, 2015, p.1) such as

textbooks, and not electronic games.

1.6. Research Questions

Throughout this research, | will aim to successfully grapple with and answer three
research questions. My initial question will consider how second-order historical
thinking concepts, with reference to the French Revolution, are engaged with in
Grade 10 CAPS-approved History textbooks. This question draws focus to the two
selected Grade 10 CAPS-approved History textbooks and allows for an in-depth
scrutinisation of their engagement with the second-order historical thinking concepts
argued to connote a historically literate learner. Following in a similar vein is the
second question which asks how second-order historical thinking concepts, with
reference to the French Revolution, are engaged with in ACU, allowing for a similar
investigation. Finally, the two questions will be wed under the final research
question, which asks in what ways are the second-order historical thinking concepts
dealt with similarly and differently within the textbooks and the electronic game, and

what does this comparison reveal. This final comparative question links the two
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educational tools and allows for an exploration of what each tool brings to the table

in developing a historically literate learner.

1.7. Key Concepts

In order for my research to be comprehendible, conceptualisation of specific terms
was key as “without understanding how a researcher has defined her or his key
concepts, it would be nearly impossible to understand the meaning of that
researcher’s findings and conclusions” (Blackstone, 2015, p.1). Certain terminology
has been and will be frequently explored throughout the research, such as electronic
games (or e-games), gamers, wargames, role-playing games and historically-
situated games. Others terms, such as violence, as well as historical concepts and
historical literacy to denote a historically literate learner, will regularly feature too.

To begin, the term electronic gaming, abbreviated as e-games, a specified form of
gaming, can border on the indefinable as it maintains numerous significations”
(Balasubramanian & Wilson, 2006). An e-games has been conceptualised as a
game facilitated through a computer program, the latter of which is responsible for
three things: organising the game’s development; exemplifying the scenario or
scene; and, finally, engaging in some form as a player (Smed & Hakonen, 2006). A
more flexible and superficial definition could be “a generic term for any amusement
or recreation using a stand-alone video game, desktop computer or the Internet with
one or more players”, (The Computer Language Company Inc, n.d., p.1); however,
the identification of an e-game as purely for fun or recreation does not suit this study.
The conceptualisation most suitable is provided by Wiktionary and argues that e-
gaming is “a type of game existing as and controlled by software, usually run by a
video game console or a computer, and played on a video terminal or television

screen” (“Video-game”, n.d., p.1).

Directly related to this is the second term, the gamer. Rouse simply states that “a
person who plays electronic games is called a gamer” (2007, p.1), a definition
supported by the webpage Internet Slang (n.d.). Yet it was Rouse herself who had
previously expanded this definition and argued that “a gamer is a devoted player of
electronic games, especially on machines especially designed for such games and,

in a more recent trend, over the Internet” (2005, p.1). In order to avoid a bias
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conceptualisation of gamers as only those devoted to the game, the former definition
shall apply, allowing that gamers be any who participate in electronic games or e-

games.

While ACU may not be an illustrative example of a wargame, such as Call of Duty,
the relationship between wargames and learning, as previously discussed, ensures
its inclusion. Wargames, considered to be “a subcategory of games” are known for
their primary qualities in which they “simulate the activity of war and borrow war’s
vocabulary” (Latowska, 1999, p.1). This term is conceptualised as an amalgamation
of three aspects: the war aspect, the game aspect and the simulation aspect, in that
they are firstly situated in war-like scenario, they predictably demand gamers or
players engage in self-, player-versus-player, or group-competition and finally can
groom, tutor and edify players in the elements and affairs of war. Other
conceptualisations mirror this term, focusing on the wargame’s purpose, namely “to
recreate a specific event” and “to explore what might have been” (Dunningan, 1997,
p.13). However, certain constructs focus on the use of a board as a platform for the
games, yet the advent of computerised wargames has altered this. For the sake of
this research, wargames will be engaged with by noting its war situatedness, gaming

component and educational functionality.

