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ABSTRACT The aim of the present paper is to explore teachers’ perceptions on the implementation of multicultural
education in Zimbabwean primary schools. The paper focuses on five selected schools in Chegutu district. Qualitative
research was chosen as the research method. Phenomenology was selected as the research design. The sample
consisted of twenty teachers (10 male and 10 female) selected through purposive sampling technique. Data was
collected through unstructured in-depth interviews and focus group discussions. It was found out that teachers tend
to have a narrow focus in terms of their conceptualisation of multicultural education. The paper reveals that
multicultural education is being implemented at the additive level through the accommodation of cultural diversity
in some school subjects as well as the language in education policy. The paper recommends that multicultural
education should be part of the curriculum in pre service teacher education. There is also need for seminars and
workshops hosted by the Ministry of Primary and Secondary Education to conscientise teachers on the practice of
multicultural education.

INTRODUCTION

Multicultural education has gained promi-
nence in a number of countries worldwide dur-
ing the last fifty years. It is based on the as-
sumption that there are certain discriminatory
practices in education that negatively affect the
educational experiences of students. Such dis-
criminatory practices tend to be based on race,
ethnicity, gender, sexual orientation, disability
and social class. Thus, some pupils, particularly
those from minority ethnic backgrounds, become
invisible in the content of educational materials
as well as classroom pedagogy. As schools are
open to learners of all races, culture, religious
convictions and value systems, teachers are in-
creasingly being confronted with multicultural
learning compositions at school and in the class-
room (Le Roux 2000:  19).

Multicultural education is relevant to a num-
ber of African countries chiefly for two reasons.
Firstly, it is recognised that most African coun-
tries are multicultural and multiethnic where the

need to tolerate and appreciate cultural differ-
ences is of fundamental importance. Secondly,
Africa’s colonial experience saw the imposition
of an alien curriculum that was mono cultural,
ethnocentric and Eurocentric in outlook. This
curriculum did not give due attention to local
circumstances, particularly accommodating the
needs of the learner in terms of cultural diversi-
ty. In addition, with the attainment of indepen-
dence in most African states, there is need for
multicultural curricula that accommodate the
needs of all learners, particularly in terms of race,
ethnicity, gender and social class. Meier and
Hartell (2009:  180) argue that the increasing cul-
tural diversity in educational institutions neces-
sitates that educationist teach and manage learn-
ers with cultures, languages and backgrounds
that are unknown to them. Thus, educational
leaders can no longer pretend not to take note
of the reality and manifestation of diversity in
schools (Lemmer et al. 2006:  5). The present
paper therefore, seeks to explore teacher per-
ceptions on the implementation of multicultural
education in Zimbabwean primary schools. Ex-
ploration of teacher perceptions is important
considering that multicultural education is such
a complex concept that its usefulness and valid-
ity for teachers must be examined by (the per-
spective of) those who implement the curricu-
lum (McKinney and Soudien 2010:  6).
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Theoretical Framework

The study is informed by the postmodernist
theoretical perspective. Post-modernism places
a lot of emphasis on the accommodation of dif-
ference in society. Soudien et al. (2004:  28) state
that to accommodate difference, educational in-
clusion has taken the form of multicultural edu-
cation or education for pluralism. Such observa-
tion makes postmodernism relevant to the prac-
tice of multicultural education. Ballantine and
Hammack (2012:  18) argue that postmodernists
call for respect and understanding of human dif-
ferences. The emphasis on diversity in society
provides the rationale for the adoption and im-
plementation of multicultural education. Rose
and Potts (2011:  3) argue that cultural diversity
therefore, includes the various ways in which
the human experience can be diverse as ex-
pressed through race, ethnicity, class, language,
religion, ability, gender and sexual orientation.
Postmodernism can be observed as a theoreti-
cal perspective that upholds the acceptance of
diversity in society (Taylor et al.  2011:  401). To
emphasise the importance of diversity, Sadovnik
(2007:  8) advises that postmodern theories of
education call for teachers and students to ex-
plore difference between what may seem like in-
herently contradictory positions in an effort to
achieve understanding, respect and change. This
means that the curricula should be interdiscipli-
nary and represent diverse interests, that uni-
versal skills such as critical theory should be
stressed and that individual children should reach
a common goal by different paths (Ballantine
and Hammack 2012:  19).

