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as a stand-alone subject. History as a subject is offered in five out of six combinations that 

students can choose from for the Humanities. Therefore, while History may not be compulsory 

at the upper secondary school level, it seems that students would most likely choose a 

combination of subjects that includes History. 

A national writing team was appointed by the Rwandan government to determine what content 

would be included in the Rwandan textbooks. The approach taken was to “bring about national 

unity after the genocide by creating a single narrative of a Tutsi genocide” (Ndlovu et al., 2018: 

26). Therefore, a single identity is encouraged rather than emphasising ethnic differences. 

Instead of acceptance of the Hutu as an ethnic group, Rwandans are seen as citizens of 

Rwanda. This further propagates the view of a single identity with no ethnicity. 

Buhigiro (2017) notes that after the 1994 genocide against the Tutsi, a moratorium was placed 

on the teaching of history in Rwandan secondary schools. This was done because the subject 

was spreading misinformation and propaganda, creating further tension between ethnic 

groups which was one of the causes of the genocide (Fried, 2017). When History was 

reintroduced as a subject, it contained content related to the genocide that was approved by 

the government. Since 2016, the History curriculum has been phased out and replaced by a 

new, competency-based curriculum combining history and citizenship education (Rwanda 

Education Board, 2015). The Rwandan government has been committed to “promoting 

remembrance and collectively learning from the past through ubiquitous – and largely 

controversial – genocide memorialisation and education” (Bentrovato & Buhigiro, 2021: 124). 

Therefore, the production of knowledge has been firmly controlled by the Rwanda Education 

Board in terms of genocide education. 

What we know about change in curriculum is that a stronger emphasis has been placed on 

activities that are either conducted in groups or research tasks. These activities across the six 

textbooks analysed “falls in line with the new curriculum” (Fried, 2017: 40). Ngendahayo and 

Askell-Williams (2016) concur that a shift from a knowledge-based curriculum to one that relies 

more on the competencies of the students and aims to develop students to apply what they 

have learnt to real-life situations is important. What must be considered is that not all schools 

have access to the facilities mentioned in the activities that promote “active learning – which 

is learner-centred learning” (Umugwaneza, 2015: 251) – and the question is raised whether 

such an activity-rich research approach is the best way to teach this dark history. 

Another big change in the curriculum, according to Fried (2017), is that the themes, topics, 

subtopics and units across the six textbooks are seen progressively – in other words, each 

textbook builds on the knowledge of the previous textbook on a specific historical event. In 
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terms of genocide education, the 1994 genocide against the Tutsi is mentioned in each of the 

six textbooks and a form of scaffolding is set. Bertram calls this type of curriculum a “spiral” 

(2019: 37) as the four main themes are circulated throughout all six years of schooling and 

consequently, the textbooks. For example, in Textbook 1, we see the distinction being made 

between mass murders and genocides, as well as the different types of genocides that can 

be found, while in Textbook 2, the causes of the 1994 genocide against the Tutsi are explored. 

In Textbook 3, the consequences of the 1994 genocide against the Tutsi are examined, 

including the challenges faced by the post-genocide government. Textbook 4 focuses on 

examples of genocides in various countries and comparisons are drawn between the three 

case studies of Namibia, Germany, and Rwanda. Textbook 5 deals with genocide denial and 

ideology in Rwanda as well as abroad, while Textbook 6 highlights genocide prevention. 

In 2019, the Rwanda Education Board released a content distribution list which noted how 

many lessons should be spent on each section of the History curriculum. Table 16 indicates 

the number of lessons that were planned for genocide education across the six schooling 

levels. 

Table 16: Content distribution list from 2019 

Textbook Unit Lessons 

Textbook 1 Genocide and its features 8 

Textbook 2 Causes and course of the 1994 genocide against the Tutsi  6 

Textbook 3 Consequences of the 1994 genocide against the Tutsi 8 

Textbook 4 Comparison of the genocides 8 

Textbook 5 Genocide denial and ideology in Rwanda and abroad 14 

Textbook 6 Prevention of genocide 22 

Total  66 

 

It is clear from Table 16 that of the 66 planned lessons on genocide education only 14 lessons 

(Textbooks 2 and 3) were exclusively spent on the 1994 genocide against the Tutsi. While the 

1994 genocide against the Tutsi was mentioned in the other textbooks, the focus remained on 

genocide denial and prevention with more than half of the lessons (36 lessons) spent on the 

latter. This trend seen in the textbooks aligns with what Bentrovato notes as the government’s 

way of focusing on nation-building and unity. Bertram (2019) adds that such an approach also 

lends itself to memory and collective history, especially as seen in cases such as Kenya and 

Rwanda, which have a strong national history focus. The most fundamental issue I had after 

analysing Textbooks 1 through 6 was, “Where does this leave us with the 1994 genocide 
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against the Tutsi?” In these six textbooks, the presence of torture, death, and gross human 

rights violations of thousands of people was clear and described in gruesome detail. The Hutu 

were undeniably the perpetrators from a collective standpoint while the Tutsi were seen as the 

victims. It was reiterated on multiple occasions that the Hutu planned the genocide with the 

sole purpose of destroying the Tutsi. There was only one instance in Textbook 1 where a 

single Hutu was seen as a lone perpetrator and named. Elsewhere within the textbooks, the 

Hutus were blamed as a collective and, in some instances, the inferred blame was placed on 

the Hutu president, Habyarimana. However, the blame for the suffering experienced did not 

lie squarely at the Hutu’s feet. Several inferences are made in Textbook 1 and Textbook 6 that 

the international community failed to assist Rwanda and, therefore, the degree of villainy 

differs from textbook to textbook. In Textbook 1, the international villain was seen as US 

President Clinton while in Textbook 6, where illustrations are drawn showing peacekeeping 

troops saving others but denying the Tutsi who were begging for assistance, the villain 

appeared to be the UN. 

Paulson (2015) explains that the teaching of post-conflict history can follow three patterns. 

First, the teaching of historical events gravitates towards inspiration and nation-building and 

away from indoctrination with a view to engaging the students. Secondly, the teaching of 

historical events follows the disciplinary skills of historians by examining a wide range of 

potentially contradicting sources, which would allow students to construct their own historical 

knowledge. Finally, the teaching of historical events allows the students to form part of the 

community they are learning about with an overarching theme of denationalisation. While 

Paulson favours the second pattern, I am not quite convinced that the teaching of the 1994 

genocide against the Tutsi can be neatly placed in such a box. It seems as if the approach 

used to teach the 1994 genocide against the Tutsi draws from all three patterns. Textbooks 1 

through 6 draw on the nation-building and unity tenets while also allowing the users to 

formulate their own historical knowledge about the dark historical event and allowing them to 

form part of the community of Rwanda as a whole by not referring to individuals by their 

ethnicity but rather as a collective Rwandese people, a collective that accepts that the Hutu 

were to blame and the Tutsi suffered. 