Role-playing, a concept specifically linked with a form of gaming in this research,
largely wargaming, can be simplistically conceptualised as “joining around a
campfire or a dining room to spin some tall tales” and yet this oversimplification
speaks much of the nature of role-playing in its basic form: “role-playing games are
stories” (Stratton, 2009, p.1). It is this story aspect that “allows people to become
simultaneously both the artists who create a story and the audience who watches the
story unfold” (Padol, as cited by Hitchens & Drachen, 2008, p.6). However, this does
not wholly comprise the nature of the role-playing game. Within the concept itself,
one can identify a descriptive and experiential conceptualisation of the term, the
former of which provides the most suitable set of criteria for this research. The role-
playing game possesses an “element of ‘storytelling with rules’... and is set in a
fictional world, established via the game premise” (Hitchens and Drachens, 2008,
p.7). Furthermore, the gamers typically navigate a character or avatar, therein

permitting them to become engaged and immersed within the fictional world falling
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under the control of a game master (Tychsen, Hitchens, Brolund & Kavakli, 2005).
While ACU is an action game, and does not fall into this domain, the term repeats

itself enough to warrant conceptualisation.

These role-playing games can take on a world which, while not totally unfictionalised,
is historical in nature. Historically situated games, games such as Assassin’s Creed,
Call of Duty and Civilizations, are games in which “History serves as a backdrop
against which the narrative’s play and conflict unfolds” (Tompkins, 2014, p.1).
Uricchio, as cited by Kappell and Elliot, argues that certain historically situated
games position the gamer as “a godlike player [who] makes strategic decisions and
learns to cope with the consequences, freed from the constraints of historically
specific conditions” (2013, p.12). While not all historically-situated games allow for
such freedom, the conceptualising applies: historically-situated games do position
the player in powerful roles wherein their decisions have consequences they must

respond to, all within a historical scenario or environment.

Violence is a common feature in historically-situated games, and the historical
events themselves, and which acts as a huge barrier to the implementation or
utilisation of ACU, and other games in the franchise, as a learning tool. Violence is
defined by the World Health Organisation as: “The intentional use of physical force
or power, threatened or actual, against oneself, another person, or against a group
or community, which either results in or has a high likelihood of resulting in injury,
death, psychological harm, maldevelopment or deprivation” (Blout, Rose &
Suessmann, 2012, p.1). While this definition may resonate with the violence existent
in the French Revolution, this definition does not adequately define electronic games
violence or the visual and textual description of violence in textbooks, hence it is vital
that a clear conceptualisation is made ready, to avoid misinterpretation: there is no
“‘physical force or power” present when a gamer acts to kill through their in-game
avatar, yet the intention is present. Violence need not be physical but the
“expression of injurious or lethal force had to be credible or real in the symbolic
terms” (Olivier, 2000, p.1), therein connecting with the symbolic rather than physical
harm expressed in electronic games. While textbooks do not allow learners to exact
violence, they are exposed to various forms of physical violence through textual and

visual descriptors. In this regard, violence, when discussed in the research, shall
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consider both tenants: the use of physical or symbolic force to cause physical or

symbolic harm.

Finally, perhaps the most thoroughly referenced terms throughout the research is
that of the historically literate learner, one who illustrates historical literacy, and their
‘creation’ through specific historical thinking concepts, namely the second-order
ones. As the research questions indicate, the selected grade 10 CAPS-approved
History textbooks versus ACU have been analysed in light of their engagement with
second-order historical thinking concepts in an attempt to create historically literate
learners. Historical literacy, deemed by Risen to encompass more than the retention
of facts, but rather the historical knowledge “beginning to play a role in the mental
household of a subject” (as cited by Lee, 2004, p.2), requires simplistically that one
is able to read and write about the past within a critical framework without becoming
absorbed or moved by the text (Lévesque, 2013; Seixas & Peck, 2004). While this
may sound unsophisticated, historians have shown to be extraordinarily skilled
readers with a variety of problem-solving and exploratory tools at hand to engage
with the sources (Nokes, 2011.2); tools which are to be imparted to learners through
the comprehension of particular historical thinking concepts. These historical thinking
concepts, or guideposts to historical literacy, allow for learners to integrate the
methods and procedures unique to History (Roberts, 2013; Seixas & Morton,
2013.1).They are, according to Seixas, inclusive of historical significance, evidence
analysis, continuity and change, cause and consequence, historical perspectives
and, finally, the ethical dimension, all collectively termed second-order historical
thinking concepts (Seixas, 2006; Seixas & Morton, 2013.1). These second-order
historical thinking concepts, their guideposts, and the nature of the historically literate

learner, have been discussed in more detail within the literature review.