 Definition of Multicultural Education

Multicultural education presents difficulties
in terms of definition. Zimmerman (2004:  1) sub-
mits that a survey of the literature (Tiedt and
Tiedt 2005; Bruch et al. 2004; Bennet 2003; Banks
2002; Gollnick and Chinn 2002; Grant and Gomez
2001; Hernadez 2001; Nieto 2000; Sleeter and
Grant 1999) indicates the complexity, and even
contradictions of creating a definition of multi-
cultural education without going into how to
teach or implement it.  Banks (2009:  25) accepts
that multicultural education is an idea or con-
cept, reform movement and a process. As an
idea multicultural education states that all stu-
dents regardless of the groups they belong to

such as those related to gender, ethnicity, race,
culture, language, social class, religion or ex-
ceptionality should experience educational
equality in schools. This definition is in agree-
ment with the ideas of postmodernism where
the accommodation of diversity is of paramount
importance. Multicultural education is also a re-
form movement designed to bring about a trans-
formation of the school so that students from
both genders and from diverse cultural experi-
ences, language and ethnic groups have an equal
chance to educational success. Banks (2009:  25)
concludes by saying that multicultural educa-
tion is also a continuing process because the
idealised goals it tries to actualise such as edu-
cational equality and the eradication of all forms
of discrimination can never be fully achieved in
society. Gollnick and Chinn (2002) cited by Maat-
ta (2008:  9) define multicultural education as a
strategy in which pupils backgrounds are used
in order to develop effective school environ-
ments and classroom instruction.

Finally, Manning and Baruth (2008:  5) state
that multicultural education is both a concept
and a deliberate process designed to:  teach learn-
ers to recognise, accept and appreciate differ-
ences in culture, ethnicity, social class, sexual
orientation, religion, ability/disability and gen-
der; instil a sense of responsibility and commit-
ment to work in learners during their crucial de-
velopment years and a commitment to work to-
wards the democratic ideals of justice, equality
and democracy.

Multicultural education therefore seeks to
accommodate diversity. Runhare and Mulaudzi
(2012:  194) posit that multicultural education
seeks to accommodate equality in educational
access, representation in curriculum knowledge,
staff composition, academic achievement, treat-
ment of learners and teachers’ competence to
handle global classes. Matsumoto (2013:  2)
agreed that multicultural education approach is
now spread across the world because it pro-
vides one of the most promising methods by
which groups belonging to different cultures,
races, religions and social class can coexist with
each other in a peaceful interactive way. Multi-
cultural education is relevant for Zimbabwe when
looked at in the context of Zimbabwe’s Cultural
Policy whose objectives include:  to promote
Zimbabwean culture in a multicultural society
and take into account, the different ethnic, lin-
guistic and religious groups (Ministry of Edu-
cation, Sport, Arts and Culture 2004:  6).



IMPLEMENTING MULTICULTURAL EDUCATION IN ZIMBABWE 327

 Approaches to Implementation of
Multicultural Education

There are a number of approaches that have
suggested for the implementation of multicul-
tural education.  Authorities such as Gibson
(2010), Banks (2009), Grant and Sleeter (2009),
Nieto (2002), and Bruch et al. in Zimmerman (2000)
have provided different models for the imple-
mentation of multicultural education.

This section shall focus on Banks (2009:  237-
248) levels of the implementation of multicultur-
al education which are:  contributions, additive,
transformative and social action. The contribu-
tions level features the use of lessons and activ-
ities that celebrate heroes, holidays and special
events of certain cultures (Yao et al. 2009: 3).
The contributions approach is characterised by
the insertion of ethnic heroes and discrete cul-
tural artefacts into the curriculum selected us-
ing criteria similar to those used to select main-
stream heroes and cultural artefacts (Banks 2009:
237).  The ethnic additive approach is accom-
plished by the addition of a book or unit, or a
course to the curriculum without changing it
substantially. The transformative level changes
the basic assumptions of the curriculum and
enables students to view concepts, issues,
themes, problems from several ethnic perspec-
tives and points of view (Banks 2009:  242).  Fi-
nally the last approach is an extension of the
transformative level. The social action level rep-
resents a step further by asking students not
only to understand views and perspectives of
others, but also to take action to bring about
social changes.

