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Abstract  

 

This study aims to examine and compare the representations of 

the colonial era in history textbooks from Uganda and Sweden to 

broaden the understanding of colonial discourses. Utilizing critical 

discourse analysis (CDA), it seeks to uncover and emphasize the 

variations in colonial discourse between the two countries. 

Findings reveal a nuanced portrayal of colonial history in 

Ugandan textbooks, characterized by complex and conflicting 

relationships between colonizers and the colonized, yet heavily 

patriarchal and overlooking women’s experiences. On the other 

hand, Swedish textbooks present a stereotypical and dualistic 

portrayal of colonizers’ cruelty and colonized inferiority. A 

potential implication from the analysis is that these different 

representations could impact students’ perspectives and 

identities, at both individual and societal levels. 

 

Keywords: colonialism, postcolonialism, postcolonial geography, history 

textbooks, critical discourse analysis, Uganda, Sweden.  
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Sammanfattning  

 

I denna studie undersöks och jämförs representationer av 

kolonialtiden i skolböcker från Uganda och Sverige för att 

utvidga förståelsen av koloniala diskurser. Genom att använda 

kritisk diskursanalys (CDA) försöker den avslöja och betona 

variationerna i den koloniala diskursen mellan de två länderna. 

Resultatet avslöjar en nyanserad skildring av kolonial historia i 

ugandiska skolböcker, präglad av komplexa och motstridiga 

relationer mellan kolonisatörer och de koloniserade, samt ett 

patriarkalt narrativ vilket förbiser kvinnors erfarenheter. 

Däremot presenterar svenska skolböcker en stereotypisk och 

dualistisk skildring av kolonisatörers grymhet och de 

koloniserades underlägsenhet. En potentiell implikation av dessa 

olika skildringar är att de kan påverka elevers perspektiv och 

identiteter, både på individuell och samhällelig nivå. 

 

Nyckelord: kolonialism, postkolonialism, postkolonial geografi,  historieböcker, 

kritisk diskursanalys, Uganda, Sverige.  
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1 Introduction 

The socio-spatial context in which we live shapes our understanding of ourselves, 

others, and the world. The way we identify ourselves and interact with others is 

a direct result of the information and knowledge that has been passed down to 

us through representations and power relations. It is argued that the 

representation of knowledge is shaped by those in power within each nation 

(Foucault, 1977; Hall, 2013) and transmitted and reproduced through societal 

channels such as politics, media, and not least, the education system. Schools 

and schoolbooks play a key role in the (re)production of power and inequality 

(Graham & Robinson, 2004), and since children and youths are extra receptive, 

education plays a crucial role in what students learn and hence forms their 

perception of any given subject. Exactly how much schoolbooks affect the 

attitudes of students are not easy to state, but  due to their nation-wide 

distribution and legitimization from the government they have a significant role 

(Mikander, 2015). Particularly in history teaching, predetermined 

representations of people and societies are employed by depicting the most 

symbolic events and ideas of history (Gusevshaya & Plotnikova, 2020). These 

representations (re)produce power relations and reflect national values and 

discourses, thereby influencing certain aspects of identity (László, 2008; Liu and 

László, 2007). 

History teaching about colonialism provides a significant illustration of how 

power relations are intertwined with knowledge, as colonial history often was 

written by those in power. It (re)produces colonial discourses, stereotypes, and 

perceptions based on the authors of history, and can have significant 

consequences for students. The non-nuanced portrayal of colonialism 
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perpetuates power imbalances by excluding diverse perspectives and agencies 

of colonized peoples, hence reinforcing the marginalization of non-European 

cultures, and contributes to systematic racism. It may also trigger a sense of non-

belonging in students from former colonies (Reichart-Burikukiye, 2001), as well 

as limit critical thinking and encourage students to accept the dominant 

narrative. In contrast, a nuanced portrayal of colonialism may foster empathy 

and understanding of different cultures and perspectives, empower students to 

engage in democratic decision making (Barton, 2012) and develop critical 

thinking.  

Therefore, the question of who writes colonial history and for whom, as well as 

who decides what parts of history that are taught, is crucial. Depending on how 

colonial history is taught, it can either lead to a lack of, or a more nuanced, 

understanding of the complex dynamics and power imbalances that continue to 

shape the world today. Examining educational material on colonization from 

various countries, may it be recognized former colonizers, former colonies, or 

countries that are considered to have little or no colonial history, can provide 

valuable insights into the ways colonial discourse varies in different socio-spatial 

contexts depending on their (non)colonial history.  

1.1 Aim and research questions 
Drawing upon theories and concepts from postcolonialism within the field of 

postcolonial geography, and utilizing a critical discourse analysis (CDA), this 

thesis aims to uncover how power and knowledge are represented and 

reproduced through colonial history education in different socio-spatial 

contexts. This is done by a comparative analysis of history textbooks from two 

geographically distanced countries with minimal common colonial history and 

substantial socio-economic differences: Uganda and Sweden. Examining how 

colonialism is portrayed in history textbooks in these countries can provide 
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valuable insights into how colonialism is portrayed in distinct historical settings, 

in contrast to previous research that mostly has focused on comparisons 

between colonized nations and the nations that colonized them. The geographic 

component is critical because it provides the spatial context necessary to 

understand how historical events have affected different parts of the world, and 

it highlights how representations of geographical imaginations are included in 

colonial history. An analysis of history schoolbooks in these countries also 

enables a discussion on what implications colonial portrayals may have at 

individual and societal levels. The intention of this thesis is to reveal and examine 

colonial discourses and increase our understanding of how we think about 

colonization, particularly the modern colonial era (approximately spanning from 

the end of 15th century to the middle of the 20th century). It seeks to contribute 

to the ongoing research on colonial discourse in the field of postcolonial 

geography.  

 The specific research questions are: 

• What colonial discourses can be revealed in Uganda’s and Sweden’s 

history textbooks?  

• How do the history textbooks differ in their portrayal of the colonial era?  

• What could be the individual and societal implications of teaching colonial 

history in Uganda and Sweden?  

The thesis will be structured as follows: Chapter 2 describes the chosen 

theoretical framework. Chapter 3 provides a review of the existing research on 

the subject, focusing specifically on history textbooks. Chapter 4 offers context 

by exploring the countries’ colonial history and education systems. Chapter 5 

presents the material, outlines the selected method, and explains its use. 
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Chapter 6 carries out an analysis of the material. The findings are discussed in 

Chapter 7. The thesis ends with concluding remarks.  

2 The theory of postcolonialism and 
dynamic relationships  

The theory of postcolonialism emerged from discourse theory and its relationship 

to the event of colonialism and its aftermath. This chapter outlines key concepts 

and the evolution of the theory relevant to this thesis.  

2.1 Discourse theory 
The discourse theory and its power/knowledge relationship were developed by 

Michel Foucault (1926-1984). He argued that language, i.e., the way we speak 

and write, including pictures and signs, is shaped by the structures of power in 

our society and that it is impossible for power to be exercised without knowledge 

and for knowledge to engender power (Foucault, 1977). He proposed that 

certain people and social groups create and formulate ideas about our world, 

which under certain conditions turn into unquestioned truths and start to seem 

natural. Discourses are thus filters and categorizations through which people see 

the world, perceived as common sense, which define what counts as knowledge 

and truth and does therefore not mirror our perceived reality (Hall, 2013; Jazeel, 

2012a). It can however only be understood through a range of texts which 

represent a way of thinking, a state of knowledge, in a particular time and place, 

that is, a discursive formation (Hall, 2013). Hall (2013: 73) means that “physical 

things and actions exist, but they can only take on meaning and become objects 

of knowledge within a discourse”. Therefore, the representations, i.e., meanings 

and the knowledge we gain from them, are results of power relations and, 

according to Foucault, “historically grounded, attentive to historical specificities” 

(Hall, 2013: 28). They are hence crucial in the creation of our perceived reality.  
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2.1.1 A spatial and colonial dimension on discourse 

The theory got extended by Edward Said who put a spatial and colonial 

dimension to discourse. In his book Orientalism (Said, 1978), he examines the 

colonial discourse between the West and the Orient, that is, orientalism. Colonial 

discourse refers to the study of European representation of non-European 

cultures and peoples. It can be described as “a set of European representations 

of the colonial power’s subjects that enables the political, economic, cultural and 

social practices of racialized power relations between colonizer and colonized 

peoples” (Nayar, 2015: 32), or as “the complex of signs and practices that 

organize social existence and social reproduction within colonial relationships” 

(Ashcroft, Griffiths & Tiffin, 2013: 51). It is thus a system of statements that can 

be made about colonies and colonial peoples, about colonizing powers and the 

relationship between these two. However, critics have argued that Said is 

missing the heterogeneity of colonial power in his examinations (Spivak, 1978), 

ignoring the ability of the other, i.e., the non-Western, to represent itself 

(Gregory, 1995), and indicating that the Orient is not able to produce 

essentializing representations of the West (Carrier, 1992).  

Unlike the binary orientalism between the West and the Orient, postcolonialism 

refers to all former colonies that, despite formal decolonization, still are 

influenced by and/or dependent on the West regarding cultural, political, and/or 

economic practices, models of political structure, social relations, and language 

use (Nayar, 2015; Olaniyan, 1993; Winkler & Scholz, 2021; Zeleza, 2006). E.g., 

many former colonies have English, Spanish, or French as a national language. 

Postcolonialism has extended Said’s orientalism with a more critical approach. It 

is similar to other critical approaches such as indigenous, feminist, and queer 

readings since they all aim to investigate hierarchical relationships and analyze 

and deconstruct texts and expressions by asking questions which allows to reveal 
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both subtle and obvious processes in terms of power and marginalization 

(Winkler & Scholz, 2021). The main concerns of postcolonialism include the 

production of colonial knowledge through language and discourse; to identify 

the rest of colonial privilege and power (Jazeel, 2012a); the construction and 

representation of (power) relations between the colonizer and the colonized 

(Nayar, 2015; Praveen, 2016); and how these are reproduced in language (Sioh, 

2009; Vives and Mohabir, 2020). Colonial representations are however never 

neutral but mirror power relations between the represented and the one doing 

the representation (Hall, 2013). Current postcolonial literature often aims to 

counteract those representations. Furthermore, it aims to “move beyond 

conventional understandings of colonial rule, and /…/ understand the operations 

of colonial power in the present” (Castree, Kitchin & Rogers, 2013) in relation to 

race and the historical context of colonialism (Nayar, 2015), and allows to reveal 

different postcolonial contexts and the complexity of their interconnections 

(Nash, 2002).  

2.2 Postcolonial geography 
Colonialism clearly illustrates the relationship between geography, history, and 

the exercise of power. The theory of postcolonialism and the discipline of 

geography as an academic field is closely linked as geography emerged through 

the Age of Exploration1. The production of knowledge was closely linked to 

travels, explorations, and discoveries that initiated colonialism (Jazeel, 2012a). 

This connection was made visible by Said who showed us that the East and West 

are mutually constituting geographical categories that contribute to prejudice 

and imagination about the other. The geography of othering is important since 

a spatial dimension is usually inherent in the definitions of the other. 

 
1 The Age of Exploration refers to the period between the 15th and 18th century when Europeans explored non-
European parts of the world. It is said to be the starting point for the colonial era.  
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Postcolonial geography enables us to critically examine and unlearn such 

geographical imaginations, i.e., a critical and inquisitive undoing of our received 

geographical knowledges based on assumptions about western and non-

western others (Gregory, 1995; Jazeel, 2012a) and allows for exploring the 

spatiality of colonial discourse (Blunt & McEwan, 2002). A postcolonial approach 

in geography therefore allows to, by thinking critically and geographically at the 

same time, examine the ways we think about different and distant foreign lands, 

as well as the western and imperial origins of the spaces and places we take for 

granted (Jazeel, 2012a).  