These textbooks attempt to understand the past without denying past atrocities as noted by 

Körber (2014); however, multiple experiences are not considered and are silenced for the sake 

of political gain. What, then, is the political gain? It is to foster unity and nation-building by 

silencing the narratives of the Tutsi survivors as well as the Hutu majority survivors. It is clear 

that the suffering of the Tutsi was prominent, but the voices of the Tutsi are never heard nor 

are the testimonies of the Hutu opposition politicians. Textbook 1 had a confession from one 
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of the Hutu perpetrators, Emmanuel Nyirimbuga, but not from the Tutsi survivors nor from the 

Hutu moderates. Shaw argues that there is a “need to recognise the heterogeneity of suffering, 

however peripheral” (2007; 115), which contrasts with what was found in the textbooks on the 

1994 genocide against the Tutsi. The passages of text and research-heavy activities 

functioned as an officially sanctioned narrative that placed the Tutsi suffering above all else 

and collectively blamed the Hutu. The values that the government wishes to inculcate in the 

users of these textbooks and in terms of the understanding of the dark history of the 1994 

genocide against the Tutsi is that the atrocity happened, but the focus is on future prevention 

and ensuring that the atrocity is not denied. 

In Rwanda today, multiperspectivity cannot take place as the government of Rwanda forbids 

it by law. The users of the textbooks were explicitly taught in Textbook 5 about the genocide 

denial and ideology that has been seen in the past about the 1994 genocide against the Tutsi. 

A rationale was also provided as to why such alternate perspectives of the genocide could not 

be considered plausible and how the Rwandan government dealt with such versions of the 

dark history event and those who fabricated them. Furthermore, by design and law, these 

textbooks can only be viewed with a specific master narrative running through the scaffolded 

spiral curriculum. As noted in Chapter 6, the extremist groups are socially stigmatised or 

stereotyped by the master narrative and, in Rwanda’s case, this was the Hutu who deliberately 

planned the genocide against the Tutsi. 

Having analysed the language used in the history textbooks and the characterisation used to 

describe the role players of the 1994 genocide against the Tutsi through the analysis tool 

adapted by Chatman (1978), I deduce that the voices of the survivors are othered. The 

grotesqueness of the actions of the Hutu and the suffering they inflicted upon the Tutsi as a 

collective was stated repeatedly, particularly in Textbooks 1, 2, and 3. However, the human 

element of connecting to an individual was not present and was overshadowed by the 

theoretical and academic nature of genocide denial and prevention in Textbooks 5 and 6. This 

construct of character or polarisation can be done, as explained previously, to serve political 

or social agendas. Furthermore, and in line with Kukard’s (2017) agreed or enforced historical 

memory, portraying the narrative of the genocide factually reflects the broader societal attitude 

that moving forward such an atrocity should never occur again by attempting to nation-build 

after such a dark history event. The Rwandan government has attempted to remove the us 

versus them phenomenon from learning about a hurtful past. Hodgkin (2006: 202) echoes the 

above sentiment by noting: 

The government espouses a reconciliation-based approach, establishing the National 

Unity and Reconciliation Commission. Political rhetoric no longer refers to Hutu, Tutsi 
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or Twa, or the divisions and episodes of violent conflict much of Rwanda's modern 

history. The government preaches a message [of a] national group – [the] 

Banyarwanda – sharing a common language, culture, ancestral history and land. 

Therefore, it can be seen that the master narrative created by the Rwanda Education Board 

is one that is far more linear and less nuanced than multi-perspective by creating a need for a 

national group, the Banyarwanda (people of Rwandan origin). Furthermore, the research-rich 

activities that users need to complete speak to the official history narrative by reinforcing 

speaking to Cell leaders of the community and visiting memorials and museums. 

Consequently, all six textbooks contained a master narrative with only one broad perspective 

for the most part, that the Hutu caused pain, death, and torture while the Tutsi suffered but in 

order to move forward, differences need to be set aside (by removing any affiliation to ethnic 

references in any materials) and unity as one people must prevail in order for reconciliation as 

Rwandans to save themselves as no one else will assist (thereby vilifying the international 

community by throwing subtle “shade”). 

The Hutu were seen as the villains with their actions causing pain and suffering to many Tutsi 

in Textbooks 1-3. While in Textbooks 4-6, a strong reinforcement of corrective collective 

memory and nation-building was presented. Therefore, in terms of the shaded continuum of 

dark history (Figure 2 in Chapter 1) and the multiperspectivity pendulum (Figure 7 in Chapter 

3), all six textbooks were considered a shade of black on the shaded continuum of dark history. 

This is due to the legal moratorium placed on the portrayal and teaching of the 1994 genocide 

against the Tutsi. Only one official perspective and narrative emerges, entrenched in an 

enforced historical memory with no contention over the facts of the dark history event. The 

overt otherness is clear in Textbooks 1-3 – the Hutu are seen as the instigators of the genocide 

– and that the genocide was a long time coming. 

In terms of the multiperspectivity pendulum and the narrative about the 1994 genocide against 

the Tutsi, the conclusions drawn from Figure 2 line up with that of Figure 7 as there is no 

contention over the fact that the Hutu were to blame and this is seen as an acceptable master 

narrative. Hodgkin (2006: 204) further notes that the “official truth, the creation of a single 

narrative and will in effect deny or repress the memories of each subgroup within Rwanda 

society”. While the removal of formal history from the curriculum is a pragmatic short-term 

solution, in the long term, it is essential to find ways to teach history that contributes to 

understanding, healing, and reconciliation that still honours the victims and survivors on both 

sides of the conflict and avoids the notion of re-traumatisation (Roesdahl & Thomassen, 2021). 

Such a balanced and inclusive approach to historical education could play a crucial role in 
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building a more unified and resilient society that transcends ethnic divisions rather than bans 

them outright. 

 

7.6 Conclusion: Case of the 1994 genocide against the Tutsi 

To conclude this chapter about the 1994 genocide against the Tutsi, I needed to provide 

answers to my research questions. First, how was the event of the 1994 genocide against the 

Tutsi as dark history and otherness engaged with in textbooks in Rwanda? The “how” question 

has previously been answered in this chapter, and “the other” who were engaged with from a 

historical perspective were the Tutsi. During the genocide, the Hutu majority alienated the 

Tutsi, making citizens believe through the use of indoctrination and propaganda that the Tutsi 

needed to be eliminated. However, post-conflict and looking at how the narrative is portrayed, 

there seems to be a shift in the othering. 

All the textbooks contained silences and a lack of multiperspectivity due to the politically 

endorsed historical narrative that has emerged, shaped by the government’s rhetoric of nation-

building and the enactment of making the categorisation of ethnicities illegal. The victims were 

othered and silenced. But, despite the horrors of dark history, the textbooks also emphasised 

stories of resistance, resilience, and survival by the retaliation of the RDF, which included acts 

of defiance, underground movements, and efforts to rebuild communities in the aftermath of 

violence and oppression. The details from victim testimonies might have been left out as part 

of a preservation approach, that is, shielding the self from harm or the trauma of reliving the 

narrative and opening old wounds. 