The significance of Banks (2009) approach
can be taken as the basis of a spiral curriculum
in multicultural education. Out of various ap-
proaches, the ‘contributions’ approach can be
used as a vehicle to move to other, more intellec-
tually challenging approaches such as the trans-
formation and social action approaches (Banks
2009: 246). Banks’s (2009) approach should there-
fore be conceptualised along a continuum of
approaches (contributions, ethnic additive,
transformation and decision making and social
action) (Herera et al. 2012:  3).

 Statement of the Problem

Zimbabwe is a multiracial, multiethnic and
multicultural nation. It is therefore characterised

by cultural diversity which needs to be reflected
in the content and practice of education. The
implementation of multicultural education ap-
pears to be problematic not only in Zimbabwe
but also in other countries worldwide. It is gen-
erally assumed that the desegregation of educa-
tion that took place at independence in 1980 and
was reinforced by the 1987 Education Act (as
amended) has made all the schools in the coun-
try multiracial and multiethnic. It is assumed that
multicultural education is being practised in the
schools. The absence of an official policy on
multicultural education presents problems in
terms of implementation. Thus, the paper seeks
to explore teachers’ perceptions on the imple-
mentation of multicultural education in Zimba-
bwean primary schools.

Research Objectives

The research was guided by the following
objectives:

(a) to explore teacher perceptions on the im-
plementation of multicultural education in
Zimbabwean primary schools ;

(b) to identify teacher perceptions on how
curriculum instructional materials currently
in use reflect Zimbabwe’s  plural charac-
ter.

METHODOLOGY

Design

The research method adopted for the study
is the qualitative research paradigm. The pur-
pose of qualitative research is to develop an
understanding of individuals and events in their
natural state, taking into account the relevant
context (Marshall and Rossman 2006:  2; Patton
2002: 39). Phenomenology was selected as the
research design. Johnson and Christensen (2008:
395) posit that phenomenology refers to the de-
scription of one or more individual’s conscious-
ness and experience of a phenomenon. Data was
obtained through the use of in-depth unstruc-
tured interviews and focus group discussions.

Population and Sample

The population consisted of all the teachers
in the selected five schools. From this popula-
tion a sample of twenty teachers (10 male and 10
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female) was selected using purposive sampling
techniques. Patton (2002: 230) added that the
logic and power of purposeful sampling lie in
selecting information rich cases for study in
depth. All teachers selected into the sample had
a minimum of five years post qualifying experi-
ence. The schools in the sample were selected
using purposive sampling procedures so that a
school was selected from each of the following
settings:  urban high density, urban low density,
communal lands, farm/mining community and
mission/ church school. The participants were
allocated pseudonyms and the schools were al-
located numbers to enhance anonymity and con-
fidentiality.

Data Presentation and Analysis

Data was analysed through a thematic anal-
ysis. Gibson and Brown (2009: 126) recommend-
ed that thematic analysis refers to the process
of analysing data according to commonalities,
relationships and differences across data set. In
the presentation of the data the responses of
the participants were quoted verbatim in line with
transcendental phenomenology (Moustakas
1994 cited in Creswell 2007: 58).

FINDINGS

 Content of the Primary School Curriculum
and Zimbabwe’s Multicultural Character

A large number of the participants (16) felt
that the content of Zimbabwe’s primary school
curriculum reflects the nation’s multicultural char-
acter. School subjects such as the languages,
Social Studies, Religious and Moral Education
were seen to reflect the multicultural character
of Zimbabwean society. Social Studies and Sho-
na were seen to accommodate the multicultural
character of the nation as one participant ob-
served:

Maybe in terms of the subjects themselves
they cut across all the syllabi. As evidence, in
Social Studies, you find that it talks of the
Karanga, the Zezuru, the Korekores to expose
the child to different ethnic groups in Zimba-
bwe and also try to let the child appreciate
that no other child or culture is superior to
another culture.  The same thing may be for
Shona in the sense that they have now catered
for all the dialects (Mr. Bvumayi School 2).

Religious and Moral Education was consid-
ered to embrace the multicultural character of
the nation. Religious and Moral Education
through its emphasis on different religions from
different parts of the world was seen to reflect
multiculturalism. According to another partici-
pant Religious and Moral Education accommo-
dates cultural diversity because:

The curriculum in almost every subject shows
that there is need for children to be accommo-
dated in their cultures. It can be observed that
in Religious Education most of the religions,
Christianity, Traditional Religion, Hinduism
and Islam is taught (Mr. Marara School 3).