Postcolonial geography can furthermore be a helpful foundation to understand 

colonial othering within nations, that is, when a region is constructed as different 

from national norms and values (Johnson & Coleman, 2012). This is the spatial 

process of internal othering¸ where the othering of a region is understood as an 

essential part of the formation of a nation and national identity. This creation of 

national identity is done by intentional production of negative stereotypes about 

people from regions that differ from national norms and values (Jansson, 2003), 

and of “backward” regions getting compared to “modern” and “progressive” 

areas (Johnson & Coleman, 2012). Identifying that process can contribute to the 

undoing of geographical imaginations of power between superior and inferior 

groups.  

However, much research in postcolonial geography has focused on physical and 

material representations such as monuments and urban planning. Less has been 

given critical attention to linguistic sources and their geographic discursive 

differences. The importance of language, such as texts, pictures, and signs, is 

shown in its reflection of values and beliefs of the cultural and spatiotemporal 

period of which it is a part (Alexandrache, 2019; Barton & Levstik, 2004). It allows 

for critical analyses of historical as well as current languages’ representations of 
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events. By focusing on linguistic sources, this study expands the scope of 

postcolonial geography research, acknowledging the role of language as a 

medium through which geographical imaginations are constructed and 

challenged.  

2.3 Dynamic relationships in postcolonialism 
The theory of postcolonialism has evolved and is often understood as more 

complex than “only” the relationship between the colonizer and the colonized. 

Homi Bhabha (1994) agrees with Foucault and Said in that discourse creates how 

we see reality and that it is dominated by the powerful but extended the theory 

by proposing a more nuanced framework. He criticized Said’s dualistic model of 

the West and the other, the colonizer and the colonized. In his book The Location 

of Culture (1994) the interrelated concepts of ambivalence, hybridity, mimicry, 

and Third Space are central to describe the dynamic relationship between the 

two, and he uses the concepts to emphasize a reciprocal, mutual, beneficial, and 

constructive relationship.  

 

Ambivalence describes the complex mix of attraction and repulsion between the 

colonizers and the colonized. It is ambivalent since the colonized subject is never 

simply and completely opposed to the colonizer (Amer, 2016; Bhabha, 1994). 

Hybridity helps to explain this ambivalence by describing the mutual 

construction of both colonizers and colonized identities. The concept allows to 

go beyond the dichotomous colonizer/colonized relationship to explore a more 

complex and multifaced relationship. Bhabha (1994) argues that there is no 

hierarchical “purity” of cultures since they, once interacted, always affect each 

other, i.e., the cultures create a hybrid culture. Despite that hybridity put some 

people and groups in the center and others at the very margins of cultural 

belonging and identity (Jazeel, 2012b), the colonizer and the colonized depend 
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on each other and none of them can be considered a separate and independent 

entity (Ghasemi, Sasami & Nemati, 2017). However, Young (1995) argues that if 

the term is used unconsciously, one risks connecting it to the racial meaning. But 

if used consciously, it may be used to reverse “the structures of domination in 

the colonial situation” (Young, 1995:23). Therefore, the concept of hybridity 

should not be used simply as a “flat” cross-cultural exchange since power is 

always imbedded in any exchange, especially in relation to colonialism.  

Mimicry adds this structure of power to the ambivalent relationship between the 

colonizer and the colonized. It undermines colonial dominance and means that 

the colonized mimics the colonizer’s cultural habits, language, values, etc., 

because they are encouraged to do so. The colonizer wants the colonized to be 

“almost the same, but not quite” (Bhabha, 1994: 122), since the colonizer’s 

power can threaten by its double - the colonized (Ghasemi, Sasani & Nemati, 

2017). Mimicry might also be a menace to the colonizer since it is always 

potentially destabilizing to colonial discourse (Mambrol, 2016).  

Hybridity and mimicry take place in what Bhabha calls the Third Space of 

enunciation; an “in-between” space between two cultures where all cultural 

statements and systems are constructed (Bhabha, 1994). Paul Meredith notes 

that "this hybrid third space is an ambivalent site where cultural meaning and 

representation have no ‘primordial unity or fixity’" (Meredith, 1998: 3, in 

Ghasemi et al., 2017). In short, according to Bhabha, the relationship between 

the colonizer and colonized becomes reciprocal. He shows that both the 

colonizer and the colonized depend on each other and none of them can be 

considered a separate and independent entity (Ghsasemi et al., 2017). Third 

Space is thus a space for negotiation where hybridity can continue and where 

cultural identities are formed.  
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2.4 Critique 
A postcolonial approach is, however, not free from challenges. The entire field 

of postcolonialism has been made possible because of migrant academics from 

former colonies, such as Said, that has been trained at Western universities and 

taught in Western political and philosophical thought and writing, mainly for a 

Western audience. Western norms, definitions, and structures have hence 

shaped the framework. Nayar (2015: 74) explains that postcolonialism therefore 

cannot whole-heartedly speak the voices of formerly colonized people:  

Since these traditions in politics and philosophy were always complicit with racism, 

colonialism and imperialism their intellectual legacy in postcolonial studies will 

always remain Eurocentric, and therefor incapable of (i) being truly faithful to 

native thought (ii) being a resistant form of thinking.  

Critics also argue that postcolonialism is too theoretical, overgeneralizing and 

insensitive to temporal and spatial contexts, and for the way it refers to history. 

It often presumes that non-European nations are trapped in European history as 

their history is only referring to pre-colonial, colonial and postcolonial, i.e., non-

European history begins with European colonization (Aboul-Ela, 2010; Blunt & 

McEwan, 2002; Nash, 2002). Furthermore, it is argued that the prefix “post” 

reenforce neocolonial processes, colonial discourses and inequalities that 

persists after formal decolonization (Nash, 2002). Postcolonial geography is an 

attempt to respond to this critique by challenging conventional assumptions, 

frames and methods. It involves rethinking, reworking, and contextualizing 

geographical perspectives while recognizing that these perspectives cannot 

entirely escape their Western origins. This creates opportunities to shift familiar 

geographical narratives and relocate them. Although achieving a postcolonial 

utopia is impossible, this approach allows for a reorientation of geographical 

narratives (Sidaway, 2002). It furthermore acknowledges that discourse itself 
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can be highly material, for example when it comes to identity and geographical 

representation in colonial discourse (Blunt & McEwan, 2002).  

Another significant critique is the absence of a gender perspective. Feminist 

scholars often argue that gender is almost absent in postcolonial studies despite 

that colonialism operated very differently for women and men. The term double 

colonization is used to explain this difference; women were, and are, doubly 

(post)colonized. It allows to examine how women are subjected to colonial 

power and male domination at the same time (Ahmed, 2019; Ashcroft, Griffiths 

& Tiffin, 2013; Spivak, 1987), as well as identify neglection of women.  

3 Literature review 

This chapter provides a review of previous research on postcolonial discourse, 

particularly on history textbooks used in education and their role in shaping our 

perceptions of colonial history.  

3.1 History textbooks to understand colonial discourses and 

implications 
Textbooks are argued to reflect the values and beliefs of the cultural, political, 

and historical periods of which they are a part (Alexandrache, 2019; Barton & 

Levstik, 2004). Textbooks used in education in particular are argued to be 

transmitters of official knowledge (Zachos & Michailidou, 2014), and a reflection 

of current political ideology (Alexandrache, 2019) which teach children where, 

and if, they belong to the (inter)national community and the role they play in it 

(Weiner, 2016). Furthermore, they indicate what is to be taught, whose 

knowledge is to be valued, and is an example of conscious decisions on which 

ideas are to be passed on from one generation to the next (Nikolajeva, 2009; 

Provenzo et al., 2010). Textbooks can therefore be interpreted as results of 

power relations whereby powerful groups consciously determine what the 
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powerless ought to learn in schools (Maposa, 2016; Nikolajeva, 2009). Schools 

hence play a key role in the (re)production of power and social inequality 

(Graham & Robinson, 2004).  

The influence of power dynamics can also be seen in school textbooks in history 

education. For instance, colonial discourse and imaginary geographies are 

reproduced through history and hence history teaching. History textbooks 

furthermore present a history that is modified to fit a specific political ideology 

and national identity, which is supported by the presentation of national 

narrations and selective historical facts (Lopéz & Carretero, 2012; Zachos & 

Michailidou, 2014). Political and social groups such as historians, politicians, 

educators, multiculturalists, and conservatives, only to name a few, are part of 

the discussion of that selection and how it should be presented (Barton & 

Levistik, 2004). History textbooks can hence show how states have chosen to 

remember or forget certain aspects of their colonial past, how they represent 

their own history, and how these narratives contribute to the formation of 

national identity and geographical imaginations.  

These power relations and representations reflect deep value judgments (Barton 

& Levstik, 2004), and can influence students’ perception of colonization which, 

among other things, can have a profound impact on the formation of individual 

and national identity, the feeling of inclusion/exclusion, and values and attitudes 

towards the other and the own nation (Alexandrache, 2019; López & Carretero, 

2012; Zachos & Michailidou, 2014). For example, Reichart-Burikukiye (2001) 

found that ethnic German students ascribed Africans with experiences of 

hunger, war and loss, and many saw themselves as intellectually and materially 

superior to their African classmates. 
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History teaching might also create conflicting histories (see for example Açıkgöz, 

2015; Papadakis, 2008), as in cases where two or more peoples share a 

geographical space but have little in common in terms of culture and politics, or 

when authors situated in different socio-geographic contexts aim to describe the 

same historical event. Comparing history textbooks from different countries that 

describe the same historical events can hence shed light on power relations and 

representations shaped by national authorities and ideologies.  

3.2 Colonialism in African and European history textbooks 
A postcolonial approach has been used worldwide when studying history 

textbooks to understand colonization and its aftermath. Africa is an important 

continent to study to understand colonialism since most lands were colonized, 

and modern nations were often created by European colonial powers. In the 

context of the relationship between Africa and Europe, several studies have 

focused on how textbooks from former European colonial powers portray 

former colonies in Africa. E.g., a pilot study conducted by Marmer et al. (2010) 

investigated how Africa is portrayed in German textbooks and students’ 

perception of Africa and people of African descent. The authors found that the 

textbooks demonstrate a Eurocentric approach where the continent of Africa 

was described as “a dark undiscovered continent” and that “strange people” 

were discovered by Europeans (Marmer et al., 2010). The students’ perceptions 

often aligned with colonial stereotypes found in the textbooks.  

Several other studies on German history textbooks have noted that they are 

Eurocentric and that pre-colonial Africa is not mentioned or only mentioned 

briefly, sometimes even that colonialism was for Africa’s advantage (Poenicke, 

2003/2008); that German colonial crimes are either omitted, or the colonized 

societies are present as if they were on the lower stage of the historical evolution 
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(Kerber, 2005); and that the portrayal of modern-day Africa is dominated by 

poverty and catastrophes (Arndt, 2001).  In a Dutch study, Weiner (2014) found 

hegemonic racist discourses and concluded that Dutch history textbooks 

racialize White Dutch as largely uninvolved with the dehumanization and 

exploitation of Africans but as good traders or businessmen while contributing 

to Africans´ social marginalization and discrimination.  

Colonial powers in Europe have gotten great academic attention in postcolonial 

literary studies, while countries with less evident connections to colonialism 

have not. One exception is Hennessey (2022) who investigated how colonialism 

is represented in textbooks in Sweden. He argues that there is a heterogeneity 

of representation of colonial history all over the world, which in turn reflects 

Sweden’s in-between position between aspirations of “humanitarian 

superpower” status and strong cultural and political links to other Western 

countries. Another exception is Mikander (2015) who examined Finnish history 

textbooks. She found that the discourses in the textbooks support the 

understanding that people in the West are superior to the others by portraying 

colonizers, or explorers, as heroes. Furthermore, there is a justification of 

violence during colonization, and a discourse of Western knowledge as the one 

that matters.  

