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ABSTRACT

This chapter explores the state of inclusive education in the secondary schools in Zimbabwe decades 
after independence and the Salamanca Declaration. The thrust of the chapter is very important at a 
time when inclusive education is increasingly being viewed as a critical element of basic education and 
a step towards social justice. The chapter shows that inclusive education has remained an illusion at 
a time when the inclusive framework is expected to have fully developed and to be bearing fruit. This 
paradox is explained in terms of the historical, cultural, and economic context prevailing in the country. 
This Zimbabwean context focuses public education on political and economic goals only, disregard-
ing equity and social justice objectives. It is therefore recommended that the purpose of education be 
redefined to fully embrace the needs of ‘all’ and the social justice logics, bearing in mind the context 
of the local environment.

INTRODUCTION

In this chapter, the authors explore the state of inclusive education in Zimbabwean secondary schools, 
more than 42 years after independence and 28 years after the ratification of the Salamanca Statement 
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and Framework for Action on Special Needs Education. The Salamanca Statement and Framework for 
Action on Special Needs Education is sometimes referred to as the Salamanca Declaration, the Salamanca 
Statement or simply as the Salamanca (Magnusson, 2019). The Salamanca Statement and the advent 
of independence in 1980 mark key milestones in the history of Zimbabwe’s public education system in 
general and the inclusive education agenda in particular. The aim of the chapter is to explore the extent to 
which the country has embraced the inclusive framework and to establish whether the brand of inclusive 
education embraced in the country is culturally affirming. In addition, the chapter also recommends the 
measures that may be taken to make inclusive education practices, both in Zimbabwe and beyond, more 
responsive to the needs of the local people. Given the time-lapse from the attainment of independence in 
1980 and the ratification of the Salamanca Declaration in 1994 to date and the focus of these milestones 
on the inclusive agenda, it is reasonable to expect that by now the inclusive education framework should 
have been fully developed to bear fruits in the education system in Zimbabwe, including in secondary 
schools. The inclusive education framework was defined by Musengi and Chireshe (2013) as the only 
means to humanise the classroom and by Polat (2011) as a step towards social justice. Astuti and Su-
drajat (2020, p. 178) also viewed inclusive education as one way through which countries may achieve 
social justice in education. At this stage into the history of an independent Zimbabwe, it has become 
plausible to begin interrogating some of the social policies and practices adopted at independence as a 
form of social impact assessment (Vanclay, 2020). The aim here is to establish how culturally affirming 
(responsive) (Williams et al., 2021) these policies and practices are and to inform future policies and 
practices. With regard to the inclusive framework, the situation on the ground seems to show persistent 
misalignment between formulations and realisation (Haug, 2017; Muresherwa & Jita, 2021; Musengi & 
Chireshe, 2013) of inclusive education in the country. This situation persists regardless of the promises 
(Musengi & Chireshe, 2013 and the timespan since independence in 1980 and ratification of the Sala-
manca Statement in 1994 to date.

The present chapter is informed by the complexity theory of inclusive education (Schuelka & Eng-
sig, 2020; Walton & Engelbrecht, 2022) and uses Tomasevski’s (2004) four-fold model as a conceptual 
framework to explore and explain the state of inclusive education in Zimbabwe, with special reference 
to the situation in the secondary schools. Tomasevski’s (2004) model focuses on four elements: i) avail-
ability, ii) accessibility, iii) acceptability, and iv) adaptability, in this case of inclusive education thought 
and practice in the secondary schools of Zimbabwe. In combination, these four elements speak to the 
issues of access, equity, quality and relevance of education (Anlimachie, 2015) and therefore comprise 
key performance indicators for inclusive education interventions that may be used for social impact as-
sessment. The issues at stake in this chapter are “considered relevant at a time when inclusive education 
and secondary school education are increasingly being viewed as components of the basic education 
framework internationally” (Muresherwa & Jita, 2021, p. 1743). This chapter is also relevant at a time 
when the role of the traditional family system as an agent of primary socialisation (Hunter-Jones, 2014) 
is slowly but surely disintegrating and the public education system is expected to fill the gap being 
left behind (Haralambos & Holborn, 2013). This is a time when inclusive education has also firmly 
entrenched itself as a key element within the general field of public education and educational research 
(Walton & Engelbrecht, 2022). In particular, inclusive education is increasingly being viewed as the 
only fair and socially just way of grouping learners for instruction (Mafa, 2012; Musengi & Chireshe, 
2013). Therefore, Polat (2011) and Astuti and Sudrajat (2020) saw the adoption of inclusive practices 
by schools and/or education systems as a step towards social justice. The term social justice “refers to 
the principles of equality and equity in all aspects of life for all members of a community” (Farid, 2022, 