My examination of the dark history of the 1994 genocide against the Tutsi brought to light a 

significant concern of an oversimplified portrayal of the event, which not only neglects the 

complexity of historical events and characters but also perpetuates a singular master narrative 

that may hinder a comprehensive understanding and a lack of critical thinking, especially since 

users are predominately tasked to research on their own. At the heart of the narrative, the 

textbooks showcased initiatives aimed at promoting understanding and reconciliation between 

the perpetrators and survivors in order to construct a collective Rwandan national history. 
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Chapter 8: 

Discussion and conclusion 

“If you think you are too small to make a difference, try sleeping with a mosquito” –  

Dalai Lama 

 

8.1 Introduction 

As long as humanity has existed, so too have the divisions that divide people. The us versus 

them phenomenon mentioned earlier in this study persists and becomes perpetuated and 

exacerbated by emerging societal trends with every passing generation. The need to 

categorise people and things deepens to the point of obsession, for example, Generation Z 

(Gen Z) and the insistence on “cancel culture”. These keyboard warriors have embraced the 

trend of publicly shaming and shunning individuals or groups who have engaged in offensive 

or abhorrent behaviour as determined by the new societal norms or incoming trends. In 

addition, the grand singular accepted narrative of various historical events that are passed 

down from generation to generation is then met with the ever-growing and powerful trend of 

cancel culture, which ultimately influences how the narrative is received. And, in the case of 

Gen Z, radical action and agency seem to be their standard position. It is this platform where 

the grand narrative takes centre stage and is meant to be understood. 

To place this in context, I want to revert to The Lion King analogy used in Chapter 1. Simba 

understands the viewpoint that the Elephant Graveyard is a dark and sinister place from the 

position of his father, King Mufasa, but Simba himself has no personal experience with the 

dark, shadowy place beyond the borders of the Pride Lands. Yet, instead of heeding his 

father’s warning and staying away from it, the warning issued by Mufasa seems to intrigue 

Simba even further, to the point where he sneaks off to inspect the Elephant Graveyard himself 

and ends up in need of rescue. Fast forward several years, and Simba has his own son, Kion. 

Just like his father, Simba warns Kion of the Elephant Graveyard as well as other dangers that 

Simba encountered through his lived experience. Kion, however, just like the rambunctious 

cub Simba was many years before, decides to find out for himself what the reality of the 

Elephant Graveyard is. This all takes place through the perspective of the lions – the hunters. 

The point here is that no matter what the official narrative is, there are various ways to interpret 

it, and everyone’s frame of reference is different. Thus, the idea of othering exists in light of 

whose perspective is foregrounded. 

This study aimed to deepen the understanding of otherness and dark historical events from 

an Afrocentric perspective rather than relying on the traditional Eurocentric viewpoints 
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imposed on Africa. It also sought to continue the discussion beyond the study’s conclusion, 

recognising that the investigation of intersectionality is only a starting point and that further 

research is needed, such as potentially exploring additional dark historical events in other 

African countries. 

Through this study, I wished to complement the existing body of knowledge regarding dark 

history, multiperspectivity, and otherness in an African context. In light of this, the guiding 

research questions were: 

1. How are events of dark history and “otherness” engaged with in textbooks in Nigeria, 

Rwanda, and Uganda? 

2. Why are the dark history events and “otherness” engaged with in this manner in 

these countries? 

Bearing these questions in mind, the focus of this study was to engage with the 

intersectionality of otherness, with the unique experiences of discrimination and 

marginalisation that this creates, and how this otherness plays out in terms of cultural memory 

and identity. In addition to the engagement with intersectionality, the study also focused on 

multiperspectivity and the notion of light within the specific historical events in Nigeria, Uganda, 

and Rwanda. The grand narratives that exist about the Nigerian-Biafran War, the political 

dictatorship of Idi Amin, and the 1994 genocide against the Tutsi are considered dark history 

events due to their contentious nature and the fact that certain facts and details cannot be 

agreed upon – thus various interpretations exist. Furthermore, the study focused on 

understanding how these narratives were portrayed to determine whose story was being told 

and why, as well as whose story was being left out and why. 

In Chapters 5, 6, and 7, I interpreted the findings from the case studies of each of the countries 

(Chapter 5 covered Nigeria and the Nigerian-Biafran War, Chapter 6 covered Uganda and the 

political dictatorship of Idi Amin, and Chapter 7 covered Rwanda and the 1994 genocide 

against the Tutsi). I used three levels of analysis: descriptive, analytical, and theoretical. 

Through the discussion, an understanding of the first research question was reached of how 

these dark history events were engaged with in the selected textbooks from Nigeria, Uganda, 

and Rwanda. The discussion also looked at how otherness was engaged with in the textbooks. 

As the final chapter of this study, Chapter 8 offers a reflective overview of the study whilst 

attempting to answer the research questions. Furthermore, in this concluding chapter, I briefly 

recap the key findings of my research and show how these findings address the research 

questions. Thereafter, I discuss the broader impact and importance of my findings in the 
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research field and their significance. I also acknowledge any limitations or constraints that I 

encountered during my research and provide recommendations and ideas for future research. 

8.2 Overview of the study 

My study was structured into eight chapters. Initially, I had planned to follow the more 

conventional route of seven chapters with the findings being presented in one chapter and the 

analysis and discussion in another. However, I felt that this would not work for my study as I 

did not want to lump the findings for each country together but preferred to treat them 

separately using three levels of analysis and then providing a comparison in the last chapter. 

Thus, I decided to have separate chapters for the findings, analysis, and theorisation of each 

country. This is explored further in the overview later. I, therefore, present an overview of the 

eight chapters of this study next. 

Chapter 1 served as the foundation of the study, outlining the fact that the world that we live 

in and the narratives that exist – from a historical perspective – are generally controlled by the 

victor in a conflict situation, endorsing the us versus them phenomenon. It established the 

framework and context for the research. The chapter further emphasised the historiography 

of the case studies on Nigeria, Uganda, and Rwanda. The historiography of the countries was 

an integral part of the chapter in understanding the wider context of the specific historical 

events in order to see whether what is known in the wider domain correlates or contrasts with 

what is found in the History textbooks that I analysed. The bricolage of concepts was defined 

so that the reader could make sense of the thesis. Concepts such as multiperspectivity, 

otherness, and light and dark history were explored in relation to the textbooks, historical 

narratives, and the three case studies. How dark a historical event could be was portrayed on 

a continuum that intersected with multiperspectivity as well as various factors (such as critical 

thinking or historical memory and evidence of othering or overt otherness) that would 

determine where on the dark history scale a historical event would land. The general 

housekeeping items of the study are also included in this chapter; namely, the focus and 

purpose were linked to the research questions posed, the rationale of the study was outlined, 

the conceptual framework was explained, and the methodological approach was clarified. This 

chapter concluded by setting the stage and outlining the structure for the remainder of the 

dissertation. 

Chapter 2 was the ever-important literature review where the existing body of knowledge was 

examined. This was done in several layers. First, I reviewed the role of dark history and then 

furthered this by looking at the relationship between dark history and History textbook 

production. Secondly, I examined the broader context of textbook studies and then delved 

specifically into History textbooks. After that, I reviewed the key concepts of multiperspectivity, 
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revisionism, inclusions, silences, the other, othering and otherness in relation to History 

textbooks. 

I discussed the conceptual framework of the study in Chapter 3. Three main concepts 

underpinned the framework of understanding for this study. Concept 1 unpacked the 

difference between a narrative and the master narrative, which came to be the national 

narrative or the grand singular narrative found in textbooks. Concept 2 dealt with 

multiperspectivity and the notion that many perspectives of a specific event should exist. 

Concept 3 depicted otherness and dark history and the correlation between them.  