There are comparatively few studies of African history textbooks in relation to 

colonialism. Holmén (2011) studied Kenyan history textbooks and found that 

colonization is described as a unifier for heterogeneous tribes in Kenya. Lindgren 

(2002) notes that Zimbabwean history textbooks have three characteristics in 

common: they are influenced by British history writing and colonial sources; they 

are very anti-colonial, often with a strong leaning towards Marxist theory; and 

they are strongly nationalistic, describing pre- and post-colonial times with pride, 
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and colonial times as times of oppression. Additionally, Barnes (2007) concludes 

that Zimbabwean history textbooks used a polarizing, “us-versus-them”, 

narrative between Europeans and Africans. Furthermore, Nkwenti Fru and 

Wasserman (2021) revealed that powerholders, such as producers and 

Francophone politicians, influence Cameroonian history textbooks, resulting in a 

purposive and manipulative form of silence. 

There is a lack of a gender perspective in studies of African history textbooks. 

However, studies on gender in Ugandan textbooks more generally, (i.e., not only 

history textbooks) have revealed that positive female role models are under-

represented, that the language of the text is not inclusive of females, and that 

hierarchical gender-power relations are reproduced (e.g., Barton & Namatende-

Sakwa, 2012; Kagoda, 2017; Namatende-Sakwa, 2018).  

3.3 Comparative studies in history textbooks 
Comparative studies include, but are not limited to, the study of cultural 

narratives and stories being conveyed throughout history by different cultures. 

They can offer explanations and reveal phenomena that have been unknown or 

inadequately known as well as relativize the tradition-based context for national 

historiographies (Haug, 2021; Haupt, 2001).  Furthermore, they aim to analyse 

how culture and literature are expressed differently in different nations to 

highlight the way literature influences culture. Much comparative research on 

history textbooks, both within and between countries, addresses subjects as 

general differences (e.g., Tarman & Ayas, 2011), the World Wars (e.g., Stenfeldt, 

2012), or religion (e.g., Allen, 2009; Başar, 2013; Winkler and Scholz, 2010). In 

the context of colonialism, studies have considered subjects such as national 

identity, collective memory, and representation (e.g., Helfer, 2021; vom Hau, 

2015).  
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3.3.1 The colonial power and subject in Africa and Europe 

Despite the interest in postcolonial research on history textbooks, comparatively 

few studies have been conducted that compare African and European history 

textbooks. In one such study, Katja Gorbahn (2014) compared the presentation 

of colonialism in history textbooks from the former colonial power Germany and 

the colonial subject Tanzania. First, she found that the Tanzanian textbooks tend 

to present Europe at the peak of its power and Africa at a point of humiliation 

and defeat, which she means risks “end up in a Eurocentric trap” (Gorbhan, 

2014: 62), while the German textbooks, Sub-Saharan Africa is only mentioned 

concerning contact with Europeans and pre-colonial African history and societies 

are omitted. Second, the textbooks have significant parts of entangled memory 

culture; the Tanzanian textbooks mirror the impact of European historiography 

and Eurocentric interpretations, while the German textbooks try to consider 

African perspectives, but African perspectives are impossible to assess without 

cultural, historical, and political background information. Gorbhan (2014) argues 

that this probably strengthens the implications of strangeness and foreignness. 

Third, the Tanzanian textbooks denounce colonialism and try to balance the 

history of defeat with positive identification. In German textbooks, German and 

European crimes in Africa are clearly acknowledged by focusing on the 

oppression and suffering of Africans. Finally, there is a racist image of Africans in 

German textbooks: the visual representations support the production of 

stereotypes (see also Röder, 2013). 

Furthermore, Bentrovato and van Nieuwenhuyse (2019) studied history 

textbooks from the former colonizer Belgium and the former colony Congo. They 

aimed to highlight divergences and convergences in textbooks from different 

times in history and concluded that in both countries, ethnocentrism and binary 

oppositions dominate the textbook’s historical narratives. Belgium has done 
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little to distance its underlying discourses from a Western and Eurocentric 

approach, while Congo has turned away from colonial perspectives, encouraged 

patriotism, and sought to inculcate in students a national and African 

consciousness.  

3.4 Summary and knowledge gaps  
In summary, these studies show that the European history textbooks mainly 

have a Eurocentric approach and, consciously or unconsciously, degrade 

Europe´s role, or at least the specific country’s own role, in the colonization and 

dehumanization of Africa and Africans, in an attempt to legitimize colonial 

history and whitewash their responsibility. At the same time, there is a focus on 

Africans’ suffering during the colonial era. In African history textbooks, a more 

nuanced version of history is presented. Even though the textbooks are 

influenced by European colonial discourse, they portray Africans as both 

oppressed by European colonial powers and proud and nationalistic.  

As noted above, colonialism and history textbooks have gotten great academic 

attention. However, the majority focus on and use concepts from general 

postcolonialism (Müller, 2018). Few include a theoretical framework that 

highlights the complexity of colonial discourse, such as Bhabha’s theory on Third 

Space. Furthermore, there is a lack of comparative case studies on specific 

countries (Müller, 2018), especially between two geographically distant 

countries with little or no historical (colonial) contact (Hennessey, 2022). Filling 

this gap can contribute to a deeper understanding of geographically different 

discourses on the same historical events, the creation of the other, and 

(re)production of power and hence the formation of national identity. A case 

study of Uganda and Sweden with their historical and spatial difference can 

contribute to a part of that understanding. It is important to note that other 
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countries with similar characteristics would be equally interesting to study. 

However, language barriers limited the choice of countries to where English or 

Swedish is used in teaching. After careful considerations about colonial, spatial, 

and sociodemographic differences, Uganda and Sweden were chosen as the 

study objects.  

3.5 A critical approach to studying textbooks about colonialism in 

Africa 
African history literature is generally affected by European colonial discourse, 

which is why it is important to be critical towards the text. Accepting the 

literature at face value can be misleading and may lead to an inaccurate 

understanding of colonialism. It is important to note that the colonial discourse 

first and foremost was written by Europeans during the colonial era by European 

explorers and Christian missionaries, so-called colonialist literature (Olatunji, 

2010). Therefore, history textbooks about colonialism in European countries are 

mostly based on a Eurocentric perspective. The same goes for former colonies in 

Africa. In British colonies, e.g., Uganda, religious textbooks in English such as the 

Bible were the first texts to be introduced. Since there were no local authors at 

that time, English textbooks were the main educational material, and the British 

had a monopoly over the book market until the 1990’s (Ikoja-Odongo, 2010).  

Even though some African countries later have aimed to counteract a 

Eurocentric approach and developed into African or nationalist histography (e.g., 

Bentrovato & van Nieuwenhuyse, 2019; Olatuji, 2010), many syllabuses and 

history textbooks are not updated to the current (academic) understanding of 

African histography and are often written based on other textbooks, i.e., 

reproduces historiographies and stereotypes (Zeleza, 1990). Furthermore, 

Ugandan authors are taught in the British school system and are hence affected 
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by European colonial discourse, and most textbook production is financed by the 

World Bank and bilateral donors (Ikoja-Odongo, 2010).  

Zeleza (1990) discusses several limitations in analyzing modern-day African 

history textbooks in relation to colonialism. First, European history tends to be 

the point of reference. Second, pre-colonial history and the colonial era are often 

given equal treatment in terms of coverage despite that the colonial period in 

many countries lasted no longer than 70 years. Third, in textbooks from former 

British colonies, the British are portrayed in a more positive light than for 

example Germans and Portuguese. Fourth, oppression and exploitation are 

counterbalanced with the benefits of “modernization”. Fifth, the visual 

representations tend to recreate racial and gendered power relations (for a 

more thorough discussion, see Zeleza, 1990, pp. 11-16). Based on the arguments 

above, there is an imminent risk to get stuck in the Eurocentric trap and Western 

postcolonial thinking when analyzing history textbooks which can draw attention 

away from critical perspectives. It can lead to inaccurate conclusions since 

Eurocentric textbooks may only focus on a limited set of perspectives, which 

might result in a lack of diversity in the analysis. The importance of being critical 

towards the material is therefore crucial, as well as to remain aware of any biases 

and/or limitations of the study.  

4 Spatial setting 

Beyond the fact that Uganda and Sweden are geographically distant countries 

(see picture 1 and 2), sociodemographic and economic statistics indicate vastly 

different contexts and living conditions (see table 1). For instance, a comparison 

of the school enrolment ratio indicates that a lower percentage of Ugandan 

students have access to education and school material, and hence history 
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teaching. The impact on the nation’s collective understanding of history may 

therefore differ from Sweden, where the school enrolment ratio is high. Another 

significant difference is the countries’ colonial history. While Uganda has been 

colonized, Sweden is not associated with colonialism in general but had a minor 

part in European overseas colonization. Among other factors, this has 

contributed to different directions in the countries’ sociodemographic and 

economic development.  

This chapter will briefly go through the countries’ respective colonial histories 

and how their education systems address colonialism, to provide a context for 

the history textbooks and how they are used in teaching in the respective 

country.  
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Picture 1: Uganda. Source: United Nations, 2019. 

Picture 2: Sweden. Source: United Nations, 2019. 
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Table 1: Population, GDP per capita, CPI, and primary and secondary education enrolment in Sweden 
and Uganda (Transparency International, 2020; Country Economy, 2021; World Bank, 2021). *Data 
from 2020. **Data from 2015. 

 

4.1 Uganda 

4.1.1 Colonial history 

The East African coast may have had contact with newcomers as early as 700 

A.D.4, but it was not until the middle of the 19th century that people in the East 

African inland, including today’s Uganda, were introduced to foreigners. They 

were Arabs who traveled inland to trade primarily ivory and slaves. The first 

Europeans (explorers, journalists, and missionaries) arrived in today’s Uganda in 

the 1860’s. 

In the 1890’s, England and Germany concluded an agreement that gave Uganda 

the status of a British protectorate. The British’ concern was financial, and 

agreements with Ugandan chiefs resulted in the development of counties based 

on religious groups and other dramatic changes in political and economic 

 
2 CPI is a measurement which aim to measure levels of corruption in every country in the world. It spans from 0-100 where 
0 is highly corrupt and 100 is very stable. 
3 A definition of gross school enrolment ratio is the “[n]umber of students enrolled in a given level of education, regardless 

of age, expressed as a percentage of the official school-age population corresponding to the same level of education” 
(UNESCO, 2021a). 
4 It was mostly Arab traders which settled and intermarried with Africans. For further reading, see for example Martin 
(1974) and Byrnes (1992).  

Country Population 
millions* 

Gross 
Domestic 
Product 

(GDP) per 
capita 
US$* 

Corruption 
Perception 

Index (CPI)2 * 

Primary 
education 

gross 
enrolment 
ratio %3 * 

Secondary 
education 

gross 
enrolment 
ratio %3 ** 

Uganda 45,74 817,036 27  102,70 23,2 

Sweden 10,35 51 925,714 88 128,64 140,5 
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systems, for example, the indirect rule5. British missionaries and colonizers 

introduced Christianity, a British education system, and made kingdoms 

economically dependent.  

It was not until 1962 that Uganda officially got independence, after a decade of 

riots and internal conflicts between pro-governments and the people. However, 

independence started an era of terror, and Uganda is up to today characterized 

by serious violations of human rights (Human Rights Watch, 2021/2022).  Some 

of the most distinct remains of colonization today are the conversion from 

traditional religions to Christianity; in 2019, 84 % identified as Christians 

(Statista, 2019), English is as an official language; and the use of a political system 

that was alien to most Ugandan population when it was forcedly introduced. The 

nation still faces many challenges as counteracting tribalism, corruption, 

economic dependence, and a fast-growing population. 

4.1.2 Education system  

Basic education contains an elementary level and secondary level of which the 

first seven years are compulsory (UNESCO, 2021b). The elementary level has 

seven grades, from primary 1 (P1) to primary 7 (P7). Often, children are six years 

old when they start in P1. The secondary level is divided into Ordinary Level (O-

level), and Advanced Level (A-level). They are split into S1-S4 and S5-S6, 

respectively.  