Similar views were collected during focus
group discussions. The accommodation of dif-
ferent dialects, particularly in Shona was seen
as a way of accommodating the multicultural
character of Zimbabwean society. One partici-
pant had this to say about the accommodation
of different dialects:

(The curriculum) it is designed in a way
that it caters for all dialects in Zimbabwe, the
Ndaus, the Karangas, Zezurus and Manyikas.
Textbooks are designed in such a way that those
languages are catered for. Some of the exam-
ples in the textbooks are written in Karanga
and others in Ndebele (Mrs. Chumi School 4).

The language policy and the different indig-
enous languages taught in the primary schools
were also viewed as part of a multicultural school
curriculum. A number of marginalised indigenous
languages are now being taught and this was
seen as an attempt to accommodate the nation’s
multicultural character. This was illustrated by
one participant who opined:

Surely it is catering for multicultural groups
because you find that there are pupils who are
learning other languages that were not taught
before here in Zimbabwe like Kalanga, Venda
and the like. It can be said that a multicultural
approach is being implemented (Mr.Mabara
School 4).

In a similar vein another participant observed:
Like in the past it was compulsory to do

either Shona or Ndebele, but they have now
introduced Kalanga, Tonga, Nambya and oth-
ers as examinable subjects at grade seven lev-
el. So they are trying to cater for those small
dialects in terms of exposing the child at any
early age to learn languages which they speak
at home (Mr. Bvumayi School 2).
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These views were supported by responses
from focus group discussions where the teach-
ing of marginalised indigenous languages was
emphasised. One participant noted:

There is the process of including other mi-
nority languages in the curriculum which is
actually being done. But I think the process
has to be stepped up to increase the pace so
that no one is left out in the curriculum (Mr.
Mabasa School 2).

The co-curricula programme in the different
schools was seen as one way in which the mul-
ticultural character of Zimbabwe is reflected. This
is achieved through competition in different tra-
ditional dance themes annually at district and
national level. Music competitions are also held
annually at district and national level with music
pieces being written in different languages on
an annual rotational basis. One participant had
this to say regarding the co-curricula programme:

It can be noted that, culturally our tradi-
tional dances encompass many cultural activi-
ties. You find that there are some white pupils
who are dancing to our own dances like jeru-
sarema (a Zezuru sub cultural dance), jiti (Ko-
rekore sub cultural dance) (Mr. Mabara School
4).

Traditional dance themes which are drawn
from different sub cultural groups annually were
also seen as a way of accommodating the multi-
cultural character of Zimbabwean society. A par-
ticipant added regarding the schools’ co-curric-
ula programme:

When it comes to music pupils from the Sho-
na area like where I am right now are compet-
ing with those from the Ndebele area. The mu-
sic piece they are doing right now is a Ndebele
one. So you see the Shonas are competing to
sing a Ndebele song which is quite plain that
they are taking information from different ar-
eas. We move on to things like traditional dance.
Last time we had a dance from Matabeleland
South, I am forgetting its name now, yah, amab-
hiza (Ndebele sub cultural dance). But we had
to compete on that one because; the idea is to
accommodate everyone. Last year, we had an-
other dance, eh, this one was from Masvingo,
pure Karanga that one. The other year we had
jerusarema (Zezuru sub cultural dance) which
is from Mashonaland East. Now I think that is
testimony that different cultures are accommo-
dated in the system (Mr. Penyai School 3).

In agreement another participant revealed
that:

In co-curricula activities the multicultural
character of our society is shown. For example
when we teach traditional dance we don’t only
teach traditional dances in Zimbabwe, but we
also accommodate other cultures within Zim-
babwe itself and outside Zimbabwe. We teach
muchongoyo (Shangaan sub cultural dance)
we teach all sorts of dances (Mr. Marara School
3).

School enrolment patterns in the schools in
the sample are multicultural in terms of ethnicity,
gender, social class and religion among others.
Commenting on multicultural enrolment patterns
one participant pointed out that:

Yah, looking at the class I am teaching now,
it is being reflected that pupils from different
cultures are being accommodated. Um, we have
Ndebeles, we have Shonas, we also have pupils
from different religious backgrounds, Moslems,
Christians, from Pentecostal churches, from
African Tradition Religion and they are accom-
modated (Mr Penyai School 3).