1.8. Research Methodology

While there are numerous ways to “to arrive at reliable, well-argued conclusions”, my
research method allows for readers to immediately see the manner in which I, the
researcher, reached these conclusions, through firstly the research design and then
the methodology (Hofstee, 2006, p.120). The research design | have constructed as
a roadmap to my findings, adopts a qualitative approach in conjunction with the

interpretivist paradigm, which, respectively, elucidate to my philosophical worldview
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about social reality and the lens through which this reality is studied (Holloway &
Wheller, 2002; Omar, 2014). As a qualitative researcher, | focus on inductive
research with a focus on the contextually specific and unique nature of each case
(Johnson & Christensen, 2012). This is paired with the individualised, flexible
interpretivist paradigm, which acknowledges the “complex, multiple and
unpredictable nature of what is perceived as reality” (Edirisingha, 2012, p.1). This
lens is further detailed under my ontological and epistemological assumptions which
grapple, respectively, with my assertions about social reality, namely its
individualisation and subjectivity, and my understanding of knowledge as
personalised, context-dependent and inductively gained (Mack, 2010). Finally, the
nature of my research necessitated a purposive sampling style which allowed for the
selection of the electronic game and the two grade 10 CAPS-approved textbooks
possessive of characteristics, detailed later, tied to the research objective and
therein imperative in answering the three research questions (Latham, 2007; Palys,
2008).

Within the structure of my methodology, | adopt the Qualitative Content Analysis
approach, vital in addressing the first two research questions, an analysis approach
which allows for an investigation into the implicit meanings of a text or source within
its specific context from which theory can be induced (Bryman, 2004; Prasad, 2008;
Zhang & Wildemuth, 2005). This method will be later paired with the Qualitative
Comparative Analysis, an approach to analysis which allows for the analytical
comparison of cases across sets, guided by theory in order to investigate a social
phenomenon (Devers, Lallemand, Burton, Kahwati, McCall & Zuckermann, 2013;
Ragin & Rubinson, 2009). The unification of these approaches will be dubbed the
Qualitative Comparative Content Analysis and guided by the three A Priori Coding
Collection Schedules, henceforth dubbed the Qualitative Content Analysis Coding
Schedule (a blank copy has been submitted as appendix Al (p.271), will see the
amalgamation of these approaches under 6 analytical steps designed to assist in
answering the three research question. Yet the conclusions drawn from these steps
would be negated without careful consideration of the trustworthiness of the
research, a term utilised by Qualitative research, encompassing four primary tenants
of concern: credibility, transferability, dependability and confirmability (Morrow,

2005). These tenants will be individually addressed and the various methods of
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ensuring trustworthiness extrapolated. Consideration of ethics is also required, yet
due to the absence of human participants, whose privacy and confidentiality would
be crucial, my primary concern is in ensuring no plagiarism exists (Drew, Hardman &
Hosp, 2008; Kamat, 2006). The ethical clearance from the University of KwaZulu-
Natal, the declaration and the list of references attached to my research act as

safeguards against this latter concern.

1.9. Chapter Outline

Following this introduction, the research will delve into the literature review which has
adopted an inverted pyramid or funnel structure within specific themes, the latter
allowing for the grouping of theoretical ideas (Sally, 2013). The literature review will
commence with a conceptualisation of the nature and necessity of a literature
review, before delving into a thematic discussion on textbooks, beginning with
generalised theory on the nature and purpose of Textbooks, before a narrowing to
research more applicable to my research (Hofstee, 2006), such as History textbooks
in South Africa. This will be mirrored under the next two thematic headings, learning
through gaming and historical thinking concepts, respectively initiating their funnelled
discussion with learning through play and historical literacy, before correspondingly
concluding their discussion with the focus on challenges with utilising electronic
games in the history classroom and Seixas’s second-order historical thinking

concepts.

Following the literature review will be the research methodology, divided into the
research design and the methodology. The former addresses my nature as a
gualitative researcher and the manner in which this approach affects the structure of
the research process, questioning and data collection. Similarly, the discussion on
my paradigm, interpretivism, will allow for an understanding of the lens through
which the research is analysed and understood. This is supported by a clear
delineation of my ontological and epistemological assumptions, which is rounded off
with an explanation of the requirement of a purposive sampling style. The second
section, methodology, begins the journey into the analysis process, commencing
with a discussion of the two, initially disparate analysis appraoches, the Qualitative
Content Analysis and the Qualitative Comparative Analysis. Once conceptualised,

the two are wed under the Qualitative Comparative Content Analysis, which utilises 6
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specific steps, all outlined, to reach reasonable conclusions about the three research
guestions. To complete the methodology are discussions on the trustworthiness and
the ethics of the research: the former is reasonably established through a careful
extrapolation of the steps utilised to ensure credibility, transferability, dependability
and confirmability; the latter is protected through a declaration, list of references and

an attached ethical clearance.