Education is considered a basic human right in the government of Uganda. 

However, the education sector system is constrained by many challenges. Drop-

outs are common especially in rural areas, mostly due to economic reasons 

(Hassan & Macha, 2020). Furthermore, Uganda has in the past preferred boys 

 
5 Indirect rule was a system where the British controlled their protectorates through the use of traditional 
leaders and their political institutions. Chiefs ruled at local level on the order of the British, which was cost-
effective for the colonialists, but the will of local people were many times ignored (Acemoglu et al., 2014). 
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more to girls in education. School enrolment still reflects this imbalance through 

the education structure (Ikoja-Odongo, 2010).  

Furthermore, the education system is largely influenced by its colonial past, 

mostly due to religious missionaries who up to 2017 funded more than half of 

the elementary schools in the country. The British school curriculum and 

education structure which was implemented in 1925 is still largely used. In 2007, 

a local language policy was introduced, allowing the first three years in 

elementary school to be taught in the prevailing local language. It has been hard 

to implement due to numerous ethnic and linguistic groups, lack of material, and 

trained teachers in minority languages. At the secondary level, all education is in 

English. 

4.1.2.1 Key content in relation to the colonial era 

The curriculum objectives are simply put focusing on teaching values and 

attitudes in combination with relevant skills to live a good life in and contribute 

to the society. History and Political Education is a compulsory subject which is 

the study of how “the past has created the present, and how people organize 

themselves in communities and nations” (Ministry of Education and Sports, 

2018: 11). Table 2 presents the themes and topics in relation to colonization in 

O-level.  

S3 does not have a theme specifically about colonization, but topics related to it 

as the Ugandan railway, the Devonshire white paper of 1923 in Kenya, and the 

World War II in East Africa. Many of the other themes in History and Political 

Education relate to colonialism in one way or another because of its extensive 

importance for Uganda’s development, such as government administration 

systems, and foreign religions.  
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Table 2: Themes and topics on colonization at O-level in the Ugandan History and Political Education 
syllabus. Source: Ministry of Education and Sports (2018). 

 

4.2 Sweden 

4.2.1 Colonial history 

Sweden is rarely mentioned in the global discussion on colonization and 

imperialism, partly because the country has presented itself as modern, forward-

looking, and an outsider in relation to colonial history (Fur, 2013). Even though 

not as extensive and bloody as many other European countries’ colonization of 

Subject Level Theme Topic 

History and Political 

Education 

S1 External trade contacts to East 

African Communities 

 

• Slave trade 

• Indian ocean trade 

• Long-distance trade 

 

Colonization and the scramble of 

East Africa 

 

• Colonization and the scramble 

of East Africa 

Response to the establishment of 

colonial rule in East Africa 

 

• Introduction to colonial rule 

• Collaboration in East Africa 

• Resistance to colonial rule in 

East Africa 

• Independence struggle for 

Uganda 

 

S2 The colonial administrative systems 

in East Africa 

 

• Colonial administration in 

Uganda 

• Colonial administration in 

Tanganyika 

 

The colonial economy in East Africa • Background to colonial 

economy 

• Agricultural development in the 

colonial economy 

• Industrial developments in East 

Africa 

• Social developments 

• Political developments in East 

Africa 

 

S3   

S4 Neo-colonialism in East Africa • Neo-colonialism in East Africa. 
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overseas lands, there are places that have been under Swedish control. During 

the 17th century, Sweden colonized an area in North America which were named 

New Sweden (1638-1655), as well as the town Cabo Corso (1649-1663) in today’s 

Ghana. The Caribbean Island Saint-Barthélemy belonged to Sweden the longest, 

between 1784-1878, before it was sold to France. These colonies were aimed for 

participating in long-distance trade with gold, ivory, and slaves, which was a 

growing interest in Europe during that time (Norman, 2001). Saint-Barthélemy 

in particular was used as a trading post for the triangular trade between Africa 

and the West Indies. Additionally, Swedish missionaries established settlements 

in several European colonies the goal to convert the residents to Christianity. 

The Swedish colonizers and missionaries commonly had the same mindset on 

imperialism and slavery as European colonial powers, which allowed them to 

exploit other lands and peoples. Their encounters with non-European and non-

Christian populations evoked a desire to reform, educate and civilize these 

groups (Lindmark, 2013), driven by economic profit and political interests just 

like the rest of Europe (Naum & Nordin, 2013). 

In addition to overseas colonialism, Sweden has exploited the Sami’s land, 

Sápmi, in northern Scandinavia. It started as early as the 12th century, that is, 

before the colonization of non-European trade stations and settlements. The 

Swedish government acknowledged in SOU 2006:14 the violations and 

restrictions inflicted on the Samis, admitting that their rights were neglected due 

to a focus on trade and industrial development. This exploitation has however 

not been understood as colonialism since it has many differences with 

colonization overseas (Fur, 2013; SOU 1986:36). Sametinget6, on the other hand, 

does not agree. It argues that similarities with overseas colonization are, for 

 
6 Sametinget, or the Sami Parliament, is both a state authority with administrative tasks and a popularly elected Sami 
parliament with the task of working for a living Sami culture in Sweden. 
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instance, the exploitation of natural resources, new settlements, and the 

ambition to convert natives to Christianity (Sametinget, 2021).  

This inconsistency is however overlooked in the global arena of human rights. 

Despite its colonial past, Sweden has maintained an image of being free from 

colonial legacies, commonly characterized by peacebuilding, cooperation, and 

development aid (Lawrence & Moritz, 2019; Mulinari, Keskinen, Irni & Touri, 

2009; Sametinget, 2021). 

4.2.2 Education system 

The Swedish school is divided into compulsory school, compulsory special 

school, Sami school, and special school. All children have compulsory schooling 

for eleven years in ages six to sixteen. Most students continue to the three-year 

upper secondary school.  

Some of the main purposes for history learning in compulsory school are for the 

students to develop historical knowledge about historical contexts, historical 

consciousness, how the past affects our view of the present and to be critical of 

the sources of which knowledge about history is gained. According to the 

Swedish school curriculum, the subject of history should give the students 

”different perspectives on their own and others’ identities, values and 

perceptions” as well as develop their skills to “use a historical frame of reference 

that includes different interpretations of time periods, events, figures, cultural 

encounters and lines of development” (Skolverket, 2011: 205). Most content in 

relation to the colonial era is brought up in grades 7-9 (approximately ages 13-

16) (Skolverket, 2021).  

4.2.2.1 Key content in relation to the colonial era. 

In grades 1-3, the subject of colonialism is not taught. In grades 4-6, students are 

taught about the Nordic people’s cultural meetings with different parts of the 
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world through trade and migration, for instance, the travels and trade systems 

of the Vikings, as well as the most important European voyages of discovery, 

such as the travels by Christopher Columbus. These travels’ meanings and 

consequences are supposed to be discussed. In grade 7, European dominance, 

imperialism, and colonialism specifically are highlighted for the first time. 

Related topics such as the growing interest in oversea trade between continents 

and the effects of industrialization and migration are important parts of the 

syllabus, as well as the world wars and historical experiences by people, for 

instance in relation to colonization, racism, or dictatorships. 

4.3 Primary concerns in Ugandan and Swedish history teaching 
In Ugandan schools, teaching about colonization starts earlier than in Swedish 

schools due to its extensive history of colonization. It has influenced large parts 

of society in different ways which is not the case in Sweden. Moreover, Uganda’s 

curriculum includes specific topics of East African colonization while Swedish 

students learn about international colonization in general.  

5 Method 
5.1 Material 

The following analysis considers history textbooks for primary and secondary 

education in Uganda and Sweden. To acquire the Ugandan textbooks, a request 

was made to a teacher based in Uganda to provide educational materials for the 

study. The teacher was entrusted with the responsibility of choosing and mailing 

the textbooks to Sweden. The Ugandan textbook for the primary level, A Primary 

History for Uganda; Book 1 by Gumikiriza (1967), mostly focuses on the native 

history and is divided into three parts: Famous Legends, Early Man in Uganda, 

and The Peoples of Uganda. The textbooks at the secondary level are History of 

East Africa by Atieno Odhiambo, Ouso, and Williams (1977), and A History of East 
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Africa: From Ancient to Modern Times by Kahangi (2006). They both start with 

the origins of people in Africa and the first settlements in East Africa and work 

their way through history until after independence.  

The selection of Swedish textbooks was done by calling three different schools 

in Sweden to ask which textbooks they were using in history teaching, from 

which the following were chosen. The Swedish textbook on the primary level, 

Boken om Historia 2: Vasatiden och Stormaktstiden by Andersson and Ivansson 

(2008), addresses Swedish and European development. Concerning colonialism, 

European adventures in overseas lands are in focus. The textbook Levande 

Historia 7-9 by Hildingson and Hildingson (2011) is three textbooks in one, which 

is used in different levels of secondary education. It has, as the primary level 

textbook, a Eurocentric focus but adds histories from outside Europe, such as 

the Arabic world and colonization. All textbooks are marked with an asterisk (*) 

in the reference list.  

5.2 Critical Discourse Analysis 
The choice of research method affects the research findings. When choosing a 

research method, it is therefore of great importance to be aware of their 

respective strengths. Njoh (2016: 51) argues that a quantitative research method 

in postcolonial studies is “rational, logic, planned and systematic – all qualities 

that are expected to lead to more credible research results”. This approach can 

address large data sets and produce data that can be clearly communicated 

through statistics and numbers, and hence give general conclusions on the topic. 

However, it is equally important to understand the complexity and contextuality 

of colonialism and postcolonialism. Qualitative methods allow for deeper 

analysis and understanding, i.e., to read between the lines, that may not be 

captured by quantitative approaches alone. Examples are hermeneutic and 
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linguistic analysis which focus on hidden meanings and messages, and 

examination of words and terminology, respectively.  

In this study, I argue that CDA is a suitable method due to its critical approach. 

CDA is based on Fairclough’s idea that text and talk play a key role in maintaining 

and legitimizing inequality, injustice, and oppression in society (van Leeuwen, 

2009). It aims to critically examine the text and talk to transform actions and 

values into increased equality and democracy, and minimized victimization 

(Graham, 2018). Key considerations are knowledge production, uneven social 

relationships, and what is considered as truth. The method provides tools to 

examine power relations expressed through language and practice and allows 

for analysing single texts more thoroughly than Foucauldian analysis, but more 

broadly than e.g., content analysis which primarily focuses on linguistics. This is 

advantageous compared to other methods because it includes an examination 

of the meaning of texts in different social contexts, e.g., political and economic. 

It can reveal hidden connotations in seemingly neutral language as well as how 

power relations are constructed through and in discourse. Due to its allowance 

for a deep and complex analysis, CDA has been commonly used in postcolonial 

studies (see for example Abalo, 2016; Asmat, Hayat & Qasim, 2012; Tallapessy, 

Wahyningsih & Anjasari, 2020) as a tool to reveal both subtle and obvious power 

relations in the colonial discourse, which is important when analyzing and 

deconstructing texts in terms of power and marginalization (Winkler & Scholz, 

2021).  

However, there are some disadvantages. CDA can take much time and effort, 

and the material needs to be narrowed due to the timespan of the study. Despite 

being considering and careful in the selection of material, some important 

information might be omitted and overlooked. Furthermore, CDA has been 

criticized for being ideologically driven and researchers may project their own 
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biases into their analysis (Widdowson, 1998). It is important to recognize that 

subjective interpretations play a crucial role in CDA. It could hence be 

supplemented with other qualitative and quantitative approaches to offer 

different insights and perspectives.  