In Chapter 4, I provided a detailed look at the research design and methodology, covering key 

aspects of case study methodology, narrative inquiry techniques, and the choices made 

throughout the research. This included the analysis tools and processes for sampling, data 

collection, and data generation. In the chapter, I also explored the methods for analysing data, 

highlighting their strengths and limitations and, additionally, reflected on important 

considerations such as validity, reliability, and ethical issues, ensuring a thorough examination 

of the strengths and weaknesses of the methodology. 

As discussed earlier in this chapter, Chapter 5 dealt with the Nigerian-Biafran War in Nigeria, 

Chapter 6 with the political dictatorship of Idi Amin of Uganda, and Chapter 7 with the 1994 

genocide against the Tutsi in Rwanda. I focused on three levels of analysis. The first level of 

analysis was a descriptive layer which examined the layout of the section dealing with the 

specific dark history event. The second level of analysis was analytical in nature and where 

themes and patterns emerged. The third level of analysis was theoretical where the placement 

of the historical event on the dark history shading continuum was discussed. By linking the 

results from Chapters 5, 6, and 7 back to the literature reviewed in Chapter 2, the research 

identified which findings were anticipated and which revealed new insights. 

In this eighth chapter, I conclude my study by proposing answers to my research questions 

and theorising what I found in the history textbooks regarding the three dark history events in 

Nigeria, Uganda, and Rwanda. I also review the study holistically in terms of its limitations and 

implications for further studies and examine what contribution this study offers to academia. 

The overview of this study could be likened to a “highlight reel” of the key elements discussed 

in each chapter of this study. Without these components, the whole does not make sense. 

The findings from Chapters 5, 6, and 7 are compared and contrasted below and linked to the 

research questions and conceptual framework of this study. 
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8.3 Discussion 

This section of the chapter examines how the dark history events in Nigeria, Uganda, and 

Rwanda were engaged with and why they were engaged with in such a manner. The how and 

why research questions were addressed first and then I tie it together with the concept of 

otherness towards the end of the discussion section. 

8.3.1 How dark history events were engaged with in the textbooks 

The historical events of the Nigerian-Biafran War, the political dictatorship of Idi Amin, and the 

1994 genocide against the Tutsi share the commonality of being dark history as each event 

negated human rights, showcased political instability, and contained macabre human losses. 

In terms of gross human rights violations, the findings indicate that these were widespread 

across Nigeria, Rwanda, and Uganda, with torture, mass killings (including genocide), and the 

forced displacement of citizens. From a political standpoint, each country endured a coup, 

which resulted not only in political tension but also in ethnic strife, which resulted in economic 

hardship and a huge loss of life. 

In Nigeria, this ethnic and political tension was primarily between the Igbo, who seceded and 

formed Biafra and the Hausa-Fulani, who played a major role in the military and political 

landscape of Nigeria as part of the Federal Government. The Yoruba sided with the Federal 

Government, thus further isolating the Igbo. The Nigerian-Biafran War lasted three years 

(1967–1970), with a death toll estimated at three million people. The international response to 

the Nigerian-Biafran War was diplomatic efforts and the provision of humanitarian aid. 

In Uganda, the ethnic and political tension was primarily a result of the favouritism Amin 

showed certain ethnic groups, such as the Kakwa (to which he belonged), Lugbara, and 

Nubian people, over others, such as the Acholi and Langi people. In part, this targeted 

persecution was a result of the threat that Amin thought the Acholi and Lango people posed 

to his rule, as his predecessor, Obote, was a Langi. Notwithstanding Amin’s expulsion of the 

Asian minority in 1972, this tension and Amin’s reign lasted eight years (1971–979), and the 

death toll is estimated at around 300 000 people. The international response to Amin’s rule 

after the world learnt of the atrocities and human rights violations committed was not only 

international condemnation but also economic sanctions. 

In Rwanda, the ethnic and political tension was between the Hutu majority and the Tutsi. It 

was exacerbated by the Belgians' favouritism of the Tutsi during their colonial rule. The 

duration of the genocide against the Tutsi was a mere 100 days in 1994, and the death toll 

was estimated at a staggering 800 000 people within that timeframe. The international 
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response was non-existent, and intervention appeared only when it was too late for most of 

the Tutsi population. 

The portrayal of the dark history of the Nigerian-Biafran War, the political dictatorship of Idi 

Amin, and the 1994 genocide against the Tutsi in history textbooks varied. This variation 

depended on the national directive of the country as well as the curriculum and the level of 

education. In addition, the perspective of the narrative – whether Euro- or Afrocentric – also 

played a role in what was emphasised or othered in the narrative. Therefore, the lens through 

which the dark history event was viewed further impacted the understanding of the event. 

These layered lenses could be from a regional, national, or global perspective that was then 

split into an African and Western perspective. For instance, in Nigeria, the national narrative 

of the Nigerian-Biafran War was glanced over and portrayed as a minor secessionist conflict, 

as seen in the findings of this study, where Nigeria was portrayed as only reacting to the 

aggressive advances of Biafra. The focus of the textbooks was on the economic impact of the 

conflict and how the Nigerian government had to repair and rebuild as a result of the conflict 

started by Biafra. From a Western perspective, the Nigerian-Biafran War was rarely 

mentioned, and, if it was, it was only as an example of an African conflict (Falola, 1999; Kirk-

Greene, 1971). However, from an Afrocentric perspective, the Nigerian-Biafran War was often 

viewed in the textbooks as a symbol of resistance against a government that was oppressive 

(Achebe, 2012; Daly, 2020; Ekwe-Ekwe, 2007). This brought to the fore an incomplete 

narrative that focused mainly on socio-economic issues and not on the holistic historical event 

from multiple perspectives. 

In Uganda, the political dictatorship of Idi Amin was portrayed as a period of totalitarian rule 

and gross human rights violations. The findings of this study concur, as Amin, the person, was 

side-lined versus the nameless collective of victims who were slain under his orders. This 

depiction of Amin then echoes the global reputation of Amin as a tyrannical butcher who was 

brutal yet eccentric (Boddy-Evans, 2019; Leopold, 2020). From an Afrocentric point of view, 

Amin’s reign was showcased as a “what-not-to-do” warning of authoritarianism as a chosen 

political system (Kintu, 2012; Mamdani, 1983; Obote, 1990). 

In Rwanda, great emphasis was placed on the genocide against the Tutsi as a national 

tragedy, with a focus on reconciliation, unity, and future genocide prevention. The narrative 

gradually increased and became more specific with each passing education level, as per the 

findings of this study. A generalised overview of genocide and mass killings took place in 

Textbook 1, while in Textbook 6, genocide denial and ideology were the focal point. From a 

Western perspective, the genocide against the Tutsi is often used as a prime example of 

genocide, alongside the Holocaust, with a distinct emphasis on the failure of the international 
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community to intervene (Dallaire, 2003; Mani, 2004; Straus, 2006). From an Afrocentric 

perspective, the genocide against the Tutsi might have been mentioned in passing or was 

often omitted due to political sensitivities (Mugisha, 2015; Nzongola-Ntalaja, 2002). 