Participants’ Views on the Implementation of
Multicultural Education in Zimbabwe

All the participants were of the view that
multicultural education is being practised in Zim-
babwean primary schools to varying degrees.
As per the participants’ views, this is shown in
terms of multicultural enrolment patterns, con-
tent of different subjects and the language pol-
icy. Commenting on the language policy and the
content of textbooks a participant had this to
say:

I think the Ministry has taken the right steps
in trying to implement it. The first example is
that of the languages that are now being intro-
duced in the primary school syllabus. It is now
compulsory for a child in grade 1, ECD (Early
Childhood Development) to be taught using
his/her own language (mother tongue) that is
culture. I think the Ministry has begun doing
that. But I believe more needs to be done in
terms of having textbooks that cut across. For
example if it is a Ndebele textbook, it should
also reflect on what is done in other areas that
are not Ndebele maybe through stories and so
on (Mr Bvumayi School 2).

Another participant expressed similar views
by saying:

Yes, after having said this it shows that the
direction of the school policy, the direction of
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the education policy is to consider every cul-
tural aspect of cultural diversity in Zimbabwe.
Especially when I see an item in the referendum
considering sixteen languages it means that in
the languages that is where we see cultural
diversity. In the languages that is where we see
the expression of a culture. So by considering
that aspect, considering other languages to be
examinable and taught in schools is a direc-
tion where consideration is being given (Mr
Marara School 3).

The need for improvement in terms of imple-
mentation was also observed. Another partici-
pant emphasised the need for improvement. She
observed:

I feel it needs to be improved. We have just
started practising multiculturalism. But I feel a
lot more still needs to be done so that all the
different cultures feel they are well represented
(Mrs. Bango School 3).

Some constraints in the implementation of
multicultural education were observed.

Lack of a government policy on multicultur-
al education and financial constraints were seen
as challenges in the implementation of multicul-
tural education in Zimbabwean  primary schools.
With regard to the constraints a participant ar-
gued:

Multicultural education is being practised
to some extent. Some are trying but to some
extent they are still not there. Because of finan-
cial constraints we don’t have the facilities, and
we don’t have specialist teachers to teach some
of the subjects. Looking at our government it-
self, it does not have polices and laws which
are clear and specific to accommodate multi-
cultural education (Mrs Zongororo School 1).

Multicultural enrolment patterns where pu-
pils are recruited from different ethnic back-
grounds were cited as evidence of the imple-
mentation of multicultural education in Zimba-
bwean primary schools. A participant had this
to say about multicultural enrolment patterns:

I think it is being practised, in some other
schools you can see there are coloureds, to-
gether with these, with us blacks who are learn-
ing in the same schools. Eh, say we go to Bula-
wayo you will see Shona speaking pupils there;
they are also in the same class together with
Ndebele speaking pupils. They are mixed, so I
think that one is being practised. They are tak-
en as one (Mr. Mwenga School 5).

Similar views were expressed during focus
group discussions. Multicultural enrolment pat-
terns, the teaching of some marginalised minor-
ity languages and the content of subjects such
as Social Studies were once more cited as evi-
dence of the practice of multicultural education
in Zimbabwe. One participant opined:

 I feel we are implementing that in the sense
that we have pupils from different cultures that
is point number one. We also have the use of
language. They use languages of their choice,
we also have books we use, and they cater for
different cultures like I have already said (Mr.
Penyai School 3).

However, there are some challenges that were
identified in the implementation of multicultural
education. The need for in service teacher train-
ing in multicultural education as well as the re-
form of textbooks were also seen as challenges
in the effective practice of multicultural educa-
tion. One participant suggested the following
solutions to mitigate challenges in the practice
of multicultural education. She remarked:

It is being implemented but not to a large
extent. I think there is a need for it to be done at
a higher level. Teachers should be trained about
multicultural education. The textbooks should
be modified to cater for everyone. For example
if Chapter 1 has a Zezuru story, then they can
have a Korekore story so that all pupils’ cul-
tural backgrounds are covered (Mrs Mupfuti
School 1).