As a means to engage with the tools critically and extensively, chapters four and five
respectively and separately engage with the rich qualitative data collected from the
two grade 10 CAPS-approved grade 10 History textbooks and ACU. Within chapter
four, the six second-order historical thinking concepts have been explored
individually, discussing the relative differences and similarities across the textbooks,
denoted Textbook A and Textbook B. Through engagement with the relative
Qualitative Content Analysis Coding Schedules, as well as the Qualitative
Comparative Analysis Coding Schedule (as illustrated in appendix A2 (p.275), the
findings were initially dissected into the six second-order historical thinking concepts
designated by Seixas, before further division within each occurred to analyse their
respective guideposts, such as exploring the durability, quanitity and profundity of
change which denote a historical events significance, before guidepost 2 and 3 were
analysed. This discussion required utilisation of manifest signposting through the
selection of key quotes and, more importantly, a negotiation of the latent meanings
inherent in these. A summation of the underlying themes and ideologies concludes

each second-order historical thinking concepts, as well as the entire chapter.

Similarly, chapter five tackles ACU’s engagement with the second-order historical
thinking concepts through exploring these six categories denoting a historically
literate learner, and their relative guideposts. A Qualitative Content Analysis Coding
Schedule, alike that included as appendix Al, has been utilised in order to discuss
the manner in which the electronic game engages with the six second-order
historical thinking concepts, drawing on crucial quotations from the electronic game
to expose manifest content. This manifest content elucidates to the latent meaning
and therein the game creators’ ideologies, which have been tentatively suggested.

Commencing each second-order historical thinking concept is a final paragraph or
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two, aimed at providing a succinct summary of the overarching findings brought to
light.

Chapter six acts as a final analysis of the findings and the conclusion, drawing to a
conclusion this research. | will grapple with what the previously discussed findings
suggest regarding the research questions and provide possible reasons for the
similarities and disparities across the tools. In this regard, | will provide insight into
the possible ramifications this may have on South African History education,
critiquing what the DBE connotes to be a historically literate learner and why, and
similarly what role ACU may or may not play in creating this learner. Finally, | will
reflect on the methodology, expounding on the many frustrations | experienced
within my methodological framework, before shifting my reflections to the personal
and professional implications this research has had on my role as a student and
educator of History. A final overview of the study chapter by chapter will reveal what
transpired within each area, before the conclusing paragrpahs draw the research to
a close.

1.10. Conclusion

This research, aiming to comparatively explore the presence and transmission of
second-order historical thinking concepts within the world of the French Revolution in
ACU and CAPS-approved grade 10 History textbooks, has considered the
ramifications of game-based learning upon the underlying premise that “games are
no longer just for fun” (Oblinger, 2004, p.1). With History argued to be increasingly
on the decline, the emergence of unofficial learning opportunities such as
“Assassin’s Creed, Civilisations, Brothers in Arms” which “allow their audiences to
actively engage in historical practices” (Challenge the Past, 2015, p.1), may hold, in
part, the answer. This in no way negates the relevance of textbooks, instead it allows
learners the “opportunities to read”, or play, “texts that both affirm and interrogate the
complexity of their own histories ... to engage and develop a counter discourse”
(Giroux as cited by Phillips, 1998, p.50). Electronic games, despite their
commercialised design, will be exposed as containing the potential to further develop
a historically literate learner, a status not solely attainable through textbooks. In this

regard, while the research does not focus on revealing whether the game surpasses
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the textbook, it may be argued to have exposed the benefits of utilising such

unofficial sources both in and outside of the History classroom.
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CHAPTER TWO: LITERATURE REVIEW

2.1. Introduction

This chapter is devoted to providing a literary framework, background and greater
historical context within which my research can find its footing (Rowland, 2014;
Skene, 2009). It commences with a conceptualisation of the nature of the literature
review and its role in providing not only a theoretical grounding for my research, but
a justification for the research itself (Boote & Beile, 2005; Downey, 2003; Guevarra,
2012; Oliver, 2012). This grounding and justification will occur across three thematic
categories of discussion: the textbooks, first and foremost, followed by learning
through gaming and finally historical thinking skills. Each of these thematic topics will
be individually addressed following an inverted pyramid structure, explained further
below, allowing for an initial discussion of broader literature and research, such as
the nature and purpose of textbooks, learning through play and historical literacy.
Once these opening, more generalised discussions have occurred, the literature will
become progressively narrowed and specific, relating increasingly to my research

and the phenomenon under study.