By comparing and contrasting the portrayal of dark historical events in Nigeria, Uganda, and 

Rwanda, some common issues appeared. Across the three historical events, a lack of depth 

and context arose. This was especially true for the Nigerian-Biafran War, where there was an 

oversimplification of the complexity of the conflict. In fact, each of these events was incredibly 

complex and with so many different role players and stakeholders involved in each country 

(including the various and numerous ethnic groups), it made following such a narrative rather 

challenging. This was something I struggled with during the early stages of this study. I had to 

constantly refer back to the notes I had made that were colour-coded to make sense of it all. 

As previously mentioned, the strong focus on Eurocentric or Western perspectives can result 

in a skewed narrative. This skewed narrative led to the omission of local voices and 

experiences. Political bias or sensitivity to issues also affected how the events were portrayed 

to make them more palatable for the users. In the Rwandan textbooks, for instance, a Western 

president was named and shamed for his role in the lack of international assistance given to 

the Tutsi during the genocide. Narratives such as these are often changed based on where 

the narrative is being used to ensure that, in the case of the West, the focus is on the Hutu as 

the perpetrator and the Tutsi as the victim and to overlook the failure of the international 

community (Power, 2002; Seybolt, 2007). Similarly, the Rwandan textbooks analysed in this 

study followed suit, perhaps in an effort to foreground the Hutu, while the Tutsi followed with 

the deeply rooted desire to unify and reconcile. Thus, the blame was on the international 

community, which caused further divisiveness and strayed from the national unity that the 

government wished to strive for. 

One of the major findings in this study in terms of the portrayal of the three events in Nigeria, 

Uganda, and Rwanda was representation and omission. The “how” research question has 

largely been answered within each chapter dealing specifically with Nigeria, Uganda, and 

Rwanda but also in the previous section. To understand this further, however, it must be linked 

to the conceptual framework of the study. 

In Chapter 3, I discussed the relational influence that the number of narratives or perspectives 

have on the shading of an event to establish how dark a dark history would be on the 

multiperspectivity continuum (Figure 6). I have established thus far that in each textbook 

analysed of the Nigerian-Biafran War, the political dictatorship of Idi Amin, and the 1994 

genocide against the Tutsi, one narrative existed, which was that there was some form of overt 
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othering, that the facts presented were not contested as a national narrative, and that there 

was an enforced historical memory (Kukard, 2017). 

In each case, there was a distinct villain and victim as well as a rescuer of sorts. Therefore, a 

pattern emerges of how users are meant to understand and interact with the narratives and 

why they are written in this manner. My explanation draws from Stephen Karpman’s (1968) 

Drama Triangle, a psychological model that describes the dynamics of interpersonal 

relationships and conflict. 

 

 

 

 

 

 

 

Figure 9: A simplified version of Karpman’s Drama Triangle for illustrative purposes 

If I adapt the Drama Triangle to include words such as hero and villain, it assists in 

explaining the representation of the narratives and the omissions, which include othering. 

Figure 10 illustrates my adapted version. 

 

 

 

 

 

 

 

Figure 10: My adapted version of Karpman’s Drama Triangle for illustrative purposes 

Could we theorise that in order for a narrative to be holistic and fully representational, all three 

elements are necessary? A villain is needed in the narrative, this is already clearly stated in 
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the findings – Biafra in Nigeria, Amin in Uganda, and the Hutu in Rwanda. The villains are the 

persecutors and inflict harm on others. The victims are also present in the findings but not 

always as apparent as the villains in terms of being named – people/citizens in Nigeria, and 

people in Uganda. In Rwanda, however, the victim is clearly named the Tutsi. Thus, as shown 

in the findings, the narratives of victimisation and the perpetrator exist. These narratives are 

needed to carry the story of the dark history event - the main role players. It is the extent to 

which these narratives feature that is questioned and results in omissions. It is the third point 

of the triangle that seems to be missing in most of their narratives: a clear hero or “rescuer” 

(Karpman, 1968). The rescuer need not be international intervention or assistance as a 

Western narrative would possibly punt but rather Africans saving themselves from their own 

conflict. The local voices are othered and omitted. In Rwanda, for instance, mention is made 

of the RPF, but it lacks detail on exactly how they were able to take control of Kigali and 

overthrow the Hutu government. In Uganda, no hero is present. Amin’s grip on Uganda is 

removed upon his death. However, in Nigeria, the hero could possibly be seen as the Nigerian 

government, which graciously forgives the Biafrans, allows them to be part of the workforce, 

and attempts to restore the economy after the conflict. 

8.3.2 Why dark history events were engaged with in this manner 

To propose an answer to the second research question of why the dark history events were 

engaged with in a specific manner, I first looked at some of the trends that emerged in the 

textbooks. As previously mentioned, the Eurocentric or Western perspective of events had a 

great impact on how the rest of the world tended to see things in general or specifically in the 

history textbooks. It is true that many influential works have been written by Western authors 

and, as a result, have shaped the dominant narrative that exists. It is only in recent years that 

more works are emerging from within Africa. However, many still draw on works from the West 

as a platform of departure or reference point. So why does this matter? In recent years, more 

so than before, representation matters. Whether narratives exist is not, ultimately, the issue; 

it is where the narrative comes from that permeates every aspect of it. 

This study has shown that things cannot be viewed in isolation and that everything has a 

domino effect. To this end, if a narrative exists from a Western perspective about African 

history, othering will exist as the entire content is not understood. Similarly, from within an 

African country, narratives that exist are social constructs and are often used for political ends 

– thus, groups or people are othered. To narrow this down even further, if an individual from 

one of the countries in one of the case studies writes a personalised narrative to make a dark 

historical event more relatable (such as a Hutu militia member in Textbook 1 who recounted 

the terrible things he did during the Rwandan genocide), it will contain subconscious bias and 
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exhibit othering. Would there then be any context that will not contain the other, othered, or 

othering? 

This study has examined textbooks authored by people from Nigeria, Uganda, and Rwanda. 

Presumably, these authors were given mandates as to what information the current political 

dispensations wanted to include in their textbooks based on their respective political 

ideologies. In Nigeria and Rwanda, for instance, a clear position was taken to bring national 

unity to the fore, and thus, the narratives espoused that. But at what cost? For individuals to 

be part of a collective national identity, they first need to know who they are as individuals. As 

part of Kukard’s (2017) historical memory, only certain parts of the historical memory of the 

narrative of an event are being remembered; thus, overt otherness exists and ostracises 

members of the community, which, in turn, exacerbates underlying tensions for possible future 

conflicts. Trauma and memory have long-lasting effects not only on individuals but also on 

communities and countries. This pattern has been seen numerous times in history so we know 

that it is cyclical and repeats itself (such as Hitler and WWII and tensions from the Cold War 

resurfacing again) – perhaps because we do not learn from it. 

Another trend in the reason for the portrayal of dark history events could also be a nod to the 

subtle critique of either political systems, which cannot be said overtly, or international 

responses to events. In the Rwandan textbooks, there were several subtle hints of laying 

blame at the door of the international community for their lack of response. As mentioned 

earlier, the naming of a specific Western president placed a face to where the resentment 

could be directed, a scapegoat, if you will. Similarly, a more emotive way of laying blame 

appeared in Textbook 6 with an illustration of Tutsi seeking refuge on UN trucks as a mob of 

machete-wielding Hutu ran towards them. The UN’s unwillingness to assist the Tutsi and a 

lack of empathy shown by a soldier who responds, “Please, it is not under our mandate to 

rescue Rwandese,” is shown in the illustration. 