Another participant expressed a similar opin-
ion. He suggested:

In my view, they should start at the top. To
start with a revamp of the syllabi so that it re-
flects multiculturalism. Textbooks should reflect
multicultural education. When the books and
the syllabi come to the people it means the
teacher will be forced by the subjects to imple-
ment multicultural education (Mr. Banda
School 1).

The need to address teacher attitudes to-
wards multicultural education was emphasised.
One participant expressed the concern that:

I don’t think multicultural education is be-
ing practised in Zimbabwean primary schools
because I think from the highest levels docu-
ments of these curricula show that it is there
but it is not implemented in the school system.
This is due to negativity, just being negative.
So this is negativity on the part of people who



IMPLEMENTING MULTICULTURAL EDUCATION IN ZIMBABWE 331

should be learning different cultures (Mrs. Go-
tora School 3).

DISCUSSION

These views by the participants signify that
a start by the Ministry of Primary and Second-
ary Education in the implementation of multicul-
tural education in Zimbabwean primary schools.
They also reflect the participants’ understand-
ing of the concept of multicultural education,
which appears to be narrowly focused. The range
of subjects that was seen to reflect the nation’s
multicultural character appears to be rather nar-
row and limited. In their responses the partici-
pants did not cite subjects such as Home Eco-
nomics, Physical Education, HIV and AIDS Ed-
ucation, Music and Mathematics as reflecting
the nation’s multicultural character. This omis-
sion tends to reinforce the view that there are
some school subjects that tend to reflect the
nation’s multicultural character more than oth-
ers. Manning and Baruth (2008:  8-9) advise that
multicultural education should permeate the en-
tire school curriculum rather than be doled out
in a ‘one course’ or teaching unit approach. Yao
et al. (2009) concur and posit that ideally multi-
cultural education according to the Banks mod-
el would be infused throughout educational con-
tent and experiences. Besides, the multicultural
character of Zimbabwe should be reflected in all
primary school subjects.  What may be debat-
able at this juncture is the extent to which multi-
cultural education as is practised in Zimbabwe
currently, embraces the ideals of multicultural
education as set out by theorists such as Banks
(2009:  237-249),  Nieto (1992:  46, 2002:  31-46 ).

As per the views of the participants, it ap-
pears that the content of the primary school cur-
riculum includes the different sub cultures that
make up Zimbabwean society. It reflects multi-
culturalism to a certain extent. This is an acknowl-
edgement that Zimbabwe is a multicultural na-
tion (Ministry of Education, Arts, Sports and
Culture 2004: 4; Nziramasanga Commission 1999:
357). The inclusion of different ethnic groups
into curriculum content as well as the teaching
of marginalised indigenous languages can be
seen as an acknowledgement of difference in
Zimbabwean society. This inclusion contributes
to prejudice reduction which is one of Banks’
(2009) dimension of multicultural education

(Matsumoto 2013:  1; McKinney and Soudien
2013:  1; Yao et al. 2009:  2). However, Nieto (2002:
39) is of the view that multicultural education
should be seen as a philosophy, a way of look-
ing at the world, not simply a programme or a
class or a teacher. In this regard multicultural
education has to permeate the entire school cur-
riculum. Based on the responses of the partici-
pants, the implementation of multicultural edu-
cation in Zimbabwean primary schools can be
placed at the additive level (Banks 2009:  239).
From the additive level other levels such as the
transformative and social action can be attained.
This is possible when accompanied by relevant
curriculum reform as well as the review of curric-
ulum instructional materials to ensure that they
fully embrace the multicultural character of Zim-
babwean society.

Post-modernists argue that difference lies at
the heart of the world (Ritzer 2009:  617) with
calls to wage a war on totality and activation of
differences (Lyotard 1984) as cited in Ritzer 2009:
617). Cohen et al. (2011:  26) state that one of the
distinguishing hall marks of postmodernism is
the valorisation of difference, diversity and sub-
jectivity. Banks (2005) brings forth as cited in
Runhare and Mulaudzi (2012:  194), multicultural
education guides the young generation to im-
merse themselves in other cultures, engage with
difference and acquire diverse cultural compe-
tence. The content of the primary school curric-
ulum in Zimbabwe has made some effort to ac-
commodate difference that is found in Zimba-
bwean society to a certain extent. This is in line
with the post-modernist emphasis on including
the stories of marginalised groups which encour-
ages cultural diversity and multiculturalism in
schools (Ornstein et al. 2011:  508).  The accom-
modation of difference in the primary school
curriculum in Zimbabwe is in harmony with the
views of Vandeyer (2010:  345) who observed
that multicultural education seeks to create edu-
cational opportunities for students from diverse
racial, ethnic, social class and cultural groups
by acknowledging difference.