2.2. The Literature Review

The literature review, which allows for an analytical evaluation of and engagement
with any given text or texts is, at a rudimentary level, an impartial, analytical and
exhaustive summation and inquiry of specifically selected documentation (Boote &
Beile, 2005; Cronin, Ryan & Coughlan, 2008; Downey, 2003; Guevarra, 2012). The
selected literature is viewed as specialised information on a particular topic related to
the specific field of study in question, which, despite the aforementioned description,
demands more than a summary of the findings (Guevarra, 2012; Mongan-Rallis,
2014). 1t requires that | analyse existing ideas related to my research, often
simultaneously negotiating the relationship between disparate and complimentary
ideas, in an attempt to comprehend “the nature and use of argument in research”
(Hart, 1998, p.1). Through careful scrutiny of available literature, | have synthesised
prevailing concepts and constructs which have facilitated the creation of my own

original research (Bolderston, 2008).
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When contemplating the necessity of a literature review, its purpose is crucially
important. The literature review allows for a firm basis and context of research by
providing my research with the necessary theoretical grounding on which all
following assertions are based (Boote & Beile, 2005; Guevarra, 2012). This is
achieved by exposing my readers to the available subject matter within a clear
framework: a framework rich in alternative ideas and perspectives surrounding the
various concepts, which enhance my own research (Bolderston, 2008). Failure to
provide this basis can be disastrous: the presentation of a “faulty literature review is
one of the many ways to derail a dissertation” as it is predominately a basis upon
which the author, myself, establishes their knowledge on the area under scrutiny,

while the failure to do so may present the opposite as true (Randolph, 2009, p.1).

Furthermore, a literature review acts as a premise from which contextualisation of
findings can be built, as well as providing a justification for the research itself, as
throughout the literature process | tacitly justify my research as you investigate the
existing findings (Boote & Beile, 2005; Downey, 2003; Oliver, 2012). In essence,
these findings have assisted the researcher, myself, in gaining a richer
understanding of the value of my research as | bring to light prevailing trends and
information surrounding my research. In addition, the research undertaken in the
literature review has assisted in the development of a methodological framework
within which my research can rest, made possible through the development of a
comprehension of the nature of the focus as it exists within contemporary research
(Randolph, 2009, p.2).

The presentation of my literature review has combined an inverted pyramid (or
funnel) structure within a thematic organisation. The latter, denoted as a grouping of
“theoretical concepts, and topics” (Sally, 2013, p.1), has been utilized in the division
of all findings related to textbooks and those associated with learning through
gaming, as well as in the conceptualisation of the second-order historical thinking
concepts within which the former two will be critiqued. This thematic division allowed
for a comparative overview and an “analysis of how cases in one set”, namely the
electronic game, “relate to cases in other set”’, such as Grade 10 CAPS-approved
History textbooks (Ragin & Rubinson, 2009, p.14) in light of their conveyance of

second-order historical thinking concepts. Specifically, this comparative division
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assisted in answering the research questions as it posed the categories of textbooks
and learning through gaming as oppositional forces wherein their inherent qualities,
strengths and weaknesses in developing historically literate learners has been

surveyed.

Within these thematic categories, the concepts surrounding textbooks, learning
through gaming and second-order historical thinking concepts have been further
separated following the inverted pyramid organisation. This organisational structure
allowed for an initial debate regarding associated literature from a comprehensive
angle (Downey, 2003), inclusive of “categories of work that are relevant ... but do not
specifically address” those areas crucial to my research (Hofstee, 2006, p.96). This
included discussions on the general nature and use of textbooks under the thematic
category of textbooks, and the relationship between play and learning, as in
childhood play, as well as the use of pre-electronic games such as wargames and
board games to learn, under the conceptual category of learning through play.
Regarding second-order historical thinking concepts, | initially pursued a richer
conceptualisation of the term historical thinking, drawing upon research by
Levesque, Taylor and Young, as well as Nokes and Lee. Furthermore, | examined
the eight Historical Skills as determined by the DBE under the Further Education and
Training (FET) phase, upon which a later connection will be made between said

skills and the second-order historical thinking concepts.