The analysis is based on Fairclough’s model (see figure 1) and is guided by 

practical steps presented and explained by Hilary Janks (1997). The boxes 

emphasize the interdependence of the three dimensions text, discursive 

practice, and social practice (Janks, 1997). Text focuses on the analysis of 

linguistic and visual characteristics. The text’s structure and chosen words are 

considered, as well as the description and identification of important aspects of 

figures and pictures. Discursive practice analyses the aspects around the text, 

e.g., how the text is produced and consumed. The situational context relating to 

time and space are important consideration. Questions like when and where a 

text was written reveal much about the specific discourse at a particular time 

and place (Janks, 1997). Social practice focuses on contextualization, that is, the 

kind of network of discourses the discursive practice belongs to and the way the 

discourse produces and is produced through socio-cultural context (Janks, 1997; 

Jørgensen and Phillips, 2002; Tallapessy, Wahyningsih & Anjasari, 2020).  

 

Figure 1: Fairclough's three-dimensional model (Fairclough, 1995: 98). 
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The analysis will focus on the text but not include a deep linguistic analysis due 

to the amount of text and that the aim of the study is to identify power 

structures, not primarily linguistics. The other two dimensions, discursive 

practice and social practice, will be highlighted in the discussion. Furthermore, 

the analysis is an interaction between an inductive and a deductive approach. 

Categories are identified in the material which is analysed with help of Bhabha’s 

concepts ambivalence, hybridity, mimicry, and Third Space. In addition, a gender 

perspective is applied on the material. Specific times and places are not included 

if not relevant to the analysis. Therefore, the analysis is not in chronological or 

spatial order. The Ugandan and Swedish textbooks are categorized and analyzed 

separately.  

5.3 Ethical considerations and positioning 
Typical ethical considerations in social science, such as informed consent, 

privacy, and confidentiality (Vetenskapsrådet, 2002), are not main 

considerations here since no individuals or groups are directly included in the 

study. However, it is important to note that different groups within society may 

perceive the information in this thesis in different ways, and certain 

interpretations may cause harm to those involved depending on their 

perception. For example, the analysis of Uganda’s and Sweden’s history 

textbooks might not be in line with established discourses about respective 

country’s colonial history, and hence risk to disrupt identity formations and 

social relationships in society. There are also risks that my results and discussion 

might reproduce power imbalances and stereotypes, even if my intention is the 

opposite. While authors cannot fully control how research is interpreted, it is 

important to balance knowledge production with the potential harm for involved 

actors. To reduce the risk of harm to readers, I aim to be transparent of my own 
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position and perspective. This approach allows the reader to understand my 

point of view and recognize that interpretations can vary.  

Position determines what knowledge that can be gained  from a study, that is, 

situated knowledge (Haraway, 1988). The author cannot, Haraway (1988) 

argues, create an all-seeing and objective mode of knowledge production; she is 

always coloured by position (see also Graham, 2018). My position is influenced 

by different knowledges and experiences about colonization due to personal 

experiences of many travels to Uganda, and interactions and discussions with 

Ugandans about their view on living in a former colony as well as what they have 

been taught in school about colonization. It is also affected by what I have learnt 

in school and other platforms. Being aware of that, I aim to be critical against 

perspectives identified in the material as well as towards my position.  

In order to do so, I follow Janks (1997) suggestion to distinguish between reading 

with and against a text. Reading with a text is engaging and identifying with it, 

while reading against a text means being estranged and critical towards it. Janks 

argues that it is easier to read with texts when we agree with them, and vice 

versa. In research, the theory and practice of CDA suggests strategies that enable 

consciousness about perspective and argues the need for reading against the 

text to counterbalance reading with the text (Janks, 1997).  

6 Analysis 

This chapter includes an analysis of identified themes and subthemes found in 

the Ugandan and Swedish history textbooks. However, prior to delving into the 

analysis, it is worth noticing two significant aspects found in the material. Firstly, 

the Ugandan and Swedish textbooks for older students contain sections that 

highlight the importance of adopting a critical approach towards history, and 
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hence the history written by the authors of these textbooks. Atieno Odhiambo 

et al. (1977) and Hildingson and Hildingson (2011) point out that history is never 

free from power, i.e., the image we get from historical events depends on which 

side that presents the image. They argue that historians represent the opinions 

and backgrounds of their times and peoples and that attitudes change, and 

therefore history is constantly being rewritten. 

Secondly, there is a variety of groups and definitions of them in the Ugandan and 

Swedish textbooks. Table 3 gives a brief overview of the names given to various 

African and European groups, and  hence highlights the diverse terminology used 

to describe them in the context of colonialism. For example, the Ugandan 

textbooks refer to Europeans in different ways depending on their role, such as 

imperialists, missionaries, or tourists in East Africa, whereas the Swedish 

textbooks mainly refer to them as the European colonial power or white rich 

elite. In the following analysis, the groups will be named as they are in the 

textbooks; they are hence not my choice of words.  

The analysis comprises four main parts. Firstly, identified themes in the Ugandan 

textbooks will be examined in relation to Bhabha’s theoretical concepts. This 

section provides examples of the ambivalence found in the textbooks, followed 

by an exploration of specific themes and subthemes that has been identified in 

the material. Secondly, the analysis delves into spatial differences and complex 

intercultural relationships. Thirdly, the Swedish textbooks are compared to the 

Ugandan textbooks. Finally, a feminist perspective including double colonization 

will be discussed. The chapter ends with a conclusion.  
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Table 3: Definition of groups. 

Textbooks Groups General definition Specific definition 

Ugandan textbooks 

  

African societies Kingdoms 

Chiefdoms 

Clans  

Tribes 

 

Inland Africans Ugandan 

Kenyan 

Tanzanian 

Rwandan 

Burundian 

Outsiders European (mostly  

British, German  

and Portuguese) 

Imperialists 

Missionaries 

Travelers 

Visitors 

Tourists 

Merchants 

Colonizers 

Arabs and Swahili 

 

Settlers 

Traders 

Indian Traders 

Other nationalities Immigrants 

Swedish textbooks Europeans European European colonial 

power 

White 

White rich elite 

Spanish 

Portuguese 

Normal people 

The people 

They 

One/you 

 

Africans Africans Slaves 

Natives 

Black slaves 

Black Africans 

Savages 

 



36 
 

6.1 Diversity in the Third Space 
In the Ugandan textbooks, six main themes (see table 4) have been identified: 

African agency, Admiration, European fostering, Oppression and victimization, 

Spatial differences and Cultures in the Third Space. In the Swedish textbooks, two 

themes are identified: Polarization and accusations and Ignored history. Some of 

these are divided into subthemes to capture the complexity within them.  

Table 4: Identified themes. 

 
 

History textbooks Themes Subthemes                 Definitions 

Ugandan textbooks 
  

African agency  Africans as proud and 

powerful 

  

Admiration Mutual admiration between 

Africans and outsiders 

  

European 

fostering 

Unifiers 

Liberators 

Societal 

development 

European will to foster and 

develop African peoples and 

societies 

  

Oppression and 

victimization 

Oppression 

Resistance 

Victimization 

European oppression and 

African resistance and 

victimization 

  

Spatial 

differences 

 Geographical divisions of 

Europeans and Africans 

  

Cultures in Third 

Space 

Meetings of several cultures 

in East Africa 

  

Swedish textbooks 
 

Polarization and 

accusations 

 Binary representation of the 

colonizer and the colonized 

  

Ignored history Omitted history due to lack of 

information or due to 

ignorance 
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6.2 The ambivalent relationships in Ugandan history textbooks 
The themes identified in the Ugandan textbooks confirm ambivalent meetings in 

the Third Space since many of them are present at the same time and are 

frequently intervened in meetings between groups. This section will give some 

examples of the complexity of these meetings. The contact between groups 

were different depending on time, space, situation, and aim. They fought each 

other, traded, and helped each other to gain power. An excellent example of this 

ambivalence is that of the African leader Sina of Kibosha, mentioned in Atieno 

Odhiambo et al. (1977: 67):  

He raided to the east into Taita country, carrying off women, children, and cattle. 

But he was also anxious to encourage trade with Arabs, exchanging slaves and 

ivory for guns and cloth. His power remained unchallenged until 1891, when the 

Germans, encouraged by Rindi of Moshi, attacked and defeated him.  

Sina of Kibosha had the power to raid and was eager to trade with outsiders 

which indicate African agency and independence. At the same time, Rindi of 

Moshi’s and German’s cooperative defeat against him mirrors oppression and 

cooperation between Africans and Europeans, i.e., a complex mix of attraction 

and repulsion.  

Another good example is the intervention of missionaries described in Kahangi 

(2006: 194):  

To most Africans, the Europeans were objects of wonder and awe. Most Africans 

were eager to hear the message which the Christian missionaries were preaching, 

and as long as the missionaries did not preach too much against indigenous 

customs and practices, the chiefs were also pleased with them. However, there 

was trouble when a European misbehaved … Africans threatened to attack him, 

and he shot many of them dead.  



38 
 

Here, three themes are visible at once. Europeans were “objects of wonder and 

awe”, that is, they were admired. The African agency is also shown since chiefs 

did not accept everything the Europeans preached but stood up for indigenous 

customs and practices. Furthermore, European oppression is evident since the 

European “shot many of them dead” when threatened. A clear power relation 

and distinction between colonizers/outsiders and colonized/indigenous is not 

assured, but instead non-binary, multifaced, and complex relationships.  

An example where the power relation is more explicit is the introduction of 

formal education: those “who were aware of its necessity to fit into the colonial 

system, embraced it and benefited from it” (Kahangi, 2006: 219), while those 

who opposed since it was bound to Christianity “were the losers in the long run” 

(ibid.: 219). Africans’ choice to embrace education, which here is understood as 

mimicry, was only in relation to the colonial power which tried to foster them. 

No mimicry was almost synonymous with failure. To clarify the ambivalence in 

these examples, let’s now focus on the specific categories.  

6.2.1 African agency 

African agency here refers to the pride and power of East Africans. In Primary 

History for Uganda (Gumikiriza, 1967), most focus is on native history. Overall, 

the textbook tributes Uganda’s history and its people. The modern world is only 

mentioned in the last sentence which explains tha “today we have cars, trains, 

ships and aeroplanes. It is easy to learn about other peoples and other lands. 

Men have discovered many wonderful things” (Gumikiriza, 1967: 68). Outsiders 

and colonization as a factor of this “modernization” is however not mentioned. 

Instead, it emphasizes the significance of early Ugandans, and that the country’s 

history began with them, which contributes to a sense of national pride. In the 

history textbooks at the secondary level, African societies are often said to be 

more or less powerful and hence counteracts victimization. Africans were often 
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hostile towards foreigners, e.g., they opposed European Christians for forbidding 

female circumcision; they opened African schools to counteract missionary 

schools; and the tribes Maasai and Nandi resisted European intervention. 

However, most tribal conflicts included cooperation with, or the use of, outside 

forces (Europeans or Arabs) to gain power and conquer other societies, such as 

when chief Rindi of Chagga and chief Sina of Kibosho fought nearby kingdoms as 

mentioned in 6.2.  The intervention of foreigners therefore made the conflicts 

easier, or more difficult, depending on cooperating groups. In this sense, 

cooperation with Europeans was a winning concept to gain power and build 

powerful societies. Even when cooperation was not very successful, a proud 

identity was important, e.g., when the Bugandan leader Mwanga found out that 

his cooperation with the British seized his power, he fought them to retain it. In 

addition, trade with slaves and goods was encouraged by the chiefs in exchange 

for guns and cloth.  

Slaves had been used in East Africa long before the intervention of outsiders. 