A large number of issues pertinent to multi-
cultural education such as the school environ-
ment and pedagogy among many others were
not raised in the analysis of the practice of mul-
ticultural education in Zimbabwean primary
schools. These views on multicultural educa-
tion could be a result of the numerous ways in
which multicultural education has been defined
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and implemented (Lemmer et al. 2006:  2). The
numerous ways through which multicultural
education has been defined have led to differ-
ences in the conceptualisation of the ways in
which it is implemented. This has an impact and
implications for the practice of multicultural ed-
ucation in Zimbabwean primary schools. In the
conceptualisation of multicultural education by
the participants, the social and transformation
qualities of multicultural education were not
mentioned.  There was a tendency to focus on a
limited number of issues; issues such as gender,
social class, the school environment as well as
the participation of parents in school activities
were not included in the conceptualisation of
the practice of multicultural education in Zimba-
bwean primary schools. These responses rein-
force the view that in multicultural education
scholarship a gap exists between theory and
practice (Gay in Banks 1993:  1). In addition, it is
important to note that the concept of multicul-
tural education today is multidimensional and
embraces a number of issues (Banks 2011; Pangs
2001 in Gwirayi 2010).

The responses of the participants on the
implementation of multicultural education in Zim-
babwe are similar to findings of research studies
carried out elsewhere. Research carried out by
Zimmerman (2004:  17) in the United States dem-
onstrated that the responses of the teachers
confirm that teachers viewed multicultural edu-
cation from the perspective of the celebratory
and none of them talked about it in a way that
manifested awareness of multicultural education
as transformative. Diaz-Rico (1998) in Gorski
(2006:  163)  also found out that the multicultural
education most often practised by teachers, ad-
ministrators and staff developers and others in
the United States is a conservatised, depoliti-
cised version that does more to sustain inequi-
ties that to demolish them. Gorski (2006:  167)
also found out that in the United States respons-
es of multicultural education professionals in
the definition of multicultural education typical-
ly reflect more of a compassionate, conserva-
tive consciousness than an allegiance to equity
and justice. Such a definition of multicultural
education may not enable its practice to achieve
its intended goals as it is practiced at a superfi-
cial level.

CONCLUSION

Teachers’ perceptions of the implementation
of multicultural education revealed that multi-

cultural education is being practiced in Zimba-
bwean primary schools. However, it is being prac-
tised to a limited extent at the additive level. The
multicultural character of Zimbabwean society
tends to be accommodated in school subjects
such as the languages, Social Studies, Environ-
mental Science, Religious and Moral Education.
Co- curricula activities like music and traditional
dance were also seen as embracing the multicul-
tural characteristics of the nation. The paper
found that the participants conceptualise the
practice of multicultural education in narrow
terms as their conceptualisation of multicultural
education does not reflect a holistic approach in
the implementation of multicultural education.

RECOMMENDATIONS

The Ministry of Primary and Secondary Ed-
ucation should put in place a comprehensive
policy to regulate and guide the practice of mul-
ticultural education in Zimbabwean primary
schools. There is need to enhance capacity build-
ing through hosting in service workshops for
teachers in the field. The aim of such workshops
would be to raise teachers’ awareness of multi-
cultural education. Above all, multicultural edu-
cation should be part of pre- service teacher
education curriculum. Publishers of school text-
books should also liaise with the Ministry of
Primary and Secondary Education in an attempt
to ensure that the content of the textbooks ac-
commodates the multicultural character of Zim-
babwean society.

LIMITATIONS

The paper utilised unstructured in-depth in-
terviews and focus group discussions as data
gathering instruments. Documentary analysis
which includes analysis of syllabi and textbooks
could have been utilised as another form of trian-
gulation. Further, the research could be carried
out to analyse the content of curriculum instruc-
tional materials using documentary analysis.
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