Following this initially broad conceptual discussion, the inverted pyramid organisation
allowed for increasingly “specific or localised studies which focus increasingly on the
specific question at hand” (“Getting Started on Your Literature Review”, 2014, p.1).
In essence, the literature under scrutiny advanced ever closer to my research, until
the works selected related directly to my work (Hofstee, 2006). This included
debates surrounding History textbooks, and their socio-political delineation as
“official” histories, while, comparatively, negotiations surrounding historically-situated
electronic games, such as Civilizations Il and Assassin’s Creed, as teaching tools,
as well as the perception that these electronic games act as “unofficial” histories, has
been explored. Squire’s success in implementing Civilizations Il in History

classrooms has been discussed, as well as Pabon Jr’s decision to design his World
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War 1l lessons around Call of Duty. Additionally, those second-order historical
thinking concepts deemed the most applicable and necessary based on the available
literature, and acting within the eight CAPS-aligned historical skills, have been
selected and reviewed within the field of my research in the final section of the
literature review. Yet to begin this journey, we must commence with the basis of

textbooks: The nature of purpose of textbooks.

2.3. TEXTBOOKS

2.3.1. The Nature and Purpose of the Textbook

The textbook, despite being “one artefact that plays such a major role in defining
whose culture is taught” has received very little academic inspection (Apple, 2000,
p.180). These artefacts, responsible for providing a symbolic representation of the
perceived and desired world contain an inherent message about the knowledge and
skill set learners are expected to attain (Naidoo, 2015; Pinto, 2007). Taken further,
the knowledge and skills created through content selection are not designed to
impart new knowledge but rather to reproduce or replicate existing knowledges and
truths within the institutionalised pedagogical framework (Gerke, 2013; Selander,
1990). As Crawford points out, the word textbook, itself, “is used to define and
convey a sequence of actions which do not deviate from agreed and regulated
procedures” (2003.a, p.5) and in this regard, the textbook by nature is an artefact of

regulated knowledge replication.

Arguably the chief tool utilised by educators and governments to disseminate
material and tuition to learners (Pinto, 2007), textbooks move beyond merely a
medium through which to deliver facts (Apple, 2000) and are, more accurately, “a
representation of political, cultural, economic and political battles and compromises”
(Crawford, 2000, p.1). The ubiquitous nature of textbooks and the perception that
they are authoritative (due to their creation and acceptance by governmental
departments) places textbooks in a uniquely powerful position (Chiponda &
Wassermann, 2011). The textbook, void of neutrality, is in the position to determine

what knowledge is deemed official and legitimate (Apple, 1993;2000), whose culture
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is taught (Apple, 1992), and whose power is legitimised or rejected (Brugeilles &
Cromer, 2009).

As a vehicle for the curriculum (Crawford, 2000), textbooks cannot remain neutral as
they are “conceived and designed by real people with real interests” (Apple, 1991,
p.11), and are often a point of great educational and political contention (Crawford,
2003.a). Textbooks, in this regard, “represent to each generation of students an
officially sanctioned, authorized version of human knowledge” (De Castell, Luke &
Luke as cited by Goldstein, 1997) and merely depict the ideologies of the ruling
power (Engelbrecht, 2006). The ideologies contained in these textbooks and
constructed by dominant groups support the values and attitudes said dominant
groups aim to instil in the population (Dean, Hartmann & Katzen, 1983). In light of
this, textbooks and the curriculum, are inherently political (Phillips, 1993), as shall be

discussed in the next section.

2.3.2. Textbooks as Educational and Political Tools

From the point of conception, textbooks exist as a form of didactic communication
which acts as a medium to simultaneously edify and influence learners, enabling it to
perform both an educational and political role (Crismore, 1989). While “the use of a
textbook is an activity that is situated in the context of institutional teaching and
learning”, it is a “historically and culturally formed mediating artefact”, thereby moving
beyond merely a tutoring aid (Rezat, 2006, p.410). The inherent quality to influence,
positions the textbook in a powerful position where dominant and competing groups,
who perceive it as a natural figure in the formation of shared national