 

 

28 more pages are available in the full version of this document, which may

be purchased using the "Add to Cart" button on the publisher's webpage:

www.igi-global.com/chapter/the-state-of-inclusive-education-in-secondary-

schools-in-zimbabwe-decades-after-independence-and-the-salamanga-

declaration/316853

Related Content

Describing Undergraduate Students' Intercultural Learning through Study Abroad in Terms of

Their ‘Cultural Responsiveness'
Susan Oguroand Angela Giovanangeli (2016). International Journal of Bias, Identity and Diversities in

Education (pp. 29-38).

www.irma-international.org/article/describing-undergraduate-students-intercultural-learning-through-study-abroad-in-

terms-of-their-cultural-responsiveness/156496

Digital Pedagogy Before, During, and After COVID-19: Reflections of an Indian EFL Teacher
Arnab Kundu (2024). International Journal of Bias, Identity and Diversities in Education (pp. 1-17).

www.irma-international.org/article/digital-pedagogy-before-during-and-after-covid-19/342602

Mentoring and Supervision for Women of Color Leaders in North American Higher Education:

Together We Go Further
Elena Sandoval-Lucero, Tamara D. Whiteand Judi Diaz Bonacquisti (2020). International Journal of Bias,

Identity and Diversities in Education (pp. 18-45).

www.irma-international.org/article/mentoring-and-supervision-for-women-of-color-leaders-in-north-american-higher-

education/258995

Abilities Before Disabilities: The Educational Challenges and Triumphs of a Blind Individual
Miranda Oakley (2020). Social Justice and Putting Theory Into Practice in Schools and Communities (pp.

266-273).

www.irma-international.org/chapter/abilities-before-disabilities/232632

Public Demand Aggregation as a Means of Bridging the ICT Gender Divide
Idongesit Williams, Benjamin Kwofieand Fauziatu Salifu Sidii (2017). Discrimination and Diversity:

Concepts, Methodologies, Tools, and Applications  (pp. 739-754).

www.irma-international.org/chapter/public-demand-aggregation-as-a-means-of-bridging-the-ict-gender-divide/182113

http://www.igi-global.com/chapter/the-state-of-inclusive-education-in-secondary-schools-in-zimbabwe-decades-after-independence-and-the-salamanga-declaration/316853
http://www.igi-global.com/chapter/the-state-of-inclusive-education-in-secondary-schools-in-zimbabwe-decades-after-independence-and-the-salamanga-declaration/316853
http://www.igi-global.com/chapter/the-state-of-inclusive-education-in-secondary-schools-in-zimbabwe-decades-after-independence-and-the-salamanga-declaration/316853
http://www.irma-international.org/article/describing-undergraduate-students-intercultural-learning-through-study-abroad-in-terms-of-their-cultural-responsiveness/156496
http://www.irma-international.org/article/describing-undergraduate-students-intercultural-learning-through-study-abroad-in-terms-of-their-cultural-responsiveness/156496
http://www.irma-international.org/article/digital-pedagogy-before-during-and-after-covid-19/342602
http://www.irma-international.org/article/mentoring-and-supervision-for-women-of-color-leaders-in-north-american-higher-education/258995
http://www.irma-international.org/article/mentoring-and-supervision-for-women-of-color-leaders-in-north-american-higher-education/258995
http://www.irma-international.org/chapter/abilities-before-disabilities/232632
http://www.irma-international.org/chapter/public-demand-aggregation-as-a-means-of-bridging-the-ict-gender-divide/182113