However, slave trading started with Arabs and later on continued with 

Europeans when slaves were needed to carry goods from the interior to the 

coast, for labor at the coast, and later for labor in European colonies in Asia and 

America. Even though it is explained that the traditional use of slaves could be 

cruel to male slaves7 (Kahangi, 2006), the slave trade, of which African groups 

were an active part, is explained to be a lot worse. The Yao and Makua people 

are blamed for almost depopulating their areas due to the capturing and selling 

of slaves to Arabs. Trading seems to be as much an African as a foreign initiative, 

to gain power and to use as a workforce, respectively. According to Bhabha’s 

theory on hybridity, trading and cooperation can be understood as a liminal 

 
7 In some societies, male slaves were regarded as sub-human and treated very harshly. E.g., they were 
castrated, had parts of their ear lobes cut off, and were made to work like animals.  
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meeting in the Third Space where both groups depend on each other and none 

of them can be considered a separate and independent entity. The 

encouragement from outsiders to engage in the slave trade can be understood 

as mimicry and confirms how colonial power relations are embedded in this 

meeting despite being seemingly neutral, or even when Africans are described 

as superior. 

6.2.2 Admiration 

Admiration was another ambivalent recurring phenomenon in the meeting 

between colonizers and colonized. On one hand, Africans are frequently said to 

admire Europeans, e.g., they were “objects of wonder and awe” and “eager to 

hear the message which the Christian missionaries were preaching, their 

preaching and way of life” (Kahangi, 2006: 194). On the other hand, Europeans 

admired Africans for other reasons. E.g., Germans “respected the determination 

and courage shown by Mkwawa and his Hehe people in their struggle to retain 

their independence” (Atieno Odhiambo et al., 1977: 77);  Buganda is described 

as “a garden of Eden, full of well-tended gardens and plantations, a network of 

roads, peaceful and organized people going about their business” (Atieno 

Odhiambo et al., 1977: 56) by the first European visitors.  

Furthermore, the British were impressed by Nuwa Mbaguta’s attitude and 

organization ability when he cooperated with them by, for instance, persuading 

parents to go to missionary schools to learn reading. In this Third Space, hybridity 

and mimicry were created and maintained. The colonial power relations are 

hence visible despite seemingly mutual admirations.   

6.2.3 European fostering 

The theme European fostering is categorized into three subthemes: unifiers, 

liberators, and societal development. These explain how the textbooks portray 

Europeans as unifiers of East African groups and tribes, how Europeans saved 
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Africans from existing problems, and the depiction of Europeans as 

accommodating people that contributed to the development of African 

societies.  

6.2.3.1 Unifiers 

African kingdoms had always fought each other, and conquered kingdoms 

became part of the victors. After European intervention, however, African 

societies adopted different approaches to unity, regardless of their alignment 

with or against the European power. It has at least three explanations. First, 

cooperation and/or intervention with outside forces enabled new techniques 

and strategies to conquer enemies which resulted in unification of an increased 

number of tribes. Second, tribal wars were reduced when Africans had a 

common goal, uhuru (independence). Tribes hence unified out of the free will to 

fight the Europeans. This was helped by common languages such as Kiswahili and 

English. Third, the British aimed to create an East African Union. It was faced with 

a lot of opposition, but it also united African people through a common currency, 

and posts, railways, and revenue were all owned jointly.  

6.2.3.2 Liberators 

A liberator’s aim in this context is a will to solve already existing problems. Here, 

at least two types of European liberators are identified. First, Europeans saved 

Africans from “African” problems. For instance, the kingdom of Nkore was hit by 

epidemics, drought, and attacks from other kingdoms and it was “only the 

intervention of the British in the 1890s that prevented Nkore from total collapse” 

(Atieno Odhiambo et al., 1977: 58). Furthermore, the British are put in a positive 

light when they “restored [the kingdom of] Toro to independence” (Atieno 

Odhiambo et al., 1977: 51) and therefore ended a war between two Ugandan 

kingdoms. Both these statements are the last sentence in the section which 

leaves the reader with a thought of European’s positive impacts. Second, 
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Europeans, especially the British, aided Africans to repair and/or manage what 

they caused or engaged in, e.g., the slave trade. Even though Britain was the 

biggest slave-trading nation in East Africa, they also attempted to end it.  

The British forbid the use of slaves in Britain in 1772, and in 1807 Englishmen 

were forbidden to engage in the slave trade anywhere in the world, that is, 

before the first Englishmen came to Buganda. However, they continued to 

engage in slave trade from East Africa to America until 1865. The British Captain 

Owen “decided on his own to declare a protectorate over Mombasa, with aim of 

abolishing slave trade there” (Kahangi, 2006: 154), with help from the sultans 

along the coast. Missionaries preached and had campaigns against slave trade 

and opened centres for free slaves where they were taught skills like reading, 

writing and arithmetic which would enable them to fit in a free society. However, 

some slaves chose to continue to be slaves due to “fear of the unfamiliar life 

outside slavery” and hence became “voluntary slaves” (Kahangi, 2006: 163). 

Furthermore, the building of a railway between Uganda and the East African 

coast are said to be built partly to simplify defence and administration of 

Buganda, and partly to end slave trade by establish legitimate trade (Kahangi, 

2006: 252-253). Here, the portrayal of liberating slaves, the use of “voluntary 

slaves”, and building a railway is used to legitimize Europeans’ actions.  

In addition, most British colonial administrators in the middle of the 1900’s 

wanted to work with African chiefs and include them in politics, in some cases 

even in leading positions. E.g., the Devonshire White paper declared that Kenya 

was an African country and that the interests of Africans must be paramount. 

However, the colonial office still had control over the colony. There is also 

explained how Englishmen “saved” Africans from German and Portuguese 

cruelty, and that Prime Minister Mwalimu Nyerere traveled to Britain and the 
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United States to raise development loans in order to be independent, which he 

was granted (Kahangi, 2006: 309).  

6.2.3.3 Societal development 

Europeans are sometimes portrayed as accommodating people who developed 

African communities, such as introducing Western education, politics, and 

modern medical facilities, among other things. The British are often credited 

with bringing order to religiously chaotic African kingdoms, which in a Western 

sense were considered non-economic. For instance, the European Sir Harry 

Johnson is described as good and experienced, and he knew how to administrate 

protectorates. His mission was to solve land problems and reorganizing the 

Bugandan Parliament, which he did by dividing Buganda into twenty counties 

based on religious groups in order to counteract religious conflicts. It is explained 

how people were satisfied with this solution.  

Africans were encouraged to cultivate imported cash crops, such as maize, 

cassava, sweet potato, and pineapples, to raise money and pay taxes to the 

British. These crops are up to now widely used as staple food and has increased 

the living standard of East African societies. Furthermore, missionaries 

introduced education and health centers, and a Swahili dictionary was written 

including new words in the Kiswahili language (Kahangi, 2006). However, not 

adopting or failing to adopt to these developments resulted in exclusion from 

the opportunities and being at a disadvantage in the colonial power structure. 

For instance, in a section about Maasai groups, they are described as “less 

adaptable to changed circumstances than others, making it hard for them to 

seize the opportunities brought by Arab and then British intervention” (Atieno 

Odhiambo et al., 1977: 44). Overall, despite facing opposition, the actions of 

outsiders are often described as beneficial for the African people in general.  



44 
 

6.2.4 Oppression and victimization 

This section encompasses subthemes that focus on how outsiders oppressed 

Africans, how Africans attempted to defend themselves, and how they were 

portrayed as outright victims. 

6.2.4.1 Oppression  

Oppression often started with a Western mindset of Europeans as the superior. 

Men who represented settlers in the 1900’s had uncompromising and racist 

attitudes. For instance, the British “missionaries and travelers saw themselves as 

carrying ‘civilization’ into Africa, without doubting or questioning its advantages 

and disadvantages” (Atieno Odahiambo et al.: 105). Furthermore, Germans 

“thought the introduction of European ideas of commerce, medicine, agriculture 

and health would greatly benefit the Africans, although the latter had lost their 

independence. They did not realize that the Africans felt humiliated by the loss 

of their independence” (Kahangi, 2006: 235). This power dimension is according 

to Bhabha present in any meeting between colonizers and colonized. The 

colonizer’s considered themselves, consciously or unconsciously, to have the 

right to oppress Africans.  

Furthermore, oppression continued with mutual cooperation which gained 

Africans’ trust. There are examples of African leaders helping Europeans to 

establish colonial rule, e.g., Semei Kakungulu, a Mukooki general, who helped 

the British establish their rule in eastern Uganda. However, the British noticed 

that Kakungulu considered himself an independent ruler and then stopped him 

due to fear of his fame and importance. They succeeded to start the process of 

mimicry but did not let it go too far, instead Kakungulu got demotion (Kahangi, 

2006: 208). That is, the British wanted mimicry, but not quite.  

Another example of British oppression is the treatment of the Kikuyu people. 

The Kikuyu people used a land system called Mbari, were the oldest was in 



45 
 

charge of all land which could not be sold. The system was extended all the time 

in line with constant opening of new land. However, it “was only the intervention 

of the British, with their alien treatment of land tenure, that put an end to the 

growth of the Mbari system” (Atieno Odhiambo et al., 1977: 70), which confirms 

British superiority.  

Europeans used their superiority for their own winning. In 6.2.1, I explained how 

the Maasai resisted foreign intervention. Despite that, they took help from the 

British when they were weak “which proved useful to both the British and to the 

Maasai” (Kahangi, 2006: 219). The Maasai cooperated with the British against 

the Nandi people and got rewarded with cattle. However, later the British 

despised the Maasai and displaced them to reserves. The land was taken by and 

given to European settlers.  

Germans and Portuguese are portraited as crueler than the British. For instance, 

in German East Africa, the German captain Hermann Wissman “gathered” 

(Kahangi, 2006: 213) about six hundred Sudanese and about three hundred 

Ngoni soldiers to fight African tribes, which hence were far outnumbered. 

Moreover, Germans demoralized the Shambaa clan and hanged their king’s son. 

They did however allow some Africans to retain their traditional power under 

one condition: kings would act according to the advice of the Germans whenever 

it was offered, i.e., indirect rule. The Portuguese are described as greedy, 

arrogant and brutal when they fought for monopoly over trading routs to India, 

and priests were, unlike British missionaries, regarded as intruders when they 

tried to convert Muslims to Christianity. 

6.2.4.2 Resistance  

African groups and societies had since the beginning of foreign intervention 

resisted change, and often fought back when they had a chance. Locals were 
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resilient and repeatedly staged revolts. Despite facing repression, Africans were 

not indifferent or helpless. For instance, when Germans attempted to force 

people to work in agriculture, many Africans revolted, resulting in a decrease in 

number of settlers. However, Europeans had ways to counteract revolts and 

disobeyers. They could arrest and imprison chiefs who opposed the British rule, 

and in prison convinced them to both convert to and teach their people about 

Christianity. One such example was the chief Awich of Acholi who, along with his 

wife, converted to Christianity and invited the British to establish a mission 

station in Acholi. This incident serves as evidence of the British superiority in 

making defense difficult for the locals. However, it is explained in the textbooks 

that in situations like this, considerably more Africans may have stood up against 

the colonial rule if not fearing European weapons. 

Mimicry can be used to understand other attempts to resist the colonial rule 

later on in history. It was not until after the first world war, after decades of 

learning Western politics, that African politicians, nationalists, and represents for 

political and human rights stated that they “wanted, above all, to be treated well. 

They wanted respect and courtesy from other races. They wanted their 

traditions and land rights to be respected and preserved” (Kahangi, 2006: 232). 