Another trend which has been seen and noted in this study is the role that the media played 

in popularising certain narratives, such as the film The Last King of Scotland reinforcing a 

stereotype about Idi Amin as the African despot and the oversimplification of the historical 

context. Similarly, in the film Hotel Rwanda, the historical context was simplified by 

showcasing the government as corrupt and not highlighting the tensions that were 

exacerbated by pre-or post-colonial rule but lost by the gruesome depiction of the genocide. 

In addition, the wishy-washy attempt at peacekeeping by the UN is foregrounded in the film 

allowing for the criticism of the international community to be at the forefront of the narrative. 

Hotel Rwanda also follows the personal story of Paul Rusesabagina and his experience of the 

genocide as a Hutu trying to help the Tutsi. It should be noted that not every moderate Hutu’s 
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frame of reference and experience was similar to Paul’s and, therefore, was not representative 

of the community as a whole. 

Similarly, in Nigeria, the film Half a Yellow Sun focuses on the personal stories of a professor, 

his wife, and a boy whom they employed in their home and how they are affected by the 

conflict. While this humanises the view of war, it brings a personal perspective to the struggle 

of the Biafran people but also oversimplifies the historical context. 

Several reasons can be attributed to the omission and representation of the Nigerian-Biafran 

War, the political dictatorship of Idi Amin, and the 1994 genocide against the Tutsi. The first 

deals with the idea that these omissions or otherings maintain historical amnesia and silence 

(Mamdani, 2002). This falls in line with Kukard’s (2017) historical memory, where a skewed or 

incomplete view of history can impact how we understand the world around us and, in turn, 

respond to present issues. Historical amnesia, then, can be used as a propaganda tool as 

parts of the dark history events are either too uncomfortable or inconvenient to remember as 

they go against the direction of the current dispensation. Omissions can contribute to the 

removal of African experiences or events and perspectives when written from a Western 

perspective (Mazrui, 2005). This can be seen, as mentioned previously, where Western texts 

only mention the Nigerian-Biafran War as a conflict or Idi Amin as an example of a tyrannical 

African despot. No further depth is given to these events, which leads to their lack of 

representation. This notion can also be linked to what Apple (2004) refers to as the 

reinforcement of existing power dynamics and inequalities. In the case of Amin, the 

perspectives that exist reinforce stereotypes and stigmatisation of a manic dictator. 

Such omissions can also consistently reinforce the grand singular narrative that exists as the 

one truth, as Stradling’s (2003) multiperspectivity does not exist. The biases within the grand 

narrative persist and are not challenged (Trouillot, 1995). Moreover, the persistence of biases 

in a singular narrative, omissions, and lack of representation also foster a lack of empathy 

(Hicks, 2011) and nuanced understanding (Bain, 2000) of a viewpoint that is different to one’s 

own. This, by its very nature, seems counter-intuitive as both the Nigerian and Rwandan 

education boards aimed to foster unity and nation-building, but they only present one narrative. 

In conclusion, omissions and lack of representation not only distort the historical truth and 

historical context but also marginalise groups that are already vulnerable and thus become 

the other and are othered. In an effort to promote national unity, these grand narratives are 

hindering the reconciliation and healing process by invariably promoting one group over 

another, which can lead to future tensions. They also undermine the efforts to prevent similar 

atrocities as the tension bubbles under the surface. However, it must be noted that the 

Rwanda Education Board has addressed this concern by ensuring that an entire chapter in 
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year Senior 6 deals with the prevention of just such an atrocity that occurred 30 years 

previously. 

Specifically, in the context of othering, this can be seen in the findings of each of the chosen 

countries. Bear in mind that the other, being othered or othering, takes on a negative 

connotation or stigma, and it is very often the marginalised and most vulnerable actor who is 

seen as the other or othered. 

In Nigeria, the Igbo and Biafrans were othered when the Nigerian government labelled them 

secessionists and rebels, as this spread the idea that Biafrans were aggressive and wanted 

conflict. The ethnic and regional divisions experienced in Nigeria that led to the secession of 

Biafra were aggravated by political and economic interests. 

In Uganda, Idi Amin's political dictatorship othered specific ethnic groups such as the Acholi, 

the Langi, and the Asian minority. The stigma created by Amin was that these groups were 

the enemy of the state, as he thought they were plotting his demise and were a threat to his 

rule. The stigma was created through the use of propaganda, which stigmatised these groups 

and seemed to justify the violence being used against them as they were labelled as 

troublemakers. 

In Rwanda, the Hutu extremists portrayed the Tutsi as the other by labelling them cockroaches 

and snakes to justify their violence against them. The us versus them mentality or 

phenomenon was exacerbated by the colonial and post-colonial narratives, furthering the 

ethnic divisions. 

While the above view regarding the othering in Rwanda is justified, another major finding of 

the study is that the Hutu themselves could also be othered. Othering can contribute to the 

dehumanisation, stereotyping, stigmatisation, marginalisation, and potential violence and 

genocide of individuals or groups. Therefore, the Hutu were themselves permanently 

stigmatised as villains or perpetrators as it was constantly mentioned that the genocide against 

the Tutsi was deliberate and planned. My conclusion, then, is that the Hutu as a collective 

needed to be seen as the villains in order for their actions during the genocide to make sense 

to the world. 

So why are the dark history events and otherness engaged with in this manner in these 

countries? As mentioned in Chapter 4, there are various themes that emerged in the studied 

history textbooks, namely (but not limited to) power and oppression, trauma and resilience, 

memory and forgetting, moral ambiguity, humanisation and/or dehumanisation, resistance, 

legacy and impact, and interconnectedness. It was also established that otherness can be 

linked to dehumanisation, stereotyping, stigmatisation, marginalisation and potentially 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



 

246 
 

violence and genocide. Therefore, the themes lent themselves to othering. As we have already 

established, history is contentious in its very nature. 

In terms of the Nigerian-Biafran War, the reason that this dark history event is engaged with 

in terms of silence or suppression is due to the fact that the conflict is still seen as a politically 

sensitive issue in Nigeria today, with fears of ethnic separatism being reignited. There are still 

deeply rooted divisions amongst the Igbo, Yoruba, and Hausa-Fulani groups. While the 

Nigerian government has tried to heal the wounds of division by promoting national unity and 

nation-building, there is a need to address the legacy of othering that the Nigerian-Biafran War 

represents. Unlike Rwanda, Nigeria has not made it illegal to talk about or refer to people’s 

ethnicities, possibly to tap into historical amnesia and promote national unity. 

In terms of the political dictatorship of Idi Amin, the reason the dark history event is engaged 

with in terms of silence and denial is due to selective memory in order for the current 

government to move forward without confronting the past too deeply. Amin’s massacres are 

acknowledged, but the government has chosen not to engage nationally with the trauma left 

in the wake of his reign. While the Amin era is kept alive through media and textbooks, it 

seems that the Ugandan government’s engagement is limited. The reason for this could be 

that Uganda’s focus is on national stability as well as political expediency. Current leaders do 

not wish to draw attention to Amin’s gross human rights violations as it may cast the spotlight 

on their own current indiscretions. Another reason for the othering of Amin could be the trauma 

and fear that people lived through, and thus, there is a reluctance to reopen the wounds of the 

trauma experienced previously through discussion about people’s lived experiences. 