However, this more or less failed since colonial rule was too strong. For example, 

Sir Donald Cameron made a Legislative Council in 1926 where Europeans and 

Indians were represented. Africans were not represented because “Cameron 

thought the time had not yet come for that step, and also because he had plans 

which would enable Africans to have institutions suitable for them” (Kahangi, 

2006: 289). The colonizers encouraged the colonizers to mimic Europeans 

politics “almost the same, but not quite” (Bhabha, 1994: 122) by not letting them 

have positions in power due to fear of destabilizing the colonial discourse.  
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6.2.4.3 Victimization 

When someone is oppressing, there is also a victim of that oppression. Although 

Africans sometimes are portrayed as powerful agents making own choices, they 

are also victimized, particularly during the height of colonial rule. For example: 

currency was changed without warning, leaving people with useless money; the 

indirect rule left kingdoms intact but they had very little power; the use of 

kipande, a registration certificate which all Africans above 16 needed to carry in 

order to be identified; Africans were imprisoned if leaving a farm when working; 

land was forcedly taken; Africans were forced to fight in the first and second 

World War; in Legislative Councils Africans were never represented until shortly 

before independence, etc. However, Kahangi (2006: 273) means that the 

Bugandan people did not seem eager to be directly represented in Legislative 

Councils due to a risk of invading the functions of the Lukiiko of Buganda. Overall, 

there is much evidence of oppression and resentment, but less on out-right 

victimization. 

6.2.5 Spatial differences  

Spatial differences are visible in the Ugandan history textbooks. The East African 

inland had a long history of tribal conflicts about land and cattle before European 

intervention. However, racial conflicts originated from Europeans. It created 

new forms of spatial power relations. Through explained agreements between 

African leaders and Europeans, Africans were put in less desirable areas and 

European superiority could continue to grow. For example, white settlers 

imperialized White Highlands, i.e., fertile areas whereby they could grow crops 

and establish businesses. Africans were excluded from this modern and 

progressive economy and were only allowed in so called African Reserves, from 

which they could be evicted if Europeans needed the land (Atieno Odhiambo et 

al., 1977).  
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This intentional division of lands was imbedded in the power relations between 

the colonizers and the colonized. It can be understood as a dualistic here-there, 

inside-outside, inclusion-exclusion which highlights spatial, political and social 

differences where African areas, and hence Africans, were seen as backwards, 

and European areas as modern and progressive. It reinforces reproduction of 

European power and negative stereotypes of Africans, as well as the process of 

internal othering.  

6.2.6 Cultures in Third Space 

Many nationalities intervened East Africa prior to and during the colonial era. 

Europeans, in particular, were not a homogenous group. Britons, Greeks, 

Germans, Danes, and Swedes (Kahangi, 2006: 289), among others, entered the 

area with different missions between and within their respective nationalities. 

However, groups with the same motives did not always get along. Conflicts 

between Protestants, Catholics, and Muslims, as well as disputes over trade and 

trading routs, were crucial factors. Therefore, conflicts on religious and 

commercial grounds between foreigners occurred in the natives’ land. For 

example, Christian missionaries preached against the use of slaves and therefore 

interfered with the Arab’s profitable slave trade (Kahangi, 2006: 178). Arabs 

were hence completely opposed to European traders in order to protect their 

monopoly (Kahangi, 2006: 185, 195). Furthermore, many nationalities, such as 

Indians, fought for the same status as Europeans. These conflicts often affected 

African leaders which were used as puppets in foreigners’ games. Even though 

Africans sometimes cooperated with different groups to gain power, they could 

also be completely excluded and ignored. When Africans were needed, they 

were often pulled between the groups and put at the margin of cultural 

belonging.  
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These meetings and conflicts show that the Third Space can be a space between 

not just two, but three or more cultures where several complex, ambivalent and 

hybrid meetings can occur.  

6.3 The binary relationships in the Swedish history textbooks 
The Swedish textbooks are basically only comparable to the categories in 

Oppression and victimization mentioned above. They mostly focus on Europeans 

and their treatment of colonies and colonized subjects. 

6.3.1 Polarization and accusations 

European colonizers are described as cold-hearted, egoistic and power-seeking. 

They are blamed for being cruel; for seeing themselves as superior, civilized and 

advanced; for their need to teach Africans the Western way of life; and for 

forcing Africans to grow crops due to eagerness for money (Hildingson and 

Hildingson, 2011: 412). For example, Andersson and Ivansson (2008: 47) 

highlights the cruelty of colonization: 

Kolonialmakterna använde ofta grymma metoder för att få som de ville. De 

tvingade folken i kolonierna att ge upp sin egen kultur och anpassa sig till 

erövrarnas språk, religion och sätt att leva. Det gjorde att en del kulturer dog ut.  

The colonial powers often used cruel methods to get what they wanted. They 

forced the people of the colonies to give up their own culture and adapt to the 

language, religion and way of life of the conquerors. As a result, some cultures 

became extinct (my translation). 

It is also mentioned how Europeans fought other European countries for 

colonies and drew borders to increase their power, without respect for natives 

tribal and linguistic land boundaries. Africans are implicitly described as helpless 

and as having no other choice than to obey Europeans. In addition, illustrations 

showing enslaved Africans in chains furthermore conceptualizes Africans as an 

inferior other and reinforces an already established colonial discourse. Some 
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illustrations are explained in a specific spatial context while others are 

homogenizing Africa.   

The only visualization not presenting Africans as slaves is in a chapter named 

Människan blir bonde (Man becomes a farmer) (Hildingson & Hildingson, 2011) 

and starts history 10 000 years ago. It shows two African women in modern day 

working on a field without modern technological tools. This, again, preserves and 

reproduces stereotypes of Africans as primitive and lacking modern technology, 

that is, being inferior to European modern society.  

In sections mentioning the postcolonial period, the portrayal of Europeans as 

cruel and Africans as victims continues. It is explained how Europeans did not 

take responsibility for postcolonial consequences in Africa, and limited Africans 

chances to emigrate to Europe. Dark-skinned people shown in a positive manner 

are the ones fighting for civil rights in North America, e.g., Martin Luther King 

and Rosa Parks, showing a clear geographical distinction. African Americans 

hence have agency compared to Africans which are being merely victimized. The 

only map of Africa is one showing the Scramble of Africa, indicating the European 

nations and their respective territories within the continent. Africa is not 

mentioned outside European context. 

To summarize, the textbooks picture the relation between Europeans and 

Africans as binary, without ambivalence, and therefore not as a meeting in a 

Third Space where hybridity and mimicry took place. The binary presentation 

retains a Eurocentric discourse and constructs colonized Africans as an inferior 

other by visualize them as a victimized and/or enslaved homogenous group.  

6.3.2 Ignored history 

There is a difference of omitting information due to lack of information and due 

to ignorance. In the Swedish textbooks, several important parts of history are 
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absent despite its documentation. For instance, many countries and peoples 

were involved in the first and second world war, including from European 

colonies. However, in Hildingson and Hildingson (2011), Africans are not 

mentioned to have participated. The acts and consequences many colonies and 

its people experienced are absent. Students might therefore misperceive the 

wars’ worldwide effects.  

Furthermore, the Swedish textbooks are addressing European´s cruel 

colonization of areas in Asia, Africa and South America, but Sweden’s role in the 

history of colonization is absent. It applies to both oversea conquests and of the 

Sami people in Northern Scandinavia. The debated colonization of Sápmi is not 

confirmed by the Swedish government, which might explain its absence. 

However, by excluding a discussion or questioning of the Swedish role in 

international and national colonialism, the textbooks manage to pass on an 

image of Sweden as innocent of colonial activities and put Sweden in a neutral 

position.  

To compare with the Ugandan textbooks, some parts omit East African 

experiences, especially in the beginning where most history is based on 

linguistics and archeology. Later on, in the era of Arab rule, Arab leaders are the 

focus and Africans are ignored totally, even in the blended Swahili societies 

(Atieno Odhiambo et al., 1977). The same is many times, but not always, true 

after European intervention, where focus is put on Europeans and African 

leaders. Lack of information regarding the experiences of the African people are 

explained by the assertion that “their views and experiences cannot be 

documented” (Kahangi, 2006: 194). However, later on in history, African’s 

perspectives are available and highlighted due to increased English educational 

skills. For example, peoples’ feelings about their leaders’ cooperation with 
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colonialists as well as their opinions which formed African associations that 

worked against the colonial rule are highlighted.  

To conclude, the Swedish textbooks exclude much important national and 

international colonial history which is available. When the Ugandan textbooks 

exclude East Africans experiences, it is explained to be mainly due to limited 

access to information.  

6.4 The invisible women 
The theory on double colonization cannot be directly supported due to the near 

absence of women in the Ugandan textbooks. However, this does not necessarily 

mean that women were not subjected to double colonization during the colonial 

era, but rather highlights the lack of documentation. Women are only mentioned 

in relation to men, which confirms their neglect and inferiority. Two examples 

are when the chief Nyungu died and he “was succeeded by his daughter who 

was in turn succeeded by her daughter” (Kahangi, 2006: 104), and a picture when 

the Omukama of Toro is being crowned by his mother (Atieno Odhiambo et al.: 

1977: 50). These examples illuminate women’s right to leadership and power, 

but they are not named or given an identity. This is visible even when addressing 

Europeans, e.g., “They met Samuel Baker and his wife” (Kahangi, 2006: 182), “Dr. 

Albert Cook and his wife who was also a doctor” and “Dr. Albert Cook and his 

wife who were pioneers of medical services in the protectorate” (Kahangi, 2006: 

251-252). The anonymizing of women and their experiences confirms male 

domination and a patriarchal narrative.  

There are totally two exceptions of anonymization. The first is about a woman 

named Adye. She is said to be baptized Sarah when her husband converted to 

Christianity (Kahangi, 2006). The other is named Namasole, mother of an African 

leader, who wanted to remarry after her husband’s death. In both cases they are 
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given a name, but not for their individual identity. Instead, they are mentioned 

in relation to their husbands. 

In other contexts where women are mentioned, they are in inferior positions 

such as being circumcised, being paid as compensation for murder, or being 

enslaved. In one part female slaves are said to have received comparatively 

better treatment than male salves who were treated worse physically. This was 

because women “were made either wives or domestic servants of the victors, 

and their children were not slaves” (Kahangi, 2006: 156-157). However, there is 

a high possibility that being forced to marriage and work as servants included 

sexual violence and other humiliating acts. 

To conclude, the material on women in the Ugandan textbooks is small. Their 

absence, neglect, anonymization, and only being mentioned in relation to men, 

points to male domination and patriarchy. This, in addition to colonial power, 

indicates that East African women have been doubly colonized. Since there is no 

information about Sweden’s involvement in colonization or any distinctions 

between genders during the colonial era in the Swedish textbooks, no conclusion 

can be drawn about double colonization. 

6.5 Summary 
In all textbooks except Gumukiriza (1967), there is a contradictory picture of 

Europeans being both discoverers and traders which contributed to 

development in Europe, and villains who terribly colonized and killed colonized 

natives. However, the ambivalence in Third Space is highly visible in the portrayal 

of the colonial era in the Ugandan history textbooks. They are having a specific 

focus on East Africa’s history and colonization where both hybridity and mimicry 

are evident. The power dimension in Third Space is sometimes explicitly told, 

but, according to Bhabha, always present which sometimes is told as neutral. 
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Africans’ relationships with foreigners are explained to have had a huge 

influence on their history, and a heterogeneity between all involved groups is 

clearly expressed. The Swedish history textbooks, on the other hand, refer to 

colonization in a general sense and have a global perspective. They have a binary 

view of colonization where Europeans’ influence over-sea lands and are blamed 

for all the suffering and cruelty of colonized peoples and lands. Non-European 

countries, however, do not seem to have much influence on the world which 

hence reproduce the picture of Europe as the most powerful continent. They 

furthermore victimize colonized people and represent them as enslaved and 

backwards.  

7 Discussion 

The main objective of this thesis was to analyse and compare the representation 

of colonial history in history textbooks, with a focus on identifying and examining 

colonial discourses. The study aimed to examine how these textbooks differ in 

their portrayal of the colonial era and to discuss the societal implications of these 

differences. The portrayals of colonial history reveal that the relationship 

between power and knowledge in both countries is shown through 

representations of the most symbolic events and ideas, which have a protective 

function and contributes to a positive national identity, in line with Gusevshaya 

and Plotnikova (2020). 

The Ugandan textbooks provide a nuanced and complex discourse and 

understanding of the effects of colonization. Bhabha’s notion of the mutual 

relation between the colonizer and the colonized highlights the complex 

dynamic in which the colonized adopts aspects of the colonizer’s culture while 

also subverting and challenging it, hence balance history of defeat with positive 

identification, in line with Gorbhan’s (2014) study. It challenges the traditional 
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narrative of colonized people as mere victims and includes a presentation of 

them being strong and resilient. It also captures the complexity of the historical 

and ongoing effects of colonization and provides a deeper understanding of the 

subject. However, it is important to note that a patriarchal narrative neglects the 

experiences and perspectives of women, in line with Barton and Namatende-

Sakwa (2012), Kagoda (2017), and Namatende-Sakwa (2018). The results of this 

study differ from Barnes (2007) and Bentrovato and van Nieuwenhuyse (2019) 

who found binary oppositions and an “us-versus-them” narrative in Congolese 

and Zimbabwean history textbooks, respectively. This deemphasize of mutual 

and complex relationship portrayals may hinder a critical understanding of 

colonialism and reproduce stereotypes of the other. Even though there are 

oppositions between colonizers and colonized in the Ugandan history textbooks, 

the inclusion of portrayals of mutual and complex relationships enables a 

multifaced understanding and critical thinking about the colonial era. These 

differences suggest that leaders in formers colonies may have chosen different 

approaches to understanding and presenting the colonial era as a part of their 

national identity.  

In line with Hennessey (2022), the Swedish textbooks provide a narrow and 

stereotypical view of the colonial era, which reinforces a binary and simplified 

understanding of colonization. The aim of giving students different perspectives 

and interpretations of history (Skolverket, 2011), I argue, is not fulfilled. In a 

multicultural classroom, these textbooks represent European and non-European 

in distinct different ways.  In line with results by Gorbhan (2014), Kerber (2005), 

Marmer et al. (2010), and Weiner (2015), white people are dominantly 

represented, and dark-skinned people are almost only in parts when they live in 

precarious conditions or are victims of colonization. It is understandable that the 

Swedish curriculum focuses on Swedish and European history. However, as 
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Helfer (2021) argues, referring to Africa´s history only in the context of 

imperialism fails to adequately represent the diversity and richness of African 

cultures and history, a viewpoint shared by  Ghorban (2014) and Poenicke 

(2003/2008). 

The way colonial history is portrayed in history textbooks in Uganda and Sweden 

can result in significant individual and societal implications. Given that history 

textbooks often present a biased version of history that supports a specific 

political ideology which can influence student’s perceptions of colonization and 

hence shape their individual and national identity (Alexandrache, 2019; Barton 

& Levistik, 2004; Maposa, 2016; Nikolajeva, 2009; Zachos & Michailidou, 2014), 

the differences in the representation of colonial discourses in Ugandan and 

Swedish history textbooks can have important implications for how students in 

these two countries understand and form their identities in relation to 

colonization. In Uganda, in particular, the nuanced portrayal of colonial history 

can aid in the development of a deeper understanding of students’ identities and 

cultures, helping them move away from the stereotypical Eurocentric view that 

victimizes the colonized and promotes a sense of agency and resilience. 

However, if not being critical towards the seemingly neutral language in some 

parts, there is a risk that students not fully understand the power relations which 

were present, i.e., that Europeans mostly were superior in any meeting. 

Furthermore, the patriarchal narrative may undermine female students’ agency 

in colonial history and reproduce patriarchal structures which can lead to 

limitation of opportunities for women and reinforce gender-based 

discrimination.  

Similarly, in reference to Marmer et al. (2010), the colonial portrayal in the 

Swedish textbooks can have negative impacts on the identity of Swedish 

students with a background from former colonies by perpetuating the idea of 
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inferiority and trigger a feeling of non-belonging (Reichart-Burikukiye, 2001). It 

can contribute to the (re)production of harmful stereotypes and failure to fully 

recognize the perspectives of colonized communities. This is further reinforced 

by other sociocultural factors, such as the portrayal in media of starving African 

children in need of aid and the existence of hidden racism. Among Swedish 

students with background in Sweden, this can result in a feeling of privilege and 

reinforce the role as a white savior8. Moreover, the neglect of Sweden’s impact 

on colonized peoples, either as colonizers or missionaries, functions as a 

protection of Sweden’s role as neutral and aligns with Sweden’s perpetuation of 

an image of being free from colonial legacies. This helps to reproduce the picture 

of a nation characterized by peace building, cooperation, and development aid, 

thereby reinforcing its reputations as a “humanitarian superpower” (Hennessey, 

2022; Lawrence & Moritz, 2019; Mulinari, Keskinen, Irni & Touri, 2009; 

Sametinget, 2021). It is hence crucial to ensure that educational systems are 

inclusive of diverse cultures and perspectives, including a feminist perspective, 

and empower students to critically engage with the representation and 

knowledge presented to them. This can lead to a sense of empowerment, 

belonging, and self-awareness for all parties, as well as counteract reproduction 

of stereotypes and marginalization. 

It should be clarified how the discourse and knowledge in both Ugandan and 

Swedish history textbooks are biased. The authors of the history textbooks might 

be influenced by personal biases or cultural beliefs, as well as other factors that 

can have significant effects. For instance, the colonial narrative was written 

primarily by non-Africans, and African authors of Ugandan textbooks may be 

influenced by their education in the British school system. This aligns with 

 
8 The term white savior refers at the individual level to a mentality that encourages individuals to act as saviors 
of those incapable of self-autonomy. Societally, it is defined as a combination of practices, processes, and 
institutions that reinforce historical inequities to justify white privilege (Yu, 2021).  



58 
 

Zeleza’s (1990) claims and is consistent with Lindgren’s (2002) findings. 

Therefore, the power dynamic that exists between the colonizer and the 

colonized may be biased to British advantage. It is also notable that Ugandan 

textbooks are published by companies in London and Uganda. These factors 

could explain why German and Portuguese colonizers are portrayed as crueler 

than the British, which can make students put the British in a more positive light, 

also in line with Zeleza’s (1990) claims. Swedish textbooks may be affected by a 

lack of diversity among the authors and editors who write history textbooks for 

multicultural classrooms. The political and ideological context, which is likely to 

(un)consciously protect the nation from its colonial legacies, further influence 

the way colonial history is presented and interpreted. Moreover, the discourses 

may be influenced by international bodies to which the countries belong, e.g., 

East African Union (EAU) and European Union (EU), respectively. 

The number of students who get influenced by these textbooks in respective 

country might vary. Given Sweden’s nearly 100 % literacy rate and low drop-out 

rates, more Swedish students are likely to be influenced by the content of history 

textbooks compared to Uganda where 32 % of the population is non-literate 

(Ikoja-Odongo, 2010). High drop-out rates further reduce the number of 

students who read history textbooks. Furthermore, as boys have historically 

been preferred in schools (Ikoja-Odongo, 2010), it is probable that they receive 

a different understanding about Uganda’s colonial history compared to girls. 

These factors suggest that the colonial history taught in schools have bigger 

impact on Swedish students and hence the formation of individual and national 

identity. In a broader context, however, individuals who were taught colonial 

history in schools, such as journalists, teachers and historians, might convey their 

perception of history further in society and reach individuals which did not 

receive such information.  
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This study has several limitations that could be addressed through additional 

research. Firstly, the study did not cover other educational material and teaching 

strategies. The analysed textbooks alone might make students misperceive 

colonial history, but other school material might discuss, e.g., Sweden’s former 

colonies and native people. Furthermore, the subjective nature of this study may 

limit the extent to which general conclusions can be drawn. Given the specific 

context and delimited focus of the study, the findings may not be representative 

of the broader field, and caution should be exercised when applying them to 

other settings.  

To address these limitations, future studies could include more educational 

material such as films and other textbooks, as well as teaching strategies in 

different classrooms, to explore the colonial discourse in more depth. This could 

be done in more levels in school, such as high schools and universities. Future 

studies could also conduct broader research that includes local and native 

languages to the extent available. These suggestions could provide a more 

comprehensive understanding of the colonial discourse.  

Furthermore, a combination of qualitative and quantitative methods is 

necessary for more reliable results. Qualitative methods such as focus groups or 

interviews with students, teachers, or textbooks authors could be conducted to 

explore their understanding of the colonial discourse and how it is represented 

in history textbooks, as well as teaching strategies. Interviews could also provide 

insights into the impact of the colonial discourse on students’ identities and 

worldviews. For instance, there may be a difference in how Swedish students 

born in Sweden or East Africa, or have parents from East Africa, interpret the 

portrayal of the colonial era in the Swedish history textbooks, which can have 

effect on their identity formation and perception of the other. Other qualitative 

methods such as content analysis in history textbooks and other teaching 
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material could be conducted to analyze the frequency of particular themes, the 

use of specific language, and the extent to which different perspectives are 

represented.  

Quantitative methods such as surveys could be conducted to target a large 

sample of students to collect data on their perception of the representation of 

the colonial discourse in the textbooks. For instance, questions could ask 

students to rate the extent to which they believe the textbooks represent the 

perspectives of different groups, such as colonizers, colonized people, or other 

relevant parties. Another example of a quantitative method is a statistical 

analysis of the textbooks’ language. It could examine the frequency and 

distribution of specific terms or phrases, such as “explorers”, “colonizers”, 

“savages”, or “natives”.  

More research could furthermore be conducted with case studies on countries 

which has minimal common colonial history. It could be comparisons between 

countries which are commonly not associated with colonialism and countries 

that have a strong colonial history as colonized, e.g., Finland and Haiti, or 

Hungary and Senegal. It could also be comparisons between some of the few 

countries in the world which were neither colonizers nor colonized, e.g., Ethiopia 

and Iran, to broaden the field from colonizing powers and their colonized 

subjects. Studies on such countries could further investigate how colonial 

discourses are portrayed in different socio-spatial contexts and what effects it 

might have on students’ and nations’ identity formation and other societal 

implications.  

Furthermore, theoretical matters could be developed to broaden the research 

field. Bhabha’s theory on postcolonialism primarily focuses on the interactions 

between two cultures, but it does not address the intersectionality of multiple 
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identities such as gender, class and sexuality. Additionally, the theory neglects 

the possibility of more than two cultures meeting in Third Space, which would 

have been helpful since it often was three or more cultures meeting in the 

Ugandan history textbooks, e.g., Africans, Arabs, Europeans, and Indians. It could 

also be broadened to include the effect of different groups of the colonizers, e.g., 

imperialists, missionaries, and explorers, and how they interact with different 

groups of the colonized, e.g., chiefs and enslaved people, in the Third Space. 

Furthermore, Bhabha’s theory emphasizes the concepts of hybridity, mimicry, 

and ambivalence, but it does not address the ways in which the colonized resist 

or challenge the dominant colonial culture. Therefore, the theory could be 

extended to incorporate the concept of resistance and agency of the colonized.  

This study of history textbooks in Uganda and Sweden is one of few studies that 

have been conducted to compare history textbooks between African and 

European countries with vastly different spatial and colonial backgrounds. The 

study has hence contributed to the research field, which primarily has studied 

history textbooks between former colonies and their former colonizers, with a 

deeper understanding of colonial discourses. It has provided a unique 

comparison by contrasting the ways in which different societies construct and 

teach colonial history. Furthermore, it has contributed to the field of postcolonial 

geography by including linguistic sources in the decolonization of knowledge and 

critical examination of Eurocentric perspectives to promote more inclusive and 

diverse narratives in the field.   

8 Concluding remarks 

This thesis has highlighted the importance of examining the ways in which 

colonial discourses are represented in history textbooks. It indicates that the 

representation of the colonial era in Ugandan and Swedish history textbooks is 
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shaped by the historical, cultural and political context of the country. The 

analysis in this thesis provides a valuable perspective of the role of history 

teaching in shaping students’ understanding of their place in the world.    
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