In terms of the 1994 genocide against the Tutsi, the reason the dark history event is engaged 

with in terms of reconciliation and unity is due to the fact that, unlike Nigeria and Uganda, the 

Rwandan government has taken great strides towards national trauma healing and open 

engagement with discussions about genocide. This was done in an effort to support the 

affected survivors and their families by promoting public recognition of the genocide in the 

form of memorials and remembrances to mourn collectively. In addition to the public 

recognition, the Rwanda Board of Education addresses the genocide openly to teach students 

the causes and consequences of genocide in order to foster genocide prevention. 

8.4 Contribution of the study 

The gap that I identified within the existing body of knowledge surrounding dark history and 

otherness was the identification of the degree of darkness attributed to a dark history event 

based on whether the event addressed otherness and multiperspectivity. For my study, I 

devised the shading continuum to assist with the categorisation thereof. Dark history exists, 
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as previously mentioned in this chapter, through collective memory and the trauma or lack 

thereof associated with the historical event. Such collective historical memories highlight the 

tension between history and memory, resulting in a narrative which either distorts the truth or 

simply suppresses it for a collective greater “good” decided upon by the current political 

dispensation and their ideology. This greater good can be linked to the need for reconciliation 

of a post-dark history event and to seek forgiveness to achieve nation-building and unity. 

Another layer of categorisation was historical revisionism and denial, which led to whether 

multiple perspectives (multiperspectivity) existed regarding the specific dark history event. It 

has been well documented in the literature that dominant political powers rewrite history to 

suit their own political needs and interests as a way of controlling the past in order to control 

the future. The lack of multiple perspectives can then be directly correlated with the narrative 

silences and representations that are found in the textbooks regarding the dark history events. 

The under-representation of individuals or groups becomes the others, othering, and 

otherness. This study compared and contrasted the three case study countries in terms of 

their dark history events. Others, othering and otherness emerged in all three dark history 

events. Therefore, it contributes to the existing body of knowledge by challenging the dominant 

narratives that exist surrounding the dark history events of the Nigerian-Biafran War in Nigeria, 

the political dictatorship of Idi Amin in Uganda, and the 1994 genocide against the Tutsi in 

Rwanda. 

In Nigeria, the silences on Biafra indicated a muted and sanitised narrative where very little 

was discussed about the war itself but rather concentrated on the aftermath and 

reconstruction. To date, the Nigerian-Biafran War remains a highly politically sensitive subject 

which is linked to the collective memory and trauma of the civilians. Therefore, the political 

sensitivities seen in the marginalisation and othering of certain groups indicate that the 

Nigerian government needs to maintain a fragile balance between the ethnic groups in order 

to promote national unity post-conflict. The official narrative is often one of reconciliation and 

unity, neglecting the deep scars left by the war. 

In Uganda, Amin’s regime is mentioned in general terms, lacking depth about the scale of 

violence and the state’s terror campaigns. Moreover, the simplified narrative does not take 

into account the victims or the trauma endured. The collective memory then focuses more on 

the post-Amin period but also in a limited capacity. This can be directly related to the political 

ideology of the current dispensation in an attempt to downplay their own misgivings in terms 

of human rights violations. Thus, they ignore Amin’s wrongdoings in order not to have to 

account for their own. The focus then (in line with the previously mentioned Drama Triangle) 
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has seen the current Ugandan government stabilise Uganda post-Amin, who is almost hailed 

as a rescuer and then hero from the villain. 

In Rwanda, the simplified narratives present the post-genocide government’s perspective, 

largely focusing on the Tutsi as victims and the Hutu as perpetrators. This framing can omit 

the complexity of the conflict, othering the roles of political, social, and international factors 

leading up to the genocide. In line with the political rhetoric over dark history events and 

textbooks, the Rwandan government, under President Paul Kagame, has maintained a tight 

grip on how the genocide is remembered, which means that certain perspectives, such as 

those of Hutu survivors or criticism of the RPF, are often underrepresented in educational 

materials. This contributes to an incomplete picture of Rwandan history. 

Collectively, then, we come to understand that in all three countries, the current dispensations 

have an interest in shaping national narratives in ways that reinforce current political legitimacy 

and avoid reopening historical wounds. Therefore, otherness exists. If fully explored, these 

dark historical events might threaten national unity, political stability, or the power of the ruling 

party. This falls in line with the literature about textbooks in general, which records that they 

are powerful ideological tools. The textbooks, then, are influenced by the state and history 

curricula are designed to align with government priorities. This educational policy control has 

resulted (specifically in the cases of Nigeria, Uganda, and Rwanda) in selective presentation 

or outright omission of certain dark historical periods. 

In the cases of Nigeria and Rwanda, the textbooks promote a cohesive national identity rather 

than honing in on the ethnic divisions and oppression in the name of progress and 

reconciliation. In Uganda, they see to it that Amin is remembered as a tyrant but that it was 

only for the extent of his reign. It is glossed over to avoid controversy. If the full complexities 

of his regime are disclosed, the current government may be questioned in terms of its own 

human rights violations, which could, very likely, create its own tension. Thus, the political 

entity from the past remains othered, as does its victims to avoid collective memory and 

trauma from resurfacing. 

My study revealed that despite the fact that all three historical events are considered dark 

history events due to their macabre nature, the degree of darkness between the Nigerian-

Biafran War, the political dictatorship of Idi Amin, and the 1994 genocide against the Tutsi 

differed. The shaded continuum (Figure 2 in Chapter 1) worked on the premise that more 

perspectives exist and the user can exercise critical historical thinking. Where there is no 

othering, the dark history event would be considered light on the shaded scale. However, 

where only a single perspective exists, the user is limited to historical memory, and where 

overt otherness is evident, the dark history event would be darker on the shaded scale. To 
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this end, the Nigerian-Biafran War was considered grey on the continuum. Each textbook 

contained a different but incomplete narrative of the event, which could create confusion as to 

the official narrative of the Nigerian-Biafran War. In turn, the political dictatorship of Idi Amin 

was considered silver as a single narrative, and an incomplete narrative exists entrenched in 

limited historical memory and overt otherness, resulting in obscurity around Amin. The 1994 

genocide against the Tutsi was placed as the blackest black on the shaded continuum. This 

is due to the legal moratorium and limited multiperspectivity that exists. Below is a figure 

showing the placement of the three dark historical events on the dark history continuum: 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 11: Diagrammatic representation of the shade continuum of dark history events 

and where the three events analysed place 

What we know is that dark history events exist and can range from (but are not limited to): 

indigenous histories, totalitarian regime histories, trauma and memory histories, conflict 

histories, colonialism and imperialism histories, human rights violation histories, mass 

atrocities and genocide histories, and slavery legacy histories. What we did not know was the 

degree to which these dark history events would appear dark on the shading continuum. 
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By identifying the overt otherness that exists within dark history events, members of the 

othered group can challenge the master narrative. Additionally, this study challenges the 

dominant Western epistemologies and centres Afrocentric perspectives surrounding the dark 

historical events of the Nigerian-Biafran War, the political dictatorship of Idi Amin, and the 

1994 genocide against the Tutsi.  

Using intersectionality in this study has challenged otherness by revealing the complexities 

and nuances of the three dark history events. It has also highlighted the multiple forms of 

oppression and marginalisation found within the textbooks. In turn, this has created social 

awareness and amplified the voices of those who have been othered, which, in effect, 

promotes inclusivity, empathy, and understanding. As noted by Crenshaw (2017) and Said 

(1978), by understanding intersectionality and otherness, we can work towards breaking down 

boundaries and stereotypes and create a more inclusive and equitable society where 

everyone is represented. In doing so, national unity could be achieved for Nigeria, Uganda 

and Rwanda. Both Roberts (2014) and Wade (1993) highlight important areas for improving 

the analysis of history textbooks, such as addressing bias, ensuring accurate representation, 

and promoting critical thinking. While Roberts (1994) emphasises contemporary issues such 

as political bias, diversity, and the integration of digital resources, Wade (1993) focuses more 

on historical accuracy, the development of critical thinking skills, and a holistic approach to 

textbook evaluation. Therefore, textbook analysis should be multifaceted, rigorous, and 

adaptive to changes in educational technology and societal needs. 

8.5 Reflections on the study – food for thought 

This part of the concluding chapter focuses on my ponderings of looking back and reviewing 

the journey of this thesis from first a methodological perspective and, secondly, a personal-

professional rationale alluded to in Chapter 1 when it all started. 

8.5.1 Methodological reflections of the study 

I found the methodological chapter of my study the most challenging. I knew from my master’s 

dissertation that I wanted to stay in the realm of textbooks. Therefore, for my research design, 

I used a qualitative research approach, which consisted of phenomenological research and 

an interpretive paradigm. This part of the methodological chapter was manageable. I was able 

to complete the research about the design and write it up rather academically. The struggle 

came when I had to add my voice as a researcher into the mix. During all my years of studying 

this far, I had always had it drummed into my head that I needed to write in the third person 

and academically. No one wanted to hear my voice. Once I got over myself and reworked the 
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research design, I thought the worst was over. It was not. I was constantly second-guessing 

myself about what tense I was writing in and whether what I had written was any good at all. 

The research methodology of case study and narrative inquiry was by far my Achilles heel. 

For the life of me, I struggled to get my head around the idea of a merged methodology where 

the narrative inquiry became embedded in the case study methodology and I had to rewrite 

this part of the chapter a few times. What was most frightening to me was the literature. I was 

able to find literature on merged methodologies using case studies, but they were in a 

completely different field. This really extended me. Being a perfectionist, I would mull over the 

chapters for ages before handing them over to my supervisor for review. I felt a great sense 

of relief when I completed the methodological chapter. Anecdotally, I reworked and completed 

Chapter 4 before the conceptual framework of Chapter 3. Once I had wrestled with both of 

these intellectually demanding chapters, I had my breakthrough, which came when I wrote the 

section called “Peeling back the layers – seven steps of analysis” towards the end of Chapter 

4. This step-by-step outline really helped me visualise how the different components of my 

study were going to fit together and what I needed to do for this to happen. While I was writing 

this, I was in what I like to call “PhD boot camp” – a writing retreat, if you will, for a week with 

my supervisor. This week was a huge step forward in my research and writing. As a 

researcher, I feel I have learnt new ways of looking at research methodologies, and I would 

like to continue working in the merged research methodology field as I think this broadens the 

scope of research. 

The data collection and sampling were also frustrating. As mentioned in Chapter 1, the 

textbooks were existing knowledge that needed to be analysed. My collection process was 

accessing the textbooks. This was a challenge and if I were to restart this study, I would try to 

fly to Nigeria, Uganda, and Rwanda to collect the textbook books myself. Thus, the sampling 

of the study could be seen as a limitation of the study. While a comparison has been made 

between the countries of the case study, I would like to do it again and compare textbooks of 

the same educational level to see whether the findings remain the same or something else is 

elicited. 

The data analysis tool was tweaked several times to ensure that I was able to extract what I 

needed from the textbooks. Once I had worked out a template of what it would look like and 

how I would apply it, the data analysis process worked well. 

8.5.2 Personal-professional reflections of the study 

Seeing as I never take the simplest path to get anywhere, I have decided to intertwine my 

personal and professional reflections as they merge into one another. This study has been a 
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test of my character, resilience, and grit. As alluded to in Chapter 1, as part of the motivation 

and rationale of the study, I noted that reading for a doctorate in history education has always 

been a dream of mine. I still maintain this, but it has taken its toll. 

This study has taken longer than originally anticipated due to a variety of circumstances and 

happenings – the birth of my son, COVID-19, lockdown, a change in teaching positions, a 

change in schools, several hospitalisations of my son and my husband respectively, work 

pressures, exhaustion, and the feelings of giving up several times to name a few. I found it 

difficult to juggle a full-time teaching job, raising a boisterous now 5-year-old and dedicating 

the necessary time to my studies. As a researcher, I would end up spending my school 

holidays working countless hours to catch up on the time missed during the term. While the 

study progressed well in holiday time, I struggled to get back into the research mindset after 

not working on it for an extended period. 

However, I persevered and with no thanks to myself (as the procrastination queen) but rather 

to the very tough but supportive love of my supervisor. I believe we have both aged during this 

seven-year journey, and I do think he will be very happy once we finish this mega-research 

marathon. I know I have thanked him in my acknowledgements; however, I need to mention 

that my personal and professional growth would not be possible without him. From sitting in 

his History 101 class as a first-year student to now, many years later, still being under his 

tutelage, has truly (no cliché) shaped the historian and critical thinker I am today. 

As a researcher, I am questioning things differently and this has filtered into my teaching of 

Grade 8-12 History students. I am even more aware of the power of textbooks and what impact 

the narratives have on the users, and I merge this into my teaching. As part of my curriculum, 

I teach the 1994 genocide against the Tutsi to my Grade 9 students. Having completed 

extensive research in this topic area, I am compelled to extend them beyond the few pages of 

simplified notes on a dark historical event that is extremely complex. 

This study has also made me think even more about otherness – the other, being othered, 

and othering – beyond my own teaching space and into my everyday interactions with people 

and content, reaching into the social awareness space. I do not teach the Nigerian-Biafran 

War, nor do I teach about the political dictatorship of Idi Amin, but since this study, I have 

found ways to integrate these dark history examples into my teaching. 

Professionally, I wish to continue working in this space of otherness and dark historical events 

as inclusion and representation are at the forefront in most work spheres; therefore, the 
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agency of awareness of omissions and otherness needs to be foregrounded more from an 

Afrocentric perspective. 

8.6 Conclusion 

The tragic histories of Rwanda, Nigeria, and Uganda illustrate how the concept of otherness 

– the way we define and separate ourselves from those deemed different – can be exploited 

to justify extreme violence and oppression. Engaging with the otherness of dark history events 

in African history textbooks reminds us of the urgent need for thoughtful and compassionate 

historical inquiry and critical thinking to understand and confront the root causes of such 

conflicts, how these narratives are rooted in education, and the importance of 

multiperspectivity in order for otherness to be eliminated as best it can so that national unity 

can still prevail despite the socio-political circumstances within each unique geopolitical unit. 
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